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ABSTRACT 

 

Hazing is an ancient, universal practice. In past and modern societies, the need to join a group 

is an aspect of our humanity. The process of joining a group frequently includes the need to be 

hazed in order to legitimate full membership. This study uses the theoretical frameworks of 

Michel Foucault, Pierre Bourdieu’s perspectives of social order, Henri Tajfel and John Turner’s 

theory of social identity, and Albert Bandura’s theory of moral disengagement to look at 

individuals joining groups. In particular, the study has sought to ascertain why those who haze 

are motivated to act. A grounded theory has been developed through interviewing young adults, 

who while in positions of leadership as Grade 12 learners in Gauteng schools, planned hazing 

activities. The grounded theory shows that hazing while enacted by an individual is not solely 

driven by that person, but rather hazing is a means of cultural reproduction. The mechanism 

through which hazing occurs focuses on achieving a sense of belonging, conforming to a given 

culture and consenting to hazing. The hazer is motivated to pass on aspects of the school’s 

culture, namely school traditions, hierarchical structures, means and standards of discipline, 

and showing appropriate respect to others. The hazer believes that this can be achieved as those 

being hazed will comply if they can avoid being humiliated. The developed theory is grounded 

and was verified through interviewing stakeholders in the school community who had 

extensive knowledge of the school culture and of Grade 12 learners. 

 

KEY TERMS 

 

Hazing, Initiation, Orientation programme, Induction, Rites of passage, Initiation rites, 

Ontgroening, High school studies, Anti-social behaviour, Group unity, Social dominance, In-

groups, Group dynamics, Grounded theory, Cultural reproduction, Social order, Social identity 

theory and Moral disengagement. 
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UMQONDO WENZULULWAZI OZINZILE WOKUFIKISWA EZIKOLENI 

ZAMABANGA APHEZULU EGAUTENG 

 

Ukufikisa kungumkhuba wasemandulo, owenziwa emhlabeni wonke. Emiphakathini 

yasendulo neyenamuhla, isidingo sokuhlanganyela neqembu elithile yinto eyingxenye yobuntu 

bethu. Inqubo yokuhlanganyela neqembu elithile kuvame ukufaka kukona isidingo 

sokufikiswa ukuze umuntu abe yilungu ngokuphelele. Lolu cwaningo lusebenzisa izinhlaka 

zemiqondo yezinzululwazi ezingoMichel Foucault noPeter Bourdieu wokuhleleka 

kwezenhlalakahle, umbono kaHenri Tajfel noJohn Turner wokuzibandakanya kwabantu 

kwezenhlalo kanye nombono ka-Albert Bandura wokuziphatha ngendlela engahambisani 

nemigomo yokulunga ukuze kubukwe abantu abajoyina amaqembu. Ngokusempeleni, 

ucwaningo lufuna ukubheka ukuthi labo abafikisayo bakhuthazwa yini. Umqondo 

wenzululwazi wakhiwa ngokuba kubuzwe intsha esencane imibuzo, intsha eyayihlela izinhlelo 

zokufikisa eyayisezikhundleni zokuhola abafundi ngenkathi yenza iBanga 12 ezikoleni 

zaseGauteng. Umbono wenzululwazi ozinzile uveza ukuthi ukufikiswa, yize kwenziwa 

umuntu oyedwa kusuke kungaholwa yilowo muntu kuphela, kodwa ukufikiswa kuyindlela 

yokukhiqiza kabusha ngokwesiko. Indlela okwenziwa ngayo lokhu kufikisa igxile ekufezeni 

umuzwa wokuba yingxenye yabathize, ukuguqukela osikweni nasekuvumeleni ukufikiswa. 

Lowo okunguye ofikisayo usuke efuna ukudlulisela phambili izingxenye zamasiko esikole, 

njengemikhuba, ukwakheka ngokushiyana kwamazinga, izindlela nemigomo yokuziphatha 

kahle, kanye nokubonisa inhlonipho kwabanye. Lowo okunguye ofikisayo ukholelwa ekutheni 

lokhu kungafezwa njengoba labo abafikiswayo bezokwenza lokho okuthiwa abakwenze 

inqobo nje uma bezogwema ukuhlukunyezwa. Umqondo wenzululwazi osunguliwe uzinzile 

futhi waqinisekiswa ngokufaka ababambiqhaza imibuzo emiphakathini yezikole eyayinolwazi 

olunzulu maqondana nesiko lesikole kanye nabafundi beBanga 12.  

 

AMAGAMA ASEMQOKA 

 

Ukufikisa, Ukuzungula, Uhlelo lokujwayeza, Ukufaka esikhundleni ngokusemthethweni, 

Ukukhuliswa, Izenzo zokufikiswa, Ontgroening (Ukuzungula), Izifundo zamabanga aphezulu, 

Ukuziphatha ngendlela eveza ukungakuthokozeli ukuzibandakanya nabantu, Ukubambisana 

kweqembu, Ukushiyana ngokulingana kwezenhlalo, Iqembu labantu abambalwa abenza izinto 

ezifanayo, Izinto ezenzakalayo noma eziba khona uma abantu besebenzisana, Umqondo 
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wenzululwazi ozinzile, Ukukhiqhizeka kabusha kwezamasiko, Ukuhlelwa komphakathi, 

Umqondo wenzululwazi wokuzibandakanya kwabantu kwezenhlalo kanye nokuZiphatha 

ngokungalandeli imigomo yokulunga. 
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TEORI YA KGOBOKETŠO LE TSHEKATSHEKO YA THUPIŠO DIKOLONG TŠE 

DI PHAGAMEGO TŠA GAUTENG 

 

Thupišo ke mokgwa wa kgale, wa lefase ka bophara. Ditšhabeng tša kgale le tša mehleng ye, 

tlhoko ya go tsenela sehlopha ke karolo ya botho bja rena. Tshepetšo ya go tsenela sehlopha 

gantši e akaretša tlhoko ya thupišo go kgonthišiša boleloko bjo bo feletšego. Nyakišišo ye e 

šomiša mahlamo a teori a Foucault, dipono tša Pierre Bourdieu tša thulaganyo ya setšhaba, 

teori ya Henri Tajfel le John Turner ya boitšhupo bja setšhaba, le teori ya Albert Bandura ya 

tlogelo ya melawana ya boitshwaro go lekola batho ba ba tsenelago dihlopha. Ka kakaretšo, 

nyakišišo ye e lekile go kgonthišiša gore gobaneng bao ba rupišwago ba hlohleletšwa go tšea 

magato. Teori ya kgoboketšo le tshekatsheko e tšweleditšwe ka go botšiša baswa dipotšišo bao, 

ge ba sa le maemong a boetapele bjalo ka barutwana ba Mphato wa 12 dikolong tša Gauteng, 

ba rulagantšego ditiro tša go šira. Teori ya kgoboketšo le tshekatsheko e laetša gore thupišo 

bjale ka ge e diragatšwa ke motho ga e šušumetšwe ke motho yoo a le noši, eupša thupišo ke 

mokgwa wa pušološo ya setšo. Mokgwa wo thupišo e diregago ka wona o tsepeletše go 

fihlelela boikwelo bja go amogelega, go latela setšo se se filwego le go dumelelana le thupišo. 

Morupiši o hlohleletšwa go fetišetša dikarolo tša setšo tša sekolo, e lego ditšo tša sekolo, 

dibopego tša haerakhi, mekgwa le maemo a tayo, le go laetša tlhompho ya maleba go ba 

bangwe. Morupiši o dumela gore se se ka fihlelelwa bjalo ka ge bao ba rupišwago ba obamela 

ge ba ka thibela go gobošwa. Teori ye e hlabolotšwego e kgobokeditšwe le go sekasekwa 

gomme e ile ya tiišwa ka go ka botšiša bakgathatema dipotšišo sekolong sa setšhaba bao ba 

nago le tsebo ye e tseneletšego ya setšo sa sekolo le ya barutwana ba Mphato wa 12.  
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CHAPTER ONE 

INTRODUCTION, PROBLEM FORMULATION, AIMS AND RESEARCH DESIGN  

 

 

1.1  INTRODUCTION 

 

Hazing refers to the negative aspects that arise when an individual, through a process, joins and 

becomes a fully integrated, functional and accepted member of a group (Hoover 1999:8). 

