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ABSTRAC T 

Supervisor: Profes sor Car y c. Couls on 

This thesis is an attempt to help clarify t he issue of corporal 

punishment in schools by looking at the historical development of the 

attitudes which are currently held. The views on corporal punishment 

of influential educational thinkers from t he earliest times to the 

present have been presented and analysed. Also the degr ee to which 

thes e views wer e a r eflection of, or contrast to , the attitudes of the 

time has been noted. It wa s shovm t ha t tr.e arguments against corporal 

punishment could be broadly classif i ed. i nto motiv;:d,ional arguments (it 

doesn't work) and ethical argument s (it is morally wrong). 

ii 

The educational l egacy of corporal pun ishment from earlier 

European socie ties provided a time-worn acceptance closely bound up with 

relieious and social attitude s . A few except i onal indi vi duals, parti­

cularly Quintilian, spoke out i n opposit:..on , as did certain Humanists 

during t he Rena issanc e pe riod, but wi t h little general effect. Early 

Protestan t l eaders f ound s upport for its use in Old Tes tament edicts , 

but organise d Catholic Orders i n France began to use more subtle methods 

of motiva tion which gr eatly r educed t he f ear of physical pain as an 

incentive~ Despite occas i onal protests , Engl and ua s t o accept ri gor ous 

t eachi ng methods until ·well into t he Nineteenth Century. 

While ther e was much violence and brut ality· in t ha t century , mor e 

and more of t he l eading t hinkers opposed man ' s i nhumanity to man , and to 

child. Although Rousseau uas t he most i_nfluential, al mos t a ll of t he 

leadi ng educati onal philosopher s of t his cen t ury opposed cor poral punish­

ment except as a l ast r esoTt. The belief t hat a chi l d shoul d be motivated 

to higher achievement and bet tsr behaviour through love and int er es t grow, 
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along with the stress on more acceptable teaching method::, , and an 

attractive school envir orunent . European schools became a contrast to 

those in English-speaking countries where change was much slower . But 

here , too , chan0e was to come through the moral persuasion of educational 

leaders ; the r estrictions placed on corporal punishment by official 

bodies , the general improvement in teacher training and the vast 

improvement in school buildings and equipment . Among the most influenti al 

i n changing public opinion were writers of f iction who portrayed t he 

effects of brutality on children . 

The Twentieth Century has brought closer to f ul fillment the promise 

of the Nineteenth . Better quality teachers have introduced into class­

rooms more positive teaching methods which avoid harsh methods of disci­

pline and motivation . While experimental psychology has not yet clearl y 

s ho-wn the effects of punishment , clinical psyc hology has contributed much 

i n the examination of de eper motives of both punisher and victim, and has 

attempted to cure behavioral problems t hrough individ'.lal counselling 

and t herapy. Despite advances in psychology, hoHever , the opposition 

t o corporal punishme nt conti nues to r est most securely on ethical 

arguments. 
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CHAPTER I 

THE PROBLEM 

A Continuing Controversy 

Probably no i ssue has been such a continuing centre of controversy 

in education as t he use of corporal punis hment , and no classroom met hod 

has as long a history . For thousands of years t he rod or its substitute 

was t he emblem of the teac her , yet today few educational l eaders support 

its use , and those but r eluctantly . 

There is now a general acc eptance that corporal punishment for 

failure to l earn is unacceptabl e . Much of t he defence for this view is 

ostensibly psychological (that is, it is an ineffective motivational 

device) , but on closer examination , t he arguments used are fr equently a 

mixture of psychological and ethical . Other arguments are use d also : 

that it is unfair , for instance , in that childr en do not have equal 

innate ability so t he l es s able ones are likely to suffer more th2.n the 

more capable ones. Ther e is also a t endency for ther e t o be a con.fus ion 

i n t he support or opposition to corporal puni shment for failure to l earn , 1 

and for unacceptable social behaviour. The issue i s further confused by 

the emotional approach of many writers , or by the ir particular views of 

the nature of t he child , i ndee d of man o 

This controversy i s not a new manifestation . Ever since educational 

commentators have questioned t he methods used i n schools , t he matter of 

punishment, particularly corporal puni shment , has been controversial. In 

the f irst clear objections to it , among Greek and Roman writers, we can 

find arguments ver y similar to t hose used today . 

The is sue i s r eported with r egularity i n t he popular pr ess. No 

other educational probl em is lil~ely to r ece i ve as much attention or to 
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excite t!-ie r,ublic Rs qu:i.ckly . In fact , this i s part of the problem: it 

is so quickly confus ed by e motion , or i s made disproportiona tely impor­

tant by a sensationalis t pre ss ~ 

The prob l em of use or non- use f r equently become s a very personal 

one f or a t eacher or school adminis trator . While his success is j udged 

on many things , a basic one is his clas s contr ol or discipline . One ,·my 

t hat this can be ac hieve d is t hrough fear , and the tradit ional instrument 

of f ear has been t he rod or its substitute . Despite much protest and 

many ar guments , our schools and society have not yet seen fit to abandon 

i ts use altoge ther . 

Previous Inyes t i eatio~ 

One would think t ha t snch a continuing problem and one which so 

r eadily exci t eo conc ern 1-rnald have r eceived a l.arge amount of investi­

gation, but this is not so. After a l engthy search of all avail ab1e 

s ources , t he wTi ter found only one 1-rhic h could be ranke d as a thorour:;h 

study of t he use of corporal punishl-:1ent in s chools . In En£7,land, the 

National Founda tions for Educational Re search i nvesticated t he r easons 

given by teachers for the ir use of corporal. plmish.r:1ent , the extent of 

its use , and the reacti ons of students. The r eport , publ i shed in 19S"2, 

also i nc orpora t ~d a chapt er on its r ecent history in England and m:1de 

certain r ecoi:unendati ons. 

Some mention iG m'.ldG of corpora l punis hment in mo s t general his-­

t ories of educ a tion , but usually only i n passing . Llue lla Cole ' s A 

His tory o.f Eciucatio1:_, _Soc~atcs to 1fontes sori (1965 ) co:1tains the most 

in forrn~ tion , but here , t oo, the t r eatr-.en:. is brief . THo popular or 

11 journalisticn type books ha rl. the mos t ex t ensive tr eatm:; nt , D' Olbert. ' s 

~2'~::t:i s~!~?nt 1\cross t I~e .. g0. ~ (1965) and Sc ot t's Flagc l b t i on_, A llic-:tory 

of Cor pora l Punishr1c:-1 v (1960) . Ea ch of these was a his t or y and discus sion 
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of corporal puni:;hms n t i n gen er a l, wi th a s epa r a t e chapter on its use in 

schools. Psychol ogi ca l s t udi e s hav e been of t ..ro type s: empirical inves­

t igations i nvolvi ng pa in hav e been on animals, but on people othe r type s 

of punishment only have been used ; clinical studies have drawn their 

conclusions from individual case historie s and the speculative t heor i e s 

of the inve stiga tor. The majority of promi nent figure s in the history 

of education have had s ome thing to s ay on cc·:rpora l punishment, but the se 

have almos t invariably been personal opinion based on t he ir attitudes 

towards c hildren and their own experiences. 

The Procedure s 

This work will b e primarily an historical survey of c orporal 

punishment as an issue in e duca t ion . The empha sis will be on attitude s ., 

but the actua l practices will oc cupy a promi nent part. The ma i n body of 

t he investigation wi l l be an exami na tion of no table e duca tiona l writings 

to see 1,rhat deve lo;,ment the r e has b een since the earliest times in the 

approach to t he probl em . Other c o::1 t emporary literatur e will be use d to 

show what the actua l at titude s and prac tic e s hav e been , and 1-Jha t for ces 

have been instrum"'m ta l in brini i ng about a change frora an almost universal 

accept anc e to an oc cas i ona l use onl y., of corp oral punishnent. h'he rever 

pos sible, the origina l uords of t !le wr i t er will be used s o tha t the 

r eader may judge for himse l f t he ac curacy of the i n t e r pre t a tion and the 

fairne s s of t he c omrnento 

The scope of t he s tud:v wi l l b e t o trac e t he be liefs and practice s 

of t he We s t ern \-!od d fr om t he earl i e s t time s to t he present situation in 

tho English-spcaki ns world . Sta ndard divi sions of t he hi stor y of we s tern 

c ivilization will be fol lm-md . Beginn:i.n5 with the Hebrm-r and Clas uica l 

Civiliza t :i. ons of the a ncien t world , a t t i t -:ide 3 Hill be t r a ced t.hr oc1gh t he 

Middl e Ages t o t he gr eat i nt e l l ec t 12al a nd social change s uhich occurred 



j_n Europe after t. he Fj_fte8nth Century. The Nine t eenth Century, which, 

in t he v i ew of t he present wr ite r , was t he water shed in the development 

of educational attitude s and practices , will r ece ive fullest treatment ~ 

England a s t he Mothe r Count!'y will r eceive much attention , and Canada 

itse l f will be stressed, uith the i mportant influence of the United 

Sta t e s touched on where necessary. 
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The study will be subject to the usua l limitations of documentary 

s ource material , where evidence of past practices is based upon the 

s tatements of a f eu. The l oudest voices are frequently those of people 

who ob j ect to curren t pr;:.i.ctices , whils t he ma j ority who accept a situa­

t ion are silent. Fr equently , also , the situation can be exaggerated by 

t hose who s eek r efor m. The r eader should constantly ke ep this possibility 

of distorti on :i.n mind as t he vieus of t he variou.s ·authors are present ed . 

Questions 

Afte r a preliminary r eading , certain questions we r e for.,ml ate d and 

kept b e fore the writer as t he inve s t i gati on proceeded. These were , of 

c ourse , quest i ons which we r e consider e d to b e significant in t hems8lve s , 

but t hey we r e also use f ul in givin:; t he work gr ea te r c ohesion and clearer 

direction. 

1. Has t here been a signifi can t a dvance i n the approach t o the 

problem of corporal punis hme nt since the earliest commentators ? That 

i s , have t he oroblcm a nd po ssible answe r s chan1:;ed signifi cantly in the 

l as t two t housand years , and if so , in u :1.at way? 

2. Wnat distinction has be en ma de by each write r be t1,1een the use 

of corporal punj_s11ment as a stimulation to l earn , and as a stimulation 

t o r emedy unaccei) tablc social b ehav·iour ? Or doe s he combine or confuse 

t he t wo? 

3. In hi s s uppor t o:r- oppos i t :L on t o the use of c orporal punish:r,en t, 



CHA PTER II 

THE ORIGINS: PRIMITIVE SOCIETIES TO THE MIDDLE AGES 

For a full unders tanding of the attitudes towards corporal 

punishment , like any other aspect of our society, we must go back to 

the earliest records. Fear of the rod was the educational legacy handed 

dmm from the ear-ljAst societies to modern Europe. Social and religious 

atti-tudes supported it, with only a handful of men speaking against it 

on the grounds of its debasing effects , or lack of success . 

Primitive Tribal Societies 

Probabl y the only generalization that can be made about the use of 

physical punishment among primitive tribes is that there was no common 

procedure . Among some tribes of Australian aborigines , for instance, 

physical pain was deliberately i nflicted on the boy as a training for , 

and test of, manhood (Elkin, 1964, chap t . VII) . Among certain tribes of 

North American Indians , however , the concept of deliberately inflicting 

pain on children was absent, but among others , beating was a common 

punishment. Pettit conc ludes that among primitive societies corporal 

punishment is rare , not because of the innate kindliness of these people 

but because it is contrary to developing the t ype of indi victual pe rson­

ality they set up as their ideal. He f inds ridicule , praise , and reward 

more common (Pettit , 19h6, 161). Flaggellating is common among primi­

tives as a cure for disease and as a sexual stimulant; frequently these 

latter are masked by r eligious ri tual . 

The degree to which religion , sex, the inculcation of obedience 

and t he training for adulthood are sometime s mixed in t he culture of 

primitive tribes is illustrated by the following description of a Hopi 



Indian puberty rite. 

The whipping rite symbolizes the Hopi child training 
pattern. In it the mother of the Kachinas, r epresented 
by a masked female fi gure , holds a large supply of 
yucca swi tches while the "Whipper Kachinas, represented 
by masked male figures , apply them to the nude boy sup­
ported and shielded by his godfather and his godfather's 
sister. Both the boy and his godfather stand on a large 
sand painting which represents the Kachina Mother and 
the Whipper Kachinas, while a" segmented line drawn from 
the Kiva si'papu southeast shows the road of life with 
its four phases. Afterwards the Mother Kachina steps 
on to the cand r ,:-,,frt · !l.C: a d is wh ·pped by the Whippers 

·and then the Whippers whip each other . 
(Thompson & Joseph, 1944, 56) 

An important point to be made he re is that we cannot state that 

physical punishment as a motivational or corrective device is 11 innate 11 

to man . Nor is it possible to have as a theme for this work the evolu­

tion of man as a pain-inflicter to a non-inflicter , however likely 

that appears when we look at later developments. 

Another point worth noting for later reference is that Rousseau I s 

contention of the primitive man being punished only by the consequences 

of his mm actions has not been sustained by anthropologists. 

F.arly Civilized Societies 

In the texts that touch on the subject, physical punishment is 

mentioned as part of t he methods used in all the ancient civilizations . 

Of the schools of Sumeria , for instance, Kramer says "most l earning was 

accomplished either by rote or by copyi ng ; in t he matter of discipline , 

there was no spari ng the rod" (Kramer , 19.58 , 40) . In ancient India, 

it was provided by the The Laws of Manu (formulated about 200 A. D., but 

. based on earlier works) that 11 a wife, a son , a slave, a pupil, • • • who 

have committed faults, rnay be beaten with r opes or split bamboo , but on 

tl~e bac k part of the body only , never on a noble parts" (quoted by 

Woody, 1949, 163). In China bad scholars were "not infrequently punished 



every· day" (Smith, 1899, 79). 

While there is much evidence for its use , there does not seem to 

be any records of the theoretical justification for the use of punish­

ment in education by the people of these times ; it appears to have 

been accepted without question. 

The Hebrews 

An important exception to t his is to be found in the Old Testament. 

Here the use of corpo~al punishment is not only justified, but rec om­

mended, time and t ime again. 

My son, despise not the chastening of the Lord, neither 
be weary of his correction. For whom the Lord loveth 
he correcteth; even as a father the son in whom he 
delighteth . 

(Proverbs, II, 11-12) 

Who so loveth instruction loveth knowledge ; but he who 
h~teth reproof is brutish. 

(Proverbs , XII, 1) 

He that spa.reth the rod, hateth his son; but he that 
loveth him, chasteneth him betimes. 

(Proverbs , XIII, 2h) 

A fool's lips enter into contention, and his mouth 
calleth for strokes. 

(Proverbs, XVIII, 6) 

Chasten thy son while there is hope , and let not thy 
soul spare for his crying. 

(Proverbs, XIX, 29) 

Judgements are prepared for scorners , and stripes .for ......\__, 
the backs of fools . 7 

(Proverbs, XIX , 29) 

/ Foolishness i s bound in the heart of a child; but the 
rod of correction shall drive it from him. ¥-

(Proverbs, XXII , 15) 

Withhold not correction from t he child,· for if thou 
beatest him with a rod, thou shalt deliver his soul _,f-
from hell. 

(Proverbs, XXIII , 13-14) 

A whip for a horse , a bridle for an a ss, and a rod 

·' 



for a fools's back. 
(Proverbs , XXIX , 15) 

For whom the Lord Loveth, he chasteneth , and scourgeth 
every son whom he r eceiveth. 
If ye endure chas te ning , God dea l et h with you as with 
sons; for what son is he whom the father chastene th not? 
But if ye be without chastis ement, whereof all are par­
takers., then ye are bastards, and not sons. 

(Hebrews , XII, 6-8) 

The logic of the Hebrews ' attitude is quite simple: the child, 

and the man, must be saved from damnation . Any punishment now is quite 

small compared with what he could suffe r later. He who fails to punish 

the child for his wickedness is doing the chiid a grievous v.Tong, and 

is therefore sinful hims elf. We should note, too, that the lack of 

wisdom is also looked on as being sinful. 

Probably thi~ attitude comes, at least in part, from t he desire 

in the patriarchal society for the elder to maintain his authority, 

where that authority was the main agent for social stability. But 

these are the words that not only justified the use of physical punish­

ment on children for over a thousand years in Christian communities, 

but ordered it to be used. The words were accepted with but few excep­

tions; it is only i n the l ast t wo hundred years that there has been a 

growing body of opinion that differed. Curiously, the gentleness of 

Christ towards children (Nark , X) was usually ignored. 

The justification for beating is motivational: the child will be 

prevented from doing wrong by punishment and will be spurred into a moral 

and devout life. T'ne r e does not appear to be any distinction between 

sin and failure to learn ; if anything , failure to learn was regarded as 

a sin. 

If the Old Testament attitude towards corporal punisrunent s eems 

harsh by modern standards , we should note that in Deuteronomy (XXI , 18-



21) a man with 11a stubborn and r ebellious son" is conunanded to stone 

him to death. 

In Talmudic time s this doctrine seems to have weakened. 

Only those pupils should be punished in whom the master 
sees t hat t her e are good capaciti es for l ear ning and 
who are i natten tive ; but if they are dull and cannot 
learn they should not be punished. Punish with one 
hand and caress with two . 

(The Talmud, quoted in Cubberley ' s 
Readings , 1920, 42) 

· The recognition of individual differences is of interest , as is 

also the cor.rnenda tion to encourage rather than forc e . There is no sug­

gestion, though, that inattention is anything other t han the deliberate 

waywardness of the child . 

Ancient Athens 

Most authorities agree that punishment was severe in the schools 

of classical Athens, though some argue that t he poverty and servile 

status of the mas ters and t heir frequent incapacities of a ge or other 

infirmity would restrict their authority and power (see Woody, 1949, 

301) . Probably, as i n most other time s and places, discipline varied 

according to the tempe rament of t he master and the child, and the condi­

tions tmde r which t hey ·Here working . I n a society where education was a 

private contractual matter , rather t han one regulated by an officfaldom 

in state or church, t here was likely t o be even greater .variation. 

Plato (427 - 347 B.C . ) gives a typical description of the time : 

"if he [the chilq) obeys , well and good; if not, he i s stra ightened by 

threats and blows like a pi ece of wood" (Pl ato , Protagoras, 1953 edition, 

324 ). 

Plato ' s comme nts on t he usefulness of such practices is curiously 

modern: "the free man should l ear n no study under bondage . And while 

enforced bodily labours do no harm to the body, study forc ed onto the 



mind will not stay t here " (Plato , The Republic , 1961 edition, 536). 

Here we see a c onf usion t ha t is to r e-occur. It is wrong for a citizen 

to suffer t he indignity of force ; it is not ef ficient to use force for 

intellectual growth . There is a confusion between what should be 

(ethics) and_ what will be a successful teaching method (motivation). 

The alternative to punishment given in The Republic is almost a 

direct quote from a modern educational methods textbook. "Train your 

children in their studies not by compulsion but by games , and you will 

be better able to see t he natural result" (Plato , The Republic, 537). 

In The Republic, Plato seems to think that t he . mere presence of good 

things , pleasantly presented, will lead to the love of, and r ight 

attitude towards music , gymnastic , mathematic s , and of course , life. 

In such a situation, punishment bec ome s unnecessary. 

This a ttitude i n The Republic is quite in contrast to The Laws. 

Either Plato changed his mind, is inconsistent , or we must interpret 

The Re public as an ideal , and The Laws as a more practical approach . 

And of all the animals the boy is the most unmanageable 
inasmuch as he has the f ountain of reason in him not 
yet r egulated; he is the most insidious , sharp-witted, 
and i nsubordinate of animals . ~-lherefore he must be 
bound with many bridles ; in the first place , when he 
gets away from mothers and nurs es , he must be controlled 
by teache rs, no matter what t hey teach , and by studies ; 
but he is also a slave , and i n that regard any fre eman 
who comes in his uay may punish him or his tutor and 
his i nstructor , if any of t hem do anything wrong . 

(Plato , The Laws , 1953 edition , 
I; 6li4) 

Other than this brief comment in The Republic , as Mahaffy says, 

t her e were "no eloquent protests against corporal punishment " in the 

Greek world (Hahaffy , 1881 , 39 ). 

Aristotle (384 - 322 B.C.), for instance , did not believe that 

educat:i.on could be pleasant or easy : "Now obviously youths are not to 



be instructed with a view to t heir amusement , for l earning i s no amuse ­

ment , but is accompanied with pain" (Aristotle , Poli tics , 191iJ edition , 

VIII , S). Indeed should the child depart f r om desirable behaviour , he 

should be "disgraced and beaten" (Aristotle , Poli tics , VII , 17). 

The Spartans . 

The Atheni ans were probably somewhat t ypical of mos t of t he 

anc i ent Greek cities . But a notable exception was the more pri mitive , 

harsh and extremist society of Sparta . This society has provided an 

ideal f or the efficient and obedient military state dmm to thi s century. 

Beatings were not only to pr omote obedience , but al so to har den the 

body and soul , all in the service of the state . 

The f ullest pi cture of this is given i n Plutarch ' s Life of Lycurgus , 

tradi t ional ly r egarded as the founder of t he Spartan system. These 

peopl e regar ded t he sufferings of physical pain without protest as an 

int egral part of courage , one of the most desirable aspects of manhood . 

Of t hese (youths] , he who showed the most conduct and 
courage was made captain ; they had their eyes on him, 
obeyed his orders , and underwent patiently whatsoever 
punishment he i..nfli cted; so that the whole course of 
educati on was one of continuous exercise of a r eady 
and perfect obedience • 
• • • • if they were taken in t he fact of steal ing , 
t hey were whipped without mercy, for thieving so ill 
and aukwardly . 

So seriously did the Lacedaemonian children go abo~t 
t heir stealing, tha t a youth , having stolen a young 
fox and hid it unde r his coat, suffered it to tear 
out his very bo.mls ui th i ts teeth and claws and 
died upon the place rather t han let it be seen . What 
is practised to this very day in Lacedaemon is enough 
t o gain credi t to this story, for I myself have seen 
several of the youths endure whipping to death at the 
foot of the altar of Diana . 

(Plutarch ' s Live~, 1950 edition, 
62-64 ) 

Here we have t he same confusion -re will see so often between 

ethics and motivati on . Whereas many of the authors whom we l ook at 



protes t beati ng as debasing as well a s pr eventing l earning , the Spartans 

are t ypical of so many earl y , and i ndeed mor e r ecent, peopl es in 

believing t he opposite : i t i s right and noble for t he man or boy to 

suffer delibera tely inflic t ed pain ; it will als o spur him to greater 

efforts. Here , t oo , we have flagellat ion in a r eligi ous situa t i on. 

As Diana , or Artemis t o the Gr eeks, was, among other t hings, the goddes s 

of fertility, we can as sume t ha t t his r i tual had its sexual purp oses in 

training f or t he adult r ol e . 

The Romans 

There are a numbe r of r ef erences to t he use of cor poral punish­

ment in Roman schools by such people as Pl autus , Horace and Juvenal. 

Usually they describe t he schools as pl aces of regular beatings with the 

scutia, a l ea ther st r ap , the f erula , a rod , the fla gellum, a whip of a 

number of lmotted s t r ands, or the vi rga , a birch-switch (Monroe , 1913, 

86). These arc the i nstruments which have been used, with modifications 

and var iations, down to the pr esent. 

For a pictur e t ypical of t he t ime we can t urn to Ma r t i al (40 - 104 

A.D. ?) • 

What r i ght have you to distur b me , abominabl e sc hool­
master, ob j ec t abhorre d alike by boys and girls? 
Before t he crested cocks have broken silence , you 
begin t o r oar out your savage scoldings and blows . 

(Martial , Epi gr ams , . 1919 edition , 
IX , 68) 

Let t he Scythian scour ge with its ·formi dable t hongs , such 
as flo gged Harsya s of Ce l aena , and t he t errible cane , 
t he schoolmaster' s sc eptr e , be l aid as i de , and s l eep 
until the Ides of October. 

(Ibid . , X, 62) 

Can we not f ee l here a contempt for the t eacher who uses such 

me t hods for i nstruc tion? Pe rhaps one of the chie f victi ms i s t he 

teacher who suffer s disda in in t he eye s of other men. 



But one of the most influential men i n the history of corporal 

punishment was also a Roman . Quintilian (3.5 - 95 A. D. ?) i s the f i r st 

practising schoolmaster whom we have considered . On the matter of cor ­

poral punishment he has no r eservations whatsoever . 

By t h~t boys should suffer corporal punishment , though 
it is r eceived by custom, and Chrysippus make s no 
objection to it , I by no means approve ; firs t, because 
it i s a disgrace , and a punishment fit for s laves , and 
in r eality (as will be .~vident i f you i magine the age 
change ) an affront ; ~e'condly , because , if a boy ' s 
disposition be so abject as not to be amende d by 
r eproof , he will be hardened , like the worst of slaves , 
even t o stripes ; and lastly, because , if one who 
r egularly exacts his tasks be with him, there will not 
be t he need of any chastisement •••• Besides , after 
you have coerced a boy with stripes , how will you trea t 
him when he become s a young man , to whom such terror 
cannot be held out, and by whom more difficult studies 
mus t be pursued? Add to these considerations , that 
many t hings w1pleasan t t o be mentioned , and l ikely ~ · 
afterwards to cause shame , often happen to boys whil e ·t 
being 1-inipped, under the influence of pain or fear ; 
and such shame enervates and depresses the mind, and 
makes t hem shun people 's sight and fee l constant 
uneasiness ••• 
scandalously unworthy men may abuse the privilege of 
punishing , and what opportunity also the terror of 
t he unhappy children may s ometi mes afford others . 

(Quinti lian, Institut es of Oratory, 
1856 edition, I , III ) 

The earlines s and completeness of t his opposition to corporal 

punish~ent is notable . Probably no more lucid indictment of it has 

been made in the succeeding two thou~rnnd years , 

It i s noteworthy that we have the mixture , or c o:ifusion of 

e t hi cal and motivational arguments which we have mentioned before . We 

should not do it , 01c one hand, because it is debasing , an ethical stand; 

but also , we must not do it because it will hinder rather than help 

l ear ning , even to t he extent of t urning men from it in the future . There 

is a t hird note added her e , too : t hat t he us e of corporal punishment is 

often more a reflect ion of the t eacher ' s character t han a consider ed 



But one of the most influential men in the history of corporal 

punishment was also a Roman . Quintilian (35 - 95 A. D. ?) is the first 

practising schoolmaster whom we have consider ed . On the matter of cor­

poral punishment he has no r eservations whatsoever . 

By th~t boys should suffer corporal punishment, though 
it is received by custom, and Chrysippus makes no 
objection to it, I by no means approve ; first, because 
it is a disgrace , and a punishment fit for slaves, and 
in reality (as will be §.Vident if you imagine the age 
change ) an affron:t ; j e'c-~ndly , because , if a boy's 
disposition be so abject as not to be amended by 
r eproof , he will be hardened, like the worst of slaves , 
even to stripes; and lastly, because , if one who 
r egularly exacts his tasks be with him, there will not 
be the need of any chast isement •••• Besides , after 
you have coerc ed a boy with stripes , how will you treat 
him when he becorr.e s a young man , to whom such terror 
cannot be held out, and by whom more difficult studies 
must be pursued? Add to these considerations , that 
many things unpleasant to be mentioned, and likely ..Jr· 
afterwards to cause shame , often happen to boys while ,r-
being whipped , under the influence of pain or fear; 
and such shame enervates and depresses t he mind, and 
makes t hem shuI1 people 's sight and feel constant 
uneasiness • • • 
scandalously urn·rorthy men may abuse the privilege of 
punishing , and what opportunity al so the terror of 
the unhappy children may someti mes afford others. 

(Quintilian, Institut es of Orator~, 
1856 edition, I , IlI) 

The earlines s and completeness of this opposition to corporal 

punisn~ent is notable . Probably no more lucid indictment of it has 

been made in the succeeding two thow3and years . 

It is noteworthy that we have t he mixture , or confusion of 

ethical and motivational arguments ·T!'lich we have mentioned before . We 

should not do it, on. one hand , because it is debas ing , an ethical stand; 

but also , we must !1ot do it because it will hinder rather t han help 

l earning , even to t he extent of t urning men from it in the future . There 

is a t hird note added her e , too: that the use of corporal punishme nt is 

often more a reflect ion of t he teac er 's character than a consider ed 



ho,-r clearly docs each writer distingu:i. sh between motivational argumen ts 

( it docsn I t work ) and ethical ar~wncnts ( i t I s morally wrong )? Or again , 

does he c o:r.il)ine or confuse the t i.-ro? 

l.i. To what extent is the use of corpor a l punishment as a clas sroom 

prac tic e a philos ophical (or ethical ) issue , and to 1<l1at extent is it a 

psyc holo gical (or motiv.:1tional ) issue , at the present stage of r esearch? 

To put t::ese in a mor e gene r a l form, who has s upport,:;d or opposed 

corporal punishment in schools , t o what extent , and for what r easons? 

This study i s in no way designed to bring forth any irrefutabl e 

proof e ither for or against the use of corporal punishment , if indee d any 

such study wer e possible . It is an attempt to help clar i fy the i ssue by 

looking at t he historica l developmen t of t he a t titud8s which are currently 

he ldo 

_/ 
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teac hing method . 

It is worth pointing out that it is not so much the physical pain 

that concerns Quintilian, but the sharne. The Spartans considered it 

noble to bear pain and saw nothing shameful in the beating itself, but 

Quintilian c.onsider ed it appropriate only to slaves . The rightness or 

wrongne ss of corporal punishment , then, cannot be separated from the 

galaxy of attitudes t hat make up a society. The harm or go od that an 

action can do largely depends on how the victim will likely r eact to 

it. And in large measure , a person r eacts in the way his society 

expects him to react . 

One other strong voice against corporal punish."Tlent was that of 

Plutarch (46 - 120 A.D. ?). His attitudes are very similar to Quintilian ' s 

in advocating more ?Ositive methods of motivation . 

This I also as sert, that children ought to be l ed t o 
honourable practices by means of encouragement and 
reasoning , and. most certainly not by blows or ill­
treatment , for it is surely agreed that these are 
fitting rather for slaves than the freeborn ; for so 
t hey grow numb a nd shudder at their tasks , par t ly 
from the pain of the blows , partly from the degrada­
tion. Praise and re proof are mor e helpful for the 
free -born tha 1 a~y sort of ill-usage , since t he praise 
i ncites them fro~ what is disgraceful. 

(Plutarch, The Education of Children, 
1927 edition , section 12)--

Plutarch also tells us , with admirati on , of the met':lods used by 

Marcus Cato in the upbringing of his children . 

A man who beat his wife or child laid violent hands , he 
said, on what uas most sacred . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
When he [Ca to' .s son] began to come to the years of 
discretion, Ca to hi mself woul d teach him to r ead, 
although he had a servant , a ver y good granrnarian, 
called Chilo, who taught many otjers ; but he thought 
not fit,. as he hirnself said, to have his son repri­
manded by a slave , or pulled , it may be , by the ears , 
when found tardy in a lesson. 

(Plutarch , Lives , 426) 



As with Quin t ilian , it is not t he physical pain that Plutarch 

is concerned with , it is t he indignity . 

.Lb 

In Roman times , t hen , we see a few people who del iberately r e ject 

the accepted and traditiona l practice of controlling and teaching the 

child throug,h t he f ear of physical pain . But from all the evidence we 

have , they were exceptional , and even t hough Quintilian and Plutarch 

were read widely , t he re i s no evidence t ha t they had any real effect in 

their o,m time on changing the methods of discipline . 

The Middle Ages 

Flogging was part and parcel , not just of education, but of life 

gener ally, fo t he Middle Ages . To some extent this was a bequest f r om 

Rome . "We may take it as certain that English and Western education 

di r ectly inherited corporal punishment , as it inherited so many other 

vital characteristics , from Roman Imperial education" (Monroe , 1913, 

85). 

This may be so , but it was also a refl ection of the violence and 

cruelty of Mediaeval time s. And it was certainly reinforced by the 

Christian belief i n the depravity of man . Beatings were administered to 

t he physically and :nentally sick as well as to the sinner , either by 

fo rce or by his mm request , fo r all these maladies were often att ributed 

to the presence of evil in t he accuse d . "To beat the devil" out of 

s omeone was not just a catch- phrase ; it was often an attempt to purge 

a physical presence . 

The universal practice of the cler gy , inc luding nuns , of thrashing 

each othe r , re ceived sanction fr om t he highest officers of t he Church . 

The offences for which it was inflicted and t he me t hods of infliction 

wer e laid do,r.i i n gr ea t est detail even to a special shirt which opened 

do,m the back - a device which has never, curiously, been incorporated 

,. 



into school uniforms . That t he severity and frequency of this punish­

ment was due not only to motives of cruelty is shown by the extent to 

which voluntary self-flagellation was common . 

Indeed, voluntary self-whipping would have been r egarded 
as the highest t ype of castigation, combining as it did 
all the usual virtues of the rod with the additional 
merits of abnegation , strength of will directed towards 
the Good, and the longing for perfection , to which cor­
r ection - - whether we take it in a physical or a purely 
spiritual sense - - is ever t he only road. 

(D'Olbert , 1956, 103) 

This• reac he d its peak in the Fourteenth Century in the Cult of the 

Flagellants , when l ong lines of believers travelled across Europe 

beating themselves and each other in penance for t heir own sins and 

t hose of societyo 

l. ( 

One of the most influential of Christian writers was St . Augustine 

(35h - 430) . His attitude on the depravity of man is typical of an 

attitude which held sway for over a thousand years of Chris tian history. 

He believed t hat man was an i nhe.rently sinful creature , who sinned 

against God even 1vhen he knew i t was ·wrong, and he knew that he would 

be p1u1ished for it . I n the fol lowing passage we see this idea being 

put forward as an analogy with the deli berately s inf ul child . He also 

presents the idea t ha t children will prefe r play to l earni ng, even 

though t he l earning is ne cessary to t heir well being . Of additional 

interest is his comr.ient on the hypocrisy of adults who punish chil dren 

for sins which they , the adults , also connnit . 

Is t he re anyone , Lord , with so high a spirit , cleaving 
to Thee with so strong an affec tion -- for even a kind 
of obtuseness may do t hat much -- but is there, I say , 
anyone who, by cleaving devoutly to Thee , is endowed 
with so gr eat a courage that he can esteem lightly those 
rac ks and hooks , and varied tortur es of t he same sort , 
aga inst wh ich, t!rroughout t he whol e worl d me n suppli ­
cate t hee Hith gr ea t f ear, deriding tnose who most 
bitterly f ear the~ , just as our parent s derided the 
torment s with which our r.iaste rs p1u1ished us rhen 'i-re were 



boys? For we were no less afraid of our pains , nor did 
we pray less to Thee to avoid them; and yet we sinned, 
i n wr i ting or i n reading , or in reflecting less on our 
l essons t han ·,ra s required of us . For we wanted not, O 
Lord , memory or capacity -- of which , by Thy will , we 
possessed enough for our a ge - - but we delighted only 
in pl ay ; and ue were plllished in this by those who wer e 
doing the same t hing thems elves . But the idleness of 
our elder s t hey call busine ss , while boys Hho do the l i ke 
are punished by t hose same elders , and yet neither boys 
nor men f ind any pity. 

(St . Augustine , The Conf essions , 
1948 edition , X, IX ) 

. Man is sinful , and the r esult of this sinfulness , without divine 

i ntervention , i s punishment . He is , of course , spealdng of man I s 

r elationship wi th God . But human nature i s such t hat many men take 

for themselves t he task of ass i sting God . 

rn 

The Rule of St . Benedict .laid down the methods to be used i n that 

order of monks , and t he se were to become the model f or other orders . 

Above all, there shall certainly be appointed one or 
t wo elder ly brothers , who shall go round t he monastery 
at t he hours in which t he brothers are engaged in 
r eading, and see to it that no troublesome brother 
chance t o be found who i s open to idleness and trifl ing, 
and i s not intent on his reading being no only of no use 
to himself , but also stirring up others . If such a one -­
may i t not happen - - be f ound , he shall be adraonished once 
and a second time . If he do not amend , he shall be subject 
unde r the Rule to such punishment that others may have 
f ear. 

(quoted in Cubberley ' s Readings , 
1920, 58) 

We know f r om othe r sources that corporal punishme~t was not only 

used in mona st eries but was common . While this refers to monks , i t is a 

fair assumption that the attitude towards children would be as stringent. 

Tha t the r ul es refer to corporal punishment only in passing indi ­

cates a general acc eptance at that time of the procedure . There i s no 

suggestion that the situa tion should be changed , or t hat the culprit ' s 

motives should be analysed; t he offender mus t be punished, and to a 

degree that others will be deterred from the same actions. 
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But the picture is not entirely black. St. Jerome (331 - 420) 

recommends to a friend conce r ning his daughter's education : "Above all, 

that you must take care not to make her lessons distasteful to her lest 

a dislike for t hem conce ived in childhood may contj_nue into her maturer 

years 11 (St. _Jerome, Letter to Laeta , quoted in Ulich's Readings, 1963, 

16.5). 

Luella Cole believes Alcuin (73.5 - 804 ), one of the best knrnm 

teachers of the Middle Ages , and a protege of Charlemagne, was an excep-

tion. 

It is a r eflec tion of his excellence as a teacher that, 
at a t ime when flogging was practically universal, there 
is no mention of it in Alcuin's l etters . This omission 
is significant ; since he wrote freely about whatever 
struck him as important and was always greatly concerne d 
with t he moral development of his pupils , he would cer­
taiilly have mentioned flogging if he were in the habit 
of using such discipline. 

(Cole, 196.5, 129) 

This s eems to be a ver-s large inference. Rather it seems that if 

he objected to the prevailing practice he would have said so. 

Gen8rally it was expected by teacher and pupil alike that physical 

punishment was part of learning. In one of his Colloquies, Aelfric, 

Archbishop of Canterbury in the 10th Century , has a master say "Will you 

be flogged while l earning? 11 which brings the reply 11We would rather be 

flogged while l earning than r ema in ignoran t; but we know you will be 

kind to us and not flog us unless you are obliged11 (quoted in McCallis ter, 

1931, 115). 

The Babees 1 Book was a book on manners that formed part of the 

education of Chivalry for t he upper classes ; it was probably first used 

in the 11th Century i n France . The rules were written in verse form 

s6 that children mi t';ht r emember t her.i easily . The following is a stanza 

from "How the Good 1.-!ife Taught her Daughter." 



And if the children be rebel and will not bow them low, 
If any of them misdo, ne i ther curse them nor blow;,:­
But take a s mart rod and beat them in a row, 
Till they cry mercy and t he ir guilt well know, 
Dear child, by this lore 
They will love thee ever more 

My lief child. 

~w,blow: . scold 
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(quoted in Fuess and Basford, 1947, 
552) 

The following excerpt is from a Morality Play written by John 

Skelton (1460 ? - 1529) and first performed between 1515 and 1520. 

While no pretence is made that the work is significant in the develop­

ment of educational thought, it probably reflects reasonably well the 

attitude of the times . As can be seen, the disobedience and sinfulness 

of children is blamed on parents ' i ndulgence, particularly in their 

failure to use corporal punishment . Adversity speaks: 

Yet sometimes I s t ryke where is none offence 
Because I would proue men of theyr pacyence . 
But nowe a dayes to stryke I have gretecause, 
Lydder;yns so lytell set by Goddes lawes, 
Faders and moders that be neclygent , 
And suffre t heyr chyldren to have theyr entent, 
To gyde them vertuously that wyll not remembre, 
Them or theyr chyldren, bycause ofte tymes I dysmembre ; 
Yneyr chyldren, bycause that they have no meknesse , 
I vysyte theyr faders and moders with sekenesse ; 
And if I se t herby t hey wyll not amende , 
Then Myschefe sodaynly I them sende; 
For there is nothynge that more dyspleaseth God 
Than from theyr chyldren to spare the rod 
Of correccyon, but let them have theyr WylJ . 

(Ske lton, Magnyfycence , 1908 edition, 
60) 

The influence of the Old Testament decrees can be seen here, and 

here also is reference to the long familiar English pr overb, "Spare the 

rod and spoil the child •11 

Popular attitude s on corporal punishment supported by r eligious 

decree were to continue with little change from tradi tional practices 

for several centuries even after t he Middle Ages merged into Modern Time::,. 
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Summary 

Corporal pu.riishment was frequent among primi ti Ye tribes, but not 

universal. In t hose early civilizations where a formal literary educa­

tion was i nstituted , such punishment seems to have been universal 

procedure for maintaining discipline and enforcing l earning. Probably 

the earliest r ecord of justification for its use is t hat found in the 

Old Testament where it is advocated as necessaY"J for saving the chi ld's 

soul ·from dam.."lation because of i gnorance or error . Among the ancient 

Greeks and Romans it was accepted as the µsual practice , possibly rein­

forced by the desire t o develop hardiness and i ns tant obedience . An 

extreme case of this latter was to be found among the Spartans. During 

the Middle Ages it was in general use supported by religious belief and 

popular opinion. 