Hazing is referred to by many terms: as initiation, fagging or ragging to mention but a few 

alternatives. Within the context of this study, the definition used will be that proposed by Allen 

and Madden (2008:2) which defines hazing as “any activity expected of someone joining a 

secondary school that humiliates, degrades, abuses or endangers them regardless of their 

willingness to participate in the activity”. Hazing, while often secretive, can also be considered 

risky and dangerous (Hollmann 2002). The hazing act spans a large gambit of activities; it takes 

the form of a simple act of humiliation, or an action which may result in death (Ellsworth 2004). 

An orientation programme, which often runs concurrently, is essential in developing 

constructive assimilation within the new group.  

  

While not always termed hazing, the practice was first documented by Plato in Athens in 387 

B.C.E. (Ellsworth 2004:4). The practice still continues today. Hazing has not only occurred 

throughout history, it is also a universal practice that can currently be identified on six 

continents (Knebel 2010, Linde 2011, Kingkade 2012, Kelly 2013, Samer 2011, Sharma 2010). 

Hazing occurs from the age of thirteen onwards, and the dominant age group to experience 

hazing is adolescence through to young adulthood. Hazing is prevalent in high schools, 

universities, the military, prisons, gangs, sports teams and even in the workplace (Batchelor 

2010). The action of hazing is characterised by three primary role-playing sectors; the 

perpetrator or hazer, those who lead and are the energy behind the process and mete out 

negative action, the bystanders, who are critical to the process but not actively involved and 

the victims or hazed, those who wish to become affiliated with the new group (Lipkins 2006: 

26-32). The practice of hazing plays out within this group of participants when activities move 

from enjoyable or voluntary activities to, in the perception of the hazed, harmful or humiliating 

activities. What makes hazing complex and difficult to legislate against is that this is not a fixed 

point but rather a point held in the perception of the hazed.  
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1.1.1  Hazing in Educational Institutions  

 

As is consistent with international practice, hazing in educational institutions tends to occur as 

part of the hidden curriculum and manifests in a cyclical nature, whether it occurs at the 

beginning of an academic year or at the onset of a season, for example, rowing season 

(Hollmann 2002). The hidden curriculum forms part of the body of knowledge imparted by an 

institution which does not show, nor is it assessed. It is nebulous in nature. The hidden 

curriculum includes values, practices, principles, attitudes and beliefs that teachers attach to 

teaching and learning. Also included are roles and responsibilities of the various stakeholders 

in the school environment. These need to be assimilated intuitively by learners (Bourdieu & 

Passeron 1977). Also relevant is Portelli’s (1993:345) understanding of the hidden curriculum, 

which he refers to as the sum of the institutional unofficial expectations, values and norms, as 

perceived by educational administrators, teachers and parents. It is possibly due to the “hidden” 

and time specific nature of hazing that it continues with little attention drawn to the practices 

until measurable physical harm results. 

 

When newcomers join a group, it is imperative they find an opportunity to familiarise 

themselves with the group’s culture. The aim of the orientation programme is to engender a 

sense of belonging to the new environment (Bueschel & Cambron-McCabe 2006:4). Both 

hazing and an orientation programme share a common moment in the annual calendar as they 

occur at the beginning of the school year or at the beginning of the annual season. In addition, 

both are led by the most senior learners in the school. The senior learners hold the most 

experience and institutional knowledge within the pupil body of the school and so are best 

suited to lead both the hazing and many aspects of an orientation programme. While these 

similarities are defining factors, hazing and an orientation programme are fundamentally 

different. One is a positive set of actions and activities, while the other is negative, possibly 

opposite sides of the coin that is handed to each new pupil. Positive feelings are usually 

associated with the latter and negative feelings with the former. An orientation programme, 

which is usually well-planned and well-intended, may contain elements of hazing or may 

degenerate into hazing (Huysamer & Lemmer 2013:2).  
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1.1.2  Hazing and Group Formation 

 

A number of practices are associated with joining groups; many are possibly as old as humanity 

itself. These practices may take the form of a rite of passage, a ceremony, hazing or paying a 

fee. Joining the group holds potential, the majority of which is positive and in gaining this 

positive end, a cost may be incurred as is supported by social exchange theory (Blau in 

Applerouth & Edles 2011). Hazing, in some cases, simply represents the cost incurred within 

an equation of reciprocity. 

 

For a variety of reasons, people throughout history have formed communities. Belonging to a 

group seems to be part of our human condition, as was identified in the 1940s by Abraham 

Maslow, who indicated that belonging was a middle order human need (Maslow 1943:382). 

The fundamental human need of belonging, and hence the drive to form groups, has continued 

to be supported in research literature in more recent times (Baumeister & Leary 1995:499, Kim 

2014:6).  

 

In the social sciences the concept of social order describes the social practices that preserve, 

perpetuate and enforce ways of behaving and relating within groups or social institutions such 

as schools (Durkheim 1982:45). It is imperative that forces which resulted in perpetuated 

actions within social institutions are interrogated so as to fully understand the mechanisms 

driving the perpetuating actions. Social exchange theory describes the motivating factors that 

drive social exchanges. According to Peter Blau (in Appelrouth et al 2011:121), a developer 

of social exchange theory, to create and maintain stable social relationships, individuals are 

required to make investments. Not only is an investment required but for optimal functioning 

each member of the dichotomy of the social exchange would have the other contribute a 

disproportionate share to the relationship so as to ensure further association.  

 

Given this perspective, that joining a group requires a social exchange, there is a cost to both 

the group and the individual joining the group. The group takes a risk when accommodating 

the newcomer as they have little or no knowledge of potential contributions the newcomer may 

bring, or at worst what negative impact may result from admitting the newcomer to the group. 

Part of the social exchange can be accommodating the aforementioned risk. If applied to the 

phenomenon of hazing, the newcomer needs to give of themselves by subjecting themselves to 
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hazing should they wish to, through reciprocity and social exchange theory, join the group. 

Thereafter, with each having gained a better understanding of the other, further social contracts 

will be entered into as both parties move forward.  

  

1.2  HAZING IN EDUCATIONAL INSTITUTIONS IN SOUTH AFRICA 

 

In the South African context, according to Huysamer and Lemmer (2013) the term used to 

describe the process of becoming affiliated to and assimilated with either a new secondary 

school, university or in some cases sports team or club, is initiation – or ontgroening as it is 

termed in Afrikaans-medium institutions. The term ontgroening is directly translated to mean 

‘greenhorn’, which brings with it the association of inexperience. At the onset, initiation is not 

designed to be either a negative or a harmful process, but the neutrality of the process is difficult 

to guarantee. 

 

Within a South African context, the term initiation is also frequently used to refer to the cultural 

practice during which adolescents participate in certain ceremonies, rituals or practices which 

then allow them adult stature within their communities. Two examples are male and female 

circumcision (South African Human Rights Commission 2006). Further initiation may also be 

viewed within a religious context, denoting orthodox ceremonies. Both cultural and religious 

initiations fall beyond the scope of this study. 

 

During the design phase of this research careful consideration was given to all terms. Owing 

to the vast amount of documented research and other literature on this topic identified during 

the literature review, the North American term, ‘hazing’, was identified as the best suited term 

for this research. Hazing as a term is often used in association with but not synonymous with 

initiation, particularly within a South African context. 

 

Thus, hazing, or as it is termed locally, initiation, is common practice and accepted by 

individuals, schools and families (Serrao 2009). Parents are familiar with and do not stand up 

against the practice of hazing, as they recall similar events from their own schoolgoing days, 

which appeared to cause no harm (Du Plessis 2015). Educators who are aware of the practice 

tend to either turn a blind eye or support the practice as it sets up a ‘pecking-order’ that serves 

the educational institution well (Joubert 2008, Antony 2013, Potgieter, Teise, Jacobs & De Wet 
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2014). Alternatively, the acceptance may stem from the naval origins of hazing and to the 

conscription into military service which many South African males complied with between 

1952 and 1992 (Callister 2007:1).  

 

Given the prevalent history of hazing in South Africa, laws pertaining to these practices have 

been introduced; these came about with the post-apartheid change in government. In this 

context the South African Constitution and the Bill of Rights cover the right to human dignity. 

In Chapter Two of the Constitution of the Republic of South Africa, which covers the Bill of 

Rights, human dignity is addressed as follows: “Everyone has inherent dignity and the right to 

have their dignity respected and protected” (Constitution of the Republic of South Africa 

1996). 

 

Furthermore, the South African Schools Act includes references to human dignity and safety 

of learners. (South African Schools Act 84 of 1996). During the period 1996 to 2002 many 

amendments to the law can be traced, each amendment becoming more specific and limiting 

initiation practices. Currently initiation practices are legislated most specifically under 2002 

South African legislation entitled Regulations to Prohibit Initiation Practices in Schools. The 

following laws, being the most relevant, are included: 

 

No principal, educator or learner may allow or participate in any act 

or practice which involves initiation practices or may cause or 

contribute to the humiliation, degradation, harassment, assault, crimen 

injuria, intimidation or maltreatment of learners. 

 

Learners should be protected from abuse by adults or other learners 

and learners’ behaviour must be free of any violence and in line with 

the democratic values of human dignity, equality and freedom. 

 

In recent years, a number of hazing incidents have been made public. This is possibly owing 

to the ability to photograph or film incidents of hazing using cell phones, with 72% of 15- to 

25-year-olds in 2012 owning a cell phone and these statistics ever increasing (South African 

mobile generation 2012), in combination with the ever-predatory nature of the media and 

reporting by concerned parents. Anecdotal evidence is readily available when following 
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comment pages associated with online media reports of hazing. In response to a hazing incident 

at Voortrekker High School located in Cape Town, 220 comments were generated, many of 

which then generated subsidiary comments (News24:2014). Some of the comments referred to 

the hazing incident being reported on, while many other commentators reflected on their own 

hazing experience. Hazing is also well documented through photographs of hazing events being 

available on school websites, as is the case on the Hoërskool Bosmansdam High School, which 

is located in Cape Town, on their home webpage and on the Kunswagskool, in Amanzimtoti 

website (Hoërskool Bosmansdam High School 2009 and Kunswagskool 2012 respectively). 

Video footage, which clearly shows incidents of hazing at Paul Roos Gymnasium in 

Stellenbosch and Penryn College in Nelspruit, are easily accessible on online (Joubert 2008; 

James 2013). Print media houses continue to report on hazing incidents (Clarke 2009, Mtshali 

2012, Stander 2015).  

 

Research papers on hazing in both secondary schools (Huysamer 2013) and in tertiary 

institutions also provide evidence of relevant hazing incidents (De Klerk 2013). Examples of 

hazing also originate from more formal sources, for example those mentioned in the South 

African Human Rights Council Report into initiation practices at educational institutions and 

a preliminary report on cultural initiations in October 2001 (SAHRC 2001). 

 

South Africa is a country with a history of extreme violence and of violence in schools (Ncontsa 

& Shumba 2013). To this end, when researching examples of court cases of hazing no such 

evidence was found. Only cases of assault or worse could be sourced (Centre for Child Law 

2014). According to Jeff Wicks, a reporter for the Witness newspaper, and confirmed by the 

police spokesperson Colonel Jay Naicker, a case of assault with intention to cause grievous 

bodily harm has been opened at the Townhill Police Station in Pietermaritzburg by Theresa 

Charlton. This is as a result of her son and others allegedly being abused and tortured for an 

extended period of three months as part of a boarding school’s bizarre initiation rituals meted 

out by prefects. The case came to a head when Charlton’s Grade 8 son had a burn wound from 

a steam iron which went untreated for two weeks. The initiation rituals allegedly included daily 

beatings, running naked down a passage while being beaten, having naked photographs taken, 

drinking large volumes of water and vinegar before extreme exercise and having money 

extorted (Wicks 2014). 
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When adolescents and young adults are admitted to boarding facilities or residences, the need 

to belong to a group increases as they are separated from their home environment, for extended 

periods of time, not just for the duration of the school day. This often results in an increased 

level of subjectivity of the value of the new group and the level of actions a newcomer is 

prepared to take to contribute to the new group, so as to experience feelings of belonging (De 

Klerk 2013:86). This suggests that hazing activities are more likely to occur under these 

circumstances. According to Vigar-Ellis (2013:8) in her study on understanding the criteria 

parents use when choosing a boys’ boarding facility, the single most important factor was a 

safe environment. This, according to Vigar-Ellis, is an environment free of drugs, alcohol, etc. 

The boarding facility is seen as a home away from home, and parents would like their boys not 

to be exposed to drugs and alcohol. Parents would also like to know that their sons will not 

come to harm and will do everything possible to protect their sons from social problems such 

as underage and binge drinking, drug use and pornography. It seems ironic that boarding 

schools which are sought-after facilities, and allow access to good education while offering a 

safe environment, are the self-same facilities that may well have institutionalised violent or 

humiliating activities that learners are subjected to. These would play out as hazing activities, 

rather than bullying events or random acts of violence, both of which occur in school 

environments. I would like to suggest that parents would like their children to be free of all 

harmful factors, including those categorised as hazing.  

 

1.3  RATIONALE FOR THE STUDY 

 

The topic of hazing has drawn many interested minds to research aspects of this practice. 

Numerous studies have been done to measure the degree of hazing which occurs, primarily in 

tertiary educational environments (Allen & Madden 2008). Further research has documented 

hazing events particularly in the United States of America (US) (Nuwer 1990:119). A variety 

of authors and researchers have written on the topic in a broad sense (Campo, Poulos & Sipple 

2005, Finkel 2002, Hansen 2004, Hoover & Pollard 2000). There is little literature on the 

motivation of the hazer, however Cimino (2011), addresses the lack of research in an 

experimental study on motivation for hazing at an individual level in his study on the topic. 

Jenny Nirh (2014), also expands the field that considers the hazer in her research on students’ 

explanations for engaging in hazing, however this study was conducted at a tertiary educational 

institution.  
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Cimino is the first to conduct experiments aimed at determining the motivation of the hazer. 

He conducts two laboratory experiments testing the hypothesis that hazing is aimed at reducing 

the possible free riding on the group by a newcomer. He discusses his results against the 

backdrop of untested but common explanations for the practice of hazing, namely: hazing 

generates group solidarity, hazing is an expression of dominance, and finally that hazing allows 

for the selection of committed group members. (Cimino 2011:244). Cimino produced 

fascinating and repeatable results, however the study had a number of limitations, the most 

relevant being that of the research being generated from the responses to a “brief hypothetical 

questionnaire”.  

 

Jenny Nirh (2014) has also researched the perspectives of 23 students who participated in and 

were responsible for hazing activities within a tertiary educational institution. She considered 

hazing from the perspectives of moral disengagement and the bystander effect. Her research 

looked at both why students choose to be hazed and, in turn, why others haze. Her findings 

indicated that hazers participated in hazing activities as the activities had been normalised by 

the institution, members hoped that a sense of brotherhood would be achieved through the 

hazing process and because the activities were perceived to be fun and exciting (Nirh 

2014:151). While Nirh’s research is current and invaluable, it does not consider hazing from 

the hazers’ perspective exclusively nor does it deal solely with secondary school learners.  