Only a few voic es were raised against corporal punishment before 

modern times. Plato, though not consistant, opposed it on one occasion. 

The strongest voices against its use were those of Quintilian and Plu­

tarch, their main objection being t hat it debased the receiver; but they 

also maintained that it was a poor teaching method in that it did more 

to prevent l earning than to help it. 

Among early societies it is difficult to separate its use as a 

time-worn practice fr om religious purgation , sexual stimulation , the 

general violence of the times , and an easy method of compulsion in 

place of more subtle t eac hing methods . There was unlikely to be any 

reform until a sophisticated methodology of t eaching was developed and 

t he concepts of t he child's nature and rights were changed. 
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CHAPTER III 

THE RISE OF }-flJivL<\NISH AJ\ID THE CONFLICT WI'l'H TRADITION 

In the _Hiddle Ages, one teaching method pr evailed -- the fear of 

the rod; after 1h50, artistic , intellectual and political outlooks and 

practices changed ra the r quickly , but s ocial practices wer e much slower 

to change , education being one of t hem. But by the end of t he period 

cove red i n t !-lis chapter , that is, about 1800 , a vocal and ever - growing 

minority held t hat t he traditional method of beating knowledge into a 

child was not only debasing, but also self-defeating . 

Renaissance Italy 

The intellectual revolution of t he 14th century and later, which 

had its beginnings i n Italy and whi ch is usually called t he Renaissance , 

. had its educational dimension . This was partly , if not largely, stimulated 

by tho rediscover-J of classical writers i ncluding Plutarch and Quintilian . 

The first :::ian to shou t he new influences was Pietro Paolo Vergerio (1340 -

1420) , and s ignifica:1tly one of his major contributions was an exposition 

of Quintilian's Education of an Orator . The inf l uence of this Classical 

write r can b e seen i n Ver gerio 1 s mm work , On the Hanner s of a Gentl eman 

and on Liberal Studi es : 

The mas ter must judge how far he can r ely on emulation, 
r ewa rds , encouragement ; how far he·mus t have r ecourse 
to ster ne r measures . Too much leniency i s ob j ectionable ; 
so also is t oo much severity, for we must avoid all that 
t errifies a boy. 

(edited by Woodward , 1963, 103) 

The mode r a t ion and avoidance of fear r econm1ended her e are very 

important . The emphasis is on the teacher I s r esponsibility t o f ind a 

moderate approach; Verger io seems to r ecognise that no set ~1les or 
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methods are a substitute for good sense-. In another passage , he also 

seems to r ecognise that a certain high spiritedness is natural to 

children and should be allowed to run its course, rather than be treated 

as s omething to be corrected by punishment. 

This [flux of bodily hwnours), moreover , produces also 
that intensity or passion in all that they do which 
scarcely admits of precepts of moderation , and certainly 
not of harsh condemnation, for it belongs to t heir age, 
and has its proper function in ear ly years. 

(Woodward, 1963, 99 ) 

The most influential of t he Italian teachers of this period was 

Vittorino da Feltre (1378 - 1h46) who is referred to by Hilliam Boyd as 

"the first modern schoolmaster" (Boyd, 1961, 164). W.H. Wo odward, who 

has studied the educators of this period in depth, says of Vittorino: 

Naturally quick-tempered, he had schooled himself to 
· a self-control which never gave way except in the face 
of irreverence or looseness. Corporal punishment was 
seldom resorted to, ahd then only after deliberation, 
and as the alternate to expulsion . For ill-prepared 
work t he penalty i mposed was t he compuls.ory re-learning 
of the task after school hours . · But it was a part of 
Vittorino 's purpose to attract rather than to drive, 
and to respect the dignity and the freedom of his boys . 

(\·Jood1:i-ard, 196 5, 34) 

The third of t he noted early Humanis t educators, Battista Guarino 

(1374 - 1460) shows the influence of Quintilian even more clearly than 

the o ther s on this topic . We can see in the following passage ideas 

almost i dentical to those in the passage quoted earlier .from Quintilian. 

Faults, moreover , imbibed in early years , as Horace 
r eminds us , are by no means easy to eradicate . Next , 
the ma ster nust not be prone to flogging as an induce­
ment to l earning . It is an i ndignity to a fre e -born 
youth, and its infliction r enders l earning itself 
r epulsive , and the dread of it provokes to unworthy 
evasions on t he part of timorous boys . The sc holar is t hus 
morally and i nt ellectually i njured , the master is deceived , 
and t he discipline al toi:;e t her fails in its purpose. The 
habitual instrument of the t eache r must be kindness , 
t hough punishment should be r e tai ned as it were in the 
background as a final resource . In the case of older 
boys, emulation and t he sGnse of shame , which shr•inks 



f r om t he discredit of failure , may be relied upon . I 
advise also that boys , at this stage , work together with 
a view to encour<!ging a heal t hy s r,,iri t of rivalry between 
them, from which much benefit may be expected . Large 
classes should be discouraged , especially for beginners, 
fo r t hough a f air average excellence may be apparently 
secured , thorough grounding, which is so important , is 
impossible . 

(edited by Woodward, 1963, 163 ) 
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We see here , then , as we saw in Quintilian a mixture of ethical 

and motivational arguments . It is debas ing and it will not work . The 

methods to be used i n place of corporal punishment are those re commended 

by the earlier ,n·iter. While Guarino does not mention , as does Quin­

tilian, that the teacher's character may be at fault , there is a new 

note , a hint that t eaching conditions , specifically class size , may 

influence t he success or otherwise of the teache r . 

It i s difficult to assess t he i nfluence of these men outside their 

schools , but we can see i n their work the application of philosophical 

principles t o teaching practices . They did not adopt the prevailing 

practices , but attempted to develop methods which were on the one hand 

humane , and on the other hand efficac ious , and were successful to a 

remarkable degr ee . Perhaps the most significant aspect of their achieve ­

ment was that t hey wer e practising t eachers , not scholars or philosophers 

laying dmm abstract principles whic h others would be expected to put 

into practice . 

The Northern Renaissance 

As would be expected from a man of such wide interests , t he greatest 

of the Humanist writers , Desiderius Erasmus (1466 - 1536), also had nruch 

t o say on education . Even though he was not a practising schoolteacher 

hims elf , his work is of particular note because his comments a r e on such 

a ·human and practical level , and because he was so widely r ead and 

influent ial. 
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As can be seen in _the following passage from De pueris statim ac 

liberaliter instituendis (On the liberal education of boys from the 

beginning) he places the fault for most of the use of flogging on the 

lazy or incompetent t eacher . The damage it can do in driving the child 

from learning is clearly emphasize~~ t \~" 

({;:poor master , we an prepa;ed to r i nd , relies almost 
wholly upon fear of punishment as the motive to work . 
To frighten a whole class is easier than to teach one 
boy proper ly; for the latter is , and always must be , 

-a task as serious as it is honorabl~ It is equally 
true of states: the rule which carries the respect 
and consent of the citizens demands higher qualities 
in the Prince than does the tyranny of forces •••• 
Perhaps there is a difference in the method by which 
boys of different countries need to be handled, 
t hough for my part I consider it far more a wBtter of 
individual rather than of national temperament . For 
instance , there are natures which you will rather 
break than bend by flogging: whilst by kindness and 
wise stimulus you may do anything with them •••• 
Do schoolmasters consider how many earnest , studious 
natures have been by this t ype -- the hangman type - ­
crushed into i ndifference ? Masters who are conscious 
of their m-m incompetence are generally the worst 
floggers . What else can they do? They cannot t each so 
t hey beat. By degrees it bec omes a positive pleasure 
to them to torture , especially when they are self­
indulgent men , or slothful or cruel by nature. 

(Erasmus , 1964 edition , 205- 206) 

This last statement is the earliest noted by the present writer 

that clearly recogniz e s the existence of "sadism" i n connection with 

teaching , a human state that did not even have a name until the 19th 

Century. 

In the previo'Js passage Erasmus ha·s been concerned with the use 

of beating as a poor instructional procedure. He then goes on to state , 

as Quintilian did, that it is ignoble for a person, including a child , 

to suffer from this indignity. The passage is particularly significant 

because in it he rejects the Old Te stament view which dominated Europe 

for centuries before and after the time of Erasmuso 



It is indeed, t he mark of the servile nature to be drilled 
by fear ; why t hen do we suffer children (whose very name 
imports free men , 11liberi 11 -- t hose born fit for a "liberal 11 

training--), to be treated as slaves , mi ght be? Yet even 
s laves , who are me n like t he r est of us, are by wise masters 
freed from sorre t hing of t heir servile state by humane con­
trol. Let a father stand towards his son in a more kindly 
r elatioD t han t hat of a master touards his serfs. If we 
put away tyrants from the ir thrones , why do we erect a new 
tyranny for our own sons? Is it not meet that Christian 
peoples cast forth from t he ir nidst t he whole doctrine of 
slavery i n all its forms? Paul s hows us that a slave is 
a 11 dear brother 11 ; and t hat all Christian believers, whether 
bond or free , are fellow s ervants of one Lord . In speaking 

· of parents as r egards their children the Apostle warns them 
t hat t hey "pr ovoke not their children to wrath , but bring 
t hem up in the chas t ening and admonition of t he Lord . 11 And 
what t he 11 chastening 11 of the Lord Jesus should imply , he may 
readily perceive 1:i-ho considers with what gentleness , for­
giveness , affecti on , He trained , cherished , and bore with 
his own disciples . 

(Erasmus , 1964 edition, 206-207) 

He sums up his position as follows : 

Teaching by bea t ing , therefore , is not a liberal education . 
Nor should t he sc hoolmas t er indulge i n too strong and too 
frequent language of blame. Medicine constantly r epeated 
loses its force. You may quote against me the old proverb: 
11 He t hat spar eth the rod hatet h his own son . 11 

Well perhaps , that my have been true of the Jews . But I 
do not acc ept it as t rue for Christians today. If we are to 
11 bow the necks 11 and 11 chastise 11 , as we are bidden to do , let 
us see to it that the rod we use is the word of guidance or 
of r ebuke , such as free men may obey , that our discipline 
be of kindness and not of vindictiveness. 

(Erasmus, 1964 edition, 208) 
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His al terna ti ve is wor th noting , for it may well be argued by some 

t ha t its effects on t he child could be f ar worse t han the occasional 

beating. 

But I am, at heart , with Quintilian in depr ecating 
flogging under any conditions . If t hen you ask, 11Wha t 
is to be done Hi th boys who r espond to no other spur? 11 

My answer is : 11Hha t would you do if an ox or an ass 
strayed into your clas sroom? 11 Turn him out to the 
plough or t he pack- saddle, no doubt . Well , so ther e 
are boys good only for the farm or manual toil; send 
your du.rices t here for t he ir mm good . 

(Erasmus , 1964 edition, 209) 

There is s omething r ather curious her e : the child .must not suffer 



t he indi gnity of be i ng trea t ed like a slave -- but he is to be treated 

like an an imal . 

While Erasmus ' attac k on corporal punishment i s t he strongest 

one we have s een s o far , his arguments are not signif icantly different 

from Quintil_i an 1 s . 

Before leaving t his write r , t he fol l owing Colloquy is worth 

quoting , partly becaus e it shows his unde rstanding of t he effect that 

f ear -can have on t he c hild ' s attitude to school , and partly because 
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it use s the narrative form which is muc h more effective as a propaganda 

vehicle t han the exposition . We can see here an early example of t he 

method which Dickens was l a ter to use with such power. 

John : And you ' re f amiliar with t he master's severity . 
To him every faul t is a capital crime . He no more 
spares our backsides t han if they were bullhide . 

Sylvi us : But he won ' t be at school . 
John : Then what subs t itute has he appointed? 
Syl vius : Cornelius . 
John : That goggle-eyes ? Woe to our bac ksides . He 's 

worse t han Orbilius when i t comes t o flogging . 
Sylvius: True , and therefore I ' ve often pr ayed he ' d 

get paralized i n the arm. 
John : It 1 s not right to curse t he maste r . Instead we 

ought to be caref ul not to f all into t he tyrant ' s 
clutches . 

Sylvi us : _Le t I s take t urns r epeating the l es s on, one 
r eciting and t he other looking in t he book . 

John : A good i dea . 
Sylvius : See t hat you keep your wits about you, f or 

f ear blocks t he memory . 
John : I c ould easily lay my fright a s ide as if t here 

wer e no danger . But lrho could be fr ee fr om anxi ety 
i n sue h extr eme p eril. 

Sylvius : Admitted; b ut it' s not a matter of off wit h 
your head but off with your hide . 

(Er asmus , 1965 editi on , 132 ) 

Thls is no doub t a f a ir r epre sentat i on of many , or even mos t , 

teac hing situations in Er a smus ' t ime . It i s of particular i nter est 

because it gives a dramatic , yet psychologically sound , r epr es enta t i on 

of t he chil d ' s point of v i ew. 
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Another loud outcry against what he considered the barbarous 

teaching practices of his time c omes fr om :Michel de :Montaigne (1533 -

1592). His approach is also generally the same as Quintilian's; that 

is, he objects to corporal punishment both because it humiliates the 

child, and because it does more to prevent t han to help the child learn. 

His position is presented in the following rather long, but persuasive, 

passage. 

· For the r es t, this education is to be carried on with 
severe gentleness, not as is customary. Instead of 
being invited to letters , children are shevm in truth 
nothing but horror and cruelty . Away with violence 
and compulsion . There is nothing to my mind which so 
depraves and stupefies a wellborn nature. If you would 
like him to fear shame and chastisement, don I t harden 
him to them . Harden him to sweat and cold and wind and 
sun, and the dangers he must scorn; wean him from all 
softness and delicacy in dressing and sleeping, eating 
and drinking ; accustom him to everything . Let him be a 
pretty boy and a litt~e lady, but a lusty and vigorous 
youth. . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
As a boy, a man, and a graybeard, I have always thought 
and judged in the same way. But , among other t hings , I 
have always disliked the discipline of most of our 
schools. They might have erred less harmfully by l ean­
ing · towards i ndulgence. They are a real jail of captive 
youth, They make them slack, by punishing them for 
slackness before t hey show it. Go in at lesson time: 
you hear nothing but cries, both from tortured boys 
and from masters drunk with rage . What a way to arouse 
zest for their l essons in these tender and t imid souls, 
to guide them to it with horrible scowl and hands armed 
with rods! Wicked and pernicious system. Besides , as 
Quintilian very rightly r emarked, this imperious 
authority brings on dangerous consequences , and espe ­
cially in our manne r of punishment . How much more 
fittingly would their classes be strevm Hi th flowers 
and l eaves than with the bloody stumps of rods! I 
would have portraits there of Joy and Gladness, and 
Flora and the Graces , as the philosopher Speusippus 
had in his school, ,!here there profit is, let there 
frolic be also. Healthy foods s hould be sweetened for 
the child, and harmful ones dipped in gall. 

(Montaigne , no date , 122-123) 

To return to my subject , t here is nothing like arousing 
appetite and affection ; otherwise all you make out of 



them is asses loaded with books. By dint of whipping, they 
are given . their pocke t ful of l earni ng f or safekeeping; but 
if learni ng is t o do us any good , we must not me r ely lodge 
it within us, bu t expose it. 

(Ibid., 131) 

~lhile t he logic may be the same as Quintilian's , the c?mpassion 

for the chi~cl , t he f eeling that the way of education should be involved 

in the beauty, j oy and reality of nature, foreshadows the Romantic 

writers . In this environment , t he i nflicti on of violence by man on 

child has no part . 

It is worth quoting t he following pas sage , for it shows Montai gne ' s 

recognition t hat many childr en can be annealed to phys i cal punishment . 

Some may call t his brutalizing them, others ~~y call it hardening, but 

whatever it is called, we must note t hat excessive use diminishes the 

effectiveness of most motivations, includi ng pain. 

I have seen men, women, and chil dren nat ural ly so 
constituted tha t a bea ting is l es s to t hem than a 
flick of t he finger to me ; who moves ne ither tongue 
nor eyebrows at t he blows t hey receive . 

(Monta i gne , no date , 113) 

Much of Mont aigne ' s appr oach r esults from hi s under s t anding of the 

different t ypes of r esponses , both emotional and i nt ellectual , that 

different chi l dr en will give to t he same treat ment. He scorns the com­

mon practice of t rying t o teach 11many minds of differ ent a t t ainments 

and kinds wit h t he same l ess on and same disci pl ine " (Montaigne , no dat e , 

134). 

Bot h Er asmus and Mont aigne wer e t o be among t he mos t widely r ead 

essayis t s f or sever al hundreds of years . Their comments on educat ion 

and t he t r eatment of chi ldren mus t have s t imula t ed ot hers to t hink along 

similar lines . And it i s like l y that thei r r eader s , i n an age when 

l i t er acy and cul ture we r e t he possession of a f ew, woul d be i n positions 

t o i nfluence other s eit her t hr ough per suasion or decree ~ 



Protestant Leade rs 

Probably the most important social change s in this period were 

part of or the result of the r eligious Reformation . A central theme 
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for the Protestants was a return to the Bible as the sole and unquestion­

able authority. This would have an effect on education, for where 

schools were organised , they were usually under the direction of the 

church; where private tutors were employed, if t hey were not clergy, 

then they would most probably be trained by cler gy. 

A literal adoption of Old Testament edicts dominate s the attitude 

of Martin Luther (1483 - 1546) towards corporal punishment . His pre­

mises are qui te clear: the child 1 s soul mus t be saved at the expense of 

all other t hings i ncluding his body, and man is constantly t empted to 

evil; the conc lusion is quite clear. 
-

A fals e love blinds parents so that they r egard the body 
of their child more than his soul . Hence the wise man 
says, ' He that spareth his rod hateth his son; but he 
that loveth him chasteneth him be times 1 (Prov. XIII , 24) 
• • • • 
Hence it is highly necessary that all parents r egard the 
soul of their child more t han his body , and look upon 
him as a precious , eternal trea sure , which God has 
entrusted to them for preser vation , so that the world, 
the flesh , and the devil do not destroy him. For at 
death and i n the judgement t hey will have to render a 
strict account of their stewardship . 

(quoted in Painter , 1889, 124) 

The empha5is on the respons ibility of the parent to bring his 

children up rightly as shown here, is f1.:-rther emphasized . The well­

meaning parent would surely have to stif1e his sympathies if he 

really cared for his child. 

Such people as thus fondle and i ndulge their chi ldren 
must bear the sins of their children as if committe d 
by themselves . 

(Ibid. , 125) 

But he warns against excessive "passionate violen_ce 11 on the part 



of the parent for 

••• such discipline beget s i n t he child I s mind which 
is yet t ender , a sta te of f ear and imbecility, and 
develops a f ee ling of hate towar ds the parents, so that 
it often runs away from home . 

(Ibid., 123) 
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That h~ was prepared to follow his own pronounceme nts is shmm in 

his biography . When others tried to intercede on behalf of his disobe ­

dient son, Luther replied, "I would rat:1er have a dead than a disobedient 

son" -(Ibid., 123) . 

It is clear , t hen , that Luther was committed. to beating for t he 

correction of moral deviati on . Whether he was willing to recommend it 

also for t he promotion of learning, is not clear . But it seems likely, 

for a common atti tude of the time was t hat failure to l earn was a form 

of disobedi ence. Luthe r does r ecognize , though , t he dangers of the 

punisher allowing his own emotions to influence the fairness or appro­

priateness of t he punishment. 

Much of the success of Calvin and his followers was based on their 

effective educational system. John Knox (1505? - 1572) is particularly 

significant for English speaking countries , fo r the work he did in 

Scotland was to be one of the roots from which the North American 

schools sprang . 

As one of the great l eade rs of the religious Reform movement , 

Knox spent much of nis ener gi e s on education ; but his comments are 

mainly of an organi sational nature . He says almost nothing about 

t eaching methods , but in his dedication to t he end produc t, we can r ead 

be tween t he l i nes that he f elt strong measures shoul d be taken if 

necessary. 

The purpose of educati on i s 11 to maK the man of God pe r fite 11 , and 

to 11 abolische t 11 all 11 contr arie Doc t rine" . Thi s is to be achieved with 



t eaching , and if necessary, 11 punyschement11 (Knox , 1848, 18 5). And 

s hould students show ability 11 then ma i t hei not be pcrmi tti t to r eject 

learning" (Ibid., 211). 

This may well be the most formidable understatement in the history of 

t eaching . 

The "tawse ", a r awhide strap , was :to become the emblem of the 

Scottish schoolmaster bot:1 at home and in the colonies , and apparently 

still makes its rr~rk to-day. 

Many Prote stant leaders continue d this attitude down to the pre ­

sent century . John Wesley (1703 - 1791), founder of t he Hethodis t 

movement , shows quite clearly his literal acceptance of the Old Testa­

ment approach. 

Break your child ' s will, in order that it may not 
perish. ~reak its will as s oon as it c an speak 
plainly -- or even before it can speak at all. It 
should be forced to do as it is told , even if you 
have to whip it t e n time s running . Break its will, 
in order that its soul may live. 

(quoted by James, 1902 , 182 ) 
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Toward t he end of the Nineteenth Century this continuing influence 

of the literal acceptance of the Old Testaillent edic ts is shown by F . V. 

Painter , the editor of Luther's educational works. After describing 

Luther ' s acceptance of the need for corporal punishment , Painter commends 

him as follows : 11 Luthe r 's nature was far too s ound ever to sink into 

morbid sent:Lrnentality11 ( Painter , 1889 , 124 ). 

But t here was one Protestant l eade r who stands out as being an edu­

cator far ahead of his time , John Amos Comenius (1592 - 1670). By Comenius ' 

own descrir, tion, t here was a gre at need for impr ovement in teachi ng me thods. 

The method used in instructing t he younG has generally 
been so severe that schools have been looke d on as 
terrors for b oys and shambl e s for the ir poor intellects . 

(Comenius , 1967 edition , XI , 7) 
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In his coJ'lll:lents on discipline , Comenius was very close t o Quinti -

l i an , though not as clear as he might have been. 

Now no discipline of a severe kind should be exercised 
in connecti on with studies or literary exercises , but 
only where ques t i ons of morality are at stake . 

(Ibid., XXVI , 4) 

But he later says : 

Final ly, if some characters are unaffected by gentle 
methods , recours e must be had to more violent ones , 
and every means shoul d be tried before a~y pupil is 

. pronounced im;iossible t o teach . 1.ilithout doubt there 
are many to whom the proverb rrBeating is t he only 
thing that improve s a Phrygian 11 applies with great 
force . And it is certain t hat , even if such measures 
do not produce any gr eat effect on t he boy who is 
punished, t hey act as a great stimulus t o the others 
by i ns piring t hem with f ear . 

(Ibid., XXVI , 9) 

Probabl y wha~ has happened here , as happens with so many teachers , 

i s t hat there is a theoretical objection , but faced with a par ticularl y 

r ecalcitrant child , the principle gives way to expediency. 

The arguments he advances against corporal punishment as a 

stimulus t o learn are the usual one s . Fr equently, the teacher , wi t h 

his poor methods , is ~ore at fault than t he child; the use of force may 

do more harm than good by bringing about a strong dislike for learning ; 

9ther methods are much better : 

The gardener • • • does not a :_:)ply the pruning knife to 
plant s that are im.'Tlah1r e . In the same way a musician 
does not strike his lyre a blow with his fist or ·...ri th 
a s t ick , nor does he throw it against the wall because 
it produces a discordant s ound; but, setting to work 
on scientific principles he tunes it and gets it into 
order . 

(Ibid., XXVI , Li ) 

Some of his alternatives , t hough, are as strongly opposed to-day 

as c orporal punisrunent . He stron0 ly advocates , for instance , public 

htimiliation for t:ie slow l earner . 11 It is of t en of use t o laugh at the 

backward ones 11 (Ibid., XXVI , 5) . He apparently feels t hat mental tor-



ture is an acceptable substitute for physical torture. 

Comenius does not hesitate to r ecommend physical discipline for 

moral delinquencies, such as going against God, for disobedience , for 

stubbornness and premeditated misbehaviour, conscious neglect of duty, 

pride, disda_in, envy, idleness, and even for refusing to help a fellow 

student who asks for it. 

Continental F:duca tion before 1800 
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. The Catholic religious orders which established schools paid much 

attention to the prescription of teaching practices , including methods 

of disc ipline . 

The following quotati ons are from Rules for the Professor of Moral 

Philosophy in the Ratio Studioru.m of 15?9 issued by a comi~ittee of the 

Society of Jesus appointed by the fourth general. This Plan of Studies 

was an authoritative r egulation not only of subject, but also of method 

to be used i n Jesuit schools. 

Rule 38. The Corrector. Because of those who have erred 
in industry or in t hose matters which pertain to good 
morals, and since mere good ,;,,-ords and urgings will not 
affect them, let t here be appointed a Corrector who is 
not of the society. 

Rule 39. The Case for T'nose 'Who Refuse Correction. 
Those who refuse punishment are either to be compelled, 
if it can be safely done , or if at any time they would 
seem impr oper, namely , with order students , they are to 
be forbidden to attend school with the knowledge , .how­
ever, of t he Rector ; and the same is for t hose wh o are 
frequently absent from class. 

Rule 41. Punishment . If an occasion arises when it is 
not a sufficient r emedy for t he scandal given to expel 
from classes , let him bring t he matt er before the Rector 
that he may decide what further is fitt ing to be done. 
Still as much as is possible t he affair must be conducted 
in a spirit of gentleness, with peace and charity toward 
all. 

Rule 42. Nethod of Punishment. Le t there be no haste in 
punishing , nor too much in accusing ; let hi.l'Jl rather dis­
simula te , when he can without hurt to anyone ; and let him 



not punish anyone hi.rnself (for that is the duty of the 
Corrector), but abstain entirely from injur.r in word 
or attack in deed ; let him not call anyone by any 
other name than his own , or his surname ; sometimes it 
is helpful, in place of punishment , to add some 
literary task beyond the daily assign.rnent . Let him 
refer to t he Prefect any unusual or severe penalty. 

(quoted in Ulich, 1963, 28) 

Unfortunately ue do not have a statemen~ from the authors of these 

rules as to why they felt them necessary or desirable. One way of 

looking at t hem is that t hey seek to pr event what was common practice, 

so if we take what was regu.la ted against , we get a picture of some of 

t he customs of the t ime . 

Another way of looking at them, is to a sk on what philosophy of 

t eaching practice , or ideals of life are they based? The followi ng are 

some suggestions. The relationship between the t eacher and student must 

be a cordial one which can be dam.aged if the teacher inflicts punishment; 

therefore some one othe r t han the teacher must punish. It is inevitable 

that some students will misbehave to the point of interfering with, or 

preventing, the l earning of others; something must be done to stop t his. 

When punishment must be given, it must not be in the heat of t he moment. 

We s hould note with inte res t the recognition that ridicule , for exampl e 

_by name-calling, can be just as harmful to a teacher-student r elationship 

as physical punish~ent . 

That the theory of the Jesuits was put into practice is generally 

atte sted. 

Yet t hough repr ession of na tural impulse was an essential 
part of the system, the discipline of the schools was 
never harsh . Physica l punishments wer e rare , and every 
endeavour uas made to make love of the t eacher and the 
school rather t han external co-ercion the impelling motive 
for work . 

(Boyd, 1952, 207) 

A member of the Order of t he Oratory , founded in France in 1611-1-, 
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Pere Lamy, writing in 1683, said of t he methods of his r eligious order : 

There are many other ways beside s t he rod, and to l ead 
pupils back t o the ir duty, a caress , a threat , the hope 
of a r eward, or t he f ear of humiliation , has greater 
efficiency than whips . Ther e is needed a sort of 
politics to gover n t his little community, --to lead them 
t hr ough t he ir i nclinations ; to fo~esee the effect of 
rewar~ and punishments, and to employ t hem according 
to the ir proper use . There are times of stubbornness 
when a child would sooner be killed than yield . 

(quoted by Compayre, 1887, 153) 

Jean Baptiste de la Salle (1651 - 1719) set forth the methods to 

be used by his teachers of the Institute of Christian Brothers in The 

Conduct of Schools . As would be expected in such a practical work, 

discipline is dealt with in detail. 

Experience affords sufficient proof , that to perfect 
t hose who are committed to our care , we must act in 
a manner both gentle and firm •••• The correction 
of the pupils is one of the most i mp ortant things to 
be done in schools , and one whi ch requires t he 
greatest care i n order that i t be t imely and bene­
ficial. 

(quoted by Battersby , 19u9, 97) 

De la Salle t hen enumerates t he var i ous methods to be used: the 

Reprimand , Penances , t he Ferule , t he Rod, and finally, Expulsion. 

37. The Freres s hall take t he grea test care that they 
very rarely punish t heir children , as they ought to 
be persuaded tha t , by refraining as much as possible 
from punishment , t hey will best succeed i n properly 
conducting a sc hool , and i n establishing orde r i n i t . 

JS. When punishment shall have become absol ut ely 
necessar y , t hey shall take t he gr eatest care to 
punish with t he gr ea test moderation and presence of 
mind , and never t o do it under t he infl uence of a 
hasty movement , or whe n they f ell irritated. 

39. They shall watch over t hemselves t hat t hey never 
exhibit t he 1€ast anger or i mpati ence , either in 
their corrections , or in any of thei r words or 
actions ; as t hey ought to be convinced , t hat if 
they do not take t '.l.ese precaut i ons t he scholars will 
not profit fr om t he i r correc t i on , (and t he Fr er es 
ought never t o corr ect except with t he object of 
benefi ting children ) and God will not give t he 
correcti on Hi s bles sing . 



40. They shall not at any time give to their scholars 
any injurious epithet or insulting name . 

41. They s hall also take the greatest care not to 
strike their scholars with hand, foot, or stick, nor 
to push them rudely. 

42. They shall take great care not to pull their ears, 
their hair, or their noses , nor to flii1g anything at 
them; these kinds of corrections ought not to be prac­
tised by the Freres, as they are very indecent and 
opposed to charity and Christian kindness . 

43. They shall not correct their scholars during 
prayers , or at the time of catechising, except when 
they cannot def er the correc tion. 

44. They shall not use corporal punishment , except 
when every other means of correction has failed to 
produce the right effect. 
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(in Cubberley 's Readings , 1920, 284) 

There is an interes t i ng similarity between these rules and the 

ones that were introduced in North Amer ica after the 1830 1 s. As one 

translation of them was made and published at that time in the American 

Journal of Education by t he prominent American educator, Barnard, t hey 

seem to have set a pattern whic h was to be widely followed. 

There are two things that emerge from the Brothers ' Rules quite 

strongly . One is t hat t eache rs must never let their own resentments 

and frustrations intrude in the administration of punishment. Tne second 

is that the child's individuality , s ensibilities and dignities are to 

be respected . This is clearly spe l led out in t he following passage . 

When a teacher , not considering himself, does not know 
how to sympat hize with the weaknes s of children, he 
exagge ra te s t heir faults, reprimands and punishes t hem, 
and acts as t hough he wer e dealing with an i nsensible 
instrument r ather than with a creature of r eason . 

(quoted by Battersby, 1949, 98) 

Great care must be taken t hat the child f ee ls t hat the punishment 

is just and appropriate , and t ha t no long term har m such as general 

dislike for school comes from the administration of punishment. 
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The list of offence s for which punishment is to be given are all 

moral; there is no mention of such things as failure to learn. Punish­

ment is necessary for subbornness, but care is taken to distinguish 

between stubbornness , which is wilful misbehaviour or i nattention, and 

the merely h~edless , whose "faults do not come from pur e malice, but 

thoughtlessness" (quote d by Cole , 1965, 387). 

De la Salle's biographer quotes a M. Blain, who visited the schools 

in 1773. 

The brothers practised the method of teaching with 
hardly any use of punishments with such effect that 
they began to make it a r ul e to exclude punishment 
entire l y from their schools. 

(quoted by Battersby, 1949, 98) 

In 1811, a revision of The Conduct of Schools removed corporal 

punishment from t he list of acceptable practices . In 1870, Frere Philip 

said "imperative circ umstances no longer permit us to tolerate corporal 

. punishment in our sc hools" (quoted by Compayre, 1887, 271). 

It would s eem that if physical punishment is the measure used, it 

was better to be a Catholic child t han a Protestant child in those days. 

An influential French secular writer during his own time, Rollin 

(1661 - 1741) published his Treatise on Studies in 1726 to 1728. It was 

11not like Emile which was published twenty years later, a work of 

venturesome inquiry and original novelties ; but it is a faithful exposi­

tion of the methods in use , and a discreet comment ary on them" (Compayre', 

1887, 236). He hesitantly allows t he use of the rod, but denounces it 

for all but extreme and desperate cases . The approach to all punishments 

should be r easonable , with the master being sure that it is not carried 

out in anger (see Compayre , 1887, 250-251) . 

In 1607, Henry IV of France wrote to the gover nor of the future 

Louis XIII : 



I complain because you did not inform me that you had 
whipped my son; for I desire and order you to whip 
him every time that he shall be guilty of obstinacy 
or of a.nything else that is bad; for I well lmow that 
there is nothi ng i n t he world tha t can do him more 
good than that. This I know from the lessons of 
experience, for when I was his a ge , I was soundly 
flogged. 

(quoted by Compayre , 1887, 147) 

Two hundred years later, opinion in France was strongly against corporal 

punishment exc ept in extreme cases. In the 19th Century it was elimi­

nated in contrast to and as an example for English speaking countries. 

In Prussia, August Her man Francke (1663 - 1727) had a great 

influence on the establishment of, and the methods used in the elemen­

tary schools. Francke's encouragement of education, his curriculum and 

his methods all stem from his desire _to see the wickedness of human 

nature conquered. ·That discipline should be based on love, but a love 

that is restrained and controlled, is shm-m in the following passage. 

It generally happens that most teachers out of l ack 
of adequate experience and love ·try to compel goodness 
through sharp exter na l punishment rather t han to enfold 
those entrusted to t he ir care in a spirit of love and to 
bring t he ir hearts to goodness with fatherly loyalty, 
patience and foresight. Whoever has such pater nal 
affection • • • will not neglect adi11oni tion and punish­
ment; however, insofar as is possibl e he will not disrupt 
education by use of physical force and hardness, nor give 
in in the l east to the f eeling of anger, but with all 
kindness and sweetness he will plant in their hearts a 
childish fear of God and a love toward God and Christ. 
With friendliness a teacher makes more progr ess than 
with everlasting scolding and beating •••• No child 
should be scolded or punished because he is slow to 
learn. The teacher should not become impatient and 
angry if a child , because of limited ability, cannot 
immediately grasp s omet hing , but he should in gentle ­
ness and pati ence t hat muc h the more diligent ly teach 
•••• Profane words and r i dicule are absolutely not 
to be used on children, since t hey are more hurt than 
helped thcrebJ. A teacher :may not call them, out of 
impatience, oxen, asses , pi gs, dogs , beasts, fools, 
sco\mdr el s , swi neherds and so on , and still l ess 
children of t he devil . One shall not swear at them, 
nor wish them evil • • • • o child is to be struck 
on the head wi t h the hand, with a s tick, a r ule or a 



book. Still less may one box a child's ears ••• because 
the children do not profit thereby and such harm may be 
done to both their spirit and health. No child should 
be pulled hither by the arms , yanked by the ear, nor 
flicked with the stick on the hands or fingers •••• 
In all punishment one must c onsider the individuality 
of the child, so that the teacher should take care to 
learn the disposition of his children , so that he will 
not dlscipline the shy and sensitive spirits as he does 
the hardened and imprudent childr en ; for more children 
can be won with wo rds than with blows. 

(quoted by Cole, 1965, 389-390) 
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Francke was apparently quite prepared to use corporal punishment, 

but ·not from the whim of t he moment, and only in a prescribed way, for 

prescribed offences. He recognized that each child must be treated as 

an individual in suc h matters, that excessive punishment can do harm, 

and, i n particular, he warned against using it as a motivation for 

learning, particul?,rly for the l ess able. 

But general r eform in GerwBny had to w2it for the influence of 

Pestalozzi a t the end of the Eighteenth Century. Speaking in 1846, a 

Dr. Diesterwerg contrasted t he schools of before the refor rns , with his 

own time. 

Parents gove rned children , t oo young to attend, by 
threats of t he school master and the school; and when 
t hey went it ,ras with fear and trembling . The rod, 
the ca,ne , the raw-hide, were necessary apparatus in 
each school. The punishments of the teacher exceeded 
those of a prison . Kneeling on peas , sitting a1 the 
shame bench, standing i n t he pillory, wearing an ass­
cap, standing before the school door i n the open . 
street with a label on the back or breast, and other 
similar devic es , were the r emedies which the r ude men 
of the age devised. 

(Cubberley's Readings , 1920, 389) 

In the schools of the Catholic orders and later in the Prussian 

schools we have an organised system of education where regulations were 

s et out, not only for content, but also for teaching methods . These 

regulations we r e c2r efully t hought out and imposed, and supervised from 

t he top. In an age when the cry is for teachers to be ·allowed inde-



pendence of method, and for freedom from supervision , it is well to 

r emember tha t while r egulations may pr event t he development of new and 

better methods , t hey r:iay also elimina t e undesirable practices and con­

tTol hasty a nd i nappropriate persona l whims . In the history of corporal 

punishment, ~his a ppear s to have ha ppened; corporal punishment as a 

;general procedure Has not done away wi t h first of all by the personal 

convictions of the t eachers, but by t he i mposi t ion of r egulations by a 

controlling authority . 

F.ngland to t he 18th Century 

While t he political, economic and other social change s in England 

·were tremendous between 1_5'00 and 1800 , little chane;e occurred in the 

1n"Efthods of controll ing the child; the rod was as much the agent of moti­

':Va•titm ·and discipli.ne in 1800 as i t had been in t he Middle Ages. Public 

:-qpinion towards cruel ty in all its forms changed little, and the atti-

. "tude:s -of the clergy , as moral leaders , con tinued to s upport this view. 

ln the plays of William Shakespeare (156L. - 1616) we see a 

:-ref le c ti on of ·t he attitude s of t he time • 

:Take ·thy correction mildly. Kiss t he rod. 
(King Richard II, Act V, Sc 1) 

Tie, fie! how waywar d is this foolish love, 
-That like a testy babe , will scratc~ the nurse 
.And presently all humbl ed, kiss t he rod. 

(Two Gentl emen of V~rona , Act I, 
Sc. I) 

~There "is gener al acceptance of cor poral punishment a s a usual 

·me t hod of gaining obedience , and an expecta t ion that t he victim will, 

caft er ·the event , be grateful t hat he has been corrected while bearing no 

:hard :f eelings . 

The attitude of John Brinsley (1585 - 1665) s eems to b e typical of 

.t he time.. In his Ludus Li terarius , or The Gramma r Schoole , arr anged in 



the form of a dialogue between two schoolmasters , we have a. description 

of t he methods which they feel are practical; it includes ten pages "of 

execution of justice in schooles by punishments ." Corporal punishment 

is given the following authority. 

Finally, as God hath sanctified the rod and correction, 
to cure the evils of their conditions, to drive out 
that folly which is bound up in their hearts, to save 
their soules from hell, and to give t hem wisdome, so 
it is to be used as Gods instrument to these purposes. 
To spare t hem i n the cases is to hate them. To love 

. them is to correct them betime. Do it under God, and 
for him to thes e ends and with these cautions, and you 
shall never hurt t hem : you have the Lord for your 

·warrant. Correction i n such manner, for stubbornnesse, 
negligence and carele ssnesse , is not to be accounted 
over-great severitie, much lesse crueltie. 

(Brinsley, 1612, 290) 

No detail is too unimportant to be left out. 

To this end to appoint J. or 4. of your scholl2rs, whom 
you knowe to bee honest, and strong enough, or moe if 
need be, to lay hands upon hLm together, to hold him 
fast, over some fourme, so that he cannot stir hand nor 
foot, or else i f no other r emedy will serve, to hold 
him to some post {which is farre t he safest and free 
from inconvenience ) so as he cannot any way hurt 
himselfe or others, be he never so peevish.Neither 
that he can have hope by any device or turning, or 
by his apparell, or any other meanes to escape. 

(Ibid., 289) 

Perhaps we should hesitate to condemn Brinsley and his fellows 

-when we look at the stultifying curriculum, t he general acceptance of 

Violence, and t he ignorance of any alternative me thods qf child manage ­

ment at the time. 

Brinsley does see the value of making the school as inviting as 

possible. 

Let the schoole be made unto t hem a place of play: 
and the chilc..ren dra1me on by that pleasant delight 
which ought t o be , it can t hen no more hinder their 
growth then t "leir play doth, but rathe r further it, 
when they sit at t :1ei r ease ; bes i des tha t continuall 
experience doth confure t his errour . 