 

From this brief discussion it is evident that many gaps in knowledge under the umbrella of 

hazing were clearly evident. In particular, there was a knowledge gap within a South African 

context. This study aimed, through grounded theory, to determine what factors drive hazers to 

action. The study was not limited to gender-specific explanations, but considered all factors 

that added validity and generalisability to the study. The study was done by interviewing those 

who have been directly involved in hazing rather than students responding to hypothetical 

questions. 

 

In this research, coming from a constructivist grounded perspective, an understanding of the 

researcher was critical. I have been a teacher of secondary school students for over twenty-five 

years. For many years I have been intrigued by what to me seemed like a double-sided welcome 

of new learners. On the one hand, the school and its members tended to welcome new learners, 
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and on the other there seemed to be a few difficult and negative activities transcribed into the 

hidden curriculum, which needed to be undertaken by newcomers.  

 

As a result I set about seeking the answer to this through doing a Master’s degree, a baseline 

as to the degree and nature of hazing of Grade 8 boys by Grade 12 boys as part of an orientation 

programme in a monastic school in Gauteng. On completing this study my initial and 

longstanding question remained unanswered: what could motivate a Grade 12 learner to act in 

an unwelcoming manner towards a newcomer? Hence on the advice of my supervisor as to 

how to achieve my aim, I set about a more specific study to determine what drives this process.  

 

The aim of the study was thus to determine which factors drove the hazer to action and to 

understand the correlation between these factors. Once this understanding was gained, those 

who work in environments in which hazing is prevalent ‒ teachers, counsellors and principals 

‒ would be able to understand the practice better. With this knowledge in hand they would also, 

as a result, be in a position to meet the needs of those who haze in a constructive context, 

without the hazing activities needing to play out on potential victims. As a consequence this 

would in turn benefit institutions in which hazing occurs, as hazing is often disclosed in 

negative media publicity or as legal action. Individuals who are either hazed or haze would 

possibly no longer need to bear negative physical or psychological consequences associated 

with hazing. Ultimately the aim was the improvement in practice, not just locally, but across 

the globe. 

 

1.4  PROBLEM FORMULATION 

 

The problem at hand is what those who haze think and feel, which in turn drives their actions. 

What is it that motivates those who haze to participate in the hazing process. Why do they feel 

the need to haze? The main research question is formulated as: How can the perspectives of 

former Grade 12 learners, reflecting on their Grade 12 experiences of being ‘actively involved’ 

in hazing practices, be understood, and how can a grounded theory be generated in the 

meanings attributed by these former learners to hazing experiences? ‘Actively engaged’ is 

defined as being part of the group who cheers along, goads or encourages others, through to 

those who direct hazing activities.  
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The sub-aims of the research were described as follows: 

 

1.  How can hazing be understood in the light of selected social and psychological 

theories? What theoretical frameworks contribute to an understanding of the 

persistence of the hazing phenomenon?  

 

2.  What historical, institutional, social or other factors motivate Grade 12 learners to 

engage in hazing practices with particular reference to the South African context?  

 

3.  Based on the experience of a convenient, purposefully and theoretically selected 

sample of former Grade 12 learners, who were actively involved in hazing practices, 

how can a grounded theory be developed?  

 

4.  What recommendations can be made based on the literature review and results of the 

grounded theory so as to limit the possibility of hazing occurring?  

 

1.5  AIMS OF THE STUDY 

 

The main aim of this research is to identify how the perspectives of former Grade 12 learners, 

reflecting on their Grade 12 experiences of being ‘actively involved” in hazing practices, can 

be understood and how can a grounded theory be generated in the meanings attributed by these 

former learners to hazing experiences within South African secondary schools. 

 

The main aim of the research can be divided into the following objectives; 

 

1.  To understand hazing better in light of the selected social and psychological theories. 

To define what theoretical frameworks contribute to an understanding of the 

persistence of the hazing phenomenon.  

 

2.  To explore what historical, institutional, social or other factors motivate certain 

Grade 12 learners to engage in hazing practices with particular reference to the South 

African context.  
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3.  To develop a grounded theory based on the experience of a conveniently, 

purposefully and theoretically selected samples of former Grade 12 learners who 

were actively involved in hazing practices.  

 

4.  To make recommendations based on the literature review and results of the grounded 

theory which may limit the possibility of hazing occurring.  

 

1.6  RESEARCH DESIGN AND METHODOLOGY  

 

For this particular research a grounded theory approach was adopted. Grounded theory finds 

its origins in the late 1960s and was developed originally by Barney Glaser and Anselm Strauss 

and is documented in Glaser’s book entitled Doing Grounded Theory (Glaser 1998:4). 

 

This research made use of constructivist grounded theory. This originates from Kathy 

Charmaz, a second generation grounded theorist. Charmaz (2006:9) views the method as a set 

of principles and practices, not as a prescription or package. The method is considered a flexible 

guideline, not a set of rules, recipe and requirements. Constructivist grounded theory is a 

temporal process with a beginning, some benchmarks and an end. It unfolds rather than passes 

through predetermined consequential steps. The temporal process is linked in a sequence which 

forms part of a greater whole, new directions and information become evident on the journey 

and there needs to be space for what is discovered to be included in the whole. This study has 

followed Charmaz’s constructivist grounded theory guidelines for working with data, which 

advocates stages coding and memo writing to develop a theory grounded in the experiences of 

the participants (Charmaz 2006). 

 

1.6.1  Literature review 

 

A literature review within a grounded theory context differs from other literature reviews. 

Described below is the nature of the literature review employed in this study. 
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1.6.1.1  The role of a literature review within grounded theory research 

 

The role of the literature review within the context of grounded theory has for many years been 

debated. Glaser (1998:67) is quite emphatic in his views on a pre-research traditional literature 

review; he is clear that no literature review should be undertaken within the substantive area or 

in related fields. According to Bitsch (2005:77) a more tempered view is suggested. The 

literature review does not initially form an integral part of the study but rather one or two 

perspectives can be adopted. However; a researcher is better able to develop theoretical 

sensitivity when familiar with the relevant literature (Dey 1999:176). Lempert’s (2007: 254) 

pragmatic view is that in order to participate in the conversations and debates on particular 

topics, one needs to be familiar with the topic. Also one can avoid believing that one has had 

an innovative breakthrough, when one is merely being relieved of one’s ignorance on a given 

topic. Through the literature review one is made aware of gaps in the theory and whether the 

data collected tells the same story or one with different nuances. Once literature in theoretical 

frameworks has been reviewed, context for the research can be better positioned within 

frameworks of existing knowledge. For this research the literature review was done and it 

included; books, journals, legislation, newspapers and a wide variety of internet sources. The 

literature review was not conventional, yet it played a no less important role in this grounded 

theory methodology. 

 

1.6.2  Empirical investigation 

 

The approach taken was that of Grounded Theory. 

 

1.6.2.1  Sampling  

 

The entire sampling process could not be decided on prior to entering the field. Rather the 

sampling process needed to be grounded in the data, which stemmed from initial data gained 

in the field (Bitsch 2005:78). This in turn gave rise to a cyclical process where previous 

sampling determined subsequent sampling, with a period of analysis of the resultant data 

dictating the best new sample.  
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Initial sampling was convenience, followed by purposeful and finally theoretical sampling. 

This refers to the typical type of sampling used in grounded theory. According to Glaser 

(1998:157) theoretical sampling is the prime mover of coding, data collecting and analysing of 

data. Theoretical sampling directs emerging theory and directs its further emergence. It can be 

considered the “where next” and the “for what” for codes and the “why” from the analysis in 

memos. I felt that the initial participants should be former Grade 12 learners who were actively 

engaged in hazing by their own admission when in Grade 12.  

 

Successive rounds of interviews were conducted using the various types of sampling. As the 

themes began to emerge so the sampling moved through the three aforementioned types, 

yielding more perspectives that focused on the emerging themes. Core categories were 

developed, which were supported by sub-categories. Sub-categories, in turn, rested on themes 

which could not be raised to sub-categories. Former Grade 12 learners who matriculated 

between 2015 and 2017 participated in one-on-one interviews. The participants had been either 

a head girl or boy, or deputy head boy or girl, or a sports captain or vice-captain. A total of 

twelve former Grade 12 learners who actively engaged in hazing participated (N = 12).  

 

This was followed by further sampling guided by theoretical sensitivity with a view to 

generating the given theory as is suggested by grounded theory methodology. Three further 

participants were selected based on their vast knowledge of secondary schools and on Grade 

12 learners in particular. Each participant reflected an aspect of the stakeholders in a school 

community. One was a parent with children who, when in Grade 12 held significant leadership 

positions, one was a former deputy headmaster and presently a headmaster with over thirty-

five years of experience in schools and last, there was a head of pastoral care with experience 

in a multitude of areas. 

  

1.6.2.2  Data collection 

 

Data collection was done by one-on-one interviews. 

 

Each interview was recorded digitally and transcripts of the interviews were generated by the 

researcher. The transcripts were used as raw data in analysis. The researcher returned to the 

field in a total of four rounds of interviews. Each interview round verified former rounds of 
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interviews and went on to become more detailed so as to further develop the emerging 

grounded theory. This allowed the researcher to ask further questions of participants which 

later came to the fore. The data collection continued until theoretical saturation was achieved.  

 

1.6.2.3  Data analysis  

 

When using a grounded theory method, the data analysis can be referred to as the data coding 

and analysis phase. Coding as described by Locke (2001:64) is labelling of data during various 

developmental stages of the research.  

 

Initial coding was line by line and open coding. This was followed by focused coding and 

memo writing. Line-by-line coding required examining words used by participants in 

describing their experience, feelings, worldview, meanings and assumptions, which the 

participants attach to the experience in question. The most common codes as well as the most 

significant codes were promoted to tentative categories. In doing this, memo writing was 

required (Charmaz 2006:72). Memo writing or memoing, connected data collection with drafts 

as one was required to analyse data and code early in the research process.  

 

The analysis of data was based on the method of constant comparison. This requires the 

researcher to note each event and to compare each event to other events, constantly looking for 

areas which the events had in common and where they differed. Later emerging theory was 

compared with data and substantive theory with formal literature. In turn, this provided the 

focus for the subsequent round of data collection in the form of theoretical sampling. Where 

gaps in the data were identified, these were addressed in the subsequent round of sampling so 

that this weakness could be countered. The process continued until all properties of the 

categories were saturated. 

 

1.6.2.4  Integration and presentation of findings 

 

As the grounded theory process was repeated, tentative categories became core categories, and 

sub-categories were developed to elaborate on, support and substantiate the core category. 

Themes that supported and explained the reasons for sub-categories were also identified and 

elaborated on. As a result, a substantive theory was developed. Recent memo-writing best 
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reflected the descriptions which were needed to support the grounded theory in explaining how 

the core categories were developed. They explained how the sub-categories were supported by 

and correlation to core categories. The memo-writing was used as the primary source when 

writing up the substantive theory. Memo-writing was a reflective process and reflection drove 

the writing up to the substantive theory (Gorra 2007:105). The processes of data generation, 

collection and analysis processes are succinctly illustrated in Figure 4.4 of Chapter 4 for ease 

of reference. 

 

The writing of the theory required the researcher to dissociate from the process of analysis and 

move towards writing within the context of reviewed literature and to weave the literature 

review logically within the final substantive theory. The final aspect of theory development 

required the researcher to look for disconfirmation of the substantive theory. It was critical that 

this reflective retrospective process occurred before the final theory was drawn together.  

 

1.6.2.5  Evaluating grounded theory  

 

Charmaz (2006:180) indicates that grounded theory should aim to meet certain criteria, namely 

credibility and originality within the context of resonance and usefulness. For credibility to 

have been achieved, there needed to have been a strong link between the data and the argument 

being presented. These categories had to offer a wide range of empirical observations and the 

researcher’s claims had to have sufficient evidence for the reader to draw their own 

conclusions. The researcher needed to evaluate the fit between the initial research interest and 

the emerging data. This was done in the adult interviews and in consultation with the 

substantive literature. 

 

With respect to originality; categories should have shown new insights, that the research should 

have had social and theoretical significance and that the substantive theory in particular refined 

and extended current theory and practice. In terms of resonance, was the studied experience 

fully portrayed, did the substantive theory make sense to the participants and did the substantive 

theory offer deeper insights about the participants’ lives or world? Finally as regarded 

usefulness, is there potential for further research in the substantive field, has the work 

contributed to the existing body of knowledge and did the analysis offer useful everyday 

interpretation? 
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1.6.2.6  Ethical considerations 

 

Prior to the researcher entering the field, legal and ethical requirements needed to be met. This 

included getting the ethical clearance from the following bodies and individuals: 

 

x Ethical Clearance Committee, College of Education, University of South Africa.  

x Individual consent from participants who were all over the age of 18. 

  

Participants were informed prior to the study that their participation, while valued, was 

voluntary and that they would be able to withdraw from the study at any point if they deemed 

it necessary. At all stages of data collection participants were informed about the nature and 

purpose of the study, that information would be used for research purposes only and that the 

research would be published as a thesis and as a research paper. Participants were provided 

with an opportunity for counselling and debriefing if it was required. The participants’ identity, 

both within their school and out of their school, would remain anonymous. Furthermore, and 

where necessary, pseudonyms, specifically codes, would be used to facilitate the flow of the 

report. As regards the identity of schools, those too would remain anonymous in all contexts. 

 

1.7  LIMITATIONS OF THE STUDY 

 

This research does not draw its grounding from students at tertiary educational institutions, the 

military nor the workplace, hence the results are not necessarily transferable. The study is not 

limited to a single gender. Also due to local nuances and the uniqueness of South Africa, results 

and explanations may not explain hazing motivation other than in a local context. 

 

1.8  DEFINITIONS AND CLARIFICATION OF TERMS 

 

The following terms have been defined so that their specific meaning within this research is 

concise and clear.  
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1.8.1  Hazing 

 

Hazing is defined as “any activity expected of someone joining a secondary school or school 

sub-group that humiliates, degrades, abuses or endangers them regardless of their willingness 

to participate in the activity” (Allen & Madden 2008:2). Hazing is not institutionally 

sanctioned. Individuals who are directly involved in hazing others are referred to as hazers, 

while those who are complicit by virtue of their presence at an incidence of hazing can be 

considered as indirect participants or as bystanders. Bystanders are critical to the process of 

hazing. The individual who is on the receiving end of hazing actions is referred to as the hazed 

(Lipkins 2006: 26-32).  

  

1.8.2  Initiation  

  

1.8.2.1  Cultural Initiation 

 

Within a South African context, according to the South African Human Rights Commission 

(2006:13), initiation schools may practise initiation, and such schools are defined as follows: 

“Initiation schools are part of our cultural practices in South Africa and are protected by the 

Constitution. The schools are regarded as cultural educational institutions where initiates are 

taught about customary value and conduct.” Cultural initiation is beyond the scope of this 

research. 

 

1.8.2.2  Initiation  

 

According to the South African Schools Act (1996:4) the concept of initiation practice is used. 

Initiation practice is defined as: 

 

… any act which in the process of initiation, admission into, or affiliation 

with, or as condition for continued membership of a school, a group, 

intramural or extramural activities, interschools sports team, or 

organization ‒ 

(a) endangers the mental or physical health or safety of a person; 
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(b) seeks to undermine the intrinsic worth of human beings by treating 

some as inferior to others; 

(c) subjects individuals to humiliating or violent acts which undermine 

the constitutional guarantee to dignity in the Bill of Rights; 

(d) undermines the fundamental rights and values that underpin the 

Constitution; 

(e) impedes the development of a true democratic culture that entitles an 

individual to be treated as worthy of respect and concern; or 

(f) destroys public or private property. 