(Ibid ., 10) 



In the midst of t his harshness , ther e was one voice of protest, 

but a voice which, however r easonabl e it may appear today, was not 

strong enough to affect t he prevailing opini on . Roger Ascham (1515 -

1568 ) is an outstanding example of t hose people who are so far ahead 

of t heir tiri:e , that only later generations can appr ec i ate their value. 
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Ascham 1 s firs t book, 11t eachyng t he bringi ng up of youth, 11 in his 

The Scholemaster, is basically a proposal that punishment should not be 

used .to bring about lear ning , but should be r eplaced by praise and 

encouragement . His belief in human dignity and his compassion for the 

punished is seen i n such phrases as "they would rather break him than 

bow him, rathe r mar him t han mend him. 11 

But his main criticism in t he argUTients he presents, is based on 

the uselessnes s of . this as an aid to efficient l earning. \mat is the 

use, he asks, in punishing a child for what he is? The only thing you 

succeed in doing is to make him hate the things you are trying to t each 

him. 

Whereby many Scholers , that might else prove well, be 
driven to hate learning , before they know what learn­
ing meaneth: and so are mad willing to forsake t heir 
booke , and be glad to put to any kinde of living . 

(Asc ham , 1863 edition, xiv) 

But t his I will say t hat even the wisest of your great 
beaters, do as oft punishe nat ure , as they do correct 
faul t es . 

(Ibid., 11) 

Much of the bea ting , he feel s , is ·the result of the character of 

the teacher, or s ome private annoyance he has , r ather t han the student's 

lack of response . 

Foe c oI'llTlonlie , many sc hole~as t ers , some , as I have seen, 
moe, as I have heard tell , be of so crooked a nature , 
as, when t hey meete with a hard witted sc holer , they 
r a ther break him, t han bowe him, r a ther marre hi m, than 
mende him, For when t he schol emaster is angrie with some 
other matter, t hen will he sonest faul to beat his 



scholer: and t hough he him selfe should be punishe d for 
his folie , yet must he beate s ome scholer for his 
pleasure : t hough there be no cause f or him to do so. 

(Ibid., 11) 

Another strong ob j ection t o puni shment is t ha t it is only a 

temp orary help t o l ear ning : "But any l earning l earned by compuls i on, 

tarie th not long in t he minde " (Ibid., 28). 

The r elationship be t ween t he s t udent and the teacher is a very 

important one if t he st udent is t o seek he l p when i n diff iculty. "Let 

your· scholer be never afraide , to aske you any dout, but use discr etlie 

the best allur ements ye can, to encour age him to fame " (Ibid., 15). 

What then should be substituted? 11Love i s the best allurement to learn­

ing ••• love is better than fear, gentlenes s better than beating 11 

(Ibid., 68). The stude nt, unlike t ha t of Shakespeare , should come will­

ingly to school: "the Sc holehouse shoul d be in deede , as it is called by 

name, the hous e of playe and pleasure , and not of feare and bondage" 

(Ibid., xv). 

Ascham compares how eagerly t he young gentl emen run to the stable, 

but must be fo r ced t o school. He says thi s is because of the superior 

teac hi ng methods of the riding master who by II j en t le allurements" breeds 

in t hem a love of ridi ng . In t he school t hey find f ear and bondage; in 

the stable t hey f i nd encour agement and freedom (Ibid., 29). Here 

Ascham seems t o be oversta t ing his case , however, f or it i s diffi cult 

to believe that even wi t h t he bes t t eachi ng methods , or a llurements , tha t 

most childr en would ever go t o l ear n Latin as willingly as they would to 

ride horses. 

We must b e caref ul not to mistake wha t Ascham is advocating . He 

is agains t us i ng punisrunent as a motivational devi ce , as a devic e for 

maki ng children learn who are not proceedi ng a s r apidl y a s t he teacher 

may wi sh . But he i s not against punishment f or bad behaviour - - in 



fact he advocates i t . 

And thus the children , kept up in Gods feare, and pre­
served by his grace , finding paine in ill doing , and 
pleasure i n well studiyng , should easilie be brought 
to honestie of life , and perfitenes of learning . 

(Ibid., 36) 
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By no ~tre tc h of the imagination could Ascham be called permissive . 

He most strongly opposes what he sees as too much liberty given to the 

young men of his t ime . In fact he places next to beating too muc h 

liberty, as a major hindrance to learning . "I wish as moch now, to 

have yong men brought up in good order of living, and in some more 

severe discipline, t han they commonlie be" (Ibid., 37). He sees disci­

pline as coming from above ; self-developed discipline seems to be foreign 

to his thought . 

His lament for youth is one that could be heard in all ages: 

Our t yme is so f arre from that old discipline and 
obedience , as now, not onlie yong jentlmen , but even 
verie girles dare without all f eare , t hough not 
without open shame , where t hey list, and how they 
list, marie t hem selves in spite of father , mother , 
God, good order , and all . The cause of this evill 
is, ·that youth is least looked unto , when they most 
neede of good kei:e and r egard. It availeth not, to 
see them well taught in yong yeares , and after whan 
they cum to lust and youthfull dayes , to give them 
licence to live as t hey lust themselves . 

(Ibid ., 38) 

For Ascham ' s own methods we have a hint from elsewhere . As t he 

tutor of the future Queen Elizabeth , he used to 11pinch , nip and bob 

-[slap] the princess when she displeased him" (quoted by Andrews , 1889, 

177). The present author was unable to find the original source of t his 

statement , s o was unable t o judge its integrity. But assuming tha t it 

i s correct, such mLnor measures would still s how Ascham as being mild 

compared with the usual practice of hi s time . That Elizabeth r egarded 

her t utor well is shown by his lat er elevation to high office. 
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Ascham I s contemporary, Richard Mulcaster (1530? - 1611), who was 

for t wenty-five years headmaster of Merc hant Taylor's School , and twelve 

years headmaste r of St . Paul's School, felt that the rod had a definite 

place i n teac hing , but should be used purposefully . 

For the rod may be no more spar ed in schooles than the 
sworde in the Princes hand. 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Whatsoever parent e s say, my ladie birchely will be a 
gest at home , or el se parentes shall not have t heir 
Willes. . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Terme i s as ye list , beate not you saye for learning 
but for lewdnesse . Sure to beate him for learning 
which i s willing enough to l earn , when his wi tte will 
not serve , wer e more than frantike: and under t he 
name of not learning to hide and shrowd all faultes 
and offenses , were more t han fo6lish : and what would 
that child be without beating , which ·with it can 
hardly oe reclaimed? in whom only l ewdnesse is t he 
let, and capaci tie is at will? The ende of our 
sc hooles is l earning : if it fails by negligence , punish 
negligence : if by other voluntarie default, punish the 
default. Spare l ear ning : so that still the r efuge must 
be to t he maisters discretion . 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • 
A wise maister , which must be a ·speciall caveat in 
provision, will helpe all, either by preventing that 
faultes be not c omr.1i tted, or by wel l using, when 
soever they fa l l out, and without exception mus t 
have both correction and curtesie , committed unto 
him beyond any appeal. 

(Mulcaster , 1581, 277-283) 

Mulcaster seems to be struggling between what he felt desirable 

in the ory, and what he felt had been necessary in practice. He 

r ealises tha t it is imposs ible to beat knowledge into the heads of 

pupils who l ack t he capacity for learnin·g : nsurely to beat for not 

learning a child that is willing enough to l earn but whose intelligence 

i s defective, is worse t han madness" (Ibid., 32). But where the 

capacity is pr esent, but the inclination not , t he use of the rod can 

be productive. 

Before condemni ne; Hulcaster a s bei ng less humane than Ascham, we 

shoul d r emember t hat Ascham ' s experi ence i n t eaching were of a one-t o-



one tutorial nature, while Mulcaster had extens i ve experience with 

large classes . When we remember the violence and aggressiveness of 

the period, it is not difficult to r ealise that many of the pupils 

must have been diffic ult to control. For moral purposes , the two do 

not appear tp be very far apart . But there still lies a basic differ­

ence: Ascham denied the use of punishment as an aid to learning, while 

Mulcaster felt there were occasions when fear was an acceptable moti­

vat ion . 
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Among t he few other voices t hat were raised i n protest was that of 

Thomas Fuller (1608 - 1661) who was , among other things , chaplain 

extraordinary to Charles II. In an essay entitled 11 The Good School­

master" Fuller states : 

he is moder at€ in inflic tine deserved correction. 
Many a schoolmas t er be tter answereth the name 
paidotribus (boy-beater) than paodagogus (boy-teacher) , 
r ather tearing his scholars flesh with whipping 
t han giving him a good education . Jo wonder if his 
scholars hate the muses , being presented unto them 
in the shape of fiends and furies. 

(edited by Eggleston , 1892, 75) 

Richard Steele (1672 - 1729), of Spectator fame , also bewailed 

t he lot of the English school child in his essay , "On Flogging at 

Schools. 11 

The boasted liberty we talk of is but a mean r eward 
for the long servitude , the many heart-aches and . 
terrors, to which our childhood is exposed i n going 
through a grammar-school. any of these stupid 
tyrants exercise t heir cruelty without any manner of 
distinct ion of the capacities of children •••• The 
sense of shame and honour is enough to keep the world 
itself in order , without corporal punishment, -- much 
more to train t he minds of uncorrupted and innocent 
children . 

(S teel e , 1885, 405) 

Samuel Butler, in Hudibras, treats t he use of whipping satirically. 

He suggests that often the person being whipped is suffering because he 



48 

is some sort of social outcast or scapegoat. A person who is guilty goes 

free because of his special position i n society. The general injustice 

is obvious, in context, to the reader. In the follot-ring passage he 

exaggerates, with ironic purpose , the c on'Tlon r easons , or rationalizations, 

for the use qf whipping . 

Second Part, Can to I. 

Whipping t hat's Virtues Governess , 
Tutress of Arts and Sciences; 

-That mends the gross mistakes of Nature , 
And puts new life into dull matter, 
That lays foundations for reno~m , 
And all the honors of the Gown. 

If Matrimony, and Hanging go 
By Dest'ny, why not whipping too? 
What med 'cine else can cure the fits 
Of Lovers , when they lose their Wits? 
Love is a boy, by poets styl'd, 
Then Spare the rod, and spoil t he Child. 

(Butler, 1967 edition , 811) 

Alexander Pope (1688 - 1744) also treats the use of the rod satiri­

cally. In The Dunciad he describes the use of the rod as being the main 

i ns trument for successful teac hing . 

Book III, line 333 ff. 

Proceed, great days ! 'till Learning fly the shore, 
1 Till Birch shall blush wi t h noble blood no more , 
'Till Thames see Etan 's sons for ever play, 
1Till Westminster's whole year be holiday, 
'Till Isis' Elders reel, t heir pupils sport, 
And Alma Hater lie s dissolved in Port! . 

(Pope, 1966 edition, 535) 

Later a birch-crrn-me d spectre aris·es as a symbol of schoolmas t ers . 

Book rv, lines 139 ff. 

When lo! a Spectre r ose , whose index-hand 
Held forth the Virtue of the dreadful wand; 
His beavar 1 d brow a birchen garland wears, 
Dropping with Infant I s blood, and Mother I s t ears . 
O'er every vein a shuddr i ng horror runs; 
Eton and 1:Jinton shake thro ' all t heir Sons . 
All flesh is h11t'Tlbled , WestrJ.inste r ' s bold race 
Shrink, and confess the Genius of the place : 



rhe pale Boy- Senator yet tingling stands, 
And holds .his breeches close wi t h both his hands. 

(Ibid., 556) 
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But mocker y suc h a s t his did little or nothing to bring about 

change . Far more typical of t he time is Dr . Samuel Johnson (1709 -

1784). Whil_e he may not be t he most profound connnentator quoted in this 

work, he may be t he most amus ing . 

Ther e is now l ess flogging i n our gr ea t schools than 
formerly , but t hen l ess is learned there; so that what 
t he boys ge t at one end, t hey lose at the other. 

(Boswell, 1887 edition, 407) 

Johnson apparently believed that his own scholarship was largely 

due to the rigorous t eaching methods he underwent. The rod, he says, 

is very effective in getting children to l earn, clearly a motivational 

approach. One of the mos t interesting things he says in favour of the 

rod is that it does l ess harm in t he long run t han other methods of 

motivation. 

Indeed Johnson was very sensible how much he owed to 
Mr. Hunter . Mr . Langton one day asked him how he had 
acquired so accura te a knowledge of Lat in , in which , 
I believe, he was exceeded by no man of his time ; he 
said 11Hy master whip t me ve ry well. Wit:1out that, Sir, 
I s hould have done nothing . " He told Mr. Langton tha t 
while Hunter was flogging his boys unmercifully , he 
used to say 11And I do this to save you fr om the gallows . 11 

Johns on, upon all occasions expressed hi s approbration 
of enforcing i nstr uction by means of the rod . "I would 
rather (said he) have t he r od to be the general terror 
to all, to make t hem l earn, t han to tell a child, if 
you do thus , or thus , you will be more esteemed than 
your sisters and brothers. The r od produ:;es an effect 
which t erminates in itself. - child is afraid of being 
whipped, and gets to his task , and t here ' s an end on 't; 
wher eas by exciting e~mlatio:1 and comparisons of 
superiority, you lay t he foundations of l asting 
mischief ; you make br others and s i sters hate each 
other. 11 

(Ibid., 45-46) 

His attitude lies l arge l y i n his vie-..r that children are unable to 

act logically; t hey act from emotions , and it is the emotion of fear 

which will s pur them to l earning 9 



Children , being no t reasonable , can only be governed by 
fear. To impress t his f ear, i s ther efore one of the 
first duties of t hose who have the care of children. 

(Ibid ., 281) 

The educational practices i n England of t he time are illustrated 

by the following r ules for a Latin Grammar School i n 1734. 

Imprimis, Whatsoever Boy come s to School past 7 o' th' 
Cloe k in t he :tforning In Summe r t ime , and pas t 8 o' th 1 

Clock In ye Winter t ime (without Shewing good reason ) 
Shall r eceive 3 Lashes . 

Item, Whos oeve r absents himself fr om School , Either by 
Truantry , by trying to stay at home , or otherwise ; 
Shall i ncur hi s Master's highest displeasure , suffer 
the hissing and Scoffing of ye whole School, Tarry 
be hind t he Rest one hour at Night for a week , and 
besides (as a suitable Reward for his -- ) shall 
suffer 12 Las hes . 

Item, T,vbatsoever Boy shall at any time Curse , Swear , 
or take the Lord 's Name i n vain, Shall assur edly 
suffer for such offence , 15 Lashes . 

Item, Wha t Boy soever addic ts himself t o Obscene 
Talking or f oolish Jesting, shall suffer for each 
such Transgression . 

Item, Wna t Boy soever absents himself fr om the 
Service of Almighty God on t he Sabbat h day , and 
spends t hat day i n a wicked man I er In playing & 
running about , Shall receive 20 Lashes . 

Item, Whosoever steals fr om or defrauds his School­
fellow of Ink, Pens , Paper , Quills , or any Other Thing 
Whatsoever, Shall certainly, when found out and detected, 
r eceive 9 La shes . 

(in Cubberley, 1920, 390) 

John Locke (1632 - 1704), one of t ~e most influential of English 

philosophers, is against t he use of corporal pw1ishment for much the 

s ame r easons as the earlier opponents. 

Beating is t he uorst , and therefore the last 
Means to be used in t he Correction of Children ; 
and that only in t he Cases of Extr emity, aft er 
all gentle r ·,fays have been tried and proved 
unsuccessful. 

(Locke , 1968 edition , 148) 

Great seve r ity of punishment does but little 



good, nay, gr ea t harm, in education; and I believe 
it will be found out, coeteris paribus, that t hose 
children who have been most chasti sed seldom make 
the best men . 

(Ibid., l)i9) 

Locke maintains t hat most of the beatings at schools are the result 

of poor teac_hing methods and uns uitable material being taught. All too 

often beatings harden t he offender and make him more obstinate. In the 

few ca ses wher e it is necessary, it must be well done "that the Child 

should not quickly forget it. 11 Occas ionally there will be one who will 

be so intractable t hat even this will not work; he re all a father can do 

is pray for him. 

But Locke also reinforces t he phi l osophical basis for the need 

in education for "hardening" the child. 

Plenty of open Air , Exercise and Sleep ; Plain Diet, 
no Wine or Strong Drink, and very little or no 
Physick; not too ':<farm and straight Clothi ng especially 
the Head and Feet kept cold, and the Fee t often used 
to cold Water , and exposed to Wet. 

(Ibid., 137) 

English schools, particularly public Schools and their followers 

were to hold fast t::i this approach up into t he present century. To bear 

discomfort and pain without flinching was a necessary mark of a gentle­

~n. To s how distress when being caned was to suffer t he contempt not 

only of the master, but also of one 's peers. 

Today this has various names : intestinal fortitude, 11 guts" , and 

so on. In the 18th Century it was referr ed to as 11 bottom!I, a word 

derived from a stable s hip having a well-built hull or bottom (White, 

1962, 68). 

The idea of trainin3 children to bear hardship without emotion is 

not, of course , new. We have seen i t in the Spartans, and it was part 

and parcel of t he Stoic philosophy. But i n modern t imes , i t seems to be 
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far more prominent in the English than in the Continental, particularly 

French, outlook. The 11 stiff upper lip" is an essential element of the 

stereotyped British character, and may in large measure account for the 

acceptance of the use of pain as a regular procedure in English Schools 

long after ~twas almost eliminated on the Continent . 

The situation i n t he English colonies appears to have been a 

reflection of the Mother Country. In 1660, the rules introduced in 

Harvard College included t he following: 

It is hereby ordered that the president and fellows 
of the Harvard College have the powers to punish all 
misdeeds of the young men in their college. They are 
to use their best judgement and punish by fines or 
whipping in t he hall publicly, as the nature of the 
offense shall call for. 

(quoted by Cubberley, 1919, 57) 

There is record of a student being publicly whipped for blasphemy 

in 1674. The chastisement was preceded with a prayer, 

Christopher Dock, who is reputed to have published in 1750 the 

first book on teaching in what was to become the United States of America, 

described his methods as follows: 

When all the 1 it tle ones have recited, these (t hose who 
have not been able to recite the scripture passa geJ are 
asked again and any one having failed i n more than three 
trials a second time , is called "Lazy" by t he entire 
class and his name is written down . Whether such a 
child fear the rod or not , I know from e>.."J)erience that 
this denunciation of the chil dr en hurts more than .if I 
were constantly to wield and flourish the rod •••• 

1mere the Lord does not help build, all that build 
work i n vain. The slap of the hand, hazel branch 
and birch rod are means of preventing a wicked out­
burst, but t hey cannot change the s tubborn heart, 
which holds us all i n such a sway s i nce t he fall , 
that we are all inclined more to the bad than to the 
good, so lon_; as the heart is unchange d a:1d not 
renewed by t he spirit of God . But while the seed 
of wickedness is pr esent, r emove it, not only from 
ourselves , but from our f ellow man and fr on our youth. 

(edited by Knight and Hall , 1951, 
32) 



53 

Sununary 

The educational dimension of t he Renaissance was r estricted to a 

few schools and a few writers . The rediscovery of Classical writers 

such as Quintilian helped stimulate a more humane approach to teaching 

methods, first in Italy with Vergerio, Vittorino and Guarino, all prac­

tising schoolmasters. In the north , those notable and influe_ntial 

writers, Erasmus and Montaigne strongly denounced the physical cruelty 

whicr,i .characterised the treatment of children. Host of the Protestant 

leaders, with their literal interpretation of the Old Testament edicts, 

accepted corporal punishment as the appropriate method of saving the 

child from his inherited evil tendencies. A significant exception to 

this was Comenius who denied the efficacy of chastisement in motivating 

children .to l earn; he did, nevertheless, accept it as a final resort 

for moral purposes. 

Organised Catholic orders originat ing i n France , particularly the 

Jesuits and the Christian Brothers of de la Salle, organised teaching 

methods to a much more subtle degree t han had previously been attempted. 

While the control of the child was extremely important, the crude method 

of physical violence was kept to a minimum , and later outlawed, at least 

in theory, in their schools. Continental schools were later to be a 

contrast and an example t o the schools in t he English-speaking world in 

this matter. 

There was an unfulfilled hope in the 16th Century, with Mulcaster 

and particularly Ascham, t hat En6land would develop less rigorous 

teaching me t hods . Occasional protests, either directly or in satirical 

literature , were made against t he brutality of the English schools in the 

following two-hundred years . John Locke opposed the us e of punishn1ent 

in the l earning situation , but he also r einforced the general I:nglish 



belief i n t he need for a "hardened" character. This public belief in, 

and acc eptance of , physical pain, plus t he lack of any regulations 

which set down minJ.mum standards of acceptable practises , allowed the 

schools of England t he ir free dom to cont inue ancient practices undis­

turbed by outs i de i nt erfer ence. 

54 
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CRA.PTER IV 

THE I NTELLECTUAL REVOLUTION 

The spirit of democracy and the Romantic ideals which sent men 

searching for a better, and often an ideal, life had been seeded in the 

Eighteenth Century and began to bear fruit in the Nineteenth . No longer 

could the authoritarian oppress without protest , and no longer were the 

edicts of the religious l eaders accepted without question. On the one 

hand, some men thought that the technical progress should be used to 

improve the lives of all men, and on the other hand, some believed that 

a better life could be achieved through the development of the natural 

goodness which had so often been r epr essed or perverted in man. More and 

more, intellectual l eaders came to believe that to achieve a changed 

society, man's whole character and outlook would have to be changed • 

. To achieve t his, reforms in the aims and methods of education would be 

necessary. 

General Philosophical Attitudes Towards Punishment. 

As the theory of punishment in education cannot be separated from 

the general philosophical approaches to punishment, some of the develop­

ment in this field must be looked at for a backgr ound to the development 

of educational thought . Probably t he oldest idea of punishment is that 

of retribution as epitonized in t he Old Testament "Eye for eye, tooth for 

tooth, hand for hand, f oot for foot , stripe for stripe" (Exodus, XXI , 24), 

a doctrine, houever, t ha t was not supported by Christ who rather decreed 

11 That ye resist not evil: but whosoever shall smite thee on thy right 

cheek, turn him t he othe r also" (1''1a tthew, V, 39). Hore r ecently in a 

jocular f ashion , W.S. Gil bert expresses the same idea in The Mikado 

(Act II) : "Let t he punis hment fit the cr ime . 11 
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A fundamental part of Christianity and other r eligions has been the 

belief in r eward and punishment, particularly i n the world beyond this. 

Tne manner in which t his belief supported the us e of harsh punishment as 

necessary to save t he s oul of t he child from future damnation has already 

been explorep.. 

One of the first to analyse the purposes of punishment was Gottfried 

Leibnitz (1646 - 1716). He r ecognised t hat punis hment may be inflicted 

for retributive purposes, a form of r evenge to sat isfy the offended party, 

or it may be for t he practical pur pose of preventi ng t he offence in the 

future by r eforming t he offender, or by example, preventing others. In 

the following passage we s ee an early example of a pragmatic approach to 

punishment. 

There is a kind of Justi ce which aims neithe r at the 
amendment of t he criminal, nor at furnis hing an 
example to others, nor at t he r eparation of t he 
injury. This justice is f ounded in pure fitness, 
which finds a certain satisfaction in the expi ation 
of the wicked deed ••• t his punitive j ustice ••• 
which is proper l y vindictive jus tice , and which God 
has reserved for himself at many junct i ons ••• is 
always founded in t he fitness of thirigs, and satisfies 
not onl y t he offended party , but al l wise lookers-on, 
even as beaut i f ul music or a fine piece of architecture 
satisfi es a we l l-constitut ed mind. It is t hus that the 
torment s of t he damne d cont inue , even tho they no 
longer s erve t o t urn anyone away from sin, and t hat 
the r ewards of the blest cont i nue , even t ho they confirm 
no one in good ways. 

(Leibnitz, 1926 edition, 137) 

In 1764 Cesare Bonesana Beccaria (1738 - 1794) published his 

fa mous work, An Es say on Crimes and Puni shmen t s , i n which he condemned 

all torture , including floggi ng , to extract confe ssions, and pl eaded 

tha t no good and much harm was ac hieved by exces sive punishment. 

No man can be judged a cr iminal until he be found 
guilty; nor can soc i ety take from hi m the publ ic 
protection , unti l it have been prove d t hat he has 
violated t he cor.di t i ons on which it was gr ant ed. 
What right t hen , but t ha t of power , can aut horize· 



the punishment of a citizen, so long as there remains 
any doubt of his guilt? This dilemma is frequent. 
Either he is guilty, or not guilty . If guilty, he 
should only suffer the punishment ordained by the laws, 
and torture become s useless, as his confession is 
unnecessary. If he be not guilty, you torture the 
innocent; for in the eyes of t he law, every man is 
innocent, whose crime has not been proved . 

Beccaria, 1963 edition, 18) 
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At the end of the Eighteenth Century, one of the fullest analyse s 

of punishment, including that of children, was made by Immanuel Kant 

(1724 - 1804), who showed how complex t he problem really is. W'nile 

others may not agr ee with his conclusions , his detailed examination 

cannot be ignored. Huch of the influence of Rousseau (whom we shall 

examine separately) can be seen, but Kant finds punishment as the na~ITal 

consequences inadequate. To Kant, the outcome of an action is incidental: 

the morality resides in t he motive or intention generating the action. 

All transgressions of a col'lITland by a child is a lack of 
obedience , and t hi s entails punishment . Even if the 
transgression is due simply to negligence, correction is 
not useless. This punishment is either physical or 
moral. 

Moral punishment is that which affects our desire to be 
honored and loved , this be ing auxiliary to morality; 
for example, when the child is shamed and treated coldly 
and reservedly. These inclinations should be preserved 
as far as possible. This kind of punishment, therefore , 
is the best, since it comes to t he aid of morality; for 
example, if a child lies, a loo!< of scorn is sufficient 
and most suitable. 

Physical punishment consists either in t he refusal of 
that which the child desires or in the infliction of 
chastisement . The former is closely related to moral 
punishment , and is negative. The other forms should be 
practised with caution, in order that they may not 
result in a servile dispositi on . It is not good to 
distribute r ewards among children ; it makes t hem selfish, 
and results in a me r cenary disposition . 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • • 

Obedience , moreover , is t hat of the child or the adolescent . 
Disobedience entails punishment . This is either r eally 
natural , brought by the rri.an himself by his own conduct; for 
example, t he child falls ill if he eats too much; and these 



forms of punishment are the best , for man experiences 
them, not only i n his childhood , but throughout his 
whole life; or it is artificial . The desire to be 
esteemed and loved is a sure way of making chastisement 
durable. Physical means should serve merely to supple­
ment the insufficiency of moral punishments . When the 
latter are of no avail , and r ecourse is had to the 
former, the formulation of a good character ceases . 
But i ~ the beginning physical constraints supply the 
deficiency of reflection within the child. 
• • • • • • • • • • • • • I • I I e • e I I I I I I I • 

Punishments which are angrily inflicted have perverted 
effects . Children then r egard t hem merely as conse ­
quences , but themse lves as objects , of another ' s emo-
tion. Children s hould always be corrected cautiously, 
that t hey may see that the only aim in view is their 
improvement. It is absurd to demand of children , when they 
have been cha stised that t hey will thank you , that they 
will kiss your hand, etc .: this only makes them s ervile. 
If physical punishments are often r epeated, they make 
a child stubb orn ; and if parents chasten their child for 
wilfulness, t hey only make t hem more wilful. Stubborn 
people are not always t he wors t , but often yield easily to 
kindly r emo nstrances . 

(Kant, 1904 edition , 191-193) 
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We can see in t he above, that when he came to a discuss ion of the 

details of punishment , Kant was as concerned with its r esults as the 

justification or morality of it. 

The -clearest application at this time that the justification for 

punishment must be judged by its results was made by Jeremy Bentham 

(1748 -1832) , who laid dmm that morals and legislation must be founded 

on the principle of utility; thus his philosophy was called "Utilitarianism". 

On punishment he made the following comment s : 

But all punishment is misc hie f : all punishment in 
i tself is evil . Upon the princ iple of utility , if 
it ought at all to be admitted, it ought to be 
admit te d in as f a r as it promises to exclude some 
greater evil. 

(Bentham, 1943 edition, 171) 

He fur the r states four purposes of punishment: 

1. to prevent all offences 
2. to pr event the worst (if there is a choice) 
3. to keep down the mischief 
4. to act at t he least expense . 



Subservient to these three objects, or purposes , mus t 
be the rules or cannons by which the proportion of 
punishments to offence s is to be governed . 

(Ibid., 179) 

He himself does not appear to have applied the principle to the 

management of children , but a world which he influenced was bound to 

see an application. He , more than anyone else, changed the question 

from 11 is it right? 11 to "does it work? 11 
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As the Ni neteenth Century moves on , there is more and mor e accep­

tancB that punishment is bad, that any good will be far outwei ghed by the 

evil effects, as t he following passage from Friedrich Nietzsche (1844 -

1900) illustrates. 

The broad effects which can be obtained by punishment 
in man and beast , are the increase of fe ar , t he sharp­
ening of t he _sense of cunning , the mastery of desires; 
so it is tha t punishment tames man, but does not make 
him "better" -- it would be more correct even to go so 
far as to assert the contrary . "Injury make s man cun­
ning" says a popular proverb: so far as it makes him 
cunning, it also makes him bad . Fortunately, it often 
enough makes him stup id. · 

(Nietzsche, 1964 edition , 99) 

It is always difficult to assess to vihat degree philosophical 

pronouncements bring about change, or are reflections of t he change that 

is already occurring. vlhichever is the case, in t he 19th Century, while 

the theory of punishment was opposing cruelty and injustice, so too did 

public opinion and actual practice tend towards more humane treatment of 

offenders, with a desire for r ehabilitation rather then r e tribution . It 

was inevitable that the humanity which was applied to criminals would 

also be applied to children. While the Nineteenth Century, with the 

Industrial Revolution , w2.s one of the worst periods of man's inhumanity 

to man, it was also t he time of heroes of social r eform who developed 

philosophies and attitudes on the treatment of the weak, the poor, and the 

downtrodden , which are generally accepted , if not always applied, to-day~ 
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The Influence of Rousseau 

Perhaps the single most influential writer in the development of 

modern education is Jean Jacques Rousseau (1712 - 1778) who did so much 

to change the concept of t he nature of t he child. Before this , there 

had been an ,interest in and sympathy for the child, but the child did 

not come first ; the emphasis of Rousseau is on the child, his nature and 

his needs , rather that on childho od being a preparaticn for adulthood . 

In Rousseau ' s ideal world of education , as described in Emile , punishment 

would never come from the teacher, but as a consequence of the child ' s 

mm acts , a necessary part of learning by experience . 

I have already said enough to show that children should 
never receive punishment merely as such; it should 
always come as a natural consequence of their fault . 

(Rousseau , 1957 edition, 65) 

Much of this approach depends on Rousseau ' s view of the natural 

goodness of the child . 

Never punish him, for he does not know what it is to do 
wrong; never make him say "Forgive me , " for he does not 
know how to do you wrong . Wholly unmoral in his actions , 
he can do nothing morally wrong , and he deserves neither 
punishment nor reproof . 

(Ibid., 56) 

Rousseau's views are a curious mixture of morality and utility. 

ifuile at times he may appear to be advocating the abolition of punish­

ment for practical r easons , his arguments are based upon a premise of an 

ideal child which he never demonstrates actually exists. 

Rousseau probably did more than anyone else to break dm-m the 

traditional Christian view that the child is inherently evil . While he 

most certainly attempts to swing the pendulum to another extreme , it 

stimulated ot her s into looking more closely at their own views of what a 

child is. After the time of Rousseau, there would be a growing diffi­

culty for anyone to advocate t he pun ishment of children · because they were 
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naturally bad. 

Time and time again since then do we see the ideas of Rousseau 

being repeated either directly, or as part of another philosophy. In 

Romantic literature, William Wordsworth , for instance, portrays Lucy as 

ideal childh.ood innocence, and t he child heroes and heroines of Charles 

Dickens are able to gain much of their r eader's sympathy through the same 

feature • 

. In the school he set up at New Lanark, Robert Oi-ren (1771 - 1858) 

was clearly influenced by Rousseau's ideas. Owen states that the basic 

principle regarding the affairs of men is: 

Any general character , from the best to the worst, from 
the most ignorant to the most enlightened, may be given 
to any community, even to the world at large, by the 
application of the proper means ; which means are to a 
great extent .at the cornrr~nd and under the control of 
those w:!:lo have influence in the affairs of men. 

(edited by Harrison, 1968, 44) 

Thus by the manipulation of the environment, good men and bad, 

wise men and ignorant , can be produced. The emphasis has been, he says, 

on doing something about urong acts after, instead of before, they happen. 

It is through education that the new way of life will be brought in, a 

life in which punishment will not be needed. And just as no punishment 

is the end, so also must no punishment be the means • 

says : 

• • • the instructors and governors of the world will 
acquire a knowledge that will enable them, in one 
generation , to apply the means which shall cheerfully 
induce each of t r..ose whom t hey control and influence, 
not only to t hink, but to act i n such a manner as 
shall be best for himself and best for every human 
being. And yet this extraordinary result will take 
place without punishment or apparent force. 

(Ibid., 106) 

In speaking of t he schools he had established at New Lanark, Owen 

••• that all r ewards and punishments were excluded from 



these schools, except those which nature herself has 
established. By natural reward and punishment, we 
mean necessary consequences, i mmediate and remote 
which result from any action. 

(Ibid., 133) 

The influence of Rousseau ca~ be seen in this last statement. 

_Ralph _Waldo Emerson (1801 - 1882) also owes much of his thinking 

to Rousseau. His approach to punishment_ flows from his view that the 

child is not to be cast into a pre-conceived mould, but is to be given 

an opportunity of fulfilling his own potential uniqueness. Traditional 

methods of all types are t :ms suspect, for they are concerned with pro­

ducing a child for t he purposes of society, rather than for producing a 

child with beliefs and attitudes which develop from his own natural good­

ness. Punishment is the result of the desire on the part of the teacher 

to control the child, who will fulfill the t eacher's or society's expec­

tations of him. 

The following passa ges are quoted at length because, although 

written over a hundred years ago, they show so well the current philo­

sophy of education which is to give the child an opportunity to fulfill 

his own potential and desires, a philosophy in which punishment has no 

place. 

I believe that our own experience instructs us that the 
secret of Education lies in r especting t ne pupil. It 
is not for you to choose what he shall know, what he 
shall do. It is chosen and foreordained, and he only 
holds the key to his own secre t. By your tampering and 
thwarting and too much gover ni ng he may be hinder ed from 
his own end, and kept out of hi s 01-m. Respect the child. 
Wait and see t he new product of Nature. Nature loves 
analogie s, but not repetit ions . Respect the child. Be 
not too much his parent. Trespass not on his solitude. 

But I hear the outcry which r epl i es to t his sug~estion:-­
Would you verily t hrow up t he r eins of public and private 
discipline ; woul d you l eave t he young child to the mad 
career of his ow~ passions and whims i es , and call t hi s 
anarc hy a r espect for t he child's nat ure? I an~ier, -­
Respect the chil d, r espect him t o t he end. 

(Emerson , 1966 edition, 16-17) 



••• total abstinence from this drug [the use of rules}, 
and the adoption of simple discipline and the following 
of nature, involves at once immense claims on the time , 
the thoughts, on t he life of t he teacher . It requires 
time, use , insight , event , all t he great lessons and 
assistances of God ; and onl y to think of using it 
implies charac ter and profoundness ; to enter on this 
course of discipline is to be good and great . It is 
precis~ly analogous to t he difference bet~een the use 
of corporal punishment and t he methods of love. It is 
so easy to bestow on a bad boy a blow, overpowe r him, 
and get obedience without words , that i n this world of 
hurry and dis traction , who can wait for t he r eturn of 
reason and the c onque st of self ; in the uncertainty 
too whe the r t hat Hill ever come ? And yet the familiar 
observation of the universal compensations might sug­
gest t he fear that so summa r y a stop of a bad humor 
was more jeopardous t han its continuance. 

(Ibid., 224) 
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To Emerson, then, corporal punishment is the result of a wrong 

type of education; only by altering our concept of t he purpose of 

education and its basic structure will we be able to significantly 

alter its methods . He is equally sympathetic towards the t eacher in 

the usual classroom situation. No wonder , he says, does he resort to 

violent means i n such objectionable circumstance. 

Whatever bec omes of our methods , the conditions stand 
fast, -- six hours , and thirty, fifty , or a hundred 
and fifty pupils . Somethi ng must be done, and done 
speedily , and in this distress the wisest are tempted 
to adopt violent means , to proclaim martial law, cor­
poral punishment , mechanical arrangement, bribes , 
spies, wrath, ma in strength and i gnorance, in lieu of 
that wise genial providential influence they had hoped, 
and yet hope at some future day to adopt . 

(Ibid., 223) 

While Rous3e2.u ' s i nfluence has been gener al, it has been only 

partial as fa:r es !':ost schools are concerned. The fullest applications 

. are to be found in the sel f-styled "free -schools" , t he most notable of 

which fs Summerhill established by A.S. Neill (1883 - ) • All forms 

of punishment, but particularly corporal punishment, are condemned by 

him. The 11 self-regulated11 child is the r esult of no interference by 

the parent or teac her in the development of natural instincts. The 



reason for punishment lies not within the child but within the adult 

who tries to mould the child to a restrictive morality, or who suffers 

from his own personal problems. 

No moralist, no narrowly religious person, no discipli­
narian can have self-regulated children. Self­
regulation means behaviour coming from the self, not 
from outside compulsion, but the moulded child has no 
self; he is only the replica of his parents. 

(Neill, 1967 edition, 9) 

Spanking generally has nothing to do with the child; 
it is an outlet for adult rage and frustration and 
hate. 

(Ibid., 56) 
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Neill suggests that much of the trouble lies in the Christian 

tradition, for "if you sin, hell awaits you in the classroom and in the 

future 11 (Ibid., 57). The solution for this undesirable state of affairs 

11 lies in the self-examination on the part of irritable adults." He 

wishes 

••• teachers and parents could acquire some con­
sciousness of what they really are ••• poor., 
undeveloped, unhappy people in a tawdry authority 
which they are too un-gro~m-up to use decently. 
They cannot help being as they are, for they are 
the victims and products of a home and school 
education that was ignorant of child nature. 

(Ibid., 57) 

Much of Neill's attitude r ests on his belief that aggressiveness 

is objectiortable, and because punishment, particularly physical punish­

ment, leads to aggression it is to be condemned. 

The popular notion is that man is ·naturally aggressive. 
• • • I really wonder if t his is so. Is a ggression 
due to thwarting, frustrat ion? I ask because the most 
aggressive pupils I ever have are t hose who have been 
most disciplined at home and school. 

(Ibid., 80) 

The Rousseauian approach to punishment is somewhat motivational: 

by using these means we will be better able to develop t he type of 

person which we want. But because it is a special type of person, an 



ideal of the naturally-developed, unique, self-regulated person, that is 

wanted, and because Rousseau and his followers have felt that the type 

of person developed by the usual type of education is undesirable, their 

approach is basically an ethical one. Perhaps their most significant 

contribution_ is the realisation that punishment has been part and parcel 

of the traditional approach to education; t hat only by a re-examination 

of the whole educational structure including its purposes and the total 

learning environment , can we develop a r eally new approach to punishment. 

Other Nineteenth Century Educational Philosophers 

While few people have been willing to accept Rousseau's philosophy 

completely, in one aspect his influence has been general, that of the 

new concept of the child's nature. It was this view of the child that 

most important reformers adopted as a base for t heir own approach. Even 

in those schools which were least affected by the reformers, the trend 

was away from the use of painful physical punishments to other more subtle 

methods of coercion such as -verbal chastisements, detentions, extra work, 

shame and ·so on. All these had been recommended by earlier writers, but 

they gradually became the more usual substitute for t he rod or strap. In 

the Twentieth Century , t hese also lost approval, at least in theory, and 

were to be used only after more positive me t hods had failed. 

Those writers '\·Thom ,;,re have come to re gard as the enlightened leaders 

generally emphasized that love of the t eacher or an intrinsic motivation 

towards the task in hand, s hould be substituted wher ever possible for 

compulsion . 

Henrich Pestalozzi (1746 - 1827) was certainly not against corporal 

punishment. He discounts the view that it can harm t he relationship 

between t eac he r and child, providing always that the child r ealises the 

general good will of t he t eacher towards hi m. Corporal .punishment, then, 



must not be isolated from the large r situation and can only be j udged 

as part of t he general handling of the child . 