 

The term ‘initiation’, where used, includes the aforementioned as well as the rites, ceremonies, 

ordeals or instructions with which one is made a member of a sect or society or is invested with 

a particular function or status (Merriam-Webster 2013:644). For the purposes of this study the 

more internationally accepted term, ‘hazing’, will be used instead of the local term, ‘initiation’.  

 

1.8.3  Orientation programme 

 

According to the South African Schools Act No 84 of 1996 (1996:5) the introduction of 

learners to the new school environment at the beginning of a school year or at the beginning of 

a particular season, for example, rugby season, is described as follows: 

 

Schools are encouraged to engage in positive orientation which involves 

a process of induction that seeks to introduce learners to their new 

academic environment in a manner where dignity is enhanced as 

learners are advised, guided and mentored. This process focuses on self-

discipline, self-motivation and self-respect together with academic and 

sporting achievements.  

 

In this study this concept will be referred to as a positive concept termed ‘orientation’ or ‘an 

orientation programme’. An orientation programme is institutionally sanctioned. 
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1.8.4  Constructivist Grounded Theory 

 

This refers to the production of a grounded theory from a constructivist world-view. 

Constructivism is a social scientific perspective which indicates that people’s respective 

perspectives construct the reality in which they participate. A constructivist grounded theorist 

will by asking research participants questions in order to reconstruct their realities. The 

researcher enters the phenomenon being studied, gains a multitude of views and locates the 

reality within the constraints and context in which the researcher finds the phenomenon, all the 

while acknowledging that the interpretation of the phenomenon is in itself constructed 

(Charmaz 2012:607).  

  

1.9  CHAPTER DIVISION 

 

This study was organised using the following chapters.  

 

Chapter 1 introduces the study, describes the problem formulation, and discusses the aims, 

methodology and limitations of the investigation. 

 

Chapter 2 includes a literature review on a variety of aspects of groups through the lens of 

particular theoretical frameworks. Social order is examined in the light of Foucault’s’ theory 

of discourse through to Bourdieu’s theory of social reproduction. This is followed by Tajfel 

and Turner’s theory of social identity theory, and finally, Bandura’s theory of moral 

disengagement is explored.  

  

Chapter 3 gives an overview of the empirical studies on hazing from a global perspective. It 

also looks at hazing in broader terms other than educational institutions only. The communities’ 

response to hazing is scrutinised. 

 

 Chapter 4 explains the research design. 

 

 Chapter 5 describes the research findings. 
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Chapter 6 demarcates the limitations of the study, and makes recommendations based on the 

developed theory for the improvement of practice. 

 

1.10  SUMMARY 

 

The study has been introduced; hazing has been defined and described in broad terms and 

within a South African context. A rationale for the study has been motivated for. The research 

questions have been formulated and the aims have been documented. The course the researcher 

plans to take has been described in detail, however much on the journey, given the very nature 

of grounded theory, is still to be determined. The timing, need for and role of the literature 

review have been penned. Terminology relevant to the research has been defined. Finally the 

content of the various chapters have been delineated and documented. 
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CHAPTER TWO 

THEORETICAL PERSPECTIVES ON HAZING 

 

2.1  INTRODUCTION 

 

The reasons behind any hazing event are complicated and multifaceted. This chapter aims to 

shed light on theories that directly influence hazing events. This includes theories of social 

order and cultural reproduction, social identity and moral disengagement.  

 

According to Harvey (2016) in the Social Research Glossary, social order is defined as the 

ways in which societies remain sufficiently stable to enable co-ordinated productive and 

cultural activity, while Bandura (1970) describes how culture is reproduced as the transmission 

of an intact culture from one generation to the next. Society is a coherent functioning whole 

which by definition requires a degree of order to function. To maintain this, a single aspect of 

a given group’s culture, cultural reproduction should be explained. Furthermore, an 

understanding of an individual’s identities in a social context should be understood as this 

influences why hazing occurs. Finally making sense of a how an individual acts at odds with 

their moral compass is explored against a backdrop of Moral Disengagement theory.  

 

2.2  THEORETICAL FRAMEWORK 

 

So as to gain an in-depth understanding of the motivating factors that drive hazers to action, it 

is important to understand relevant psychological, sociological and philosophical theories that 

relate to the end result of hazing, namely the maintenance of the status quo in a given institution 

or organisation. To this end, this chapter discusses the work of Michel Foucault and Pierre 

Bourdieu, both French philosophers and social theorists amongst others. Their work gives an 

insight into the dynamics of power within society and cultural reproduction. Thereafter the 

work of psychologist Henri Tajfel and John Turner, a social psychologist, on identity and, in 

particular, one’s social identity, is examined. Finally, the work of psychologist Albert Bandura 

on moral disengagement and how this allows one to haze is considered.  

 

So as to clearly understand the theoretical framework of this study a broad view of society 

needs to be considered in the context of hazing, that is, not only considering the hazer but also 
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the context in which the hazer finds themselves as a member of a society. The main research 

question looks to answer what motivating factors drive an individual to haze. To understand 

this in its entirety, it must be determined who within a society hazes, as this may shed light on 

the need to haze. Hazers are always more senior within a society or strand of society than 

victims. This may be the result of age, but age is not necessarily the case. Hazers in schools are 

usually older than victims but hazing Freemasons need only be more senior. Being more senior 

indicates by deduction that more junior or newer members exist; this is evidence that a 

hierarchy is required for hazing to occur. 

 

One needs to consider whether hazing is a means of hierarchy maintenance. If this is the case, 

then it is important to understand how a hierarchy is maintained. To do this, power is required, 

and to this end an understanding of Foucault’s work on power and associated topics of 

discipline and hierarchy bring a fuller understanding of hazing. Bourdieu’s theory on cultural 

reproduction explores how the education system maintains social hierarchy and hence is of 

particular relevance in understanding both hierarchy maintenance and the role of education 

with regard to this, and so forms part of the theoretical framework of this study. Broadly 

speaking, Foucault and Bourdieu’s theories help to answer the question of What role hazing 

serves within society.  

 

In answering the question of Why hazing occurs, part of the answer must be because it makes 

the hazer feel good. The reason for this can be considered on both a micro and macroscopic 

level. I would like to suggest that on a macroscopic level, hazing enhances one’s self- esteem.  

According to Tajfel and Turner’s (1979) Social Identity Theory, one’s self-image is made up 

of one’s own identity and in part by the identity of the groups to which one belongs. A deeper 

understanding of this theory is then necessary in answering the Why aspects of the occurrence 

of hazing.  

 

Finally the question of How hazing comes about must be tackled. What allows good, normal 

moral people to treat victims as badly as they do? As hazers act beyond their own moral code 

when hazing, possibly this is as a result of being morally disengaged. Hence a thorough 

understanding of Bandura’s Moral Disengagement Theory will answer this question. 
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The four aforementioned theorists contextualise this study, which attempts to answer the 

question of what motivates a hazer to haze through answering the What, Why and How 

questions in a social context rather than answering the question from an individual hazer 

perspective. Grounded Theory will then be used to develop a theory from this framework, 

which will bring a better understanding of why hazing occurs, which in turn will benefit all 

organisations and institutions where hazing occurs and aid society in replacing the practice 

with a practice that meets the positive ends of hazing while reducing or eradicating the negative 

attributes. Or, as suggested by Pizzorno (1992), one must have knowledge in a certain field if 

one hopes to have the power to steer or influence others in this field. Knowledge in the field of 

motivation to haze can be used to steer the field of hazing in a positive direction.  

 

2.3  SOCIAL ORDER 

 

2.3.1  Introduction 

 

Hazing has occurred in schools for centuries. It is a practice that helps those in positions of the 

objective of hazing, or a by-product, I am not sure. It is therefore important to understand how 

social order is reproduced within society and more specifically in schools. This will allow for 

a better understanding of societal reproduction and whether hazing falls under this ambit. Two 

driving theorists in this field are Michel Foucault and Pierre Bourdieu.  

 

2.3.2  Foucault’s Theory of Discourse and Power 

 

Michael Foucault’s work on cultural reproduction has been influenced by the work of many 

French anthropologists, namely Durkheim, Mauss, Callois, Nietzsche and Bataille. In turn 

Foucault has influenced writers in a broad spectrum of disciplines. Foucault is most famously 

associated with his ideas on power (O’Farrell 2005:96). So as to maximise an understanding 

of Foucault’s views on how culture is reproduced, it is important to consider his views on 

discourse. Discourse is dependent on power. The discussion that follows will deal first with the 

relationship between discourse and power, followed by the dependent concepts of discipline, 

surveillance, hierarchy and examinations. 
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An understanding of Foucault’s perspectives on power are essential when reading his work as 

the concepts around power are peppered throughout his work and form a backdrop against 

which in this case discourse and order within society can be better understood (Foucault 1971). 

Despite the fact that Foucault’s views on power stem from only a modern history of the West, 

Foucault explains that power cannot exist in isolation, but rather occurs within a relationship 

(Panneerselvam 2000:23). For example, a king does not have power unless he has subjects and 

in their relationship, this power can be exercised. This particular type of power is able to create 

order in society as the power relationship governs all layers within society, from complex 

military groups through to the simple relationship between a child picking his nose at the table 

to annoy his parents (Foucault 1977: 142).  

 

In terms of the transmission of order within society, one must consider Foucault’s views on 

power within relationships and discourse. Foucault’s theory of discourse is well-accepted 

(Harrington 2006:39). Discourse is a complex social construct and as a result is defined in a 

variety of ways depending on the context in which it is used. In this context discourse refers to 

ideas that a given group of people have in common, which are then transferred between them 

through conversations (Foucault 1972). This could be written or spoken communication in 

which information and knowledge are shared. According to Foucault (1977) it is through 

discourse that we are created, discourse joins power and reality and its power is as a result of 

our acceptance of knowledge. Power and knowledge are considered to be opposite sides of a 

single coin, with knowledge giving rise to power (Foucault 1977:29). Those in positions of 

power decide what is discussed and this becomes the lens through which life is viewed or the 

reality of a given context. Foucault believes that truth, mortality and meaning are generated 

through discourse (ibid). The created discourse is then transmitted through the society in a 

predetermined and well controlled mechanism of transmission with a view to maintaining order 

and the balance of power. Power is transmitted through discourse; it also determines who can 

speak and with what level of authority (ibid). 

 

When learning from Foucault’s work, it imperative to realise that as a theorist he according to 

Woermann (2012) does not aim to convince his readers of his philosophical perspectives but 

rather describes what he observes of the world and reality. This then acts as a mirror to society 

and hence his views both on power and discourse have a greater validity in their reflective 

nature.   
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Further, discourse also dictates over inclusion and exclusion, whose views are heard and are 

considered worthy and whose are not (Stahl 2004:4330). Discourse implies perceptions being 

accepted by all within that society rather than a single sector of the society. For example, those 

who have power accept their own power as do those subject to this power namely the oppressed 

(Foucault 1998:62). Those with knowledge and power use discourse and are able to make 

things difficult for those who do not. This manifests in how those in power treat those without 

power, whether through marginalisation or through viewing or treating them as ‘less than’. The 

oppressed group may be denied knowledge and are also expected to shed their differences and 

so become like those who oppress, and in this way differences are done away with (Pitsoe & 

Letseka 2013).  

 

Discourse is conveyed on a daily basis and can be conveyed through various forms of 

communication or through action (Jager & Maier 2009). Discourse can be both an instrument 

and an effect of power. Viewing a situation from the vantage of one oppressed by power, as a 

result of a particular discourse, it can be liberating to realise that the given discourse can be 

altered or done away with through discourse too. This is the duality of discourse, able to both 

reinforce and disarm power (Foucault 1998). 

 

According to Foucault (1977) discourse is dependent on power. At the beginning of the 

eighteenth century power began to be maintained through discipline, which is an internally 

motivated manner of behaviour control, and so there was no longer a need for a sovereign to 

demand a particular type of behaviour. Foucault (1977:136) indicates that discipline comes 

about through empirically calculated means, within the army, schools and in hospitals. Its 

purpose is to control one’s being through “uninterrupted, constant coercion, supervising the 

processes of the activity rather than the result”. This process was made highly efficient through 

subdividing time, space and movement through meticulous control of each individual (Foucault 

1973:2). The uninterrupted constant coercion and supervision of activities was the 

interpretation of discipline at the end of the seventeenth century. Discipline in this form became 

an effective means of domination, yet was very different from slavery, which was a means of 

domination used prior to this (Foucault 1977:137). Here was the introduction of an elegant 

form of control and domination, free of violence, yet exceptionally effective. Obedience came 

subtly from the mastery of the individual over his whole person. Discipline in this format 

enabled power over many and hence the transmission of discourse. 
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2.3.2.1  Hierarchy, surveillance, normalising judgement and examinations as means of 

 control  

 

Hierarchy is intertwined with power. In Foucault’s writing, Discipline and Punishment (1977: 

170) he discusses hierarchical observation and its links to power and discipline: “The exercise 

of discipline presupposes a mechanism that coerces by means of observation; an apparatus in 

which the techniques that make it possible to see induced effects of power, and in which, 

conversely, the means of coercion make those on whom they are applied clearly visible.”  

 

Foucault also (1973:4) describes power not as something possessed nor emanating from either 

an individual nor a group, but rather as something dispersed, forming networks and reciprocal 

supports. Power is a result of differences in potential and other discrepancies; it is consequently 

able to control. To oversee situations, supervisors are required as informants, contributing to 

the concept of surveillance (Foucault 1977). An example of this may be the doctor in a hospital 

who has a nurse who fills the role of informant, as the nurse has more sustained contact with 

the patient. A similar situation may develop within a school where teachers request or possibly 

expect Grade 12 learners to surveil more junior members of the school. Hence a hierarchy is 

set up between the individual requesting surveillance and the person being observed; a 

minimum of a three-tiered hierarchy is consequent. Within an educational context the hierarchy 

could include those who help with classroom administration, those who help with maintaining 

order and those who connect with families, in this case, for example, when pupils are absent 

(Foucault 1978:176). The hierarchy may be considered a tactical arrangement in which each 

individual who occupies a specific position within the hierarchy ensures precise functions 

occur. The result is the tactical functioning of power, or the enablement of the exercise of power 

(Foucault 1972:6).  

 

Consequently an arrangement within schools includes three aspects; teaching, aquiring 

knowledge and a reciprocal hierarchical observations integrated into each classroom. 

Surveillance was integral and inherent to the field of teaching. A surveillance which was 

hierachical, continuous and functional was an exceptional eighteenth century “invention” 

which is still very much evident within schools today. With this form of survellance came 

power throughout society. Disciplinary power is absolute, silent and free of excess force or 

violence (Foucault 1978:176). 
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This concept of surveillance was introduced at the beginning of the eighteenth century. It was 

common to the military, hospitals, schools and even in factories. To enhance surveillance, two 

approaches were taken; subdividing people into individual units and the employment of 

supervisors associated with the aforementioned hierarchy. To isolate individuals, in the case of 

the military, this took the form of the layout of camps which was highly regulated. The strictly 

regulated layout style aimed to increase, interestingly, internal visibility. This was later echoed 

in the layout of working-class housing estates, hospitals, asylums, prisons and schools: 

hierarchical surveillance of those who were housed within the supervisor’s line of sight. The 

aim of the described architecture was to act on those within the boundaries, to “hold their 

conduct and to carry the effect of power right to them” (Foucault 1977:173). In hospitals beds 

were isolated with dividing curtains. In the case of the school, desks were isolated and 

individual, while boarding school dormitories started out with curtain partitions between beds 

and windows in each room onto a passage. Bathrooms were designed with half doors 

(ibid:173). In the classroom teachers were able to maintain their positions of surveillance by 

standing on a stage in the front of the class; this was also common in dining halls.  