In view of t he differe nt backgrounds from which my 
beggar children came , in view of t he ir age , t heir 
deeply ingra ined habits , t he need of a simple way of 
making an i mpression on t hem all swiftly and surely, 
arid th.e need to achieve one I s aim with all of t hem, 
t he effect of corporal punishment was c onsiderable . , 
The fear t hat one may thereby lose the trust of the 
chil dren is quite un justified . It is not single , rare 
actions which determine the f eelings and attitudes of 
t he children ; it is t he true nat ure of your disposition 
t owards them as r evealed daily and hourly to them, and 
the degree to which you like or di slike them which fix 
once and for all their fe elings towards you . This 
done , t he impre ssion created by individual actions will 
be interpreted according to the firm judgement of these 
inner feelings . 

(quoted by Heafford, 1967 , 71) 
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This must not be taken as approval of such a method indiscr:tmi­

nately or by anyone . Only after the t eacher has achi eved a relationship 

which is l ike a parent , can it be used without danger . 

I am firmly against the striking_ of a strange pupil 
by a strange t eacher , but not against a similar punish­
ment by a fathe r or mother. There are occasions when 
corporal punishment is undoubtedly t he best thing ; but 
i t must be carried out with t he gr eatest assur ance from 
a par ental heart , and the teacher who r eally r eache s 
the point wher e he can act in the same spirit as a 
father or mother should have the right to act as t hey 
do in certain i mportant cases which demand s uch measures . 

(Ibid ., 71) 

In Leonard and Gertrude we have a more det ailed pr escription of 

which punishments are r ec om.mended fo r which circ umstan:::es . Corporal 

punis hment is to be r eserved for the worst cases of moral offence . 

The lieutenants punishments were designed to r emedy 
t he faults for w:1ic h t hey were inflicted. An idle 
sc holar was rr2de to cut firewood , or to carry stones 
f or the wal l which some of the older boys were construct­
ing unde r t he mast2 r 1 s charge ; a forgetf ul child was made 
s chool-messenger , and for several days was obliged to 
take charge of all the t eacher ' s business in the village . 
Disobedience and impertinence he punished by not speaking 
publicly t o t he child in question f or a number of days , 
talking with him in pr ivate after sc hool. Hickeci.riess and 



lyLr1g were punished with the rod, and any child thus 
chastised Has not allm,:ed to play with the others for 
a whole week; his name was re gister ed in a special 
record-book of offences, from which it was not erased 
until plain evidence of improvement was given. The 
schoolmaster was kind to the children while punishing 
them, talking with t hem more than at any other time, 
and trying to help t hem correct their fault. 

(edited by Ulich, 1963, 504-505) 

Prussia adopted Pestalozzi's methods and became a model for much 

of the world, 

. Johan Friedrich Herbart (1776 - 1841) also allows the use of 

corporal punishment, but only in extreme circwnstances. As can be 
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seen from the following, he warns against injuring the boy's self 

respect, and hardening him to this punishment so that it becomes ineffec­

tive. 

It would be fo vain to attempt to banish entirely the 
corporal punishments usually administered after fruit­
less reprimands; but use should be made of them so 
sparingly that they be feared rather than inflicted. 

Recollection of the rod does not· hurt the boy, Nor 
is there any harm in his present conviction that a 
flogging is henceforth as much beyond the range of 
possibility as his meriting such treatment. But it 
woul~ no doubt be injurious to actually violate his 
self-respect by a blow, however little he might mind 
the physical pain, And pernicious in the highest degree, 
although, nevert~eless, not quite obsolete yet, is the 
practice of continuing to beat children already hardened 
to blows. Brutis h i nsensibility is the consequence, and 
the hope is almost vain that even a long period of now 
unavoidable indulgence will res tore a normal state . of 
feeling. 

(Herbart, 1909 edition, 34) 

This attitude s hould be judged against his general view of punish­

ment, which is a modification, or s hould we say a distortion, of 

Rousseau, Punishment should follow nature as much as possible --

that is, it should be t he logical r es ult of poor be haviour. It is not 

natural in Rousseau's sense , but natura l in the sense that punis hment 

is the sure result of wrong acts. The t eacher must s ee ·t hat it does 



indeed oc cur a nd is cons iste nt ; it mus t not depend on t he momentnry 

uhims of the teacher , a nd ho must admini s t e r it :i.n a q uiet , sel.f­

c ontrollod wayo 

Among educati ona l arrangements to S(:J cure this, t he 
pun:Lsh111ents lJroper to educ .:::i t:Lon are c onspicuous, 11hich 
are not b cnmd to a proportional r etributi on as are the 
punishments of gove r nment , but must be me t ed out, that 
they always a :::ipear to the individual as 1mll meant 
warnine s , and do not excite lasting opposition to t:1.e 
t eac her. The pupil ' s way of .feeling here decides 
everything . 

(Herbart, 1896 edition , 2~.J) 
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An excellent example of t hose who believe t ha t all punishment cor­

r upt~; , and t !'le refore ha s no place in education is Friedrich Froebel (1782 -

1852 ). He has almost nothing t o say on punishra,:mt , because , in his con­

ception of education , not only doe s the necessity for H disappear , but 

it ,nust disappear because of its evil effects. The influence of Rousseau 

i s obviour; . 

In good educa tion , t hen, i n genu ine instruction , in true 
t rainin1:; , ne cess:i_t y should call forth freedom; external 
hate, inner l ove. Where hatre d brings forth hatred; l aws 
dishonesty and c r i me ; c o,npuls i on , slavery ; ne ces sity., 
s ervitude ; wher e oppression de stroys and. debas es ; where 
severi ty and harshness give rise to stubbornness and 
dece it, all educRtion is ab ortive . In order to avoid 
t he latter and to secure the former , all preseription 
should be adapted to tho pupil 1 s nature and nee ds , and 
secure his co-ope ration . This is t he case when all 
education in ins traction a nd t ra i nin~, i n s:_oi te of its 
ne cessarily categorica l characte r , bears in all de tails 
and r amifications the i rrefutabl e and irr e sistable 
i mpress tha t the one who make s the demand is himse lf 
strictJ.y and unav oidably s ubject to a n exte rnally ruling 
l aw, t o an unavoidable ete r nal neces sity, and tha t :; 
t herefore , all de s pot ism is banished. 

(Fr oeb e 1 , 1895 edition , 13-1!..i) 

The grm-ring democl'a t i c spirit i s illustrate d he r e wher e tho free­

dom of mankind i s extended to include t he fr ee d.om of t he chiJ.cl from 

oppression . 

It is more t han a co-incidence t hat t hese wr i ters a re contincnta o 



vlhen we look at most prominent English educational commentators, the 

prognosis for refor,~ is not so optimistic. 
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Thomas Arnold (1795 - 1842), the great headmaster of Rugby School, 

if judged by his copious w-ritings , was never reluctant to defend his 

institutions or methods, among which was the use of the cane. By to-day's 

standards he was authoritarian, in both social and educational matters. 

One aspect of this was his rejection of popular opinion as a base on 

which. to act. 

Popular principles sympathize with all who are subject 
to authority, and regard with suspicion all punishments 
liberal principles sympathize, on the other hand, with 
authority, whenever the evil tendencies of human nature 
are more likely to be shown in disregarding it than abus­
ing it. 

(T. Arnold, 1845, 365) 

The real servility which exists i n England, whether 
among men or boys, is not an excessive deference to 
legal authority, but a surrender of individual judg­
ment and conscience to the tyranny of public opinion. 

(Ibid., 377) 

In the last quotation , Arnold was replying to an attack on the use 

of flogging and fagging in Public Schools. 

Arnold dislikes the use of punishment and would gladly do without 

- it, qut the child is not yet ready to act from moral principles, so must 

be forced through fear, pain, or deprivation to act correctly. We see 

underlying his ideas the doctrine of child depravity. As the child 

grows older, there should be less need to use such methods . 

It is very true that the fear of punishment generally 
(for surely it makes no difference whether it be the 
fear of personal pain of floggine , or of the personal 
inconvenience of what have been proposed as its substi­
tutes, confinement, and a r educed allowance of food) 
is not the highest motive of action; and t herefore the 
course actually followed in education is most agreeable 
to nature and reason, that the fear of punishment should 
be appealed to less and less as t he moral principle 
becomes strongEr with advancing age. 

(Ibid., 366) 
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Arnold is not willing to concede the idea which has kept appearing 
( 0, 

since the time of Quintilian, that corporal punishment is deg~ding for 

the child. How can it be, he asks, when the child is inferior to the 

man? 

There ,is an essential i nferiority in a boy as compare d 
with a man, which makes an assumption of equality on 
his part at once ridiculous and wrong ; and where there 
is no equality , t he exercise of superiority implied in 
personal chastisement cannot in itself be an insult or 
degradation . 

(Ibid., "368) 

What then is to be done with t he older child if he misbehaves, if 

corporal punishment is appropriate only to the young? He should be 

removed from school. We should note in the following extract that 

Arnold sees failure to learn as sometimes due to a lack of capacity, 

but sometimes due to a deliberate , t herefore i mmoral, attitude. If 

this is so with the older child, then it is fair to assume that he would 

allow corporal punishment for t he younger child who deliberately did not 

learn. We know from other sources that such punishments were common in 

his school • 

• • • if a boy above fifteen is of such a character 
as to require flo~ging , the essential trifling nature 
of school correction is inadequate to the offence. 
But i n fact boys, af ter a certain age , who cannot keep 
their proper rank in a school , ought not to be retained 
at it; and if they do stay, t he question becomes only a 
matter of choi ce of evils. For the standard of attain­
ment at a large school being necessarily adapted for no 
more t han the average rate of capacity , a boy who , 
after fifteen , continues to fall below it, is either 
intellectually incapable of der iving benefi t from the 
system of t he place , or morally i ndisposed to do so, 
and in either case he ought to be r emoved from it. 

. (Ibid., 369) 

One point that Ar nold makes quite strongly is that public opinion 

should not i nt erfe r e with the t eacher's right; or should we say duty, 

to punish. Where such interference occurs, the school suffers. 



Thus t~e bus iness of education is degraded for a 
schoolmaster of a comme rcial school having no means 
of acquiring a general celebrity, is r ender ed 
dependent on the inhabitants of his own immediate 
neighbourhood, -- if he offends t hem, he is ruined. 
Tnis greatly interferes with the maintenance of 
discipline; the boys are well aware of their parents 1 

power, and complain to t hem against t he exercise of 
their .master's authority. 

(Ibid., 229) 

Arnold's approach is largely based on his belief in the need for 

children to "keep t he ir place", as all men should do. Whatever his 

political beliefs, his social outlook was certainly not democratic. 
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One of the interesting implications of Arnold's remarks is that 

he saw a need to defend the use of corporal punishment, an indication 

that there was some growing feeling that it was not an acceptable prac­

tice. But if we a!e to believe Tom Brown's Schooldays, a semi­

autobiography by an "old boy" of Rugby during the time of Arnold, the 

boys accepted the system, and no ill-will was born against the masters, 

rather the contrary. 

Arnold was not without support from other prominent writers. John 

Ruskin (1819 - 1900), for instance, approached the disciplining of 

children in a very traditional, some may call reactionary, way. The 

present state of "moral disorganisa tion", he complained, was because 

"the rod of correction" had been forgotten. While he was a reformer in 

other areas, Ruskin offers the following remedy for children: 

The first essential point in the education given to 
children will be the habit of instant, finely accurate, 
and totally unreasoning obedience to their fathers, 
mothers, and tutors. 

(Ruskin , no date, Vol. II, 135) 

Matthew Arnold (1822 - 1888) , the son of Thomas , and a school 

inspector, had made several vis its to continental schools and had been 

influenced by how t hey coped with the control of children. In contrast 
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to his father, he believed that corporal punishment was an outdated and 

unacceptable method of achieving discipline • 

• • • flogging ••• , without entering into long dis­
cussions about it, one may say the modern spirit has 
irrevocably condemned as a school punishment , so that 
it will more and more come to appear half disgusting, 
half ridiculous , and a teacher will find it more and 
more difficult to inflict it without a loss of self­
respect. The f eeling on the continent is very strong 
on this point . The plL~ishments in . French schools are 
impositions and confinements. 

(M. Arnold, 1912 edition, 148) 

. But this is not to say that discipline is not to be regarded highly, 

rather the contrary. He advocates the freeing of the teacher from the 

need to placate fee-paying parents who substitute indulgence for respon­

sible upbringing. In contrast to those of the lower classes, the 

children of the lower middle-class do not receive discipline from 

deprived circumstances, but their parents, because they are half­

educated themselves, do not realise the need for r espect , obedience and 

self-control. 

The teacher's hands cannot be strengthened too much in 
the .schools which this class frequents; for if they 
are not disciplined at school, they will, while young, 
be disciplined nowhere. 

(Ibid., 3) 

The general ferment of intellectual ideas was bound to have its 

effect on education. Herbert Spencer (1820 - 1903), for instance, is 

noted in the history of ideas for his application of evolutionary theory 

to social and moral situations. In his book, Education, he devotes 

about forty-five page s to the punishment of children . The following is 

his approach in brief. 

A-child learns quickly and greatly by the painful consequences of 

his acts, such as t ouching something hot. But these, strictly speaking, 

are not punishments but "unavoidable consequences". Artificial conse-



quences , or punishments , usually fail to pr oduce r eforrnat ion; indeed 

often have t he opposite effect . The function of parents and teacher s 

is to see that children do, in fact, suffer the consequences of t heir 

acts, neither through protecting the child from them, nor intensifying 

t heir effects. 

73 

The emotional r eactions of parents_ when they scold, threat or 

strike can be r egarded a s a consequence, but this occurs when 11 ill­

controlled adults make up the people ", and is a sign of a primitive 

society. But in a civilized society, the displeasure will be manifest 

spontaneously in milder ways -- "measur es strong enough for their better­

natured children . 11 

In brief , the truth is that savageness begets savage ­
ness, and gentleness begets gentleness. Children who 
are unsympathetically treated become r e l atively 
unsympathetic ; whereas treating them wi t '.-1 due f ellow­
feeling is a means of cultivating their fe l low-feeling . 

(Spencer, 1895, 204) 

It is interesting how, as the century moves on , no ma tter what is 

used as the basis for argument , t he end results are r emarkably similar. 

Evolutionist and Romantic, Christian and Atheist , seem so often to differ 

in their professed beliefs , yet are r emarkably similar in their actions 

if they share the same soc i ety. 

By the end of the 19th Century, corporal punishment was not only 

still used, but was still justified and defended by authorities , with 

certain restrictions , in English-speaking countries. An interesting 

comparison between Fre nch and English attitudes can be seen in The 

History of Pedagogy, by Gabriel Compayre', a professor at a French Normal 

Sch ool ~ It was publishe d in 1879, and translated into English in 1887 

by W. H. Payne , an education professor at the University of Michigan o 

One of the themes of the uork is t he gradual disapproval of the 



use of corporal punishment as pedagogical method, and its elimination 

in France by the early Nineteenth CentUI"J. But Compayre' is shocked to 

see its continuous use and advocacy in English schools. 

It is difficult to conceive the perseverance with which 
English teachers cling to the old and degrading customs 
of corrections by the rod •••• A more astonishing 
thing is that the scholars seem to hold to it as much 
as the teachers . . I 

(Compayre , 1887, 202) 

The word "degrading" indicates t hat his prime objection is a 

moral one, though elsewhere he quotes with approval t hose who oppose 

corporal punishment because it is not effective in bringing about the 

des ired results. 

But the translator , Payne, adds an interesting footnote: 

On the question of corporal punishment is not M. Compayr/ 
not too absolute in his assumptions? On what principle 
does he base bis absolute condemnation of the rod? What 
is to be done in those cases of revolt against order and 
decency that occur from time to time in most schools. 
There is no doubt that the very best teachers can govern 
without resorting to this hateful expedient; but what 
shall be done in extreme cases by the multitude who are 
not, and never can be, teachers of this ideal type? Nor 
does this question stand alone . Below , it is related to 
family discipline; and above , to civil administr2. tion . 
If corporal punishment is interdicted in the school, 
should it not be interdicted in the state? 

(Compayrd, 1887, 203, footnote) 

Payne, we notice, objects to it i n all but extreme disciplinary cases. 

Notable is his attemp t to relate the school situation to the larger 

social situation. One could speculate on whether the differences 

between these two writers was the result of differing conditions in 

French and American schools, and society. 
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In English-speaking countries , then, the belief slowly but surely 

grew that the use of the rod was to be limited, to be r eplaced wherever 

possible by more humane means and hi:sher motives , but not to be entirely 

discarded . We find in Upper Canada , for instance., Dr. Ryerson, the 



Chief Superintendent of Schools stating in his Annual Report for 1864, 

the following: 

But there are some who go to the extreme of objecting 
to all corporal punishment of Pupils by the Teacher. 
Upon the same ground should they object to corporal 
punishment of a Child by a parent, -- an objection 
contrary to Scripture and to common sense. The best 
Teacher, like the best Parent, will seldom resort to 
the Rod; but there are occasions when it cannot be 
wisely avoided. It often happens that Parents, whose 
Children most need the Rod of correction, are the 
first to object to it. Children that are perfectly 
governed at home , will seldom, if ever, need the Rod 
of correction, or suspension, or even reproof at 
School; but qhildren who are irregular, or not governed ' 
at home, can seldom be governed at School without the 
Rod. But this exercise of discipline should never be 
done in a passion , or under the influence of angry 
feelings. A Teacher should never allow himself to 
punish a Pupil until his mind is calm and his heart 
free from anger. He should rebuke and chastise in 
love, -- showing that he acts from a sense of duty, and 
from kindness to the Pupil punished, as wel l as for the 
order and welfare of the whole School. 

( in Hodgins, 18 93 - 1910, Vol. 
XVIII, 239) 
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Ryerson is obviously a transitional figure in this history. He 

is still strongly under the : i nfluence of Old Testament edicts , but sees 

the virtues of the new humanity, and of improved classroom techniques. 

People who are in the "front-line 11 of teaching, are less likely 

to be influenced by philosophy t han by the practical situation in front 

of them. Whereas the teacher had once reacted instinctively in one way 

only, many were beginning to analyse the child's situation, rather than 

automatically punishing an infringement. A mixture of the old and the 

new is shown in the opening address to the Ontario Teachers' Association 

Convention of 1869, de livered by the President, the Reverend Nelles. 

Hy last observat ion is t hat the Teacher should appeal 
as much as possible to t he higher motives9 Fear, as 
an instrument of discipl i ne , is not to be disregarded. 
I would not have a Teacher say to his School, "I never 
flog." Philosophers tell us of what t hey call "latent 
consciousness ." There s hould be in every School a 



latent consciousness of t he Rod, and this will need 
occas ionally to be developed , and as it were brought 
to the surface by a vigorous appl ication of the Rod 
to some dozing offender who may be taken as a kind 
of "representative man ." But t he best t eacher is one 
who secures good orde r and progress with the minimum 
of whipping. It is easy t o flog, especially for a 
big man to flog littl e children; it is natural to 
flog; there are so many t empt a t ions to flog ; so many 
occasions on which t his met hod se ems necessary, that 
it becomes with s ome Teac hers a kind of "royal road 
to knowledge," a sort of catholicon to cur e all 
diseases, like "Radway's Ready Relief ," or other 
nostrQms of t he day. That dull boy must be flogged 
though possibly his dullness may be but t he slow 
development of great powers which flogging will not 
hasten. That Truan·t Boy must be flogged, although a 
proper system of Gymnastics and rec reation might 
have prevented his playing Truant. That tardy Boy 
must be flogged, though his tardiness may be the 
fault of hi s parents. That equivocating Boy must be 
flogged , though his equivocation be t he result of 
timidity , which flo gging does but increase . Some 
teachers seem to think they best discharge their 
obligations by di schareing t he big Ruler at the heads 
of children; according to them, the tree of ln1owledge 
is the Birch. The old adage warns us not to flog when 
angry; but the fact is the presence of anger and the 
absence of moral power are chief causes of flogging . 
The true Teache r will love and r ever ence children , and 
f eel his way as quickly and skilfully a s possible to 
their better nature . Fear, at best, is only an instru­
ment; but the love of knowledge , self r espect, r e spect 
for Teacher and Parent, the love of excellence, the 
sense of right, the se are not only higher i nstruments , 
but ends in themse lves. 

(Hodgins, Vol. XXI, 293) 
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That t he Rever end Nelles felt such conunents we r e necessary , indica tes 

that the abuse s he objected to were pr evalent. How t he teachers them­

selves reacted to this t ype of exhortion is diff i cult t o say ; the notes 

of the meeting merely indicate th.a t "a hearty vote of t hanks was 

awarded to the Pre sident for his eloquent addres s." 

Summary 

In the Nineteenth Century, the changing attitudes t owards the 

trea t ment of offenders gener ally was reflected in educational t he ory. 

vfuile Rousseau was the most r evolutionary i n his belief t ha t t he only-
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punishments for children should be the natural consequence s of their m-m 

acts, most of the other educational philosophers on t he Continent such 

as Pestalozzi , Herbart and Froebel advocated the r eplacement of physical 

punishment with more subtle measures. The belief t hat motivation should 

be achi eved through a loving r elationshi p between teacher and child grew, 

and t hat the pupil should be inspired to suc cess through interest in, 

and love for, l earning placed greater emphasis on the need for a more 

attractive school environment and t he need for educational methods to 

be more sophis ticated and effective. 
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CHAPTER V 

THE .SOCIAL REVOLUTION 

It has become usual for social commenta tors to proclaim the pre­

sent as the time of greatest change in man's history. vlhile not denying 

the tremendous number of innovations, particularly technical, that 

multiply around us, the present writer would suggest that the Twentieth 

Century is rivalled by the Nineteenth, at least in education. In Europe, 

and countries with similar traditions such as North America, literacy of 

the few was replaced by almost universal elementary education, and the 

methods which had changed little since forma l educa tion was first estab­

lished, were replaced by t echniques much more simila r to those still in 

practice to-day . 

The Schools of Engl and in the · Nineteenth Century 

The methods of discipline in t he Great Public Schools of England at 

the beginning of t he Nineteenth Century have been well r ecorded. Cyril 

Norwood, head.master of Harrow, writing i n the 1920's described them thus: 

They flogged their way through term after term with a 
high s ense of duty accomplished, flogge d if a lesson 
were not lmown , flo gged for i na ttention , flo gged for 
vice. Often t hey did not know who t he boys were whom 
they flogged, or why they flogged t hem . 

(Norwood , 1929, 62) 

After a visit to England i n the 1850 1 s, a group of French Corrunis­

sioners arrived at t he following conclusion : 

The rod is one of thos e ancient English traditions 
which survive because they have survived. A foreigner 
can hardl y conceive the perseverance with which English 
teachers cling to this old and degradi ng custom. We 
have r ead in Dr. Arnold ' s works an eloquent dissertation 
in fav our of flogging , whic h ha s not at all convinced 
us. One is astonished at seeing English masters r emove 
a garment which t he prudery of t heir language hesita t es 
to name e 

(quo ted by Cooper, 1912, 445) 
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Some of the name s of these great beaters have come do1-m to \ 
posterity: Udall of Eton, Busby of Westminster, and Keate of Eton, Of I 

whom it was said he used "to know t he posteriors of his pupils far 

better than their faces" (D'Olbert, 1967, 50). It is recorded that one 
I" ~' 

, ( 

night he left a dinner to flog ~ighty boys (Adamson, 1930, 56). But it 

was not just the masters who flogged the boys; the ushers had a hand i,✓ 

it, and the cruelties meted out by the older boys on the young, either 

as part of t he system of "fagging", or as simple bullying , at least 

rivalled those of the masters. One of Arnold's great reforms at Rugby 

was to stop the bullying with the system of 11 praeposters 11 , whereby the 

Sixth Form were given official powe r to control the students and to 

prevent immoral conduct. These senior boys were expected to be firm but 

just, to control the younger boys, but also to protect them from 

excesses. It appears to have been a considerable improvement over the 

anarchy of t he earlier times. 

Whether the hars'bness of t he mas ters was _necessary to control 

_JJng.is_cJ:Rl i-.lleq boys ,_ 2;r_ wh_e_1ber: t he harshnes s bred r ebellion in their 

hearts is difficult to sa • Probably both r eflect the general brutality 

and i ndiscipline of t he time. That the boys did not always take it 

without protest is shmm by the number of r ebellions. Rebellions became 

almost a tradition i n Winchester, wher e , in 1818, authority had to be 

restored by a company of soldi er s . The rio t act was read at Rugby in 

1797. As late as 1851, Marlborough broke i nto open mutiny. 

Charles Lamb (1775 - 183h) in one of his essays, "Christ I s 

Hospita l 35 Years Ago , 11 gives us a picture of t he punishment me thods 

used in this well knmm English school c 

I was a hypochondriac l ad ; and t he s ight of t he boy 
in fette r s , upon t he day of my firs t p utti ng on of 



blue clothes , was not exac tly fitted to assuage the 
natural terrors of initiation. I was of tender years, 
barely turned sevBn; and had only read of such things 
in books, or seen t hem but in dreams. I was told he 
had run away. This was the punishment for the first 
offence.--XS a novice I was soon after t aken to see the 
dungeons . These were little, square , Bedlam cells, 
where a boy could just lie at his length upon straw 
and a blanket -- a mattress, I t hink, was afterwards 
substituted -- with a peep of light let in askance, 
from a prison-orifice at top, barely enough to r ead by. 
Here the poor boy was locked in by himself all day, 
without sight of any but the porter who brought him 
his bread and water -- who might not speak to him; -­
or of the beadle , who came twice a week to call him 
out to receive his periodical chastisement , which was 
almost welcome, because it separated him for a brief 
interval from solitude : -- and here he was shut up by 
himself of nights out of t he reach of any sound, to 
suffer whatever horrors the weak nerves, and supersti­
tion incident to his time of life, might subject him to. 
This was t he penalty for t he second offence. 

(Lamb , 1952 edition, 29) 

The punishment for the third offence was expulsion, accompanied 

by a severe beating, and general humiliation. 

There were governors ; two of whom by choice or charter , 
were ahmys accustomed to officiate at these Ul tima 
Supplicia; not to mitigate (so at least we understood it), 
but to enforce the uttermost stripe . Old Bamber Gascoigne, 
and Peter Aubert, I r emember , were colleagues on one 
occasion , when the beadle turning rather pale , a glass 
of brandy was ordered to prepare him for t he mysteries . 
The scourging was , after t he old Roman fashion , long and 
stately. The lictor accompanied t he criminal quite round 
the hall. We were generally too faint with attending the 
previous disgusting circumstance , to make accurate report 
with our eyes of t he degree of corporal suffering inflicted. 
Report, of course, gave out the back knotty and livid. 

(Ibid ., 30) 
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Interestingly, these procedur es , according to Lamb's editor, 

Malcolm Elwin , had been devised by John Howard, r emembered to-day as a 

prison reformer. Ehiin says of t he tribute to Howard in St. Paul I s 

Cathedral, 11 1 could willingly spit upon his sta tue 11 (s ee La.rob, footnote, 

29). 

Lamb contrasts his mm teacher, Matthew Field, who caned not at 



all, but whose students l earned no Latin, with another master , Boyer, 

who constantly caned, and whose students learned much Latin. 

We saw a little into the secrets of his [Boyer ' s] 
discipline , and the prospects did but the more 
r econcile us to our lot. His thunders r olled 
i nnocuous for us ; his storms came near , but never 
touched us ; contrary to Gideon 's miracle , while all 
around were drenched, our fleece was · dry . His boys 
turned out the better sc hol ars ; we , I suspect, have 
the advantage i n temper. His pupils cannot speak of 
him without something of terror allaying their grati­
tude ; the r emembrance of Field cames back with all the 
i mages of indolence , and summe r slumbers , and work like 
play, and innocent idleness , and Elysian exemptions , 
and life itself 11 a playing holidayo " 

(Ibid., 33) 

Coleridge, in his literary life, has pronounced a more 
i ntelligible and ample encomium on them. The author 
of the Country Spectator doubts not to compare him 
[Boyer] with t he ablest t eachers of antiquityo Perhaps 

we cannot dismiss him better t han with that pious 
e jaculation of C. -- when he heard t hat his old master 
was on his death-bed --- '~Poor J . B. -- may all his faults 
be forgiven; and may he be ,rafted to bliss by little 
cherub boys, all head and wings , with no bottoms to 
r eproach his sublunary infirmi ties . 11 

(Ibid., Jh-35) 

Lamb seems to betray a r eluctant acknowledgement that, however 

undesirable it may be to inflict suffering on children , beating is a 

most effective teaching device. 
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We have a picture of St. James 's School, a preparatory school for 

Eton , almost a hundred years later from Winston Churchill in his auto­

biographical My :Sarly Life . 

Flogging with the bir ch i n accordance with t he Eton 
fashion was a gr ea t featur e in its curriculum. But 
I am sure no Eton boy, and certainly no Harrow boy 
of my day , ever r eceived suc h a cruel flo gging as this 
Headmaster was accustomed to inflict upon the little 
boys who were in his care and power . They exceeded in 
severity anythi ng t ha t would be tolerated in any of 
t he r eforrna tories under t he Home Office . My reading 
in later life has supplied me with some possible 
explanations of his temperame nt. ' Two or t hree t ime s 
a month the whol e school was marsl1alled in the Library, 
and one or more delinquents we r e hauled off to an 



adjoining apartment by the two head boys , and t here 
flogged until t hey bled freely, while the r es t sat 
quaking, listening to t he ir screams • ••• How I 
hated this school , and what a life of anxie ty I 
lived ther e for mor e tnan t wo years. I made very 
l i ttle progress at my less ons , and none at all at 
games . 

(Churchill , 1941, 25 ) 

We must not be mi_~~~d __ .~n to thinking that all students ob j ected 
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Norwood recalls how he was frequently rebuked by 

11 old boys 11 for his 11 r egr ettably infrequent us e of the rod 11 tha t 11 sacred 

r i gnt of chastisement 11 (Norwood , 1929, 62) . It happened on at least 

one occasion that it was the students t hemselves who pr evented its 

curtailment o 

I n 1818 (relates one of t he f ormer pupils of Charter­
house ) our headmaster , Doc to r Russell , who had ideas 
of his own , r esolved to abolish corporal punishnent 
and . substitute for it a f ine . Everybody resisted the 
i nnovation . The rod seemed to us perfectly consistent 
with t he di gnity of a gentleman ; but a fine , for shame ! 
The school rose to t he cry : 11 D01-m with t he fine l Long 
live t he rod! 11 The r evolt triumphed , and the rod was 
s olemnly r estored. Then we were glad- hearted over the 
affair. On t he next day after the fine was abolished, 
we found, on entering t he class -room, a supe rb fores t 
of birches , and two hours of t he session were conscien-
t iously employed in making use of t hem . , 

(quoted by Compayre , 1887, 203) 

As noted before whet her corporal punishmen t i s shamef ul or not 

seems to depend as much on a parti cular social gro~p and its attitudes , 

as upon the act itself . 

One of t he best r eve lations of t h~ attitudes of "old boys 11 is to 

be f ound in Tom Broun ' s School days (1858 ), based on his ovm experiences 

at Rugby School , by Thomas Hughes , H. P. (182 3 - 1904 ) . Despite the 

frequent fl oggings , the boys r espected and even fe lt affection for the 

heachnast er and sc hool. 

Up t o t his t ime , Tora had never wholly given in to 
or understood the Doct or . At fir st he had t horoughly 



feared him. For some years, as I have tried to show, 
he had learned to r egard him with love, and r espect, 
and to think of him as a very gr ea t and wise and good 
man. 

(Hughes, 1934 edition, 303) 

Dr. Arnold is quoted: 

11A gross case of bullying ••• and severe phys ical 
pain is the only way to deal with such a case. 11 • • • 

Years afterwards , that boy sought out Holmes (the 
Sixth Former who had thrashed him], and t hanked him, 
saying it had been the kindest act which had ever been 
done upon him, and the turni ng point in his character; 
a very good sort of fellow he became , and a credit to 
his school. 

(Ibid., 293) 
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Manliness is a virtue often proclaimed in this book: manliness in 

games, in honour, and i n taking puni s hment. 

One attempt at eliminati ng t he sense less crue lties of the Public 

Schools was made by the Hill family who opened an experimental school at 

Hazelwood, nea r Birmingham, in 1819, in which self-government by the 

students, a broad curricul um , and t he organizatio~ of students on the 

basis of aptitude and attai nment i n each subject wer e t he basic principle s. 

The following, written in 1825 by a membe r of staf f , is a description of 

the methods of punisrw1ent. 

Our punishments are fines, and some t imes, t hough very 
rarely, short i mprisonment. Impositions , public dis­
grace, and corporal punishment , have been for many 
years di scarded . 

(edi t ed by Gosden , 1969 , 168 ) 

One cannot help but feel, ho-:,rever, on r ead i ng the descrip tion of 

the sc hool by t he s ons of the founder , t hat i t must have been a rather 

humourless place i n uhich the r el entless c o::ipetition may have been as 

much a burden on s ome of t he pupils as puni shments would have been . In 

any case, Haz el wo od was not to set any sort of patt e r n for t he typical 

school of the cent ury . 

So far we have examined the school s for t he uppe r clas ses ; what of 



the lower classes of English society? Many did not even attend school 

but were t he sweated labour of t he mines and mills . 

They come forth : the mine delivers its gang and the 
pit its bondsmen; the forge is silent and t he engine 
is s t ill ••• troops of youth - - alas l of both sexe s 
-- t hough neither their r aiment nor their l anguage 
i ndi cates the difference ; all are clad in male attire ; 
and oaths that r.ien might s hudder at , issue from lips 
born t o breathe words of swee tness. Yet these are t o 
be -- some are - - t he mothers of England l But can we 
wonder at t he hideous coarsene ss of their langua ge , 
when we r emember the savage rudeness of their lives ? 
Naked to t he waist , an i r on chain fastened to a belt 
of l eather r uns between their l egs clad in canvas 
trousers , while on hands and feet an English girl, f or 
t welve , sor.ietime s for sixteen hours a day , hauls and 
hurr ies t ubs of coal s up subterranean r oads , dark, 
precipitous and plashy . 

(Disraeli , 192 3 edition , l h2 ) 

These were the children that increasing public concern , and final ly 

government r egulation after 1870 , brought into the schools . We have a 

pic ture of one of these groups in t he ir new found circ umstances . 

They were a wild lot gathered in the Willow Alley 
shed. Not one boy had experienced any but parental 
discipline be fo r e , and most of the little fellows 
had been used to bl ows. When the t eacher spoke to a 
l ad t he youngs ter ' s hands were instinctively made 
r eady to protect t he head . Their minds wer e i n a 
t ur moil ; t he ir curiosity was at fever pitch . Some 
were har dy enough ; some were very i nt elligent in 
appearance ; s ome were cowed and sly but vicious , and 
some were dulled i nto semi-i mbec ility by hunger , 
disease , ill-usage . They had no conception of t he 
meaning of an order and the teacher was obliged to 
dr i ll t !l.em again and a gain i n the simplest movements. 
The power of paying attention was almost wan t ing in 
t hem . So far as attainments were conce rned , the boys 
were t olerably l evel. No one knew· t he entire alphabe t 
and those who had picked up a slight idea of the letters 
f rom stree t hoardings we r e dec idedl y vague . The t eachers 
found it impossibl e to i nterest t hem in any subjec t f or 
more than five minutes . They had t he fluid mind of the 
true barbarian and it was qui t e use l ess to attempt any 
species of coerc i on . 

(quoted by Lowndes , 1937, 13 ) 

Wit h t he cons i derable number s of almost barbaric children that each 

teacher , usually untrained, was expected t o handle , and the r esults 
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demanded if he were to improve financially under the system of 11 payment 

by results" , it i s no wonder that harsh methods were used. In fact 

Lmmdes defends the system of the time as expedient in changing the 

s tandards of such children . "The child population of England and ·wales 

f ound a new disc ipline and a sense of membership of a social community 

under these ••• impartial rigours'' (Ibid ., 12) . 

The following rather lengthy extrac t is from a Report of the Com­

mittee of Council on Educati on , 181.6, by Her Majesty ' s Inspector , the 

Reverend F. Watkins. It shows more clearly than any isolated reminiscence 

t he extent of use of corporal punishment in England at this time . It 

may well be the first semi-scientific attempt to judge the merits of t his 

f or m of punishment . 

It has long been a question whe ther such punishment be 
necessary ; very different opinions are held on the 
subject ; 

1Adhuc sub j udice lis est' 
Now the answers made by 163 places are t he se : That in 
145 of t hem it is made use of . That in 18 it is dis­
pensed with . Of the 18 places in which t here is no 
corporal punishment 

6 are schools of girls only, 
2 are schools of infants and girls , 
2 are schools of infan ts only, 
S are sc hools of boys and girls mixed, 
1 i s a sc hool for boys only, 
2 are schools for boys, girls and infants 

separate . 

IB. of these only three are large schoolso In 
the six girls' schools the discipline is admirable ; in 
f our of them the children ' s progress in their studies 
i s highly satisfactory. The same ·may be said of one of 
t he infants ' schools , the other has only lately been 
r eopened , and cannot be judged fairly in these respects e 
The t wo schools of infants and girls are equally pleas­
i ng in these two points. 
Of the remaining eight schools , one is excellent in all 
r espects , two are tolerable , t he five others are wretched 
in discipline and very deficient in progress •• •• 
I t urn now to the other side of t he question and t ake 
t he 27 places where corporal punis hment is used most 
frequently , and as far as I can j udge , the most severely. 
What i s the r esult? 
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At 20 of them are schools notoriously lacking in 
discipline , some of the worst , if not the very worst , 
in the Northern district. 
Of these , 1.5 are in an equally w-.cetc hed state , as to 
moral tone and i ntellectual progress . 
At the other seven places , t he sc hools of three are in 
a satisfactory state in all respects , and may be called 
good. 
The remaining four are only tolerable , wi th a discipline 
of fear rather t han of love ; where the children are not 
making great progress in their studie s , but are not 
r emarkably backward in them. . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
There are , I think very few of these offences which 
would not be much diminished by an increase of the 
number and an i mprovement in the character of teachers , 
by inclosed playgrounds , and by cheerful companionship 
of the teac hers with the children during their times of 
relaxation . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
In boys ' schools it is doubtless more difficult to 
dispense with it. Tiere are natures amongst the 
wretched, uncultivated, and a lmost brute-like occupants 
of some of our boys ' schools to which this 'last appeal 
to force I seems the only one t o which they will attend; 
but it is pla i nly the duty of the master to attempt to 
win them by a l l other means; and it is plain that thel 
charm of the rod loses its power in proportion to thej 
frequency of its use. 

(-edited by Gosden, 1969, 18-20) 

This selection is notable for a number of reasons. It is the 

tl6 

first attempt tha t t he present writer was able to discove r in which 

c oncrete evidence was used to support or oppose the use of corporal 

punishment, as oppose d to personal opinion or an individua l cas e history. 

The author's met hod is s imple : i n mos t of the schools he has observed, 

un~shrnent is used greatly, behav i ou~ and ac hieveme nt 

are poor; in most __9f _t he s_chools 1-1her e it is not in use behavi u and J 
achievement ar e good. While his work may not mee t the r equirements of a 

modern empirical i nves t igation, t he bas i c appr oac h is similar . 

In the list of r easons for the use of corporal punishment that 

wer e given by t he mas t er s , t here are only moral offences . Can we as sume 

that this t ype of punishment was not used to st:Lmnl at e l earning. The 
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master who 11never lays t he cane dmm II but be stows "a smart tap with it 

here., and a sharp cut with it there" seems likely to be using it for 

this purpose . Perhaps what has happened is tha t even at thi s early date, 

few teachers are willing t o acknowledge that t hey are using it for 

intellectual motivation for t hey are not sure of its appropriateness, or 

its acceptability by authorities. 

The Reverend Watkins is clearly opposed to corporal punishment 

except in extreme cases. It is of importance that he is pointing· out to 

the authorities , tha t if corpora l punishment is to be done away with, 

factors which contribute to its use must be r eme died: there must be more 

teachers (thus, presumab ly, s maller classes), better quality teachers, 

better facilities., and so on. He clearly r ecognizes tha t the matter can­

not be dealt with in isolation. Generally t he passage indicates that 

there is a small but determi ned gr oup at this time in England which is 

not only not using corporal punishment, but is actively working to bring 

about its r eduction or elimination • 

.....__ \vhy did corporal punishment continue so long in England as the 

standard classroom procedure? One reason, no doubt, was insufficient 

fe eling against it,; it was used because it had been used, and most people 

expected it to be used. This s eems to be t he main r eason in the schools 

for the middle and upper classes. But t her e wer e other factors as well. 

Lower class pupils came fr o:n harsh bac kgrounds and inherited from 

their parents , an antipathy for authority, any authority . Perhaps with 

s~aller classes , s ome other methods could have been used, but the classe s 

were huge ., and not just in the moni torial sc hools . With the be st me thods 

and t he kindest heart, only t he rarest of t eachers could have controlled 

such unruly masses of childr en. And the best me t hods were not used , for 

few teachers had any trainine and often they were the discards from other 

'-------



occupations . 

They had been semi-skilled craftsmen, shopkeepers, 
clerks , or 1 su:p3rior ' domestic servants , all occu­
pations which either required a knowledge of reading 
and wri ting or offered opportunities to acquire such 
knowledge . Then , as now, t eaching was often regarded 
as a r espectable second best, although a few had a 
'call' to teac hing as a religious duty. The amount 
of training was small, and although some bec~ue com­
petent and diligent t eacher s , all t oo often t hey were 
compl ete failures . 

(Tropp , 1956, 10-11 ) 

Gradually, means of training ~ achers were established, such as 

training colleges , 11 organising mast.ers 11 who travelled from school to 

school, and t he use of the "pupil-teacher" system. Between 1849 and 
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1859 t he number of pupil-teachers rose from 3,500 to over 15,000 (see 

Tropp , 1956, Chapt. II) . The difficulties were compounded by the 

compulsory education acts from 1870 to 1894, whereby the number of child­

r en at school in London doubled , and the increase elsewhere was even 

greater. These Acts 11 had, as it were , placed the State in a position 

of responsibility t o a huge conscripted army of quite young children. 11 

In t wenty-five years acconnnodation and teachers were provided for over 

two million additional pupils (se e Lmmdes, 1937 , Lr-5). It was no wonder 

tha t the teachers resented the res trictions placed on them by the middle­

or upper-class layman who was to be found on School Boards , and who had 

no conception of the difficulties of classrooms over-populated by children 

brought up i n brutalizing slum conditions. 

North American Schools of thEl Ni neteenth Cen tury 

While t he schools of North America were different in origin and 

organization from t hose of England , the teaching methods were very similar. 

J. Marion Sims , a f amous American surge on t e lls of his schooldays in South 

Carolina in 1819. 

This . t eacher [Quigley] had a r emarkabl e peculiarity in 
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regard t o t he admission of small boys to his sc hool . 
It made no odds whether a boy was good or bad, he 
invariably got a flogging on the first day. The 
teacher always sought some pretext t o make a flogging 
necessary, and Hhen he began he s eldom stopped until 
t he youngster vomited or wet his breeches . 
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(edited by Knight & Hall, 1951, 48) 

In 1841, Superintendent R. Shunk of Pennsylvania spoke on the need 

for improved methods of teaching . 

The barbarous sys tem of governing the mind by t he 
infliction of stripes upon the body, would, like the 
penal code of other time s, soon be ameliorated by a 
correct illustra tion of this science of teaching ; 
and the schoolroom, under a proper system of govern­
ment, adapted to this enlightened age, would be the 
delight, instead of being, as it now often is, the 
terror of our children. 

(Ibid., 420 ) 

Not eve body, however welcomed chan~e in methods~ Edward 

Eggleston, who popularised the phrase 11 no larnin' withou t lickin 111 in 

The Hoosier Schoolmaster, reminisced in 1873: 

When I r ecall t he old-time school, I cannot but think 
_that, if its discipline was somewhat more brutal than 
the school discipline of t o-day , its course of study 
was far l ess so. Children did not often die of the 
severity of t he old ma s t ers , t hough m~ny perish from the 
harsh req uirements of t he modern system. 

(edited by Fuess & Basford, 1947, 
557) 

William Phelps also had doubts about t he methods which r eplaced 
, / ['- V"""' ~ i.....,'---~ t.., J.. 
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t he birch-rod. In his opinion it was quickly over and to the point, 

whereas t he detentions, additional assignment §. au&i verbal aclman.i.tions 

were harsher because t hey were so dravm · out. 

I r emember one boys ' school where t he t eacher was 
famous for these interviews, and the r emark of one 
young villain , 11 Say, I'd rathe r he ' d lick me any day 
than t alk to me •11 

(Ibi d., 59) 

Robert Coffin, wi..rmer of t he Pulitzer Prize for poetry in 1936, 

summed up the i nfluence of the old-time t eacher : 



They caught a na t i on eager, 
They caught a nation young, 
They taught the nati on fairness, 
Thrift and the golden tongue. 

They started at the bottom 
And built up strong and sweet, 
They shaped our minds and morals 
With switches on the seat. 

(Coffin , 19h3, 28) 
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One of the best sources for anecdotes about schooling in the Nine ­

teenth Century, is the 28 volume A Documentary History of Education in 

Upper Canada, compiled and edited by George Hodgins (J.821 - 1912) who had 

been first assistant to Egerton Ryerson (1803 - 1882) for most of the 

latter's career as Chi ef Superintendent. Hodgins includes excerpts from 

newspapers, diaries, and personal l e tters to himself from 11worn-out" 

teachers describing the customs and conditions of the day. It is 

r emarkable how, when the memory is of the writer 's experienc es as a pupil, 

the use of the rod or its substitut e is shown to be grea t, but when it is 

the memory of an expe rience as a t eacher, t he empha sis is on how little 

the rod was used. 

A Mr. John Findall, ·writing i n the Kingston Gazette in 1818, com-

mented on the typical t eacher of t he . day. 

I have, in Canada , heard a good old British Of fic er's 
observation, on t he subject of education, t ha t he still 
recollects, with indienation, t he trea tment he received 
at school, and t hat he woul d as r eadily have mar ched 
into a field of batt le, as he would entered his sc hool­
room, or a s s oon have met a muske t ball, as have f aced 
his sc hoolmaster, and I have c or.versed ui th many others 
who still r e tain simil ar f eelings o 

(Hodci ns, Vol. III, 133) 
'1 -/-'f~~'(Nrl: 6)-

In 1829, t he 11 01d Bl ue School" at Yori~ when the Rev. Dr . Strachan 

( who vra·s , as we shall see later, one of t he firs t to lay do1m regulations 

on pun ishrr.ent ) was head-master, used t he fol lmving met hods : 

Studious l ads wer e cor.unende by t he Has t e r . Those who 
struggl ed and per sever ed wer e str engt hened by a kindly 
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word, while t he perverse youth , who could but would not 
diges t the mental die t , was invigor ate d and quickened 
into activity by the aid of rods , cut fr om t he McGill 
and Jarvis property which l ay nor th of Lot Street , and 
at a later day by the assistance of the strap . 

(Hodgins , Vol . I, 106 ) 

1 William Johns ton , writing of his chi ldhood experiences in Blan-

c m.rd Towns hip describes t he use of the 11 taws e 11 • 

(r The "t awse" was a great institution in t hose days . It 
was thought t hat the lmowledge which could not be 
cramme d into the memory , or reasoned into the head , 
could be whipped into the fingers or the backbone . 
Pupils, - - girls as well as boys , were flogge d for 
be i ng l a t e , although some of them came t wo miles through 
the woods ; climbing over logs and often wading through 
s treams , to get to school. They were flogged for 
whispering in school , or for making pictures on the 
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slate, or not being able to r ecite correctly such 
barbarous lists of words of speech as ab ove indicate d . 
And worse than all, t hey were flogged if they failed 

\ t o recite the Shorter Catechism. Oh! how the Pr esby-
1 t e rians envied the other Religious Denominations for 
' t heir pr ivilege of exemption from the Catechism . 

(Hodgins , Vol. VII , 295) 

The t awse , a piece of rawhide , its use no doubt imported fro'.11. 
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Scotland, gr2.dually r eplace d the 11 pandies 11 , or leather switch with nine 

t ails , the switc h of birch or blue beech , and the fe r ule . Presumably 

it is the ancestor of the rubberized strap usually used to-day . 

In describing a school near Simcoe in the 18L.0 1 s a Hr. W.W. Pegg 

shows us some of t he infinite variety of r efinements that c ould be 

achieved . One tea cher used to throw h is silk handkerchief a t the offend­

ing child, who upon returning it to the t eacher r eceived a castigation. 

Boys who were caught fighting were required to "cut jacke t s " , that i s , 

stand about three f eet apar t and whip eac h other. If either boy was not 

severe enough, the teacher would apply his m-m r od to the back of t he 

deli nquent. "The cure was harsh but generally e ffec;tual" (Hodgins , Vol. 

Quite a diffe rent picture is given , however , when it is the teacher 
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reminiscing. Typical is the conm:ent of a Patrick Downey on the methods 

in Guelph before 1842. "Children were remarkably quiet and obedient, 

and the best of order was maintained without r esorting to any corporal 

punishment" (Hodgins , Vol. IV, 317). 

That the use of the rod was an inseparable part of the schooling 
I 
i of the time was, in large part , a r eflection of public attitudes and the 
I L need on the part of the teacher for self-protection . One retired teacher 

r ecalled : 

The trustees of the section near West Zorra came to 
see me if I would take the school, saying that they 
had engaged f our or five t eachers in about a year ; 
one had been t hrmm out the do or by the pupils, another 
had taught a few days and was U..ro1m out t he window; 
but they thought that I could manage the big boys , 
since there was a swamp close by where I could get any 
quantity of 1beech bitters' if t he pupils needed any 
f l oggings , and t hey were not in f avour of sparing the 
rod and spoiling the boys and girls. 

(Hodgins, Vol. VI, 306) 

The primitive l ea r ning conditions , and the untrained teachers cer­

tainly did not help matt ers . A Mr . Boyle writing i n 1896 of his 

experiences at "Scarboro 111 in i ts earliest days said: 

Given, therefore , from a dozen to a score or more of 
precoc ious backwoods boys and girls crowded into a 
small l og building , ·and no wise characterised by 
commodi ousness within , we may cease to wonder why the 
grandparents and great grandparents were less amenable 
to discipline than t he young folk of our own day. 

But this was not all. The old-time Pr eceptor had no 
knowl edge of educational principles ; he entered the 
school and l eft it a tyrant in the· Horse sense of the 
word. His professional creed was summed up in the 
easily unders tood and easily applied doGrna "No larnin 1 

without lickin 1 • 11 

(Hodgins , IV, 132) 

This was no excep tion; Carniff Haight described a school thus: 

In t he centre of the Room was a Box Stove , around 
which the long Benches , without backs, were ran Ged . 
Next. to t he 1,!alls wer e the Desks, raised a li ttJ.e 
from the f loor. In the Summe r time t he pupils were 



all of t ender years, the elder ones being kept at home 
to help with t he work. I was one of the lot of little 
lads r anged daily on hard Hooden seats with our f ee t 
dangling in t he air for seven or eight hours a day. 
I n such a plight we were expected to be very good 
children , to make no noise and to l earn our l essons . 
It is a marvel that so many years had to lapse before 
Parents and Teachers could be brought to see that 
keeping children in such a position for so many hours 
was an act of great cruelty. The t error of the Rod was 
the onl y thing t ha t could keep us still , and often that 
failed. Somet imes , tired and wear;:r , we fell and t umbled 
off t he bench , to be awakened by the fall of the Rod. 

(Hodgins, Vol. XXVIII, 307 ) 
1:-it•'-

------:- Despite this gloomy picture , by the end of the century a great 
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change had been bro ught about . What were the factors involved in this? 

I t was , of course , part of the general improvement t hat was occurring in 

__ tlle conditions and attitudes of socie t Schools became 

pleasant places and equipment became more varied and stimulating Along 

_Ei, th the reduction i n class sizes, this meant that the need to control II 
bored, tired or hostile children was r educed. The atti tu.des of the 

people change d considerably , so t hat as t hey found a greater 

education in t heir daily lives , greater r espec t ·was given to 

and its representa.tives. ----
need for I 
education J 

This improved s upport for education was reflected in one of the 

most important factors, the improvement in t he quality of t eachers. In 

Upper Canada, for example , A Normal School was established in 18Lr7 for 

the training of t eachers for CoTILmon Schools , and after 18_58 it was 

desirable for Grammar School maste rs to ·have teacher t raining as well as 

a university de gree. While the change was slow, trained teachers who had 

had not just higher ideals instilled into t hem , but also more practical 

me thods , wer e gradually r eplacing the untrained . The ideals and met hods 

of the great educationa l r eformers discussed in t he previous chapt er 

slowly but surely were introduced into the classroom. 
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The influence of t he superior and contrasting conditions in Europe 

is worthy of special treatment, for t he contrast was to be an important 

weapon wielded by the reformers. It has already been noted how wes t ern 

European countr i es such as France had r educed and in some places even 

eliminated the use of corporal punishment by t he early Nineteenth Century . 

As English~speaking countries became conscious of the need for i mproved 

systems and me t hods , t hey looked elsewhere for guidance ; and so ther e 

developed after 1830 one of t he more inter esting and important phenomenons 

that contribut ed t o educational improvement in England and North America: 

the educatio:ial gr and tour of Europe . 

Ryerson of Upper Canada l ooked back in 1869 and listed some of the 

more important r eports that r esulted . From the United States t here was 

in 1837 Dr. Ba che of Philadelphia uho compiled a 600 page report, in 

1838 a Professor Stowe , and in 1843 , perhaps the most i nfluential , Horace 

Mann , t he Secretary of the Massac husetts Board of Education. Dr . Barnard, 

who was to become head of the National Department of Education in Wash­

i ngton made a c omprehensive tour and r eport i n the early 1860 1 s. Other 

r eports were translated f rom the French such as H. Victor Cousin 's of 

1831 which was 1trepeatedly printed in both England and t he United States . 11 

Others which r eceived similar treatment were t hose of M. Rendu in 1854, 

and M. Baudouin in 1865. Note has already been made of the influence of 

Continental methods on Matthew Arnold . In addition to t his an Education 

Commission which was appointed by the Queen in the 1850 ' s to r eport on 

all aspects of education in England including methods , visited the Conti ­

nent and was gre2tly influenced by what was observed there . Ryerson 

himself made such t our s including one before taking up office in 18Li,. 

He· said rt in the course of foreign educational enquiry , we have but fol­

lowed the exampl e of other educ a ting Countries" (Hodgins , XXI , 54). 



Many of these educators probably were not so much change d in their 

views on education, as r einforced in already existing views. Both 

Ryerson and Mann, for example, had already shmm dislike for corporal 

punishment, but in their repor ts they describe the European methods as 

a worthy contrast to what they deplored in their 01,m countries. Here we 

have Ryerson I s description of a public school he visited in Holland, which 

was (he quotes from t he Secretary of the Privy Council Committee of Edu­

cation in London) "the best instructed Country in Europe ." 

I have never witnessed such quietness, order and atten­
tion in Schools, as in those of this Country which I 
have visited; yet a law exists here prohibiting any 
School Teacher, Public or Private , from using the rod 
to his pupils. The sort of feeJ.ing which pervades 
both parents and children -- the sort of influence 
which constitutes the mysterious power and mainspring 
of government in these Schools -- may be i nferred 
from t he fact, of which I have been assured by more 
than one Inspector and Head Mas t er, t hat the punish­
ment felt by delinquent pupils to be the most severe 
is the prohibition of them coming to the School for 
a shorter, or longer, period. The government of the 
heart, by the heart, as well as by the head of the 
Master, is substituted for that of the rule and the 
raw hide. Whether the whipping abolition law of 
Holland be not an extreme act of legislation, I will 
not t ake upon me to say; but the law itself, and the 
facts to which i have r eferred, are interesting 
phenomena in the School history of the present age . 

(Hodgins, Vol. V, 238) 

Later he describes his visit to Ger many. 

Still, in almost every German School into which I 
entered, I enquired whether corporal punishment were 
allowed or used , and I was uniformly answered in the 
affirmative . But it was furthe r said , that , though 
all Teachers had liberty t o use it, yet cases of its 
occurrence wer e very r are, and thes e cases were con­
fined almost wholly to young scholars. Until the 
Teacher had time to establish the rela tion of affection 
between himself and t he new come r to his School, until 
he had time to create that attac rm1ent, which children 
always fee l towards any one , who day after day , sup­
plied t hem with novel and pleasing i deas , it was 
occasionally necessary to restrain and punish t hem o 
But, afte r a short time , a love of t he Teacher, and 
a love of knowledge , became a substitut e , -- how 



admirable a one ! for punishment. When I asked Doctor 
Vogel of Leipsic, he answered, 'tha t it was still in 
use in the Schools of which he had the superintendence. 1 

But, he added, 'thank God it is used less and less, and 
when we Teachers become fully competent t o our work, it 
will cease altogether .' 

(Hodgins , Vol. VI, 203) 
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In the 1830's and 1840 1s, the controversy over the use of corporal 

punishment was to become heated in parts of the United States. Henry 

Barnard, who had studied the work of Pestalozzi 's disciples in Europe 

and who was at t he time the firs t Secretary of the Connecticut State 

Board of Commissioners for Corrnnon Schools had offended teachers by 

speaking out publicly against it in 1838. In the same year a petition 

was presented to the school committee of Boston , urging that it be pro­

hibited for girls . A resolution was passed by the committee 11 to strictly 

enjoin upon the . several instructors of the public schools never to make 

use of corporal punishment until every other means of influencing the 

pupil shall have failed 11 (quoted by Williams , 1937, 259). The following 

year t he teachers wer e r equired to administer such punishments in the 

presence of witnesses, and to keep a record of them for examination. 

The controversy was to r each a high point in the clash between 

Horace Mann and the teac he rs of Boston . After visiting Europe in 18h3, 

Mann , in his Seventh Annua l Report, made a number of r ecommendations 

based on what he believed to be superior in European schools . Four of 

these were reacted to strongly by t hirty-one maste rs and princ i pals , 

who published a pamphl et opposing hi m. In Mann I s mm words 

It was number ed among my sins t ha t I i ndul ged the 
hope of seeing corporal punis hment mor e and more 
'disused in our sc hools, a s i ts neces s ity might be 
gradually supe rseded , by substituting the pleasur es 
of kn oHl edge and high motives of action in its 
stead, until , a t some fut ure pe riod (which I 
never attempted t o f ix ), it might be di spensed with, 
except, as I wa s accustomed to expre ss it, 11 in mos t 
ext raordinary case s." 

(in Cubber l ey} 1934, 195) 
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His argument had been basically that punishment is a substitute 

for good teaching, the corollary of which , in the minds of his audience , 

could be t hat where there is punishment , there is poor teaching. He 

urged 

••• the idea of intelligent , gentlemanly t eachers ; 
of a mind-expanding education; of children governed 
by moral means ; of more t eaching and less flogging 
•••• At all times and in all countries , the rule 
i s t he same ; the punishment of scholars is the 
complement of the proper treatment of children by 
parents in the home and the compe tency of the t eacher 
i n school. Where there is less on one side of the 
questi on , there must be more of the other. 

(quoted by Williams , 1937 , 260 ) 

It was no wonder that the teachers r eacted as they did, for Mann· 

clear ly la_ys part of t he need for the use of punishment on the teacher , 

on his lack of ability, rather than on anything the child has done. 

The teachers probably over-reacted, though , for he also acknowledged 

that poor or undisciplined homes could result in undesirable behaviour 

at sc hool. Whil e his ideal was no doubt t he comple t e abolition of 

corporal punishme nt, Mann recognized t hat in the state of society at 

that time , i t was premature. 

By 1863, the Board of Education in the State of Massachuse tts held 

an attitude that wa s little different fr om the r est of the English 

speaking world. They stated in t he ir annual r eport as follous : 

The Board has a uord to say at this time on the subject 
of School discipline . There are two extremes i n t he 
management of Children , -- one is ·the line of corporal 
punishment, t he other is t hat of moral suasion, -- which 
are t o be avoided. An excess of beat:i.n[; was the special 
vice of forme r aGes. The strong r eaction of public 
sentiment was s ome times carried t o t he injudicious 
extreme of totally discarding the Ferule and the Rod. 
Love i s the power which was t hought to be omnipot ent in 
control. In later years, a healthful medium has been 
more generally attained . But, ei t her because t he 
t endency to t he old system of flogging has been increas ­
ing, or from other reasons , the subject has come up 
again in some quarters f or r enewed discussion . The 



Board are not of t he opinion that scolding and beating 
are the mos t efficient modes of government, nor do 
they believe t hat large numbers of Children can be 
per manently controlled by any measure of mere l ove and 
t ac t which the lar ge s t hearted Teacher may posses s •• 
• • It i s mor eover well for Children that they should 
l earn to obey and submit themse l ves , without questioning , 
to l egitimate rule . But irritating r emarks , in dea ling 
wi th t hem , and excess of penalty, s hould be avoi ded . 
The same scriptures which say "Children , obey your parents " 
and "Chasten t hy son while t here is still hope , 11 say also 
"Fathers , provoke not your children to wratho11 The 
counsel applies to School Teacher s . While t hey insist 
i n obea.ience , t hey shoul d make the School-room pleasant , 
and t he Children happy . But, when Teachers depart f r om 
t he se principles of humanity and justi ce , when they are 
suspected of severity and exc ess of punishment , care 
s hould be taken by Parents , and especially by Committee s , 
i f t hey must criticise the School Management adversely , 
t ha t they do not weaken t he hands of its authority , and, 
by l icense unconsciously given , multiply occasion for 
penalty. If c hildren corrected are allm-:-e ct to suspect 
t hat t he public sympa thy is with t hem , and not with t he 
master ; that Committee s look upon him as a t;y-rant , who 
needs to be r estrained , and upo;-1 t hem , to some exten t , 
a s his vic t i ms , reprehensible behaviour and moral 
deterioration will be t he consequence . The only safe 
course is to invest the Teacher with authority and 
r es t rain him i n t he exerci se of it. If he abuses t he 
trust , and is incorrigible, when· advised, l et Committees 
exercise the power which t he Commonwealth has given t hem 
t o dismiss him quietly and obtain a better . 

(quoted by Ryerson in his Rep ort for 
1861.i , in Hodgins , Vol. XVIII , 239 ) 

Obviously when , by the 1840 1 s, t eache r s were being dismissed for 

t he severity of t heir corporal -::mnishment., change would come (Hodgins , 

Vol. II, 100) . Teachers were exhorted by S~perintendents and Inspectors 

not to use it . He have already seen Rye r son. 1 s attitude to it in Upper 

Canada , a :1.d in Briti sh Columbia, Superintendent Pope deplored the use of 

it i n 1890 (Bri tis l:1 Columbia Department of Education , Annual Repor t, 

1890, 215) and in 1895 susges ted that trustees should curb its excesses 

by dismissing the t eacher (Ibid,, 1895, 201 ) . British Columbia in tha t 

de cade went so far as to publis!1 t he school r eturns on corporal punish­

ment, a fact which may have shamed some into a r eduction . In 1880, 



Victoria Boys 1 High Sc hool reported 1100 corpor al punishments , with an 

enrolment of 274 (Ibid., 1880, 334). 

Of ficial Regulati on of Corporal Punishment 
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There have been two methods other than moral persuasion and pro­

fessional good practice wherein the use of corporal punishment by t eachers 

has been r estr icted. The first is t he law, whereby a t eacher may be 

found criminally liable for as sault , and secondly , Governmental or local 

r egul ation , wher eby a teacher may be dismissed or lose his licence to 

t each. In some c ountries , of course , as we have already seen in Fr ance 

and Holland, it was prohibited by law by t he end of t he Ninet eenth Century, 

so that in t :-ie following discussion we are speaking of Engl i sh-speaking 

countries. 

As far back as 1765 Blackstone summarised the law of England on this 

matter. 

this. 

[ The parent] may l awfully correct t he child, be ing 
under age , in a r easonable manner ; for t his is for 
the benefit of his education •••• He may also 
del egate part of his par ent al authority , during his 
life , to the tutor or sc hool master of t he child; 
who is then in loco parentis, and has such a portion 
of t he power of the parent com.'Tlitted t o hi s char ge, 
viz. t jat of r estraint and correction , as may be 
necessary t o answe r the purpose s for which he is 
empl oyed. 

(in Bargen, 1961, 126) 

Sectio~ 43 of t he Canadian Criminal Code is clea rly derived f rom 

It is lawful for every parent or pe rs on in place of a 
parent, schoolmaster or ma s ter , t o use force by way of 
correction towards any child , pupil or apprentice under 
his care , providing such f orce is reas onable under t he 
circumst ances. 

(Ibid., 125) 

But as the matte r of "reas onable " forc e has to be decided on, 

courts have relied on pr ecedent . Gener ally i n t he l ast half of the 
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Nineteenth Century, t he courts found against the teacher, but in t he 

Twentieth Century t he accused teacher has been acquitted (see Johnson , 

19.52, 51.i). One interpretation for t his c ould be that with the develop­

ment of better-trained t eachers , t hey were l ess prone to use unsupportable 

violence. Or it may be t hat in t he Nineteenth Century t he child needed 

to be protected, but in the Twent ie t h it was t he t eache r who needed pro­

tection. Whatever t he reason , ther e is no evidence t ha t t he courts had 

become more l enient. 

That Canadian law holds th3.t a t eacher may de lib era tely inflict 

physical pain on a pupil is quite clear. Nore r ecently in Quebec, in 

1951, a judge of t ~e Quebec Cour t of the King ' s Bench said: 

That schoolmasters and parents have a right to use force 
in order to discipline t heir pupils and children is 
undeniabl e . i-Jha t would under the l aw generally be an 
assault is permitted in t he case of school chil dren pro-­
vided that t he offence committed by t he child merits 
punis h11ent and t hat the punish"l1ent inflicted is r easonable 
and appropriate t o the offence . That the punishment 
naturally may cause pain hardly needs to be stated; 
otherwise t he whole pur pose woul d be lost. 

(in Bargen , 1961, 126) 

In Canada and the United States r estrictions on t he use of cor poral 

punishment moved from occasional introduction to general decree. It has 

already been ment ioned that the State of Massachusetts was one of t he 

earliest t o do t his~ Its evolution in Upper Canada will be shown as an 

example of such development. 

On August 5th, 1817, the Board of ·Education for the Niagara Dis­

trict prescribed t he 11Rule s f or t he Government of Common Schools", which 

included t he f ollmving : 

~:. Cleanliness and Good Order to be indispens ible ; and 
Corporal Funisrunent s el dom necessary , except for bad 
habits l earned a t hone , -- lying , disobedience , obsti­
nacy , and perverseness, -- t hese soJ11e times r equire 
chastisement_; but gentleness , even in these cases 1-rnuld 
do bette r with mos t children. 



S. All other offences in children , arising chiefly from 
l iveliness and inattention , are better corrected by 
shame , such as gaudy caps , placing the culprits by 
t hemselves , not admitting anyone to play wit h them f or a 
day, or days , deta ining them after school hours , or 
dur ing a play afternoon , and by ridicul e . 

(Hodgins , 1894 - 1910 , Vol . III, 
141 ) 
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In an ar tic l e in the Christian Recorder for April , 1819, t he Rev . 

Dr. Strachan (1778 - 1867), l ater the first Anglican Bishop of Upper 

Canada , suggested exactly the same r ules , without mentioning Niagara , as 

t hose t hat s;-10uld be adopted for general use (Hodgins , Vol. I, 158 ). In 

1832, the Select Committee of t he House of Assembly on Education (Upper 

Canada ), of which Dr . Strachan was a member , put forward the principles 

for governing co111'11on schools , but they were never passed i nto l aw . They 

i ncluded t he following : 

4th . A just system of discipline , not c onfined to School 
hour s on School grounds , but extending over the conduct 
of every Scholar , at all hours and in a l l places. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Notes : - (1 ) No severe punishment· ought to be i nflicted 
on any boy until after conviction, on clear evidence , 
and after amni tting the accused a full measure of defence . 

(2) No weapon should be allowed for punishing 
that may injure ; and corporal punishments , except for 
immoral conduct, should be discountenanced, as much a s 
possible . 

Your Conmittee are inclined to believe , that if 
·punishmen ts are frequent , t he cause may be attributed to 
t he irritable disposition of t he naster and his incapa­
ci t y to teach. Such Masters ought to be speedily r emoved, 
for no Teacher , whatever his abilities may be , is fit for 
t he office of an Instructor , who is not rather loved than 
f eared by his pupils . 

(Hodgins , Vol . II , 81 ) 

The duties of t eachers of Common Sc hools were first laid down by 

t he 18h6 Upper Canada Legislature, but no mention is made of discipline 

(Hodgins , Vol. VI , 67). However, the Chief Superintendent , Ryerson 

i ncluded in his Regulations t he following : 

7. To evince a r egard f or t he i mprovement and general 
welfare of t heir Pupils , to treat t hem with kindness 



combined with firrimess ; and to aim at governing them 
by their affections and reason , rather than by harsh­
ness and severity. 

(Hodgins , Vol. Vl , 302 ) 

Ryerson must have f elt he needed support in the l aw for his 

authority, for in the r evision of the Act in 1848 , t he following was 

included in the Dut ie s of Teacher s : 

Thirdly . To maintain proper order and discipline in 
his School , according to the Regulations which shall 
be provided by the Chief Superint endent. 

(Hodgins , Vol. VII I , 176) 
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When Grammar Schools were first established in Upper Canada i n 

185Lr, Ryerson drew up a set of r egulations which inc luded the following 

in the 11Duties of the Head Master and Teachers 11 : 

J. The Head-Master shall practice such Discipline in 
his School as would be exercised by a j udicious parent 
in his family; avoidL.--ig corporal punishn1ent, except when 
it shall appear to him to be imperatively r equir ed ; and, 
in all such cases , he shall keep a Rec ord of the Offences 
and Punishments , for the i nspection of t he Grammar School 
Trustees , at, or before, the next Publ ic Examination, 
when said Record s i1all be destroyed. 

(Hodgins, Vol. XI , 192 ) 

In the Rules for t he Model Grammar School in which future masters 

were trained : 

21. The Rector alone shall inf lict corporal puni sh~ent , 
· and onl y when such shall see;.J. to him absolutely neces-
sary. 

In 1880 

(Hodgins , Vol. XI, 192) 

unishment was comple t ely abolished in the 

Toronto Model School (Report of the Minister of Education, Ontario, 1880, 

81). 

Other provinces were to fo llow Ontario, or show a similar develop­

mcmt0 In the first 11Rules and Regulati ons for t he Government of Public 

Schools 11 in the Province of British Columbia almos t i dentical words were 

used; it was sta t.ed in the 11 Duties for Teachcrs 11 : 



(lh. ) To practice such discipline in School as would 
be exercised by a judicious parent in the family , 
avoiding corporal punishment , except when it shall appear 
t o hi:n to be i mperatively nece ssary; and then a r ecord 
of the offence and t he punishment shall be made in the 
School Register for the inspection of Trustees and 
Visitors . 

(British Columbia Department of 
Education , 1872 , 19) 
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The!'e has been no signifi<2_ant change since that time with no 

province s eci~ically banning corporal punishment . More frequently it 

is not mentioned at all , with the teacher simply being enjoined to 

exercise such discipline as would 11 a kind, firm and judici ous parent11 

(see Canadian Education Association, Informa tion Bulletin, December, 

1967). Of those that are specific , British Columbia I s statement , which 

has changed but little in a hundred years , is typical. 

3.05 Every teacher shall practis8 such discipline as may be 
exercised by a kind, firm and judicious parent in his 
family, avoiding corporal punishment , except when it 
shall appear to him to be necessa I"J , and t hen a r ecord 
of t he offence and the punis hment shall be made in a 
r egister used for the purpose and kept in the prL~cipal 1 s 
of fic e , which r ecord shall be open to inspection by t he 
Super intendent of Education or his r epresentative , the 
District s ~perintendent of Schools , and the Board of 
School Trustees . 

(Rule s of the Council of Public 
Instruction , British Colu.~bia, 1970, 
2) 

The Parliament of England has never enac ted any l egislation con­

cerning disc ipline i n schools , although there have been a number of 

attempts by private mem~ers to have it do so . In April , 1949 , the 

Member for Newport , for instance , aroused a public controversy by his 

attempt to have corporal punishment banned by l aw. Commenting on this 

situation, Si r John Maud stated t he nglish tradition as he saw it. 

Ministers and ac111i nistrators have been no keener tha n 
parliament to t each the t eachers t he ir business. Not 
even on corpo:::-al punishment has any Mi nister yet been 
beguiled by t emp tinr_; parliamenta ry questioners to give 



a r uli_rig . 
(edited by Judges , 1952, 240) 

Al tho;_1gh Parliament may not have been willing to r egulate the 

t eachers ' methods of discipline , local School Boards and later County 

Councils were , so t hat "a strong family r esemblance was apparent" among 

t hem, probably because of a tendency to follow the lead of London (see 

National Founda tions for Education , 1952~ 41). At the first meeting of 

t he newly constituted London School Board, on June 1st, 1871, Professor 

T. H •. Huxley moved and Reverend J. H. Rigg, D.D., seconde d the following 

r egul ations (which wer e adopted) governing the use of corporal puni shment 

in all schools controlled by the Board. 

a) Every occurrence of corporal punishment shall be 
formally r ecorded in a book kept for t he purpose. 
b) Pupil t eachers shall be prohibited absolutely from 
i nflicting s uch punishment . 
c) The head t eache r shall be held directly r espons ible 
for every punishment of t he kind i nflicted in t he 
school. 

(National Foundations for Education , 
1952 , 41-42 ) 

Between 187Lr and 1892 , t here were at l east seven amendments to these 

r egula tions , mostly r esulting fr om the conflict between the Board and the 

t eachers over whether assistant t ea~hers would be allowed t o i nflict such 

punishment, and over whether t he punishment could be given immediately, 

or only after school. 

By the end of the Ninet eenth Century, t hen , it uas usual in English­

speaking countries t o r estrict, but no t -pr ohibit, t he use of corporal 

punishment by r egul ations governing the conduct of t eachers . This is still 

t he case to-day . 

Children ' s Punis hments in Ficti on 

No history of social r eforr:1 would be complete without drawing on 

fiction for a r eflection of t he attitudes and prac tices of the times . 
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Such excerpts have been used :in earlier chapters, but for more recent times 

they warrant a separate section. After 1800, t he novel in particular, was 

an important force in itself for persuading the public to look upon child­

r en with greater kindness and to condemn brutality in their treatment . 

For the Eighteenth Century , Oliver Goldsmith 's description of the 

village schoolmaster :in The Deserted Village is undoubtedly of higher 

literary merit , but for a fuller des cription of the village school at 

this time, we should turn to A Dame's School , by William Shenstone (1714 -

1763). Here we have a rather nostalgic, even affectionate , picture of 

the schoolmistress of this time with her 11 scepter" of birch sprays. 

Shenstone seems to accept the necessity of birching for both moral develop­

ment and as an aid to instruction . 

7 And were no she rebellious breasts to quell, 
And were no she her statutes to maintain , 
The cot no more, I ween, were deem'd the cell 
Where comely Peace of Mind , e.nd decent Order dwell. 
• • • • • • • • • • • • • • • • • • • • • • • • • • 

17 Right well she knew each t emper to descry, 
To thwart the proud, and the submiss to raise; 
Some with the vile copper prize exalt on high, 
And some entice with pittance small of praise ; 
And other some with baleful spri g she 'frays : 
• • • • • • • • • • • • • • • • • • • • • • • • • • 

22 When he, in abj ect wise, i mplores the dame, 
Ne hopeth aught of swe et r eprieve to gain ; 
Or when from high she levels ,-:e ll her aim, 
And, through the thatch, his cries each f alling stroke 

proclaim. 

23 'fhe ot:-i.e r tribe , aghast , wi th sore dismay, 
Attend, and conn t he ir t ask with mickle care ; 
By turns , astony ' d, everJ t uig survey , 
And from their f ellows' ha tef ul wounds beware , 
Knowing, I wist , how each the same may share. 

(Shenstone , 1968 edition , 262-272) 

One of the earliest accounts in the novel of the effects of corporal 

punis hment is to be found :in The Adventure s or Peregrine Pickle, by 

Tobias Smolle tt (1721 - 1771). 

Perry was • • • committed to the i ns truction of a 



pedagogue , who was ordered to administer such correc­
tion as t he boy should in his opinion deserve . This 
authority he did not neglect to use ; his pupil was 
regularly flogge d twice a day, and after having been 
subjec ted to t his course of discipline for the space 
of eighteen mont hs , declared the most obstinate , dull 
and untoward genius that ever had fallen under his 
cultivation ; ins t ead of being r eforme d he seeme d 
rather hardened and confirme d in his vic i ous inclina­
t ions , and was dead to all sense of fear as .. rell as 
shame . 

(Smollett, 1964 edition, 53 ) 

The usher of the boardi ng school to which Perry was sent uses 

quite different methods . 

He had established an oeconomy, which though r egular, 
was not at all severe , by enacting a body of laws 
suited to the age and comprehension of every i ndivi­
dual ; and eac ~ transgressor was fairly tried by his 
peers and punishe d according to t he verdict of the 
jury. No boy was scourged for want of apprehension, 
but a spirit of emulation was raised by well-timed 
praise and artful comparis on, and ma i nt ained by a 
distribu t"ion of small prizes, which wer e adjudge d to 
those who signalized t hemselves either by their industry, 
sobriety or genius. 

(Ibid. , 54--55) 
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Perry is not punished, but comes to f eel shame for his pitiful 

condition. Partly t hr ough this sense of shame , and partly t hrough 

rewards of food, money and praise , Pe rry changes, so that 11 in less than 

a t welve-month after his arrival, t hi s supposed dunce was r emarkable for 

the brightness of his parts 11 (Ibid., 56 ) . Time and t i me again , the 

r eading publi c is given an intimate glimps e of the har mful effects of 

corporal puni shment on both lear ning and character. 

An inciden t wort h r ecording occurred in the school days of the 

noted English poet Robert Southey (1774 - 1843) . Southey had been 

brought up by an aunt acting acc ording to her own peculiar interpretation 

of Rous seau , and he himself at school , after t horoughl y r eading this 

writer , was deeply under his i nfluence . Pr obabl y Rousseau ' s views 

influenced hi s t hinking gr ea t ly uhen he wr ot e t he fi f t h i ssue of The 
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Flagellant. The biographer of his early life, Haller, suggests that his 

following expulsion from Wes tminster School for libel was probably the 

pretext for punishing him for other suspected , but unproved , crimes. 

The Flagellant was not , as some authors suggest , a paper devoted 

to the condenning of floeging . It pretended t o be the writings of four 

Westminster scholar s who had r etired to a monastery i n orde r to lash the 

vices of soc ie ty. The first four excited no particular notice, but the 

fifth, written by Southey , was devoted to the condemnation of flo gging . 

At its worst t he article was a prank , at best a parody on other writers 

such as Voltaire . 

The po int of the argument was that flogg ing was the invent i on of t he 

devil , that boys had the right to think for t hemse lves, and that school­

masters had wroµgly assume d t he divine right to flog . Southey , under the 

name of Gua lbertus , condemned t he custom as unfit to be prac tised in a 

Christian country, and those who prac tised it had given their breasts to 

the devil. 

In this publ i c manner , therefore , do I Gualber tus , -­
i ssue my sacred bull , hereby commanding all doctors , 
r everends , and plain masters , t o cease , without delay 
or r epining, from t he beastly and idolatrous cus tom 
of flo gging . 1Whoeve r shall be saved , above all t hi ngs , 
it is necessary that he should hold the Catholic faith. 
Now, t he Catholic is t hi s , there be t hree gods, and yet 
but one God. 1 Whoever denies this , cannot be orthodox, 
consequently cannot be fit to instr uc t youth . Now, 
since there is but one God, whosoever flogge t h , that 
is, performet h the will of Satan , cornmiV:.eth an abomi­
nation: t o him , t here fore, to all -c onsumers of birch, 
as to t he priests of Lucifer , ANATHF!lfJI. , ANATHEMA . 
GUALBERTUS . 

(quoted by Haller , 1917, ll) 

In his poem, The Irish Schoolmaster , Thomas Hood (1799 - 18l.i5) 

shows tis how the r eligious justification continues t o be used by many 

t eachers for corporal puni shment. We a lso see that it is being used for 

failure to l earn , and to l earn by r ote what was probably, to t he child, 



nonsense words . 

Stanza 12 

Ah! Luc kless wight , who cannot then r epeat 
'Corduroy Colloquy' -- ' Ki , Kee , Kod,' -­
Full soon his tears shall make his turfy seat 
More sodden , t ho I alrea dy made of sod, 
For Dan shall whip him with the word of God, -­
Seve re by rule , and not by nature mild, 
He never spoils the child and spares the rod, 
But spoils the rod and never spares the child, 
And soe wit h holy rule deems he is r econcil ' d. 

(Hood, 1906, 396) 
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Harrison Ainsworth (1805 - 1882), in his novel Mervyn Clitheroe, 

gives us a pic t ure of t he procedures used in Mancheste r Grammar School 

early in the Ninet eent h Century. 

The Rev. Abel Cane , unde r whose car e I was firs t 
placed , was a sound classical scholar , but a severe 
disciplinarian . He was one of t hose who believe that 
a knovledge of Latin and Greek can be driven i nto a 
boy , and tha t his capacity may be sharpened by fr equent 
punis l-m1ent. Under this impression he was constantly 
t hrashing us. In his drawer he had sever al canes of 
various lengths, and of various degrees of t hickness , 
tied with tatcr.. ing-end t o prevent t hem from splitting, 
and for all t hese he found employment. While calling 
us round for punishment he got as r ed in t he gills as a 
turkey-cock, and occasionally rose up to give gr ea ter 
effe ct to the blows . Some boys were so frightene d 
t hat t hey c ouldn I t l earn their tasks at all , and others 
so r eckless of t he punis hment whi ch they knew must 
ensue , i;-rhet her or not , t hat they intentionally neglected 
t hem. I have s een boys with 11blood-blisters 11 , as they 
called t hem , on t heir hands , and others wit h weals on 
t heir backs, but I do not r ecollect that the castigation 
did t hem any good, but t he reve r se . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
With all his discipline , if our dreaded mast er were 
called out of school for a few minutes , t he gr eates t 
row would commence . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
In some cases , Hr. Cane drove all the capacity they 
pos sessed out of t he boys ' heads. There 1vas one poor 
fellow, Devereux FrogB; , whose wits could never be 
stimula t ed . Poor Devereu.xt how I pitied him and tried 
to help him, and cram him -- but it was of no use. 
When \Je .~ent up he was so frightened that all went out 
of his head, and t he daily drubbing ensued . And there 
were others like hini.. 

• • • C' • • • • • • • • • • • • • • • • • • • • • • • • • 



What strange contradictions of cha racter some persons 
offer . Out of school , Mr . Cane was very amiable and 
good t empered, fond of music , and cultivated a taste 
f or poetry . I hated him cordially then ; but I learned 
t o liko him afterwards , and now I lament him for a 
lost friend . 

Dr. Lonsdale I s plan of tuition was very different 
from that of Mr . Cane . His was suaviter in modo , 
r ather t han fortiter in re . He aspired to make his 
pupils gentlemen as well as good scholars . He never 
used the cane , but his r ebuke was grea tly dreaded, 
and his quiet sarcas tic remarks on mispronunciation 
as a vulgarism effectually prevented t heir r epetition. 
Dignified in manner and deportment , and ever preserving 
an air of gr ave courtesy, it would have been impossible 
to take a liberty with him, and it was neve r attempted . 

(Ainsworth , no date , 10-11 ) 
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The pi cture that is presented here of alternat ive me t hods of con:.. 

t rolling and teaching chi ldren speaks for itself. Its propaganda value 

i n affecting the attitudes of the reading public must have been consi­

derable . We shoul d note that it is the ineffectivenes s or indeed 

negative effect , of the use of corporal punishment that is stressed. 

In Vanity Fair , William Makepeace Thackeray (1811 - 1863 ) tells 

of how a senior boy , Cuff, exhibi ted his authority in Dr o Swishtail 1 s 

Academyo 

11 Hold out your other hand, sir , 11 roars Cuff to his 
little school fellow, whose face was distorted with 
pain. Dobbin quivered , and gathered himself up in 
his narrow old clothes. 

"Take that you little devil, 11 cried Hr . Cuff, and 
down came the wicket again on the child ' s hand. 
Don ' t be horrified ladies, every boy at a public 
school has done it. Your c hildren will do so and 
be done by i n all probabili ty . Dmm came the 
wicket again, and Dobbin star ted up e 

I can ' t tell what his motive was . Torture in a 
public school is as much license as the knout in 
Russia . It would be ungentleman-like (in a manner ) 
to r esist it. 

(Thackeray, 1943 edition, 56) 

No ot:1er writer before , if any has since, conveyed to the r eader 
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an understanding and interpretation of the moods and motives of children 

as well as Charles Dickens (1812 - 1870). While such things are diffi­

cult to prove , he probably did more than any person to create the atmos­

phere in which reform could take place. Not the least important was his 

ability to take for his examples such delinquents as t he Artful Dodger 

and s how us what he mi ght have been with his cunning and courage . He 

showed · tha t criminals are made, not born. 

Dickens attacks what was a main cause of the problem, the doctrine 

of child depravity . His readers would be influenced into rejec ting the 

quite common idea as exhibited by the :Murdstones when they would not let 

David Copperfield play with other children because 11all children were a 

swarm of little vipers and ••• they contaminate each other ." Miss 

Pripchin ' s theory of a child's mind was 11 to open it like an oyster ." Her 

rule was to 11 g:i.ve children everything they didn't like and nothing they 

did like. " 

Many are t he pictures of terrors perpetrated on children and the 

effects of these terrors. The state is t o blame in the long run for not 

accepting its r esponsj_bilities, but the severest criticism falls onto the 

t eachers . In t he preface to Nicholas Nickleby he says : 

Of t he mons trous neglect of education in Engl and , and 
t he disregard of it by the State as a means of forming 
good or bad citizens , and miserable or happy men , private 
schools long afforded a notable example . Although any 
man who had proved his unfitne s s for any other occupa­
tion in life was free , without examination or qualifica­
tion , t o open a school anywhere ; • •• and schoolmasters, 
as a race , were the blockheads and imposters who might 
naturaJ.ly be expected to spr ing from such a state of 
t hings , and to flourish in it. 

(Dickens , 1906 edition, xvi ) 

With widespr ec:d met hods such as these , no wonder the product was 

as bad as it waso 

Ther e 1-,er e little faces uhich should have been hand-



some , darkened with a scowl of sullen dogged suffer -• 
ing ; ther e was childhood with the light of its eye 
quenched, its beauty gone , and its helplessness alone 
r emaining ; there were vicious fac ed boys , brooding 
with lea den eyes, like malefactors in a jail ; and 
t here were young creatures on whom the sins of their 
frail parents had descended, weeping even for ~~e 

mercenary nurse s they had knoun , and lonesome even 
in t heir loneliness . Hi th every kindly sympathy and 
affection blasted at birth, and with every healthy 
feelin g flogged and starved down , with every r evenge ­
ful passion that can f es t er in swollen hearts , eating 
its way to the core in silence , what an incipient Hell 
was breeding t he re! 

(Ibid., 44-4.5) 

.LL.l 

But probably of most influence was his ability to take his r eader 

into the mind and heart of the child. Note the effect of the fear of 

punishment on the ability of David Copperfield to perform satisfactorily. 

11 Now, David, 11 he said -- and I saw that cast again as 
he said it - - 11 you must be far more careful to-day t han 
usual. 11 He gave the cane another poise , and another 
switch; and having finished his preparation of it, 
laid it down beside him, with an impr essive look, and 
took up his book. 

This was a good freshener to my presence of mind, as a 
beginning . I felt the words of my lessons slipping off, 
not one by one , or line by line , but by the entire page ; 
I tri.ed to lay hold of t her.1; but they seem , if I may so 
express it, to have put skates on , and to skim away from 
me with a smoothne ss there was no checking. 

We began badly, and went on worse . I had come in, with an 
idea of distinguis hing myself rather , conceiving that I 
was very well prepar ed; but it turned out to be quite a 
mistake.. Book aft er book was adde d t o the heap of fai lures , 
Miss :Murdstone being firmly .-atchful of us all t he time. 
And when we came at last t o the five thousand cheeses 
{ canes he made it t ha t day, I r emember ), my mother burst 
out crying . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
He walked me up to my room slowly and gr avely -- I am 
certain he ha d a delight in that forma l parade of 
execut i ng justice -- and when we got t here , suddenly 
twisted my head under his a rm . 

11Hr. Murdstone, Sid II I cried to him . "Don I t! Pray 
don ' t bea t me ! I have tried to l earn , Sir , But I can ' t 
while you and Ni ss Hurdstonc are by . I can ' t indeed!" 

11 Can ' t rou , indeed , David?" he said, " ·e ' ll try that. 11 

• • • • • • • • • • • • • • • • • • • • • • • • • • • fl • 



He beat me then , as if he would have beaten me to 
death . Above all the noise we made , I heard t hem 
running up t he s tairs , and crying out -- I hea rd 
my mother cry.i. ng out -- and Peggotty . Then he was 
gone ; and the door was locked outside : and I was 
lying fevered and hot , and t orn , and sore , and 
r aging i n my puny way , upon the f l oor. 

(Ibid., 1911 , 57-58) 
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Dickens is attacking t he beating of children both for mora l r easons , 

in that it is cruel and does as much to destroy good character and decency, 

as it does t o improve, and for motivational r easons , in t hat the f ear will 

do a.s much to pr event t he child from l earning as t o help him. 

This sort of trea t ment was by no means confined to boys. Charlotte 

Bronte· (1816 - 1855) describes t he treatment at Lowood School , based on a 

school for clergymen 1 s daughters attended by the Br onte sisters. 

When I r eturned to my seat , that lady was delivering an 
order , of which I did not catch the import ; but Burns 
i mmediately l eft the class , and, go i ng i nto t he small 
i nner r oom wher e the books were kept , returned in a 
minute , carrying i n her hand a bundle· of twigs tied 
t oge ther at one end . This ominous t ool she presented 
to Hiss Scatcherd with a r espectful courtesy; t hen she 
quietly, and without being told, unloosed her pinafore , 
and t he teacher instantly and sharply i nflicted on her 
neck a dozen strokes with t he bunc h of twigs . Not a 
t ear r ose to Burns I eye ; and while I paused from my 
sewing , because my fin gers quivered t o this spect-3.cle 
with a s entiment of unavailing and impotent anger , not 
a feature of her pensive fac e altered its ordinary 
expression . 

11 Hardened girl ! 11 exclaimed Nis s Scatc herd; ''nothing can 
break you of your slatternly habit s ; carry t he r od 
a,ray • 11 

Burns obeyed ; I looked at her narrowly as she eme r ged 
from the book close t ; she was putting back her hand­
kerchief into her pocket , and t he t rac e of a t ear 
glis t ened on her t hin cheek . 

(Bronte·, 1946 edition , 62-63 ) 

Bums i s based on Charlot te 1s s ister , Maria , who died from con ­

sumption s hortly after she was sent home for health reasons . She 

neve r recover ed after the punishment of being forc ed t o stand to 
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attention outside in a cold rain for seve ral hours. 

As accompaniments t o his plays , and in other works , George Bernard 

Shaw (1856 - 1950 ) wrote long tracts against social abu ses . On the 

punishment of chil dren , he wrote so much that only a s urrunary of his 

views is possible here . Perhaps his most memorab le conunent was : 

I f you strike a child, t ake c ar e t hat you strike it in 
ange r , even a t t he risk of maiming it for life . A 
blow in c old blood ne ither c an nor should be forgiven. 

(Shaw, 1951 edition, 278 ) 

· Hi s picture of what schools are , and what they should be is 

r eminiscent of Rousseau. 

With millions of acres of woods and hills and st r eams 
and fishes ••• or with streets and shop windows and 
crowds and v ehicles and all sorts of city delights at 
t he door , you are forced t o sit , not in a r oo:n with 
some human grace and comfort ••• but j_n a stalled 
pound wib a lot of other children , beaten if you talk, 
bea t en if you move , bea t en if you canno t prove by 
answer ing idiotic ques tions that even when you escaped 
f rom t he pound and from the eye of the gaol er, you wer e 
still agonizing over :-iis dete stable s ham books instead 
of da r i ng to l ive . 

(Shaw, 1930 edition , 9 ) 

The or igin of corporal punishment is to be found in the nature of 

t he teacher and his incompe t ence , r ather t han i n the child ' s b ehaviour . 

Its effect is , at t he b e st , temporary and, at t he worst , charact e r 

des t roying o 

It is no more desirable t o break a child I s spirit by 
punisrment th::.n to break its limbs . It is crue l , it 
is des tructive of a ll friendly rela tions bet'treen child­
r en and the ir parents and teache rs·when i t is carried 
ou t deliberately in cold blood . It is too easily 
employed by th e callous , t he stupid, t he i ll- t empe r ed , 
t he s adistk , i n whose powe r no child sho·1ld l>e l eft, 
whe r eas it is impossible for the kindly and t houshtful; 
a situat ion exactly the r everse of the desirable one . 
It can enforce obe dience , w:1ic h is entirely different 
fro m volunta r y morality and ceases when t he c hi ld 
re aches t,-rnnty , superior to its middl:o-o.ged father or 
t eache r as a fist fighter and dancerous if morally 
uneducated . Beins ms r e ly a deterrent and intimidatory 
its efficiency depe nds 0;1 certainty of detection, which 



is impossible of attainment. It does its utmost to 
destroy its victims ' natural self-respect and sense 
of honour , on whi ch , after all, civilized life depends ; 
and though suc h destruction is not comple t ely possible 
yet it can go far enough to make it a point of honour 
with its victim to defy it. No high civilization is 
p0ssible until it is got rid of . 

(Shaw, 1944 edition, 1.55-156) 

11/-1-

But Shaw recognizes that merely t o do away with physical punish­

ment may be a superficial reform. Schools are worse than prisons "where 

they may torture your bodies , but not your brains ." "There are worse 

tortures, both physical and moral in actual use ••• in schools where 

corporal punishment is not per mitted" (Shaw, 1930 edition, 13). 

Summary 

In cont rast with western Europe, corporal punisJ-unent continued to 

be used_regu:2.arly in English-speaking countries in the Nine t eenth Century, 

t hough the a lmos t continual beatings that typified the ~eginning oLthe 
----·-·-- . - - - - - --- - ---- - -

Century were g£._eat1-:_y curtai!~_s! _!_)_y its end . One important reason for 

this was the gradual and almost univc:csal restrictions laced on its 

use by offici~l_ bodies . Of greater importance in the long run was that 

the trainina of teachers and the moral oersuasion of t hei r leaders meant 

t hat the teachers t hemselves found other mea sures for interesting and 

controlling the ir pupils . Impr ovements in the physical conditions of the 

schools and t he more interes t i:1g course s of study no doubt played their 

parts by lessening the causes of irri tability in the children. Because 

public opinion changed greatly , no teacher could beat to excess without 

protest from t!i.e public$ _Attem ts to reduce the amount of corporal 

passing of compulsory education laws , of vast numbers of children from 

J:arsh a~d __ undisciplined backgroun~s , and the _r es1:1-l~an t need t o recruit 

rDany mor~_ t eJcl_lers than were available from training sources . Among 
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the influential propagandists for change were writers of fiction who 

showed more intimately than a dry essay could, the effects of brutality 

on children. Generally the g rowing humanity and r espect for people's 

rights were reflected in the treatmen t of children . 



CHAPTER VI 

THE POSITIVE APPROACH 

Background 

As we move into t he 1\-re ntieth Century many app roac he s to t he con­

trol of the child are being advocated and iinplemented. At first many of 

t hese are t ho direct r esult of t ho desire to avoid physical punishments , 

but later t here is an emphasis on the avoidance of any sort of punishment. 

Many alternatives f or t!:'le rod have long been used , s uch as humiliation, 

impositions of extra work or time , deprivation of privileges , and so on. 

But many philosophers and psychologists came to condemn t hese also . They 

contende d that all forms of punis hment , not just corporal, humiliated the 

c hild and t urned h:L,1 from l earning. 

Positive approaches (so described by t heir advocates ), which had 

long been proposed by s ome and used by a f ew , came more into prominence 

as ptmisbment came into disrepute . Rivalry between students t hrough 

c ompetitions for prizes or the teach(cr I s approva l have had t he ir supporters. 

But again rn.a:iy philos ophers , and particularly psychol.oGists have opposed 

t hese on t he erounds that only a feu can win , and t he others Hill suffer 

a loss of self-respect or 11posi ti vc self-concept 11 o No child should be 

forced to c ompete , they say; co-operation , not compe t ition , is the aim 

of the ideal society~ and not only is it morally mor e desirab l e , but more 

will be achievec:1. and fewe r emotional disturbances will be suffered . 

Direc t moral training , of c o1.1rse , has l on(3 been used , but more and 

more , indirect me::thods of gaining acceptable social behaviour have been 

advocated . Civic responsib:i.li ties and person;:il mo·~ ivatio:-1s have been 

studied as parts of th~ guidance, soci:il studies and li t s r2.ture pro­

gram~:i.e s. Rather than be in~ punish8d , the delinquent child has been 



c ounse lled, alon~ with his family and t eacher s , by p rofe s sional psycho­

logists., 

· Another i mp or t ant direction has been to avoid those s:L tua tions 

which bring abou t disc ipli nary problems. More attrac tive school s and 

teaching areas , with r egulated t empe r ature and go od lighting, have meant 

tha t schools have become physically more pleasant places . Not t he least 

important ha s been t he r eduction of class sizes s o that t he 11 crit:Lcal­

rnass11 which so often explodes into disciplinary problems is l ess frequent, 

and each child can r eceive more indiviclu2l attention from t he t eache r. 

Many items of tedium, s uc h as the emphasis on fine hand-writing, 

and t he long sessions of drilling spelling , m:.tthema tical tables , or Latin 

verbs, have been r educe d or r emoved. The use of intrinsic motivation. has 

be en stressed, so tha t the child will want to l earn, r ather than b e forced 

to 1earn. Her e the device s have been many , fr om films to games , fr om 

field-trips to s elf-selecte d projec ts. 

Perhaps the mo st impor t ant progr e ssion has been the 11professionali ­

s a tion11 of t he tea chers t hemselves . While t he:re has been an increase in 

the dcm-:ind for knm-rled~e of the sub j ects t aught , t:i.e greatest i mpact h::1s 

probably been in the study, both at the research and tra:i.nin~ l eve l, of 

better me thods of c lassr oo:n practic e . Almost every t eacher nowadays 

r eceives some i nstn.ction in the philosophy , history and sociology of 

education , and t~e psycholoE;Y of education including child development, 

motivation and l earning principles occupies a l arge part of his profo;,­

sional e duca t,j_on . Some sort of screenin g is underta ken before or during 

the period of training , :rnd s uper·· ision , inspection and assistance arc 

usua l aft2r he takes up a position . Wh:Ll.e much has still to be clone in 

the s e areas , t he teache r w>i o enters a c l assroom to-rlay is f ar be tter pre-­

pared t h::rn the itinerant pcdae;o_,ue of a century ago whose on2..y claim to 



a position was bare liter acy, or even t he high-schooJ. t eacher whose 

qualifications wer e a lmoul edge of Latin and perhaps a clerical collar . 

It is not t he purpose of t his work to discuss fully the great 

chan ges that have been wrought in the educational environment of the 

past fifty to one hundred yea rs. But two points are re l evant to t he 

presen t study: both philosophically and psychologically t here has come 

t o b e general agreemen t t ha t punishment is t0 be avoide d whereve r possi­

ble, that it is to be used only after the failur e of more desirable me thods 

such as the gaining of interest, or the psychological treatment of the 

offender; s econdly , the nee d for punishment has been r e duced greatly by 

i mproved l earning conditions and the professional good practice of the 

t eachers . But despite these advances, punishment, including corporal 

punishment , is still used, and has a r e luctant approval from many 

author i ties. 

Twentieth Century Philosoph3rs 

Only a few philosophers in t he Twentie th Ce ntury have so far stood 

out as major forc es :i.n the hi story of educa tion. Rathe r it has been an 

era :i.n which many minor fi gur es have worked out in more detail certain 

gene ral principles which were the work of earlier mindse 

John Dewey (1859 - 1952 ) does not aDpe ::.1r to say anything on cor­

poral punishmen t as such, but offer s much direction for the avoidance of 

puni shment as a whole. To a ttempt to discuss t his adequately :ts impossible 

for it is an i n tee;ral part of his whole philosophy. 
-;., 

The following , then, 

is an atter:ipt to separate one part from a deep and complex whole. 

Much of the trouble , he says , come s fr om t he desire of the t eacher 

to dominate the chiJ.d. 

I think it 1 s fa i r t o say t h;:it ••• the personal c om ­
mands of' t he t eacher so oft:Jn pl ayed an undue role • , • 
and t he orde r ·1-1hic h existed was so m1.1ch a matter of' 
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shGer obGdionc e t o t he will of an a dult. 
(Dewey , 1969 edition , 55) 

To analyze Dewey ' s attitude we have to l ook , t hen, at the t eacher's 

task in gro':,1th or education . Should he l eave the child a l one and l e t 

t he child's capacit:Les untold naturally like t he flower , or let the 

child's interests t ake him where t hey will? Or does the t eacher have some 

r esponsibility to direct the growth i n a particular way? The answe r i s 

de finitely yes to t he last ques t i on. 

The natural and native impul se s of the young do not 
agree Hi th t he li fe customs of the group into which 
they are born. Consequently they bwe t o be directed 
or guided. 

(Dewey, 1916 , ~7) 

What t ype of control shoul d be exercised? He sugge sts tha t t he 

t eacher exagge:r_:_a t~ s - ~he i mportance of his o;m direct intervent ion of 

c ommands , p:rohi bi tions , approva ls and disapprovals, because he has 

become so involved in carrying these out. Less obvious and less personal 

me thods can be f ar more influentfal. 

Since in s uch case s we are mos t c onscious of control­
l ing t he actions of others, He are like ly to exagge rate 
the importance of this s ort of control at the expense 
of a more perr,1anen t and effective method. The basic 
c ontroJ. reside s i n t he nature of t he situa tion in which 
the young take part. 

(Ibid. , h7) 

In this nntter of indirect , or environmenta l, r ather t han direct 

or pe rsonal, control , he is , of course , very s:i.milar t o Rousseau$ De1-;rey 

emphas iz es very strongly t he need for t he ri~ht sort of motivation . He 

objects to c o::npulsi on , but he objects equally to briber:y o 

Separated fr om any obj ective developmen t of affairs , 
t hese are r e duced to more perso:-ial s tate s of pleasure 
and pa i n . Educationally, it then follows tha t to 
attach i mport :mcc to interest means to attach some 
fe atures of seductiveness t o mat e r ial otherwise 
j_nd:i.fferc::nt ; to secure attention and effort by 
offering a bribe of pleasure. This procedure is 
pr operly stigm0.tizod as "soft" ped~iogy ; as a 11 s oup-
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kitchentt t heory of education. 
(Ibid., 148 l_i9) 

What then is to be done to motivate the child to ga in sufficient 

i nteres t that he will voluntarily seek to cultivate the abilities we 

wish him to? 

But t he objection is based upon t he fact -- or assump-
t ion that t he forms of skill to be appropriated 
have no interest on t heir own account : in other words, 
they are supposed to be irrelevant to the normal 
activities of t he pupils$ 

(Ibid. , 149) 

The r emedy is obvious when the problem i s expressed in this way. 

It is to discover objects and modes of action , which 
are connected with present powers. The function of 
this material in engaging activity and carrying it 
on consistently and continuously is its in terest., 
If t he material operates in this way, there is no 
call either to hunt for devices which will make it 
interest:i,ng or to appeal to arbitrary semi-coerced 
effort. 

(Ibid., lh9) 

Dewey appea rs to be arguing from a motivational point of view. But 

if we look at t he foll01-1ing passages where he is concerne d with the 

punishment of the adult offender , we see t hat, with him , it is almost 

impossible to separ ate motivational and moral purposes o 

No amount of guilt on the part of t he evil-doer absolves 
us from r esponsibility for t he consequences upon him and 
other s of our way of treating him , or from our continuing 
res:ponsibili ty for the co:1di tions unde r which pers ons 
develop perverse hao~_ts . • • • The mora1 i ssue concerns the 
futur e. It is prospec;tive . To content ourselves with pro­
nouncing judgernents of merit and deme rit without r eference 
to the fact that our judgements are themselves facts which 
have consequences and t heir value depends upon their con­
sequences , is compl acently to dodge t he moral is sue , perhaps 
even to i ndul ge ourselves in plea surable pas sion just as 
the pe rs on we condemn once indulged himself. The moral 
problem is one of modifying the fact ors which now influence 
future r esults . To change the workini charac t e r or will 
of another we have to alter objecti ve cond:i tions which 
are his habits. Our scheme of judcement, of assi r;ning 
blame and praise } of award in~ punj_sh.mcnt and honour , are 
part of these c onditions. 

(Dewey, 1922 , 18-19) 



Our l egal proce dur e ••• wobbles be t ween a t oo t ender 
treat ment of criT'linality and viciousl y oras t i c tr ea t­
ment of ito The vacilla tion can be r emedied only a s we 
can analyze an act i n t he light of habits , and analyze 
habits in t he light of education , envi r onment and 
prior acts . The dmm of truly scientific criminal 
l aw will come when each individual case is approached 
with something co r r esponding t o the comple t e clinica l 
r ecord which ever y compet ent physic:i.an attemp t s to 
procure as a matter of course in dea ling with his 
subj ects. 

(I bid. , 46) 
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The applica tion of t he se comments t o educational situations is not 

difficult. Several points are worth emphasizing : t he merit of a r eward 

or unishrnent is to be ·uctP-ed ngt for i t s Jro:rocati on but for its out-

come , and eac h individua l is t o be treated separately. The analogy with 

medical treatmen t is also inter esting . 

The influential int erpr e t er of Dewey , William Heard Kilpatrick 

(1871 - 1965) , saw the r eduction of corporal p~nishment~s an asne ct of 

And the disc ipline ? We get a better vieH if we take 
a stretch of t ime o Bost on in 18li5 i n t he aver age 
public school of 400 pupils gave 65 whippings a day, 
one whippi ng every s ix minutes o In t hat samt:: year 
hundreds of r ura l schools i n -1assachusetts had to be 
abandonE.'d because t he pupi ls drove t he ir t eachers 
away. • • ~ F'r om t ha t day to t :1is bot h whi ppi ng s 
and school r ebellior..s have , t he countr y over , steadily 
declined . I nstead of nat ural opposition be t ween 
t eacher and pupil a diffe r ent spi r it i s growi ng , of 
felt comrnuni t y of i nterest , 1-:ith r epr es sion nat urally 
occ upying a srr.allE: r and smaller part o . . . . . . . . . . . ~ . . . . . . . . . . . . . . . 
The mo re one studies t hese change s the more i t seems 
clear t ha t t hey are part and parcel of the gener al 
social movenents that we ha e been cons i dering . 
Social demands a:r.d cor r elative school r esponse have 

· been in oper a tion for s ever al decades now , i ncr ea s­
ingly so in t he l ast t wo decades ,, 

(Kilpat rick , 1928, 90- 91 ) 

Kilpatri ck make s note here of somet hi ng t ha t mos t ot her writers 

we have l ooked a t have ignored : school could be just as embar r ass ing or 
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even pa :Lnful a pl ace for the t eac her a s for the taught. 

We get an i nteres tinG impressi on of Kilpatrick's approac h from a 

conversation he had with his biographer , Tenenbaum . 

"And that ' s all t he punisn'Tlent I meted out. I never 
punished a single one of my pupils in the three years 
I taught in t hat school . I never used cor poral 
punishment. Not on one o.f my pupils. I was principal , 
and some of t he other teac :iers would send children to 
me, and I couldn ' t e;o back on my te ac hers. " 

11 But with your own children you didn 't depend on the 
use of physical force?" 

"No , not a singl e one . 11 

(Tenenbaum, 1951, 23 ) 

The following s hows that Kilpatrick was not as strict in the 

application of Dewey ' s ideas as he is some times made out to have been. 

F:xtrinsic motivation is ouite acce table as lon as it is t he ri ht sor 
- - - - ------ J. ~ 

o.f extrinsic motivation . 

11Well, I would say t his : The stronges t motivating 
factor in a huma!l. being i s t he des ire for r ecognition. 
• • • If the chi l d can 1 t ge t r ecognition f or being 
t he best boy in t he class , he 1 s apt t.o try to get 
r ecognition for being the worst. The import ant thing 
i s for t he t eacher t o un derstand each child, so he can 
give him r eco~ni tion for t he good t hings in him ; and 
so to conduct his clas s that every child has an oppor-­
t uni ty t o s how off those good things which he can and 
is able to do. I treated t hose children with a kind 
of affection. I never scolded t hem; I neve r used 
harshness or reproof. 11 

( I bid. , 31) 

Kilpatrick has not separated the mo tivational from the moral use 

of punisl1rnent ; he appears to be dealing·with them both toge ther. This 

is shovm aga in here : 

"To build in a child the habit of doi ng an otherwise 
good deed f rom a. habi t ual ,n-ong motive is to build 
an immora.1 character . :r 

(Ibid ., 139 ) 

Hhile r.ot strictly a philoso :1.er , Ear :La Hontessori (1870 - 1952) 

did much to change t he traditional a tt itudes on t he trea t ment of 



children . Her v iews on what a child is, leave little r ·oom for hars h 

punishment in t he conve ntional s ense o 

We have only to appl y the principles s e t out above to 
find t hat t here i s born in the child a peaceful ness 
wh ich cha r a c ter i zes and almost illumina t es all his 
doings . Truly the re i s born a new child morally 
supe r ior to the one 11ho is treated as a helpless and 
ilncornp8ten t being . 

(Montessori , 1 9LB, 109 ) 

She r e j ec ts t he view , as others were a ls o doing , that the child 

should be subservient to t he will of t he adult. 

One often hears it said that t he child ' s will should 
be subordinated in t he obedience , and that in t his way 
t hat will is being trained , because t he child oa 3ht to 
submit and obey •• e • It is in t his way that we pre­
vent him from cultivating his own will-power, and 
commit t he greatest sins a gair.st t he child . He is 
never all owed eithe r t he t ilne or t he means to t est 
himself , to evaluate his own strength or his limitations , 
becau se he is always be ing i n terrupted and overborne by 
our superior power ; he loses heart over t he i njustice of 
his t reatment, whe n he hears himself reproved sharply 
be cause he does not possess what is cont i nually be ing 
destroyed within him . 

(Ibide, 485) 

Mon tessori admits that t here are certain children who will not 

r e s pond to minor corr ections. The se , she claims , can be r e formed by 

isola ti.on., The l anguage used is quite i nterestin[; : misbehaviour is a 

sickness . 

Such c hildr en were at once ex amined by t he physician . 
e • e f O • • • e • 0 0 • • • e O e e e ♦ ♦ ♦ ♦ ♦ ♦ • 

This i sola t ion almo s t always succeede d i n calm.i n[; the 
child. 
• • • • • • • • • • • • • • • • • ·• • • • • • • • e • 

. The i solated chiJ.d was always made the obj ect of 
s pec i al care , almost as if he were ill., 

(Monte ssori , 1912 , 103) 
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Bertrand 11.usse l l (1872 - 1970 ) , who attempted to pu t his educa­

tional idea s into practice in an experimental school i n the l ate 1920 ' s 

is pe rhaps mos t easily r emcn;be r ed in the history of edt1ca tion by tho 

a!}pellation of his de tractors> 11 o rod and no God . 11 His idea of the 



treatment of' children was a gentle one. 

For my part, I believe that punishment has a certain 
very minor place in educati on ; but I doubt whe ther 
it need eve r be severe. I include speaking sharply 
or r eprovingly among puni shments . The most severe 
punisrJnent that ought to be necessary i s the 
na t ural spontaneous expression of ir.dignation. 

(Russe l l , 1926, 167 ) 

He guesse s t hat harsh methods create the need for harsh me t hods. 

I f one can j udge from t he books of ol d-fashioned 
disciplinar ians , the c hi1dren educated by the old 
me t hods uere far naughtier than the modem child. 
• • • I should t hink the fa,1lt lay more wit h his 
parent s t han with himself. I believe that r easonable 
par ents create reasonable children. 

(Ibid. , 168 ) 

The danger of c orr oral pun is bnen t , he warns us , is that the 

child who receives it will , as an adult , see it as a natural means 

of c ontrol. Reason, as could be expected from such a man , is better . 

Physical punishJnent I believe to be never right. In 
mild forms , i t does little harm , t hough no good ; in 
severe forms , I am convinced it generates cruelty 
and bruta lity. It is true t ha t it often produces no 
r esentmen t aga inst t r_e person who infl icts it ; where 
i t i s custome.ry , boys adapt t hemselves to it and 
expect it as part of the course of natu.re. But it 
accustoms them to the i dea t hat i t may be right and 
proper to i nflict physical pain for the purpose of 
ma i nt aining authority -- a peculiarly dangerous lesson 
t o teach t hose who are likely to acquire nos itions of 
power . And it destroys that relation of open confi­
dence which ought to exist between parents and children 
as well as between teachers and children . 

(Ibid. , 176) 

Russel l r ecogni zes , as do others, t:tat as the child ca.me to be 

reg_ognized as an individua l Hho had_ 12.i ~ _2:'i~ motivations he came t o 

So lonr; as people per sisted in t he notion that love 
c·oulcl be commanded a s a duty, the;)' dicl nothirq:; to 
win i t as a genuine emotion . Consequent1y human 
r elations r emained st.J.rk and harsh and cruel . 
Pun:i.shrnent was p2rt of t his ,/-: ale conception •••• 
Merci fully, a better conception of the r elations of 
parents and children has gradually won i ts wJ.y i n 



t he last hundn::d years, and with it t he whole t heory 
of punis ~nent ha s been transformed . 

(Ibid. , . 177) 

Expe r iP1enta.l PsycholoGy 

Be cause modern education i s far more influenced by the edicts of 

psyc hologists t han of philosophers , these write r s must be examined to 

see what inforfficl tion t hey can offer on the present topic. One branch 

o.f psychol ogy has at t empted to measure rnan 1 s behaviour wi t hin the limits 

of t he s c ientific met hod by c2refully controlling experimenta l conditions 

and by rendering the r esul ts in quantitative and statistical form. But 

cor poral puni shment does not l end itself t o such an investigati on, not 

so much because of a scientific diff icuJ.ty , but because of moral objec­

tions. The scientist1 s own conscience , along wit h public opinion , has 

not aJ.lowed any experiment using phys ica l pain on chi ldren. How couJ.d 

anyone be a l lowe d t o set up , as an example , two groups in whi ch the 

exper i ment al group r eceived , say , so many strokes for each error i n 

ar ithmetic , with t he control group r ece ivine none ? 

It, i s i nteresting to see , on reading the works of the ma j or 

lear ning t heorists , how little t hey have to say on the matter of punish­

ment generally. This may be because of difficulties i n performinz such 

experiment,f; J but it may just a s easily be that among intell ectua l l eaders, 

the cl i m2.t e is such t ha t pun:i.shnent is somet'.-iing not quite nice , and. not 

t o be t a lked about. 

·where p2.inful phys ical punis hnents have been investiga t ed , t hoy 

have i nvariably been on animals ; ..;he re human subjec ts have been used5 

t he punishments have been of a mild na ture . If any conclusions arc to 

be arrived at , t he assumpt i on must be made for t he first type that infor­

ma tion der:i. vcd from t he lower animals is appJ.icable t o the more cornpJ.ex 

human , compJ.ex both i n the t hough t processe s , and :i.n hi s social situation; 
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if t he sec.:ond t ype of expe rlment is to be used, t hen t he asm1mption 

needs to b e ma de tl1at conc lusions dra,m fr om mild punishments , so miJ d 

fre quently t :1a t t hey can bare ly be called punis hment s , are applicable 

t o stronger punis hments. Doth of t hese assumpti ons are , to say the 

l east, dubious. 

A furthe r c omplication ar:i ses from t he fact tha t most of the i nfor­

mation derived from e):i,erinients is of a sta tistic a l natur e : a 1tmean1t 

r eaction is given , wit.h "s tanda rd. deviations". Implied in t his , of 

c ourse , is that u hile one person r eac t s in one way , or at one degr ee of 

s trength, another r eacts i n another way , or at a nothe r degr ee of stren&th . 

To r e l a t e t his to t he present work , when an experi ment on punishment is 

analysed individua l by i ndividual , we usually find t hat the puni shment 

i s successful in bringing about a particuJ.a r r eaction with some , but not 

with others. This i s r eaJ.ly very obvious : t he history of torture , .for 

exampl e , has s hown that confess :i.ons or i nformation c an be extracted from 

s ome quite easily, and from others not at allo 

William Jame s (18)-J.2 1910 ) is quit e important i n the his tory of 

t he t heory of educational procedures for it i s he more t han anyone el se 

wh o f irst approaches the study from a psycholog icc.J. r ather t han philoso­

phica l, a motivationa l rather t han moral, point of view . He analys es t he 

teac hing situation fr o:n the point of view of how t he child will r eact to 

certa i n procedu r es , r ather t han what ought to be done fr om s ome precon ­

ce:ived pllH osophical framework . While he himself contributed little t o 

t he care ful exper i mental support for his conclu sions , it is t hi s 

tr:eor e tical approach Hhic h s hows t he need for such proof. 

This p r agmatism can be s een in earlier write r s , but it was pe r:L­

pheraJ, r a t her t han ccntraJ. , t o t he ir comrn.ent.s. The cause-e f fect. appr oach 

i s well shoun i n the following passai8 . 



Suppose y·ou now appear b efore the child with a new toy 
intended as a present for him. No sooner does he see 
t he t oy than he seeks to snatch it. You s l ap t he hand ; 
it is withdraun , and t he c hild cries. You the n hold up 
the t oy , smiling and saying, "Bee for it, nicely, --
sol 11 The child stops crying , imitates you , r e ceives 
the toy, and crows with pl easure ; and that little cyc 1e 
of training i s c ompl ete . You have substitute d the new 
r eaction of 11 begging 11 for t r..e native r eac tion of snatch­
ing, when tha t k ind of i mpression carrie s. 

Now if t he chi l d had no memory , the process would not b e 
educative . No mat t e r how often you cc,me i n wi t h a toy, 
t he s a:ne ser i es of r eactions would fatally occur, each 
calle d forth by its mm impres sion : see , snatch; slap, 
cry ; hear , ask; r eceive, smile ., But , with memory there , 
t he child at t he very ins t an t of sna tching , r ecalls the 
r est of the earlier experience , t hinks of the slap and 
the f rustratfon , recollects t he b egging and the r eward , 
inhibits t he snatching i mpulse , substitutes the 11 nice 11 

r eac tion for it, and ge ts t he toy i m.rnediately, by 
eliminating all t he inter mediate steps . If a c hild ' s 
fir st snatching impulse be excessive, or his memol'y 
poor , many r epetitions of t he discipline may be needed 
before the acquired r eac t ion c omes to be an integra ted 
habit; but in an eminently educable child a single 
experience 1-rill suffice. 

(James , 1902 , 1-1-0-11-l ) 

I n the folloHing statement, we can see t hat LTames is concerned, 

}ri t h the motiva t ional use of punishment . 

Fear of punishmen t has aluays been t he great weapon 
of t he t eacher, and will always , of c ourse , r e t ain 
some place in the conditions of the schoolroom. The 
subjec t i s so familiar t hat nothing more ne ed be said 
ab out i t. 

The same i s t rue of Love , a nd the instinctive desire 
to please those whom~·love . The t e2.c her who suc­
ceeds i n getting he rse l f loved by t he pupils will 
obtain results which one of a r1ore forb idding t empera­
ment finds it impossible t o s ecurec 

(Ibid ., 1~5) 

James suggests that if one me t hod i s not successful t hen it is U D 

t ·.he....,_t .ea.cher t _o _ cbm ~e his m8t ho:l.s . A m2thod is to be valued only 

accord:i.ns to its succ ess . 

The teac her i s o.fte?n confronted in t he sch,.oolroom 
with an abnorrn 1.l type of will , which we will call 
the "balky will1' . Cert a ·.n chi1c.1ren , if they do not 



succ eed i n doing a t hing i mme diately, r ema i n c ornpl e t e J.y 
inhi bited in r egar d to it: it be c ome s liter a lly imposs ible 
for thGm to unde r s t and it i f it b e a n ou tua rd ope r a tion, 
a s lon[; as this par t icul a r inhibited c onditi on l a stse 
Such c hi ldre n are usually treated a s s inful , and are 
punishe:: d; or e l se t he t eache r p it s his or her wil l 
against the chi l e ' s uill , consi c1.erinc:; tha t the latter 
must be I br oken 1 • • • • 1tfnen a situa tion of t hi s kind 
i s once fairly develope d , and the child i s a ll t ense 
and excited i mra rd1y, nine t een time s out of t wenty it 
is b est for t he t eacher to apperc e ive t he ca s e a s one 
of nel.!r a l pa t hology rather than a s one of moral culpa­
bility . So l ong a s the i nhibiting s ense of i mpossibility 
r emains in t he child I s mind , he will cont i nue unable to 
get beyond t:-ie obst:J.c l e . The aim of the t eache r should 
t hen be to ma ke him simply forget . Drop t he sub j e c t for 
t he t ime , divert t he mind to somet hing else : then , 
l eading t he pupil back by s ome circuitous line of 
association , sprin g it on him again before he ha s t ime 
to r ecognize it, and as likely as not, he wi11 go ove r 
it n oH without a 11y dif ficulty . It is :i.n no othe r way 
t hat u e ove rc ome balkine s s in a hors e : ive di vert his 
attention , do s ome t hing t o hi s nose or ear , l ead him 
around i n a c irc1e , a !1d t hus ge t him ove r a place whe r e 
floggi ng Jroul d onl y have made him mor e inv incible . A 
t ac tful t eacher uill never l et t hese stra i ne d s i t uations 
come up at a ll. 

(Ibi d., J81-182 ) 

James ' r e jection of failure t o le ar n. a s sinfuln ess or wilful 

s tubb ornne s s c omes out c l early here . lJo mora l judgement i s ma de , 

t herefore no moral r eaction is poss i bl e . 
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Edward Lee Thor ndike (1.S ?Lt - 1949), one of t he nost prominent of 

t he earlier experi menbl psychol ot;?; i sts , was t he orig i na tor of the 

11 Connec tionisV' theory of l ea r n in~ . Host of his c crnments .:, r e gene r ali­

s a tions derived f rom expsr i ments nit}' ani mals. In one of his earliGr 

works , 1-rn can s ee t he general pattern t hat he was to follow i n his ove r 

.fifty yc ;J. r s of '.-JritinG . 

It is tr ue t ha t i f ar1 animal learns to r e spond cor ­
r ectly f r o1:1 the i nfl i cti on of pa:Ln , it rnay l ea r n 
r apidly . Bu t t here i s a stra:i~ t endency for a n 
animal , i f pun i she d for a 5 ive:-1 response , not t o 
avoid it i n favour of t he ri:;ht one , but to avoi d 
maki ng any . The more intense i..l:e punisi,rnent , t he 
more likely tr.i s i s t o be t he ca. so . 



To ·hit a ba by ' s hand every time it starts to r each for 
some imp r ope r ob j Gct 0: 1 a t able can be shown to be use­
ful ; but to hit a child ' s hand becaus e a blot is found 
upon 2 shee t of uri tine; can b e s ho1,m to be waste f ul as 
well as cruel. . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Wher e the de sired r e sponse is simply not to do acer­
tain thing punishment is very useful. \':he n ther e are 
on l y two alternatives , to do A or B, A being wrong , 
puni shment is fairly effective . Whe n t here are many 
possibilities , A, B, c, D ••• N, which are of varying 
merit, punish.ment is likely to be very uasteful. 
· ( ThornC:.ike , 1912 , 201-202) 

Twenty ye ars l a t e r he was to say: 

Annoyers do not a c t on l ea rning in general by weakening 
whatC::ver conne ction t hey follow. If they do any thj_ng 
to l earning t hey do it indire ctly by informing the 
l earner that s uch and such r e s ponse in s uch and such a 
situation brings di stre ss, or by mci.ki ng t he l ea rner 
f eel f ear of a certain place , or by s ome other definite 
and specific c han;:::;e which t hey produ ce in him . 

(Thorndike , 1931 , 46) 
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Thorndike , t hen , aJ. l ows t he use of punishment, but in very rest!'icted 

circumstanc es. Punishment will onl y be i ng about a type of negative l earn­

i ng , either by prev enting be haviour from occur r:i.ni , or by causing an 

alternative be haviour t o be t ried. Thorndike is , of cou rs e , basically 

conc e rned wit}-} motiv.?. t ioYl o But we notice above , when he uses the word 

11 cruel 11 , that the mora l elern.e nt i s not far fr om his thoughts . 

Although t he ir the ore tica l constructs may have been quite different, 

the conclusion s tha t most ot!l.e r experimental p sychol or.; is t s have come to 

concerning punishmen t i n l et1rni:rig have not b een gr ea tly different from 

Thorndike ' s. EdHin R. Gut hrie (1886 - 1959 ), for i nst,mce , distin0uishe s 

thre e kinds of punish.,-nent . "Avoi dance l earnine", "e s cape l earning" , and 

a t hi r cl t ype whic h i s 1-1here a n other wise r e,Brde d behavi our is i nhibited 

( se e Guth r ie , 19:;2, 164 f f. ). He warns t hat in t he l atte r type of conflic t 

situa tion , if t he punishne n t i s ot s tro:-1 .:;e r t han the r e ward, t he r espon se 

i s more likely t o be f ixed than r emoved o 

Perhaps the J.earninG t heoris t mo s t outspo~en on pun i shment h a s been 
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Burrhus Frederic Skinner (190h - ) who l eaves us in no doubt what his 

attitude t owards corporal punishment i s ; but he i s no more sympa thetic 

towards other forms of punishmento 

The brutality of corporal punishment and the viciousness 
it breeds i n both t eacher and student have , of course , 
led to r efor m. Us ually this has meant little more than 
shifting to noncor poral mea.sures, of which educa tion 
can boas t an astonishing lis t. Ridicule (now l arge l y 
verbali zed, but once symbolized by the dunce cap or by 
forcing t he student t o sit facing a wall), s colding , 
s a rca sm , critic ism, i ncai·c era tion ( 11 being kept after 
sc hool11), extra sc hool or home work, t he uit hdrawal of 
privileges , f orced l abour , os tracism, being put on 
silence , and fines - - these are some of the device s 
t hat have permitted t he t eacher to spare the rod 
withou t spoiling the child. 

(Skinner , 1968, 96) 

Skinner ' s ma:Ln ob j ec ti on t o punis hment o:r "aversive stimuli" is 

that it does not do wha t it is supposed to do - - stimulate l earning ; he 

also o:ije cts on t he grounds of its danecrou.s s ide-effec ts. He produces 

experimental evidence t ha t punishrr..en t does not permanently r educe a 

t endency t o respond i n t he undesired Hay . The unfortunate side-effects 

include undesirable emotional behaviour such as t hose called guilt or 

shame , and t he possibility that any occasion which accompani es the aver­

sive stimul i c ould be affe cted; that is, t he child could come to dislike 

not only wrong answers in arithmetic , but also arithr:1e tic as a whole, 

t he teachers } or the school. Also : 

The di scipl ine of t he birc h rod may facilitate l earning , 
but we must r emembe r t ha t it also breeds followers of 
dictators and r evolutionaries . 

(Ibid., 57) 

Skinner suggests t ha t r ather than use puni shmEmt, we s hould attempt 

t o weaken t he 11 operant 11 in other ,a-rs . 'f he most effective of t hese i s 

extinction , by not responding to the undesir e d behavio11r . 11 For get t ing 11 

or t h,:; 11 developmenfal schedul e!! may be use d ; :i.n l ay:m2n I s t erms , letting 

t he child gro\-r out of it. Sorr.etirne s 11 sat:i.ation11 may be usecl , by over-
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filling a particular be ha vi our ( e . 8 • by hu.vini:; a finger-nail biter bite 

more than he wants t o so t hat the need goes away). Another t echnique 

is to use posit i ve r e i n forcemE:nt on desire d behaviour that is t he oppos ite 

of , or incompatible with , the undes ire d behaviour . 11 Aver sive control is 

t he most shameful of irre l evanc i es " (Ibid , , 85). 

A f urthe r argument for t he delibe rate i nfliction of physical discom­

fort is r e jected by Skinner. He opposes 

• • • the current argument i n favor of t he cane or r elate d 
ave r sive practices on t he ground that t hey build character ; 
t hey t each a boy t o take punishment and t o accept re spon ­
sibHity for hi s conduct. These are worthwhile eoals, 
but t hey should not necessarily b e taught at the same time 
as , say , Latin grammar or ma t hematics. 

(Ibid., 87 ) 

If it i s desirab l e t o t each tolerance t o pa inful stimuli , and 

Skinner argues elsewhere t ha t it is , it should be t aught specifically 

t hrough a graduated progro.mme . 

Skinner argue s fr orr. exp eriments in motivation. But when he use s 

such emotionally l aden t er ms as 11brutality11 and 11 shame fuln, his comments 

l ie more in t he r eal m of moral out bursts t han scientific de t achment. 

Some indication of the present si ti.Jation of punishment as a field 

of inquiry in psychol ogical research can be gaine d fr om the Encyclopedia 

of Educational Research , of which there have been t hree editions, 1950, 

1 960, and 1969. In none of these editions of t his r e f en:nce work i s 

th e re any mention of corporal punishment as such . Thi s is not surprising, 

for as has a l rea dy been point ed out , it is unlike ly t hat a society 1-rould 

allow t he unnatural circumstances needed for careful1y c ontrolled experi­

mentation ; thus all th s exper imental works r eported on punishment are 

e ithe r on anima l s , or are very mild punis hments for children suc h as 

ve rbal r eprim':tnds o 

One interesting f ea-Lure worth noting is that :in the 1950 e cli tion , 
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the article on 11 Hewards a nd Punishmen t.s 11 occupies almost a pa:;e with a 

c ouple of para~raphs on punishments. In the 1960 ed:1. tion, 11 Punishmen tll 

is given a separate article , and occupies about half a page on it s mm. 

Then in the 1 969 edition, the section 11 Punishment'1 i s given one and a 

half pages. This would indicate t hat t here i s an i ncreasing interest 

and body of knowledge in the area of punishme nt as a topic of psychological 

importance. If any definite conclusions can be made from these articles, 

it is the c omplexity of the i ssue , and the general l;:i.ck of knowledge in 

t he area . 

Generally the artic l es are not as complete , analy-tical or thorough 

as the art icles by Solomon and Church, a discussion of which follows~ 

In a highly t eclmical article 11 The Varied Effects of Punishment on 

Behaviour 11 , Russell M. Church analyzes all the experimental evidence up 

to t he time of wri t ing , 1963, on the effects of punishment. Despite the 

l engthy and sophisticated nature of his invest~_gation, Church's main 

c oncl usion is a s imple one : 11 Considerable uncertainty r emains to-day 

r egarding t he effect of punishment and there doc s not appear to be any 

singl e r e l iable effect" ( Church, 1963, 369 ). He r e co:mnends tha t further 

experiments be undert aken with animals with the hope tha t t he re is suf­

ficient similarity betue en anim:11 and man for the conclusi ons derived 

from the former to be applicable to t he latter . 

If Church is cor r ect, and he c ertainly presents a formidable case , 

at thi s stage no definite conclusions can be arrived at from the psycho­

logical evidence as to uhat effects punishment Hill have on l earning , 

nor i s there any conc l us ive evidence from psyc hological experimentation 

as t o what side-effects may occur . 

While his article is almost uhcl ly an a ;-ia lysis of scientific dc1tc1, 

he makes one intercst:Lng comment on t he moral aspects of the problcmo 



We vriJ.l quickly pass over the moral obj ec tions after 
noting t hat , usually , the choice is not simply be tween 
r eward and puni slrnent. Whenever the alternative to 
punishment involve s depriva tion or extinction , the 
r e l at:~ve moral va lueD are difficult to assess. 

( Church, 1963, 395) 
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The article by Ri chard L. Solomon , 11 Punishnent11 , should b e read in 

con junction with Church ' s, as Solomon uses it as a background., 

One i mp ortant part of t his article is to apply the total exper i­

ment al evidence to various theories of l earning , such aR those of 

Skinne r, Tolman, Hull , Guthrie, Thorndike and certain of t heir fol.lm,mrs. 

His attitude towards all of these is summed up in his labe l of 11 scien ~ 

tific l egends ." In his comment on Skinner , fo r instance, he says: 

I admire t he humanitarian and kindly dispositions c on­
t a i ne d in such writings . But tho scientific ba,jis for 
t he co:iclusions therein was shabby, because : even in 
19J f.l , t he.re were conflicting data which demons t rated 
t he great effectiveness of punis hment :Ln c ontrolling 
instrumen t a l behaviour. 

(Solomon , 19611, 2Lr8 ) 

He even goes so far as to say that the re is not sufficient evidence 

to prove that any but a f ew sub·iects will suffer neuros es as a r esult of 
V ---- . --------------- ·-- --

heavy punishmcnt,c ~ ----
In e::i.ch case Solomon shm-rn t ha t crucial aspects of the theories 

as applied to punis hment cannot be susta ine d by the scientific evidence. 

He sums up t he present position as follows : 

Our l abor a tory lmowledD;e of the effects of punishment 
on instrum,mtal and emotional behaviour is still 
rudimentary -·- much too r udimentary t o make an i ntelli­
gent choic e ariong co::1flicting ideas about it. The 
polar i ze d doctrine s are probably :i.nadequ8te and in 
error . The pot')ular:i. zed Skinne rian pos Hion c oncerning 
t he inadequacy of punishment in suppressing "instru-­
rnentalfi behaviour i s , i f cor rect at all, only c ondi­
t ion· 11.y c orroc t. The Freudian !JOS:L tion , pointing to 
a pa in or traun:a as an agent for t he pervasive and 
long-13st :Lng disto:rtion of "affective " behaviour is 
equally que s t ioreble , and only concli tionally correc t. 

( I bld ., 25?) 



One of the threads of this history has been t o show how gradually 

men have moved from a belief in the necessity of punishment in the 

trainbg of children, to a belief that any good. which punishment may do 

i s far outKei8hed by the harm; that whatever little may be l earned under 

punishment , that same punishment will prevent much greater l earning , and 

will have many unfortunate side-effects. But now we discover that a 

close examination of scientific evidence shows that these claims cannot 

be sustained at this stage ; that while ther e is no irrefutable evidence 

t>iat punishments can bring about the desired effects , neither is there 

any i rrefutable evidence t hat they cannote All too often t he psycholo­

gists appear to have tried t o prove experimentally what they believed 

was morally desirable. Does this mean , t hen , that the teacher or parent 

could use whate.ve r methods he feels like using, including physical pain , 

secure in the knowledge t hat no 11 expert 11 can show t ha t his methods are 

wrong? 

One ans1ver to this is t hat uhile the scientific data may not be 

conclusive , the teacher can r ely on his 01-m observa tions , and the good 

sense of so many intelligent people both now and in the past , firm in 

t he belief t hat what the psychologists have been unable so far to prove, 

is in fact t rue . Children w:Lll l earn much better, will generally not 

suffer emotional problems , and will build up a much more productive 

r elationship with adults i f they cone to the l earning situation because 

of' its attractiveness, and because of their own desires , than if they 

come to it from fearo 

A furt her ans~-ror lies in anothe r thread which has been pursued 

th rough ✓ out this work , that gradually thinking men have com2 to the 

belief that punishm::mt is in itself morcJ.lly wrong, that no one has the 

right to inflict up011 a :iother i ndecency , h,milia tion or pa:Ln. ./\.t this 



time , t he oppos ition t o punis hment, particul a rly c orpor a l punisl11Hen-L, 

mos t s ecur e l y r e sts on t his bas is , an ethica l basis. 

Clinical Psycholo/~Y 

The methods of cl i nical psychology are quite different from t hose 

of e)q:ieriment a l psyc hology , though ofte n t he t wo are u se d in conjunc tion. 

Through a deep and t horough exploration of an individua l ' s motive s , 

me dica l men and othe r s have su~gested tha t a ctions ·which have traditionally 

been described as crime s or sins have t he ir origins i n inhe r ent abnor mal­

itie s or in basic needs which have bec ome distorte d or perverte d, frequen t ly 

be caus e of childhood expe rienc e s . The the ories whic h have bee n used as 

t he basis for i n t e r pr eting abno rma l actions cannot be explored ful1y in 

t his short spaceo It is sufficient to say tha t through the work of these 

pe ople , the offender has come to b e looked on as s omeone who needs to be 

trea t ed as an e motionally or men t ally sick pe r son , rat her than s omeone 

who is t o be punished. Not jus t the actions of the of f ende r , but also 

t he punisher , have been probed , s o t !iat t he sur face mot:1_ve i s frequently 

s uspcctc 

A numb8r of writers already examine d, s uch as Q'.1 i n tilian , Erasmus 

and J\sch...am, have sugges t ed t ha t t he use of punishment_}-_s the r esult of 

t l;le _ teache r ' s i ndul :-rence in his m-m pass ions rathe r t han the offence of 

t he victim. Confes s i ons of s uch peo:Jl e as Chris t ian Sa i nts are full of 

s elf-doubts and guilts c oncerning t hei r own motives. More r ec ently in 

The Conf ess i ons of Rousseau we find his inter pre t a tion t ha t the origins 

of his abnorma l sexual desire s Here i n his childhood experienc e s e 

Ma demoisell e Larnbe r cier s howed t owards me a motJ-,e r ' s 
affect ion and also a mother ' s author i t y , whi ch s he 
s 01113 times carried so fa r as to inf ] i c t on u s t he 
usua l puni shrn,mt of child.,--:-en when we h.J.d deserved 
it ••.• I had f ound i n t he pain and even i n the 
s hame of it a-:1 e18ment of sensuality uhi ch l eft more 
des ire t han fear of r eceiving t he: exper ience a ;~a in 



frorn the same hand. It is true that , as in all this 
a precocious sexual element was doubtless mixed , t he 
same chastisement if inflicted by her brother would 
not have seeru3d so pleasant • ••• Who would have 
believed , t hat this childish punishment , r eceived at 
the a ,,~e of 8 fro.n t he hand of a young woman of 30, 
would have determined my t astes , my desires, my 
passions , fo r t he r es t of my life? 

(Rousseau, 1945 edition, 13-14) 
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'l'he sexual i mpulse i n flagella tion has been not ed by many other 

writers since . In f act sadism, i n its original meaning , js a L¥PB-_of 

sexua~ _:p_e,r_version i n which --~e?_C:::~~: ___ pleasure is gained from inflict i ng 

pain .on other indiv:i.d.ua lso To-day the word i s often used to describe 

any l ove of cruelty. The word c omes from the Marquis de Sade (1740 ... 

1814 ) who gained notoriety during the Frenc h Hevolutionary period, 

particularly for his writings , but also for his brushes with t he l aw. 

Clinica l writer.s of a hundred yenrs later such as Ellis and Moll Here to 

show that however r epugnant and nausea ting the fie tional descriptj_ons of 

de Sade were , t hey r eveal ed a side to humnn motivation t hat had not been 

clearly r ecognised before . 

In. {ustine j one of de Sade ' s be tter knoun novels , we have a 

det ailed description of t he activities in a school which was set up by 

a certain Rodin solely for t he purpose of sati sfying his perverted 

desires (de Sade , 1966 edition, 82-106 ). One of t he main ac tivities here 

is t he beatinc; of children under the excuse of their alleged mi sdemeanors 

to excite sexual desire and satisfaction i n the teacher. With t he r elax­

ation of censorship, novels and motion pj_ctures i n which flagell ation is 

used f or sexual excitement are beco!'!ling very common . 

The uord masochist, originally applied t o tho person who subP1itted 

t o pain and humiliation t o gain sexual satisfaction and no,r tending to 

ae·scr:Lbe anyone who s8eks satjsfaction in his o~m pain , is also derived 

from a real person , the Ger man writer , Leopold von Sac:her-Hasoch, who 



depicted s uch pe op1e i n hi s wri t:i..ngs. 

A r e sult of t he unde r s t anding of the existence o.f the s e deviant 

:impulses is that t he pers on who i nf1ic fo pain for punis:1ment may be 

accuse d of satisfying his 01-1n s exual des ire s, either c or1sc iously or 

J..) I 

unconsciously , r a ther t han bringing about retribution for an anti-social 

act, or try:L :-,g to i mp rove t he child 's be haviour or l earning. Similarly 

t he ch i l d who is frequently i n trouble may be suspected o.f perverted 

desires. 

One of the earliest and fulles t i nves tigations of the r e l a tionship 

between flage llation and s exual stimulation. 1-1as made by Havelock Ellis 

(1859 - 1939). Because of i t s lengt h, cnly a summary of re l evant s ections 

will be made here . He t ens us t hat there ha d been s one r e cognition by 

s u ch reop1e as Arabian physicians and by }1ediaeval church l eaders of the 

powers of beating t o exc:i.te sexually. The Inqui s ition at one stage , for 

ins tance , prohibited priests fr om inflicting it pers onally or having it 

inflicte d on stripped victims , for this r eason , Beginning with the 

Renaissance pe riod, Ellis gives a nur.1be r of spec ific cases of flagella­

tion used for abnormal sexu2.l pleasure . He stres ses , houever , that 

11 there is, by no means , any necessary connec tion between flage llation 

and the s exua l emotions '' (Ellis, 1913, Vol. III, 129). Indee d he sug­

ges ts t here may even be an inverse r ela tionship betueen the frequency of 

beati n[;S and the erotic possibility . 

While , ho·,-mver , t he evidence regarclj ne seJrnaJ. flae;e llcl.tion 
is r are , until r c;cent times whipping as a punis lm1en t was 
extremely c onmon . It is even poss ible that its ve ry 
preva l ence , and the consequent farnili2.ri ty wi t h which it 
wa s r egard8d , were unfavora le to the development of any 
myste r:Lous cmotion;:il state likely t o act on the s exual 
sphere, excep"~ i n m-:i.rke dly neurotic subjec.:ts . 

(Ibid., 133) 

Ellis point s out that flagellation can lwve a sexua1J..y stimulating 
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effect on eit.:1er beate r or beaten, part:Lcul~.rly when applied to the 

buttocks. The pa in he r e can produce a general excitemen t in the loins; 

and the change in colour and t he t o--and-fro movement of the body sirnu-~ 

l ate the sexual act. There ca.:1 be considerable psychological simi1ari ty , 

t oo , in the relationship of domination and subjection . He believes that 

t his has certainly happened in schools. 

Thus , from several reliable quarters I l earn that the 
sight of a b oy b e ing caned at school may produce 
s e:x-ual exci te:nent in t he boys .-,ho look on. The 
association of sexual excitement uith whippinE; is, 
again, very l ike ly to show itself in schoolrr.asters , 
and many cases have been reco r de d j_n wh ich the flosging 
of boys, under the stre ss of this impulse , has been 
ca r ried to extreme l engthso 

( Ibid., 133) 

Ellis does not come clown either for or a ga inst the use of corporal 

punishment in schools o Rather he points to it as a sexua l stimulant for 

boys, ·which, in the nc.,rmal and healthy , will pa s s after puberty. 

It seens t he r e must be special circumstance s , and 
pertraps a congenita l pre disposition, to bring out 
definitely the rela ticnship of flagellation to the 
s exual i mpul se . • • • On t hese grounds r,1any are of 
the opinion t hat phys ical c hastisement .; prov-ided it 
is modera t e , s eldor:i applied, and only to children who 
are hea l thy and. vigorous , need not b e absolutely 
prohib i t ed. But , however r are and abnormal a sexual 
r esponse to actua l flageJ.lation may be i n adults , "\-J"C 

s hall see that t he general association of whipping 
in the minds of children , and frequently of the ir 
elder~;, is by no means rare and scarcely abnormal o 

( Ibid. , 137) 

It would cer tainly seem t hat we must look up on this 
associ2. tion [ se:zu2.l a~;sociation of" w:cipping] as c oming 
well within t he n ormal r ange of emotion2.l life :i.n 
childhood , although after puberty , when the s exual 
feelings b e come clearly defined , t he attract:ion of 
whipping normally tends to be left behind as a piece 
of chLLdishness. • • • This , however , is not i nvo.riably 
the case in pe r sons who are organi cally abnormal., 

(Ibid. , 142) 

Albert Holl (1862 - ? ) , au tho r of The_~~xual_J:~-fe of the Child 

( firs t published in 1 91?. ) 1s careful to distinguish sadism from other 



t ypes of maltreatment whic;!; are inflicted for the s atisfaction of the 

Trius, dcl i ght in th e sufferings of others , t hough :Lt may 
be regarde d as analogous with sadi sm , has no neccs □ary 
connection wit i'l the s exual i mpulse . 

(Moll, 1912, 140) 

• • o it is only when sue h [ ;,exual rnoti ve s exist for 
maltreatment] have we any right t o speak of sadism. 

( Ibid ., 237) 
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One plac e where the abnormJ.l desire s of t he sadist c an be indulged , 

is i}1 the schoolo 

All kinds of s ubt e rfuge a.re employed by the sexual 
pe rvert to make t he punishmen t appear harmless and 
l eg it:i.ma te. School masters find this comparatively 
easy, inasmuch as t hey are able to allege misco:-iduc t 
such as would or dinarily be visited with a verbc.e l 
reprimand, if not completely overlooked, as t he 
r eason for a wh i pping . Obviously some o.f these 
r easons will be r emarkable. 

(Ibid., 239 ) 

Holl points to three rna in dan.:;e rs in the use of corpora l punishmen t 

on t he child: it may originate or m·:aken s exual psrversion ; certa in child­

r en , havin g experienced sexual s timulat i on , may del iberate ly seek its 

r e petition; and the t eacher may use it to Bratify his or her o,m pe r•­

verted impulses (Ibid., JJ.6-317). Bu t while rec o3:n :Lzing the se as 

definite possibilitie s , Moll i s not prepared to be carried to the l engths 

of advocating t he complete prohi bition of c or pora l punishment~ 

I r emain of t he op:i_nion t hat ,,e c a.nnot propose to do 
away altoiether uith corporal punishinenfo in our 
sc hools ; at any r ate , s uch punishi;fr:nts r ema in, I 
consider, esscn ti2.l, so lo!7.g as cer·tain othe r reforms 
are still wanting . Among tl:e reforms which are 
indispensible preli.r1inaries to t he complete .qbolition 
of corporal punishment , is one g ivini a greate r power 
to expel im10lent and undiscipl ined boys. Not until 
such a power is granted can " OTpor-:::1 pun:i.sh.-nen t be 
aboli s 1red frcm our schools. For a flogging is often­
times t he onJ y punishrnrmt of .-1i1 ic h a r ough and ilJ.­
c ond:i. timed. b oy is afraid. 

(Ibid., 318 ) 
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He warns against assuming t hatcert.a:Ln people are l ess likely t o 

be guilty of perverted i mpulses . He suggests that r eligious persons, 

and uomcn , contrary to general opinion , are more likely to be guilty 

t han others. And young t eache r s should be watched, for they l ack the 

moderation of experience. He r ecommends that 

•• • as f ar as t he possible effects on heal th ar e 
concerned, and especially fr om t he point of view of 
sexual hygi ene , blows upon t he palm of t he hand perhaps 
constitute the l eas t dangerous form of corporal punish­
ment. 

(Ibid . , 320 ) 

He concludes t his section by warning 

• •• however strongly ue may f eel tha t it is essential 
tha t there shoul d be no abuse by schoolmasters of their 
r i ght t o administer corporal pun j_shment, none t he l e ss, 
• •• we need safegDBrds also against t he abuse of 
sentiment al i t :ir . 

(Ibid., 321) 

It is worth noting that t his edition of Moll 's work has a strongly 

favorable introduction by E .Lo Thorndike , t he influential American 

psychol ogi s t, so the ideas 1-1ere no doubt widely dissemina ted. 

Probably t he most i nfluential person in t he development of cli nical 

psychology was Sigmund Fr eud (1856 - 1939). Although he does not appear 

to have made any systemat i c anal ysis of punishment , much of what Freud 

wrote has implica t ions f or t his study, t he most important being his 

suggestion tl,at many neurotics will deliberately seek both t o punish or 

be punishedo 

The punishment uill not infrequently Gi ve those who 
carry i t out an opportunity of corr:r: i tting t he same 
outrage under colour of an expiation . 

(Freud , 1964 edit ion , Vol . 13, 72 ) 

All our social institutions are framed for peopl.e with 
a unitGd and normal ego , W'.!ich one can cJ.ass ify as good 
or bad , which either fulfils its f unctio~ or is aJto­
eet her elimina ted by an overpowering influence . Hence 
t he juridical al t crnati ve: r cspons:;_ble or irrespons ible o 

None of t hese distinctions apply to t he neurotic. 
(Ibid., Vol . 20, 2~1 ) 
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He points ou t t ho. t t here is a cJa s~ o-C pc oJ.2le who ore 111otivated 

by a 11 sense of ;;ui l t11
; i ns t e ad of pun.ishnent acting as a deterrent to 

t he se people , the ir deeds were c orrrrni tted "principally because they we re 

forb:Lclden and because the ir execution wa s accompanied by mental relief 

for the doer" ( Ibid., Vol. 14, 332 ) . He t rac es t h is guilt to t he 

oedipus c omplex fr om which stems infantile parricide and i ncestuous 

wishes . This sort of pe rson suffers 

• •• from an oppressive feeling of guilt , of which 
he did not know the origin, and after he had c ommitted 
a misc.eed this oppr ession was mitigated. His sense 
of guilt was at least attached to sometr1ing • ••• 
It is as if it were a r e l i ef to b e able to f a sten 
this unconscious sense of guilt onto some thing real 
and i nnne dia te • 

(Ibid., Vole 14, 332 ) 

This also applies, of c ourse , to children. 

With children it is easy to obse r re t hat they are 
often 11naughty" on purp ose t o provoke punishmen t, 
and are quiet 2nd c ontented after t hey have be en 
punisted. 

( Ibid., Vol. 14, 332 ) 

Freud by no means suggests t hat all actions l eading to punishments 

are t he r esult cf t hese motiva t i ons . He distinguishes as exceptions 

t hose 

• • • who c onrr.i t er ime s 1-ri t h out any s ense of guilts 
who have eitr,e r deve lope d no mora l inhibi tio:1. s or 
who , in t he ir conflict wi t h s ociety, c onside r t hem­
selves jus tified in the i r actions. 

(Ibid~, Vol. 14, 333) 

The i rr.portant poi nt made b y Freud -is that punis h.ment can lure as 

well as deter. By a t t a ch ing inne r and obscure guilt f ee lings to a 

r ealistic offence , one ca n ga in r el i ef. 

Others , including hi s daughter , A:1na Fr eud (1895 ~ ), have 

attemp t e d. t o put Fre-ud I s the ori es i nt o 2.n educ2. tional s e tting. Anna 

Freud tells us tha t i n t he l atency period ( fr om appr oxima tely 5 to 11 or 
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i ncluding the all i mportant Oedipus Complex. But t he skilful t eacher can 

avoid many of t he problems that a parent faces by becoming f or the group 

nthe universal super-ego , t he i dea l of all. 11 If t he teacher is success ­

ful, punishment i s not necessary because "compulsory submission changes 

into voluntary submission" (Anna Freud , 1931 , B8-89 ). 

The i nterpretations of the underlying motives have been many and 

varied. Martha Wolfenstein , for instance , suggests t hat 

••• punishments t end to repeat some earlier phase 
in parent-child r elations not only in the choice of 
i mpl ement s but also (where the punishment is corporal) 
in t he part of t he body to which the punishment is 
applied. 

(Wolfenstein , 1950, 313) 

Spanking r eflects a particul ar method of toilet-training , ear­

pulling r eflect s a method of i nfant-feeding , and so on . 

Some clinical psychologis ts take a wider view of corporal punish­

ment. Dr. Derek Miller suggests t hat "its us e is a r eflection of the 

overall attitudes and practices of societv. 

The more controll ed. a society appears to be in its us e 
of aggr ession , the more willing it is t o use forma­
lised tec hniques of violence such as corporal punishment. 
While Britain was a highly controlled society i n which 
physical aggr ession between citizens was relatively 
r are , t here was little question of "abolishing the 
birch". The increase d r ate of violent c rime indicates 
t hat Br itish society is now more openly aggr ess ive, the 
need t o have a ritualised outlet for aggr essive fan­
t a s ies has diminished and t he birch is abol i shed . 

(Mi ller, 1967, 9) 

He suggests t hat there t ends to be an inve rse relationship bet ween 

legal (or ritualised) corporal punis hment in schools and penal institu­

tions , and the amount of physical aggr e ssion in t he wider society. The 

aim , of course , is to treat ad.equa t el y t he offender and r emedy wider 

social si t uat io,1s so t h'l t the f el t need for aggr ession will be reduced 



in all situations. The use of corporal p unishment, alone with other 

forms of aggr e ssion, is a symptom - - the root cause should be treated. 

Given the present state of our social system it is 
probable that the issue of corporal punishment is 
not a major one in the rehabilitation of either the 
penal or educational systems . If both systems were 
well r un the use of c orporal punishment would withe r 
away as it already has in some institutions. Legis -­
l ating corporal punishment out of existence may 
satisfy t be conscience , but it represents ne i ther ' 
true penal nor educational reform~ 

( Ibid., 11 ) 

1.rfuile some psyc holoi i sts and educators have adopted one or o ther 

t heory ui th a religious fervour , others have adopted bi ts and pieces 

from various schools of thought until there has come to be a general 

acc eptance t hat deviant behaviour should be treated not punished. The 

emphasis on mental-health , rather t han on moral or inte llectual enforce­

ment is growing , and t he individual's problems are more and more given 

priori ty over the needs of group c onformity . This ha s meant tha t coun­

se lling and thcr ar.-y have cone to have a recognized place in the treat­

ment of children with a concomitan t reduc t ion in the use of punishments , 

particularly harsh punis rnne ntse 

This places a grca t responsibi lity on t :10se wri o advocate and r egu -­

late the use of punishment; if s uc h is to take place , t hen first of all 

adequa te learning conditions must be provide d so th__"lt everyday frus ­

t rations can be handle d befor e t hey develop i n to neuro se s , and where 

exceptional problems arise , adequate r eme di al , p sychological and me dica l 

services mus t b e p r ovi ded . 

'I'hcre is certainly a responsib il:L ty on the part of training and 

employin0 authorities t o screen potential and actua l tea chers for those 

vrho either t:irouc;h mor a l turpitude or E.~r..ot i ona l unbaJ.ancc are like ly to 

ca use s e ri ous p r obl ems in children . But s ome t hing tha t is all too 
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frequently overlooked by authorities i s t ha t t he personal well-being of 

the teacher is greatly affecte d by his t eac hing environment. Where the 

t eacher 1 s morale suffer s from unsympathe tic admi nistr a tion , or when: the 

working conditions aro such t ha t he cannot help but be overwrought, then 

t he child is like ly to suffer in turn. 

This in no way reduces tho resp onsibility of the t eacher for his 

own actions. _ The cry for professionalism is one heard so often a mong _ 

teachers these days, but the professional teac he r is not just one who 

has a grasp of subject mat t e r. He also understands t he needs and motive s 

of children , and is able to translate t his lmoi-rledge into appropriate 

da r-to -day , even minute-to-minute , techniques. 

Teacher T..3::aining Literature 

The way t _he atmosphere c hanged towards t he punish11en t of children 

can be felt by reading the relevant sections of works i n tended for the 

training of teachers. These would b e , of course , a reflection of the 

growing influence of experir:1ental and clinical psychology on education , 

along uith other philosophic and humanitarian forces. 

In professional lite rature oi' t he English-speaking world , at the 

beginning of the Twentieth Century, corporal punishment was generally 

acknowledged as be ing necessary in some extreme case s. Later it was 

usual to condemn it, and finally to i gnore it altogether , pre sumably 

be cause the emphasis has come t o be on t he tra inine of t eachers in 

positive me t hods of c on trol. Only a sm~1ll selection of the se works will 

be mention.ed her e , s uffic i ent to illustrate this progr es sion. While this 

indicate s that the battle against corporal pc1.nishrnent has been accepted 

as won in t heory by the t he oris ts , this doc s not n ean tha t those closer 

to t he classroom .1.re E-CJU:llly convi;-_ced . Al thouc;h not cen tral to t his 

study, j_t, is also inter esting b note how other punis hments are gradually 



elimi na t e d from th8 li:,t of acceptable practices . For example , quite 

early me thods of humiliation are deplored , and later detentions and 

extra work are found to b e wanting. 
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The Cyclope dia of Education, ~ubJ.:Ls hed in 1913, s hows us a picture 

of t he beginn:i_ng of the Ce ntury. The article on II Corporal Punishment " 

i n this refer ence work gives quite a full account of the practices , 

includi ng i nstra,'1lents used , in t he history of Western Fdnca t:LoYl. It also 

gives a summary of t he attitudes towards corporal punishment , but only 

briefly. Of more i nteres t i s t he article on "The Hyr;:Lene of Punishment" 

(Monroe , 1913, 88-89 ) . The writer i s adamant t hat not only "severe 

c orporal. punishment s hould never be inflicted11 but also 11 bizarre and 

unusual punishments in gener al, should a l so be prohibit ed . " 

The r easons g j_ven for extreme car e are n ur:ierous . The r e is a dange r 

of perverted sexual developments ; t he deve lopment of masochism in t he 

r e ce ive r and s adism in tha t eacher. Anti-social behaviour in later life 

as in criminal s and r evolutionarie s is often the r esult of un j ust punish­

ment i n childhood. He states t hat one of t he mos t frequent causes of 

su icide in c hildren ( over a third ) is excess i ve punishme nt. Ment al health 

could de t eriorate because of worry , s hame , loss of nor,:ial s e lf-a.sse rtion 

and courage , w:L t:1 a r e sul font development of moroicl and umrholosome mental 

habits. 

Al t hough he would prohibit ph s ic al punishr1en t at puberty and after , 

t he writer does not c ompl e t ely rule it out for yolmc;Gr children . Where 

punishment must be used for th em hm-. ever , mil d chas t::_seme nt may be more 

effective and l ess dangerous t han other method~. 

In his b ook Te;Jching and Cl ss t1;,rnar:;encn~, publishe d in 1905, 

J oseph Landon givc c a full chapte r of adv ice w1.1 ich include s o. very 

r e stricte d acceptance of corporal punish.11cnt. His mm smrunary is as 



follows . 

Punishme nt should act as a de t errent to wr ong­
doing, and as a stimulus t o effort. It shoul d be 
given for the sake of t he futur e not to avenge t he 
past. Volunta r y right conduct mus t be s ecured by 
other influence s. 

The mode in whic h punishment is inf licted has much 
to do with its sue; ce s s. It s hould be seve r e enough 
for t he child to b e anxious to avoid it, and c a r e ­
fully proporti oned t o the offence. 

Punishment and l earning should b e dissocia t od as 
much as possibl e . 'I'he least amount of punishment 
that will serve s hould always be used ; and the 
nature of t he punis hment should be a s varied a s 
possible. 11 Famil iari ty breeds contempt. 11 

A class needing much punishme nt is certainly not 
well gover ne d, and the tea che r should l ook for the 
cause i n his own a cbn:Lnistra t i on . 

(Landon, 1905, 207- 20B ) 
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This is an inte r est i ng s um.~ary not only of Landon 's advice , but 

also of some of the t heme s that have b een foll m-m d t hrough the pre s ent 

work, and t he stage r eached by t he begi nning of this century. Punishment 

is not t o be used for r etribution but to c ha nr:;c futur e action , it should 

be used as little a s poss ible , t:1.e 1-r.c iter is careful t o ins is t on t he 

s eparat:Lon of mor a l offenc e fr om failure to l earn , and if too much 

punishme n t is use d , t he cause is more like ly to b e found in t he character 

of the teacher tl-:an i n t he clas s. 

In his book School :Sffic iency (published 1917), HoE• Bennett attempts 

to inspire t he t eache r t o avoid corpor a l puni sh,ient. The i n fer ence is 

that eood t ea c hers do not need to plu1is h t heir s t udent s physica lly . 

As a l r eady i ndi cated the right of t he t eacher Hith 
r egard t o cor poral and other punish11e nt is oft0n 
limited by stats l aw and l ocal regul ation . The se 
r e strict ioi1s have a ri sen from the g r ouing r ealiza ­
tion t ha t t he best t e2c hin~ and t he sur es t author ity 
are not dependent on physical coercion . A t eac he r 
1-rh o acc epts a pos i t i on 1-1here suc h :res tr ic tio ns are 
in force owe s i t to his higi: pos iLion not to b e 
findin:; faul t wi t 11 t :-ie r ::., alat:.ons but t o prove t ha t 



he is one of those t eachers who do not need t he for­
bidden means to maintain o.uthorHy. He should keep 
the l aw to the letter and rise f ar above :i. t i n the 
spirit of his teaching and his discipline . 

Coul d an adequate supply of compet en t t eac:-iers be 
i nsured, it -would undoubtedly be t he wise policy to 
r est unlimited authority as to punishment in the 
t eachers and then hold them strictly r esponsible for 
t he right exercise of i t. But boards must deal with 
t eachers as they are , and the re strictions seem to be 
j ustified by t he ir successful operation in many city 
systems. 

(Bennett, 1917, 352 ) 

The mos t r ecen t textbook of V1is type which the present writer 

has been able to f ind and where some sort of corporal punishment was 

actually advocated was Everyday Probl ems in Classroom Management by 

Edwin J. Brown (published 1933),, Generally he is opposed to harsh 
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measures but allows the necessity for making sure that in his early years 

t he child l earns obedience. 

How can we make our repeated warnings to the young 
become part of their innermost being? I r egard t:1is 
as the f undamental problem in child training , and I 
believe the best answer i s a good old-fashioned 
spanking. The punishrnent should be admi nistered 
vi gorously enough to make it hurt, so t hat the child 
will not be likely to repeat his undesirable act. 
I f spanki ng is applied intelligently , no othsr kind 
of corporal punishment will ever be necessary. 

(Brown , 1933, 88) 

In t heir book , Mental !{ygi ene , -~ Hanua1 for Teachers (pu"!,l ished 

19L10 ) , Gr:Lffin, Laycock and Line do not mention corporal punishment, but 

spend considerable time in dis cussi..n.i t he effects of other punishments, 

with particular emphasis on how any form of hu:niliation Hill weaken t.he 

child ' s ego (Griffin, Layc ock & Li..11.e , 19h0, 290 ff. ) . 'rho word "correc -• 

t i on" is used rather t han puni.s~ent , and it s hould be done as incon­

spic uous ly as possible . 

The mo3t r ecent boo]·: of t hi s type examined was Manaf,i ng Student 

Behavior (published 1967) by Amos and Orem. It is i nterest ine not because 



of what it says concerning punishment., but because of the complete 

absence of any mention of punishment as a means of brinc;i.ng about a 

particul a r ty-pe of behaviour in students o 

A Major English Survey (1952 ) 
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In April, 1947, in the British House of Commons , the Hember for 

Newport r aised the question of the total abolition of corporal punishment 

in Stat e Schools. He stated that 

• • • sue h punishrri.ent is unjustifiable. It merely 
t errorises and demoralises a child. It does nothing 
to ma ke a bad child into a good child. It does not 
correct any faults or prevent other children from 
committing the same fault. • • • It always injures 
a child 1 s character , demoralises and degrades t he 
child and causes terror and coarseness •••• I t 
ha::1 a disastrous effect upon our young people •••• 
No t eacher should be allowed to have l egal permission 
to inflict corporal punishment on a-:i.y child at any 
time o 

(National Foundation for Educa tional 
Researc h, 1952, 3) 

As a r esult of t his , the Ministry of Education asked t he National 

Foundat i on for Educational Research for an impartial inquiry into the 

general problem of the effects of r ewards and punishments in schools , 

with particular em) basis on corporal pun i shment. The r eport, A Survey 

of Hewards and Punis hme nts i n Schoo _s , a work of 432 pages , was pub­

lished in 1952 , mainly as tho r esul t of the r esearches of H.E. Highfield 

and A. Pinseto 

This was t he only study of cor poral punishment which the present 

writer was able to find which me t the standards of high scholarshipo 

Because it i s comple t el y i mpossible to do justice to this work in a 

short space, the r eader is referred to it, if f or no othe r r eason than to 

seo how well educational r osearc h can be carried out if tho time and 

money are mad.e available , and ho.•r importa~1t problems can be t aken out 

of t he r ealm of emotional bias i nto the uorld of i nt elligent analysis o 
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Some of the matters tha t were analysed we re as follows: what 

me thods of r ewards and punishments did toachc rs cla im t hey made us e of 

i n schools , how effective did they think they were, what did students 

t hink of the same rnetf1ocls; who was actually being punished and for what 

offences; what is t he relationship of t he a ge of t he child, the social 

background , the teaching c onditions , to the r ewards and punishments used ; 

what were the c haracte ristics of the child who was most likely to receive 

t he punishment? 

On t he question of why teachers punish, certain hypothese s were 

t ested. No evidence was found t hat teachers punish out of sadism if it 

does occur, i t occur , it occurs very occasionally. (Curiously, no sug­

gestion was made that such situations would likely be well hidden. ) The 

most pe rsistent. motive of teachers for punis hment is the maintenance of 

class control. This is partly because t he t eacher ' s professional satis­

faction and welfare depend on efficient instruction, but as muc h so, at 

least with male t eac hers 3 because loss of control is equated with loss 

of self-esteem. A very close r e lation ship was found betwee::i conditions 

of strain and difficulty caused by poor teac hing conditions or t he need 

to c ontrol childTen from very poor backgrounds , and t he amount of corporal 

puni shment u sed ( see pp . 3.58--359). Ti1ere was a t endency for female 

t eachers and youn::;er t eachers t o us e and advocate c orporal punishment 

l e ss than male and olde r t eachers , but· of t he almost one thousand 

t eachers questione d, only 3. 5% were in favour of total prohibition 

(p. 289). The l e sser use by beginning t.e o.chers is interestfog , for it 

is c ontrc1ry to earlier evidence; it Hould seem to be t he result of improved 

t eacher trainini; . 

One impor ta nt point made by the report is t ha t not only can the 

matter of corpora l punishment not be divor ced fr or.t t eachei' ' s atti tude s 
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and needs and the school condition s , but also it cannot be divorced from 

t he social conditions and attitudes of the communi ty in which the school 

is situated (p. 360--1 ). 

The r eport makes clear t hat if corpora l punishment i s to be elimi­

nated , then certain other conditions must be fulfilled . The teachers 

involved have to be committed to such an ac t ion , t eachers will have to 

be better selected and trained , much bette r f acilities must be provided 

i n sc hools . and adequate provision of clinics and special classes for the 

more serious behaviour problems must be made., 

One curious feature of this report, and one t hat the present writer 

believes was a.n inadequacy , was that there was no clear a tternpt to 

different iate between rewards and punish.rnents for moral offences and for 

l earning i nadequacies. The one classification of type of offices is Ao 

an ti-social offences B. offences against r egulations C. offences indi­

ca tfog l ow standards of behaviour D. behaviour indicative of personality 

disturbance and needing psychological i nvestiga tion . When we look at 

spec Hie offences under these headings , we see that along wi t!1 1.ying , 

chea ting , stealing and such they include careless wo:rk, inconsistent 

error, lack of concentration, l ack of initiative (p. 239 ) . These seem as 

like1y to be l earning problems as behaviour problems . V.'hilc U,e authors 

ad.mi t that one i moulse fo:t the use of corporal punis hm,mt i s the demand 

by t he t eacher or extra-class1~oom authorities :for highC:r standa.:rcls of 

school work , they do not seem to have t aken this into accoc.1nt in their 

analysis of the problem. 

Another aspect examined was he effectiveness of fifteen det errents 

as ranke d by teachers and dislike of these same det -2 rrenus as r anked by 

pttpils (c hap t. 11 ) . Conc idcrablc differences occurred bsb-reen sexes , 

position in t he education hierarchy, t),X: of school , and geographic loca-
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t ion. The ri.edian for corporal punisllment was given the highest rank for 

effe.:::tiveness in t he boys 1 Secondary Modern Schools as ranked by t eachers, 

but was l east effective of all me thods as ranl::e d by teachers in girls 1 

Gra:nmar Schools. It would appear that where strong measures nee d to be 

t aken , physical pain is l ooked on as t he strongest measure ; where s trong 

meas ures do not need to be t aken, there are serious doubts about t his 

measure . 

In the ranking by dislike of deterrents, boys (age d 11 - 15 ) marked 

corpora l plmishment f ourth behind unfavorabl e r eport home , deprivation of 

games or other privileges, and being under strict s up2rv·isionc Wi th girls 

it tied for second, uith deprivation of privileges , and behind unfavorable 

r ep ort home as first. In allnost all subdivisions of the r anking , cor•­

poral punishment had the widest spr-ead of attitudes, i ndicating , if nothi..ng 

else, tha t i t is t he most c ontroversial of de terrents. 

The Presen t Situation 

There i s no doubt that corporal punishment c ontinue s to b e used i n 

t he schools of t he English-speaking world , but there is also no doub t 

t hat its use and justif ica tion varies considerably with t he t ype of local 

c ommunity and attitudes of t he a dministration and the teachers . This can 

be ascer t ained by t he r egularity with which the topic is f eatured i n neHs­

paper s , t hrough exa:nina tion of sc hool "pu:1ishment 11 books , or through 

c onvers a t ions with teache rs. There al-so seems to be a continuing r educ­

tion i n its use because of groHing opposition among educational philoso­

phe rs and psychologists , t eachcr-trainint:; institutions , administrators , 

and t he t eachers themselves e 

To give a more accurate picture of the present situation woul d 

r equire an i nvestigatio::1 similc1r to the F.ngl ish survey examined above . 

As this was the work of two trained r cscarc !1e rs with much support, directing 
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t heir time for over a year , this would mean t he allocation of conside r able 

r e s ources. Even t his would. only t e ll us wha t the present practices and 

atti t·u.de s are . Accurate empirical informa tion of the effects of corporal 

punishment far beyond that now provided by the s ocial sciences i s needed. 

But as has already been noted, t he i nvestigation of the effects of 

punishment is in much the sar,1e posi tion as the i nvestiga tion of certain 

di seases : t o f ind out what the s e are , it would be ne ce ssa ry to inflict 

upon c e.rtain pe opl e situations wl1ich coul d well harrn them considerably and 

irreparably~ ------
Probably the best solution is to accep t the moral belief that 

punishment i s t o be avoided wher eve r possible , t o strive to find methods 

of motiva t ing and c ontroll ing children whi ch are more subtle , and more 

agreeable to both t e acher and child , as ue ll as to the public at large. 

Despit e m:Lnor s e tbacks , the tendency appears to be in t he d:Lrection of 

be tter tra i ned t eachers, be tter l earning condi t:i.ons and a more sympa thetic 

attitude on t he part of the public towards providing the best educational 

s ervic es p ossibl e $ 

The r eal danger may be i n the proscripti.on of corporal punishment 

without an adequate provisi::m of t ho neces sary conditions for its r emoval. 

Corporal punishment is probably be tte r r egarded as a symptom of deeper 

underlyin~ defect s i n our educational methods and system, rather t han as 

a c ause i n i tself. As t he se de f ects are r epaire d, corporal punishment 

w:i.11 probably disappear as t he t eachers no l onge r f eel a need t o u se it. 

Desp:L te t his , t he re is a t endency for aut'.lor:L tie s to trea t it in 

isol ation without an adequate examination of its underlying causes, or 

it s part in t he large r picture of educati on . The r e may also be a t endency 

t owards its tota l abolition. ,Just over t en y ears ago, the 11 Chant 11 Royal 

Com.11iss :Lon en Educa tion in British Col.u,11bia advocated t he main t enance of 
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t he sta tus quo (Province of Brit ish Columb i a , 1960, 1-100 ), but in 1968, 

the 11 Hall-Dennis 11 Report i n Ontario flatly demanded total prohibition. 

Recommenda tion 29 . Abolish corpora l punishi-nen t and other 
degrading forms of punishment as a means of dj_scipli ne 
in schools , i n f avour of a climnt c of warmth, co-operation, 
and responsibility. 

(Ontario Department of Education, 
1968, 182) 

The wording of the supporting argument is inter esting. 

A child is not a young adult, and just as we accept 
his need to increase in wisdom, we mu[:t a ssUJTie his 
need to grow t owards maturity of conduct. The 
application of punishment in the area of b ehavioral 
l earning is not more de fens ibl e t han its application 
in any other area of l ear ning . 

(Ontn rio Department of Education,· 
1968, 95) 

As a r e s ult of t his, G.L. Duffin , Assistant Dq::u ty Minister ,s 

is sued a memorandum t o all Boards and administrators sta tine as a conclu­

sion : 

Consequently, it is considered that t he us e of corporal 
punisbmen t in any form i s not appropriate in the schools 
of Ontario and it i s r ecommende d that principa ls and 
t eachers refrain from its use. 

(Ontario Departrr.ent of Education ., 
December 16, 1968 ) 

Just as this is be:i.ng ,ITi tten, t he Toronto Board of Education announced 

it had abolished corpora l punishment in its schools (Vancouver Sun, July 

23, 1971 , 16)0 

Furthcrrr;ore , t he t eacher c armot necessarily expect tha t his pro­

fessional colleaGues will support him a gains t authorities. The Dritish 

Columbia Teachers ' Federati on Repor t , Involvem8nt , sta t ed ( r ecommenda tion 

88) that corpora l punishment should be eliminated (British Columbia 

Teachers ' Fede r a ti on , Se ptember 1968 , 70 ) . 

Sumrnar;r 

The advanc e s na de in t eaching rr.c t hods in t he !Hnetecnth Century 
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were continued and received wider appl i cation in t he Twentieth, so that. 

with t he i mproved quality of t eachers and better learning condit i ons, 

punisrmient was greatly reduced by the appl i cation of more posit ive met hods 

of cont rol and motiv;:i.tion. Under t he i nspiration of John Dewey and others , 

much was done to r eform t he cur ricul a and methods t ouards a chi ld ' s pre­

sent needs, and punishment came t o be judged according t o its e f fective­

nes s i n bringing about future . changes r ather t han as a r etributi on for 

pas t acts. Some prominent experiment a l psychol ogists have cl a i med proof 

t ha t punishment al ways does more barm t han good , but a c l ose exami na:lJ._gn 

of t he empirical evidence nei t her supports nor defeats such a clai m. At 

t he present stage of invest:i.ga tion, opposition t o corpor a l pu..riishment 

r ests much more securely on ethica l judgement than on scientific evidence. 

Cl inical psychology has contributed much both in the examination of t he 

deeper mo t ive s of punisher and vic tim and more particularly in attempting 

t o cure behavioral pro lems t hrough individual counselling and therapy o 

Despite t hese advances , corporal pun ishment continues to be used to some 

sma l l degree in school s o Those who advocate total prohibition must be 

sure t ha t t he t eachers are convinced i t is possibl e , through the provi­

sion of adeq1 .... ate l earning conditions and psychological services., 
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CHAPTER VII 

DISCUSSION 

The mos t i mport,rnt c onclusion t hat can be made from t his study i s 

s o straight forward tha t it could easily be overlooked : the a ttitudes 

t owards and use of corporal punishment are an inseparable par t of the 

be liefs and customs of a society as a whole . i,.rhere cruelty and pain are 

found in the lives of adults and children outside schools ., t hen they 

will l ikely b e found in t he schools also. Where the society believe s 

t ha t it is desirabl e or even noble for a person to accept pain without 

protest , pa i n will be part of t he training of children . Where it i s 

possible for one me.n to dominate another through the use of f ear, then 

c hildren will be dominated by f ear . 

As pain has been r educed in the larger society , Hith the t reatment 

of criminals and t he sick , for exam le s o t t has become less a ccer>t_g ble 

the d.omi~a~_~on __ of one man_.~ve!._ anothe_r became l ess., and behaviour_had 

to b ~--0~1:-~~d 1?Y pe~:suasi~r:i_ or motivation rather t han by f orce or fear. 

This i s r e flec ted i n the the ory of the trea tmeo t of children where t he 

emphasis t oday is on persuadine or motivating the child in his intellec-

tual achievements or social behaviouro 
/ 

No ma tter how l.o gical or forceful are the r easons f or or against 

c or poral punishment , it is unlikely that t he practice wil l change unless 

deeper and more compl.ex chan1:;es occur in society . We have seen how 

v oices fr om Quintili.2.n and Plutarch to Ascham and Erasmus were not hee ded 

t hough they seem t o u0 today t o be e YCff so sensibl.e o And no doubt a 

Brim;ley or Dr . John::;un uould be l aughed at or i gnored today for t hey 

would be as much out of tune with the se times as t hey were a reflection 
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of their mm day . Any educator , no mc~.tter how worthy his product, who 

established a school based on f ear of physica l punishment , would have 

as much or more t rouble today in maintaining it agains t public opinion 

and l egal ac tion t han did t he early proponent s of experiment a l schools 

hased on f ree expression and devel opment. 

This is not t o say that the ideas o.f individuals cannot c han[;e 

history. Rather it is to say that t hose ideas must be presented at a 

time when other socia l and historical forces are r eceptive to t hem , other-• 

wise t hey will fall on deaf or hostile ears., er will be changed so t hat 

t he original c once tis not r ecognisabl e e 
• 

Certa:i.n questions were asked during the progression of t his studyG 

From an historical point of view the most s i gnificant was to assess 

whether there ha d been an advance in t he approach to t he problem of 

corporal punishment since t he earliest commentators. No one , surely, 

would disagree tha t in actua l practices classroo:n procedures are over­

whelmingly superior to those of even a couple of centuries ago~ One of 

the most important aspects of t his is t hat i n t eres t and pleasure in 

l ea:cning have l argely replac ed fear of punishr,1ent as the commonly strived 

for motiva.t ionc 

But if ue look at one of the earlies t c ommentators, Quintilian , we 

see t hat he was advoc:atine; this approach two t housand yea rs ago$ His 

r easoning was not dissimilar to that used today : the child will not 

l earn vtell when he feels shame or fear$ Nor Fas he the first to observe 

this, for Plato hold that 11 study forced i nto the mind will not stay 

t he r e. n While practice has changed cons:i.derably, the t heory behind it 

is as old as Western Civilisation . 

Quintilian 1 s most important critic ism Has tha t corpora l punishment 

is s hameful and degradin~ , fit only for slaves. This is still one of t he 
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application today in our democratic socie ty where t he rights of all 

i ndividual s are of prir:iary concern . 
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Quintilian also questioned t he motivations of t he teachers . This 

has b een gr eatly elaborated on in t he l ast hundred years, so t hat special 

prec2.utions are taken now through regulations 2nd supervision to protect 

the child from t he i nadequate or cruel teacher . 

In terms of a theore tical approach , then, the basic r easons for 

opposing corporal punishmen t have not changed significantly i n the l as t 

two t housand years c The change has been that the attitudes of a f ew hav 

become generally accepted and applied. It is not t he ideas t hat have 

changed but society ' s acceptance of them. 

The second question concerned the confusion between corporal punish­

ment as a stimulation to learn and as a stimulation to reme dy unacce>,­

t able s ocial behaviour. It was noted that many of the commentators did 

not distinguish be tween the two , in fact did not appear to r ealise that 

t here could be a dist j_nction . One of the most i mportant of these was 

the otherwise excellent English study of 1952. Others , tuo of the 

earlies t being Comenius and .Ascham, opposed corpora l punisrrn1ent for 

intellectual motivation but found it acceptable for moral training . 

Such c ::mfusion is understandable , for there is no clear cut line 

be tween the t wo e At one end it is obvious that failure to learn Latin 

verbs or multiplication tables because of 1:1a ck of capaci ty11 or poor 

memory is not likely to be r emedied by punishment, a.J.thoue;h this was a 

standard met hod for c ent uries. At t he othe r end , de libera te.: des truction 

of prope rty or foul l an~uage would tradit iona lly be called imn oral 

behaviour. But somewhere in be t ween t her e are such "offences '' as lazi­

ne ss , inatt"c.mtion , or untidiness Phich are not clearly either i ntellectual 
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problems or behaviour problems . With t he psyc hologica l analysis of 

motiva tion and l earning , t he t endency seems t o be to v iew the divis ion 

between the two as artificial , that be havioral l e2.rni ng is learning 

just as much as i ntellectual achievement i s . The 11 I!all-Dcnnis 11 r eport , 

fr om On fario, for i nstance , condemned t he use of punis hmen t for all 

typ es of l earning, behavioral as we ll as intellectual. Unfortunately 

t his r eport gave no supporting evidence or argument for this view ..rh:Lch 

t he present write r c onsiders unduly narrow, for it i gnores the ethical 

aspe cts, a point to be r e turned to l a t er o 

From the motiva tional point of v iew , it is useful to look on 

/ . ' 
1 punis hmen t as a form of t reatmen t . From the earliest t imes or.e of t he 
I 

mos t i mp ortant r eas ons for the use of punishment ha s been t o treat 

una cceptable b e haviour , both intellectual and social. What has happene d 

is t ha t gractually a t first , and t hen comparat i v e ly quickly in t he last 

hundred years , t here has come to be an acceptance in educational quarters 

that other forms of trea t ment will work better . Puni shmen t for inte llec-

tu.a l motiva tion Has deplore d quite early; now t here is strong t endency 

~ r punishment for bchavio:ca l motivation t o s uffer t he same fate o 

The c.: laim has been made t hat punis!'-illlent doe s Rorc harm t han good, 

tha t t he child i s t urned more from l earning t han t mJ2rds it, by the use 

of hars h punishments. Unfortunately some of the op:;,onents of punishment , 

i ncluding S1-:inner , an experimental psyc ho1ogi st, seem t o be ass e ssing 

t he evidence , subc onscionsly or otherwise , to prove ci previously held 

moral position. As we have seen from the analyses of Church and Solomon , 

a c lose ex2.rr.inat io :.1. of the expe rimenta l evi dence ne ither supports nor 

opposes this vieK -·- t he verdict i s 11 unprovcn 11
o 

-
The cl.airr. has also been made that the side -effec t s of punishment 

arc darnag ing en oucl1 for it t o b e avc i ded.. Again the vcrJ.J_ct, a ce ord.ing 
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suffering can cause sever e emotional dis turbance , the ha rshne ss of the 

earlier school s i s not now allowed to exist. It seems likely that suf­

f ering among children today will be from causes over which t he school has 

little or no control , such as physical sickness or disturbed family 

r elationships. It is also worth mentioning i n passing t ha t some authori­

ties claim that excessive use of r ewards can be as damaging to personality 

or characte1° . 

In t erms of punishment beint:; used as a treatment in education , a 

useful analogy can be made with medicine .. Once the trea tmen t of t he 

physically and mentally sick was ass oc i t ed with religion wherein the 

possession of a devil or t he effects of sinfulness were driven out by 

superstitious c.er omony. /1.s the causes of disease were attribute d less 

t o t he will of God or t he influence of' a devil, and more to earthly 

origins, l e ss barbar ous methods were used . In education , as f ailure to 

l ear n and undesi rabl e behaviour uere blamed l ess on the deliber ate way­

wardness or inhe r ent sinful ness of t he chHd, so too was the child 

t reated · rather than punished . Frequently , t hough, t he difference between 

trea t ment and punishment is more verbal t han actuale Who can say whether 

t he effects on cJ. child are different when he is t old t ha t he is possessed 

by a devil over which he has no control , t ha.n if he is t ol d that he has 

a psychological disturbance over which he has no control? Or does the 

use of tranquil i sers do more t o affect his personality for good or bad 

in t he long run, than an occasional spanking? 

Some ,JTitcrs such as Neill and Skinner have suge;es tcd that t he 

beat .i.ng of children produces violent and callous adul ts , or t ha t t he 

obedient citizen of a totalitarian society· is more likely to be produc ed 

by harsh school met.hods . But the evidence for t his i s speculative. 
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Some of t he mos t humane people have been .troa tcd harshly as child.ren o 

It may be t ha t there is a confusion of cause with effec t , t hat physical 

punishment is more l ikely to be used in undemoc r atic societies , rathe r 

t han undemocratic societies t o be produced by harsh me t hods. I t is most 

l ikely tha t neither i s necessarily the cause of t he othe r , t ha t they 

both are parts of a l ar ge r still obscure picture o 

It is also probable that people will r eac t in . t he way they are 

expected or t aught t o r eact . The Spartans an<l Eighteenth Century 

Englishmen t ook pride in their ability to bear pa in, and many an 

athl et e today has continued to play despite personal agony . They have 

been expected t o behave in such a way since childhood , and the fear of 

shame or t he r eward of achi evement is a grea t er i ncentive than release 

from pain. But the same amount of pain in a different circumstance is 

objectionabl e . One of Quintilian ' s main ar guments aga inst whipping was 

t ha t it was t he treatment of slaves . He r e it is not so much the pain 

but the shame of being trea ted like a lowe r being t hat is impor t ant o 

'l'he foird question was concerned with how well each writer had 

distinguished between t he phi.losophical or ethical ar cuments and the 

psychological or motivationa l arguments . Again t he mixture and confusion 

of these two t ypes of arguments was pointed out in a selection of com­

mentatcrso 

One of the difficult i es in any discuss i o:1 of punishment is the 

compl exi t y of the i ssue . If we take one of t he oldest mora l justifica­

tions for punishme nt we c.,:rn sec t his . At its simpl es·L :L t is t he "eye­

for-eye " phi.los or,hy - - t ha t if you do so e thing 1-rrong you must pay for 

it . But why? It is obvious t hat if you steal or destroy so111.e t.liing o.f 

mine , you should r eplace it. Thie is e2.sy in the case of pi es or money. 

But an eye ce.nnot be r eplaced , nor can anythini you :?;ive me be equated 
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with my suffering . If we say it is Go·· 1 s will , then each person must 

dee ide. for hims elf how he knows it is God I s will . No more need be said 

than that t he r e have b een many varied and conflicting r eports on the 

./1.lmighty ' s expectations. 

Ther e i s oft en a nee d for psychological satisfaction on t he part 

of t he victim to know that his offender has suffored too ; i n its extreme 

f or m this i s called v engeance o This is a v iewpoint often .ignore d today 

where the offender some times seems t o receive more c onsideration t han the 

one who has suffere d at hi s hands~ 1:Jhile i t no doubt st i ll has much 

popul3.r support , both t he penal and educa tional systems have largely 

abandoned the concep t of retribution in the ory, and much has been done in 

practice . 

When we say tr.at punishment is used as a:1 exa:r.1ple to others not t o 

c ommit similar acts , or to deter t he punished from actinG Hrongly again , 

we m£ty se em to be in the realm of r10tivation r ather t han ethics e But 

even here ethics cannot be i gnored; rather tho tuo are interhrine d. Is 

physical pai:--1 any more or less moral i n itself than any other motiva•• 

t i on ? To t a}(e an extreme case , is the teac he r who gets his students t o 

work through fear of low marks or the strap using irn..rnoro.l incen tives , 

wh e reas the teache r uho gets his students to work through r ewards of 

high marks or ccrncly i s using moral incentives? In other words , i s a 

reward moral and a uunis '.1ment i mrr:cral ? 1:ihile t!-1.e question is obvious , 

t he anmrnr is difficul tc Many modern educational philosophers led by 

Dewey have recogn i sed this s iLuation and lrnve condemne d both r eward and 

punisl1lTl8ffG as 11 extrinsic 11 motivations ; t he aim , they say, is for t he 

studen t to want to do tho task becaus8 o.f its oun attractiveness or his 

own needs , 11 intr.i.. nsic 11 mo·~ i vations . Unfortu:-1atcly, a uorld which can 

opera t e on only i ,:tri:--1sic moth at · ons h;:i.s not yet been r ea lised so that 
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extrinsic motivat:i. 'Jns are still very mt.:ch a p.:i. rt of our lives . 

Another approach to the choice be tween reward and pun:~shment has 

been throuzh the ~)hilos opoics of utilitarian:i.sm and pravnatisrn . Here 

the question is not " is it right?" or "is it God ' s will? 11 but 11 doe s it 

work? 11
• This has probably be en the mo~1t influential a r proach in breaking 

with t:1e past and showing the direr::ticm for t :1e futu:re . It £;ave a great 

opportunity for experim2ntal studie s , but in the realm of hum;rn behaviour 

it has not been as pr oduct5_ve as some might wish_ 

If, as we have se en from the inves tigations of Solomon and Church , 

t he evidence for the effects of punishment on the l earning situation does 

not l ead to any definite c onclusions , then t he que stion is one of morality, 

until further experimentation shows more clearly wha t the effects are. 

But it must be not e d that it is not al.1-mys a question of good or 

bad methods ; it is often a limited choice be t ween s e ve r a l me t hods all 

of which we 1-rould pr efer to avoid . If a child does no t appear to be 

learnin::; be cause of an ina dequa t e i ntrinsic mo tivation such as low 

interest, and remedial attention :1-3. s failed ., do we t h<:m try r ewards and 

punishments? And j_f t he choic e is r eward, and t his is still not effec tive ., 

rnay we try µun ishment? 1.-lhich is the gr ea ter i nm10:rality ., t.o let a chiJ.d 

continue i n ir;norance , or try punish.'llent? And if we decide to use punish-• 

ment , which punis hrr-ent do we use ? 

The problem is mo r e obvious in t he ca:1e of s ocial or mor·al offences, 

t hough some connentators ob j ect to punishment even her e o The choic e is 

a 6ain be twe en t wo nnde sire d actions . Why should a prorJlem child be 

allowed to disrupt or preven t t he l earnine of othe rs even though he him­

self is not r espons i ble f or his state ? Uith t:'-c development of the 

d~mocratic concept □ of the rights of the indivi dual and the i nfJuence of 

clin i cal p syci-..oJ.ogy on t he need for 9e rs onal mental hea lth, much empha sis 
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has been pl':lce d on th e cliasnos:i_s a nd treatment of individual problems . 

Cert<'.inly no at t empt is made t o deny t he importance of such va l ue s and 

~pproa c:hes. But at t he sane t ime the rights of other indivi duals such 

as otheT clas s members , not t o mention the teachs r, must not be over ­

looked in the conce r n for one individual. Is the point of v i ew of the 

clinical p sychologist cone erned with the problerns of one any more impor ­

tant than t he point of vieu of t he classroom t eache r c oncerned wit h t he 

problems of many? 

~: t he motive s of t he . t ~:c~er i n t he use of punishment have been 

fr equently ques tioned, t his r equire s discus sion . There s eems l ittle 

He can malce t he. material more i nt eresting, create a re lationship be tween ) 

doubt that t he more skilfuJ. a teac he r either t hrough ~1is training or 

t h r ough pe r sona l qualities , t he less he will have to use punishment . 

himself and the child or stimul ate group morale i-rhich can be e:dremely 
,---- - - ----

~ o~~~ / But even the best of teac_hers may be faced w_i_ th a poor 

physical si t uot ion or such a large grou:") t h2. t the prefe rred methods are 

w1attainable. Or r.e may h e fac ed with pupils who hJve developed atti­

t udes of hostility t o t eachers or education so t ha t success e l udes him. 

Or he may be forc ec d t hroush curri cuL1m or examination r equi r ements t o 

teach material 1-ll-dch he or t he st:Idents or bot~1 fin d una ttractive . I n 

such situations he l!1':1Y t--1 rn to met:-iods u hich he personally depl ores . 

This i s not t o deny t:-iat there are t eachers u ho , either through 

incompe t ence or p ersonalit:r disorders, uill t end to use raore punisr1ment 

t han ne ce ssa~y . R:?.the r it is to say tha t before a t ea.cha r i s condemne d , 

t he accuser must h e sure t hat the teaGhing environmrmt is a favorable 

one for the use of 1·fr1°, t, arc currently cons idered the desir abl e mot.hods. 

It :L s aiso worth notirig t '.lat with !):ce si:mt supervi sory technique s and t he 

control exercised ovr.,T teache:-s by electsd offic:bls , publ ic op:i_nion 

I 
I 



and i ndee d the influe nce of his own col l eagues , i t is unlikely t hat 

any tea cher could i ndul ge in any form of excess for lon;; . 

,/ It is quite clear that any authority whi ch uishc s to reduce or ban 

t he use of corporal punishment rnust be prepared to make other c ommitments. 

A ban would be pointless in isolat ion . Our society seems to have come 

t o t he belief that a child s hould be motivated to desirable behaviwr 

t hr ough p ositi"ite teaching met.110d.3 such as sound pupil-teacher r elationships 

a nd intr:i.r1sic motivations. But t he s e are diff:i.cul t, sometimes i mpossible , 

to attain unless a ppr opriate physical facil it:es and class siz,e are pro­

vided . · uch a prov ision is not primarily the r e s :nonsibility of the 

t eacher but of society t~irough h:i..s employer ancl unle s s the r e i s a vri11-

i ngness to provide s uc h conditions , t hen has t hat s oc i e ty t he right to 

expect the t eache r t::i work miracle s? If i t i s expecte d that be haviora l 

problems will b e trea t ed by certa i n psychological tee hnique s r ather t han 

by punishment , t hen a sab has not that society the responsib ility for 

providinG s uch treatment facilitie s? 

r 
This history ha s s hoim that an essential backgr ound for the r e duc - ~ 

t ~o~- ~f . t he use of corporal punishment wa s the improvement of physical 

fac i.Li t rns i n the classroom, the r e duction of class s ize s and the provi­

sion of adequate s upp or ti ve se:rvice s . For t he compl e t e elimination of 

corporal puni shment withou t t he i n troduction of some equally undesirable 

r eplacement , the De i mprovements mus t cont:Lnue . But t his history ha s also 

s hown that improveme nt in t he qual ity of t eacher (through selection and 

training ), was ne ces sary so t ha t t he r e is a pe rsonal and professional 

r e sponsibility on t he s }10uldcrs of t he t eacher to be adequa t G for the 

profossion hG undertah:s . While a di, inistra tive r egul a t i on wa s no doubt 

of c onside r a~ile i mport ance in elim i nating the worst abuse s , th:i. s i s 

~a t :-ier c1 negative ;J.py, roach. lfoT, adays t he child ideally l ea r ns be caus e 

I 
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he Hants to l earn r ather t han be cau se he f ears punis hme nt; so too 

should the t eacher use t he b est c la ssroor,1 practice s be cause he wan ts 

toJ rathe r t han because he fears sanctions if he us es unacceptable 

me thods . 

165 

We have come to a stage in the history of manki nd whe r e unjust 

punishments a r e not acc eptable , and cruel or inhu.I'1ane pun ishments are 

ille gal , whe r e the law r ecoi nise s t ha t the mentally unbalance d are not 

to be punished; howev er we have not yet arrived, if we ever do arrive , 

at t he time whe re no punishment at all is us e ::1. Schools r emain a r e flec­

tion of socie ty. 

We seem to have r ea che d a s tage where t he re is a priority of 

motivations or i ncentive s in good prof essional prac tic e . The present 

writer estimat es t hem a s fol.lows : at the top of t he list i s wha t ha ve 

come to be calle d i ntr i ns ic motivations; the child a dvance s inte llectually 

or behave s in an a ppr oved way because .he himself wants to through interest 

or needo Sec ondly he l ear n s or behave s because of r ewa.1•ds he is offe r e d 

either now or i n t ·1e futur e ; these may b e of a mate ria l kind or they may 

be emotional s uch a s t he approva l of others. Whe r e the s e do not work, 

behavi oral or l ea r ni::1g pr oblems a re often t r ea t ed t hrou gh acc epted psy-­

chological te chniques. The n at t he bottm. of t he l ist a r e various forms 

of sanctions . Ther e a r e , of com·sc , d i vis i ons withi n eac h categor y a nd 

much ove rlap . Sanc t ions , fo r i nstance , are of t en trie d at t he same time 

as rewards, or b ef ore psychol ogi cal treatment. At the botto~n of t he 

list of sanc tions are hars h Dunishme nt s s uc h a s strapp i ngs and expulsion. 

Neither t e achers nor t he wide r s oc i e ty noH claim to use t hese ha rsh met~ods 

out of pre f erence ; but for t he protecti on of t he gr oup , and eve n. for t he 

i 111provement of t he i ndividu:.,J _ offend'3 r , t hey have not ye t s een fi.t to 

abandon t hem a s m111E:c e s sc1ry . They are use d with r e l uc b rncc , as they no 
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doubt should be , but t hey are neve rthel es s used, be caus e both profos-

siona l opinion and public a cceptance fe e l that the alte rna tive is even 

l es s desirable . 

The r eactions of the child, of course, are of paramount importance. 

The little evidence we have indicates t h2.t mo.st children are not as 

~ fended by co:cporal punishment as are some of the adult reformers. The 

Ene;lish study of 1952 showed that reactions varie d , t hat in t hose schools 

where its use was common it was less r ese nted t han in t hose schools where 

it was not used. This likely reflects the fact already mentioned that 

t he c hild will probably fe e l how he i s expec t ed to f eel , t hat if his 

social gr oup feels tha t it i s pa r ticularly shame ful he will suffer• more" 

Comments from ind:Lv:i_dua l 1-rri t ers i.ridicate that unless corporal punishment 

has come to b e looked on as pa rt icul a r l y abhorrent, no lingering r e s ent-

ment will r e s ult provide d t hat t he child bel i~wes that justice has been 

done e The f ee ling of' i n justice or s :1a rne could well be far more hari:uul 

than any physical pa in . But a ga in t his is true of any punishment G 

As wit:1 the t ea c '.1e r it is possible that some psychological distur­

bance or abn ormality will J.ea d t he child t o s eek i nvolvement in a punish­

ment si tua tion o Thi. s is true of any punishment, but a s has been note d 

earJ.ier, sexc1a l overt ones are more like ly to be i nvol\re d with phys:i.cal 

puni shrrient o The t eacher mus t always be on the l ook-ou t for sue h an 

element, but the r e coul d be an even r;roa t e r danGer in viewing each child 

as a potentia l dev iant o r psychopa t h . 

This dis cus s i on uouJ.cl not be c ompl e t e un l e ss we also questioned 

v~c motive s of r e f crmei' s . A .fe1-r no doubt ha ve b een propci.gandis ts who 

sought- public a ttent i on or aprir oval through an emotion-:1.l issue. Some 

may have pr ote s te d b c c:a u f;c of a pe rsonal or f amily inc i dent. But 

t he r e is anot !1e r t ype of r efor111E:r, t r1e one uho calml y and loGic a J ly, 



w:L thout. any motive of personal advantage or s ense of personal wrong­

doinz , fe els that corporal pun:Lsh,"il(mt is wrong. 

One group of such r e formers are t 1iose who look from the view­

point of clinical psychology. It is hoped that thes e people aro pre­

pared to take a wider vie1-1 and find a mid-point between the need for 
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the treatment of the individual child and th e pedagogical necessities of 

the group. Another gro'.lp of reformers are t hose who object t o all form::, 

of punishment as morally wron8, and corporal punishment as particularly 

deba s ing. They must be cautioned not to confuse the vision of utopia 

with present necessities , and remembe r that if corporal punishment is 

remove d from schools b efore the teachers and society are ready for it, 

a situation may b e created which brings about greater damage to the group 

or to an individual child. 

As t his work was being pursued , the writer fotmd it impossible to 

deal with c orpo::.'al punish111ent in isolation. 'l'he physical conditions of 

society, the prevailin;; attitudes of politics, religion and morality, 

and the concep t of the nature of man were all involved. As he moved 

t hrough· over tuo thousand years of history he came to some more general 

conclusions. One was tha t an historical study of a problem is of special 

importance in an appreciation o.f t he present state of that problem and 

as an indication of what the answers to that problem may b e . A second 

co.::iclusion was that no part o.f educ a t:Lon can be examined or unde rstood 

without an examination and understanding of the whole , and education 

cannot be examined and unde rstood unless it is take n as a part of the 

wider society. -~ t hird conclusion Has that no problem can be handle d 

i n isolation. He have come a long way since the r od was the sceptre of 

the schoolm:.i.ster . But this haf, not been so much b8cause of a single­

minded op;"osition to it> but because t he over a 11 purpose s and methods 



of educo.tion have c hanr;ed . And t hi::, i n turn has b eon t he r e sult of 

t he· chance in the whol e concep t o.f the nature of t he child and his 

pbce in society. 
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The use of corpora l puni shment in schools i s a r e flection of the 

attitudes and be haviour of the whole society and canaot be usefuJ.ly 

studied a nd understood without r efer ence to the a ge and place. Most of 

the arGurnent s which are currently use d in opposition t o corporal punish­

ment were u sr::d by such early commentators as Quintilian ; but only 

r e cently has the r e c o;ne t o be a gener a l acceptance and application of 

th~ se arguments. -Some Hriters di stinr;uishod be t ween , but .!l)al)J[ corif.1l.~Q..d :----

and as a preventive f or unacceptable s ocial b ehaviour o Gradually the ,....,-~---
use of corporal punish"l1<.!n t for i ntsllectt:: ·l_~t i"."'!_~l.222. Ha s discc::J.rdo~ - -
at l east t heore tic ally, and nou the tendency_j.s_J.9r · t to ecome 

eo ually unacceptable for r emedying undesirable social and moral behaviour. -- - ·-~-------· -- _,__~,,,,_, -- ..., _______ _ 
The strength of t ~i s , however , l ies in the opinions of l eading c onmen-­

t a ton, , not in any irrefutable scientific evidence. Despite the lack 

of evidenc e on t he motivational effects of punishment , t herco continue s 

t o be , as the re ah;ays has been , a mixture of, and even a confusiort 

between, t he ethical and the motivational o~posi t~.on t o corpor al pun ish­

men t$ Because of t he lack of GxperL"r.ental evidence , the oppos i t:Lon r est§ 

most se curely i n t he etllic2l arguments. Here h::,wever t11e choice i s not 

always be t~-reen acccptci.blc and u:12.cceptable moti'lOds, but s ometimes bet1-1oen 

unde sira':Jle altcrnativec o Our soc iety s eems to hci ve r eac :1ed the stage 

where :~ t fi nrl.s intrinsic rr,otivations and r euarcls prefe r able to p,mish-

cases . And for the 1,, o~st of these , t1c rc i s a c!'toic e of punishmc:1ts , 

\ 

\ 
I 
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I 
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one of which is corporal punishment . Corpora l punishment has aln10~t 

been eliminate d fr om sc hools , not only by the applic -1ti.0n of sound 

pr inciples, but also by improved l earning c onditions , better trained 

t ea:::hers , and by t he deve l opme nt of s pecia l treatment methods foT 

behaviora l and l ea rning problems . I f corporal punishment is c ompl ete ly 

banned without conco;n itant i mprovements i n other aspects of the educa ­

t ional envirom1ent , other ecpally undesirable situat ions c ould t ake i j 

place . 
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