 

So as to maximise surveillance, supervisors were required. The supervisors were chosen by 

virtue of being co-operative and willing to report misdemeanours to those in authority. This 

particular form of surveillance gave rise to a hierarchy. Supervisors are the means through 

which cultural order is reproduced. Foucault is exceptional in his view of power, viewing it as 

diffused among a group who are subject to it through a need to conform. As a result, group 

members are intrinsically motivated through self-discipline to behave in a predetermined way. 

 

This particular perspective of power is in contrast to a focused source of power where a group 

or society is ruled by a single sovereign powerful individual or system. Power is not ‘wielded’ 

but ‘dispersed’. Foucault also views power as both a negative, as the common perception in 

which one is compelled, repressed or forced to take action against one’s wishes, as well as a 

positive force, the less common perception: a gentler, collective coercion (Gaventa 2003). 

Foucault indicates that power reflects reality and hence reflects both the positive and the 

negative. Power produces reality through our acceptance of discourse (Foucault 1978). Power 

as a result is a source of social discipline which differs from the concept of sovereign power, 

the more dated and traditional perspective of power. The aforementioned form of disciplinary 

power results in conformity. Foucault viewed power as socialised, every day and an embodied 



  
 

28 
 

phenomenon. As a result it was diffused and therefore difficult to identify as having a single 

source or origin.  

 

Foucault (1977:180) explains how social norms developed and became embedded within 

societies. If one was to deviate from a norm, normalising judgement was applied. This would 

take on the form of a sophisticated set of punishment. A reward or recognition could also be 

awarded should normal behaviour be expressed. The accumulation of rewards could be 

weighed against punishment. This adherence to the norm was evident in the military, hospitals 

and in schools, much like many of Foucault’s suggested mechanisms of operation in these three 

environments. This form of control or power was also aimed at achieving self-discipline as 

individuals aimed to conform to expected norms. This resulted in no external or sovereign 

source of power being needed, but rather coercion through conformity to societal norms as a 

motivator for normal behaviour. “Like surveillance and with it, normalization becomes one of 

the great instruments of power at the end of the classical age” (Foucault 1977:184).  

 

The examination served as an external measure of whether hierarchy and its associated 

surveillance were effective. The norms laid down acted as a benchmark, whether with respect 

to conduct or pronunciation of words or use of diction (Foucault 1977:178). Comply and one 

is rewarded by passing the examination, as one is recognised as being able to function optimally 

through using self-discipline, the new form of power. Fail and negative consequences would 

result: a more tacit consequence from the external source of power. 

 

According to Foucault, power was not discipline but rather discipline was a means through 

which power could be exercised. Foucault believed that power was not intentional. In 

individuals or institutions like schools, intentions may only be loosely related to power. This 

is best illustrated by means of an example. Prisons do not prevent crime, but the existence of 

prisons increases the amount of wrongdoing while decreasing the amount of more serious 

crimes (Gaventa 2003).  

 

It can be seen that through the subtleties of having functional surveillance executed, where 

need be, by members of a chosen hierarchy, norms could be maintained. For increased certainty 

of this sophisticated functioning system, examinations act as a final and extra means of control. 



  
 

29 
 

Hence it can be seen how control of a society is maintained through discipline: the vehicle for 

maintaining power within society, according to Foucault.  

 

2.3.3  From Foucault to Bourdieu 

 

Essentially Foucault views power as a consequence of what a society or a group decides is 

defined as truth. The truth then results in power over those who accept this truth; this power is 

visible through self-discipline in a disciplinary society, as all try to adhere to the norms created 

by the acceptance of a given truth. Bourdieu, while influenced by Durkheim, also gains insights 

from and responds to ideas that originated with Marx and Weber. Bourdieu in essence suggests 

that power is symbolically and culturally created. This plays out through ‘habitus’, which in 

turn has power over cultural and social actions (Navarro 2006:13). Bourdieu’s views on power 

are generally more negative as a consequence of power being something that highlights 

inequalities within a society. 

 

2.3.4  Bourdieu’s Theory of Social Reproduction 

 

Bourdieu was influenced by Marx’s perspectives of how symbolic systems help consolidate 

forms of domination, while Weber’s influence was in identifying the force that drives social 

action (Navarro 2006). According to Bourdieu, all our human actions occur in social 

arrangements and are driven by self-interest, regardless of context. In any given context each 

individual tries to maximise all gains and to accumulate economic, cultural, symbolic and 

social capital (Bourdieu 1989:17).  

 

Having capital translates to having power. Various forms of capital are required in different 

contexts and can be transferred as and when required. The accumulation of capital acts to 

perpetuate hierarchies. Hierarchies then require constant minding and protection to maintain 

capital differences and to legitimise the hierarchy. Bourdieu core theory explains how these 

hierarchies are maintained (Navarro 2006). 

 

To understand social transferral one needs to understand culture. Common to most cultures is 

power and this too needs to be understood to accurately understand how society is replicated 

(ibid). Bourdieu views power as a symbolic and cultural creation. Its maintenance is through 
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social norms, termed habitus. Habitus is explained as, the formal and informal mores which 

society inculcates into an individual as taught capabilities, enduring dispositions and trained 

capacities and organised tendencies to act, feel and think in a determined manner, which in turn 

guides action. Habitus links social cause to social action and thus results in society reproducing 

itself even when what gave rise to the habitus is no longer present. In terms of an education 

system, the habitus of the school is not determined by those employed by it nor by those who 

attend it, but rather by the society in which it is found. The school acts as a means through 

which the given habitus is reproduced (Bourdieu & Passeron 1977:54). Habitus becomes a set 

of automatic responses. (Nash 1990:433). Just as genetics is the manner in which biology is 

transferred, so education is the medium through which culture is reproduced (Bourdieu & 

Passeron 1977:32). According to Harvey and Maclean (2008), the transferability of various 

forms of capital advantages those with capital. For example if one has economic capital this 

can be transferred to educational capital. One is able to afford an education at an elite school. 

This in turn may allow one access to lucrative opportunities through ones association with an 

elite or prestigious educational institution.  Having capital allows one to trade in the currency 

of any in-group through being privy too and participating in a particular habitus.   

 

Bourdieu’s culturalism aims to determine the principles that cause the regulated practices of a 

culture. Culture mediates social practice; it connects people and groups to the institutionalised 

hierarchies. The struggle that results when a society undergoes a change, threatens those who 

have various forms of capital: Bourdieu refers to this as ‘distinctions’. Cultural capital is 

required to maintain social inequalities and, as a result, social hierarchy. The education system 

is an effective forum and hence means though which social inequalities can be maintained 

(Bourdieu in Wacquant 2005:316).  

 

2.3.4.1  Bourdieu on Education Systems and Schools 

 

According to Bourdieu (1974), society is able to produce groups, which is evident all around 

us. These groups are both able to and required to reproduce. The education system and the 

school are the modern means through which society is replicated. The school acts as an active 

force in shaping the consciousness of the individuals within them. The school forms part of the 

habitus of those who attend the institution (Bourdieu 1971). In having an influence on 

consciousness, it can be extrapolated that the school has power over those within it.  
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Schools will differ in nature: for example, they may serve the elite, the middle or lower class. 

The habitus of the home and the school need to dovetail for the school to maximise its influence 

and act as a force of social replication (Nash 1990:436). The social hierarchy of elite versus 

lower class is maintained through maintaining a different habitus in respective schools. The 

dominant social class tends to control the education system and hence the habitus of the elite 

is mirrored in the educational institutions (Bourdieu & Passeron 1977:7). Through ignoring the 

habitus of the lower class, their ability to succeed within the constraints of the habitus of the 

elite sets those in the lower class up to fail. 

 

While schools are institutions in which teaching and learning occur, Bourdieu believes that an 

arbitrary class cultural code is also taught and accepted at all levels of the hierarchy (Bourdieu 

in Nash 1990:436). This code is interesting as it is accepted by all and recognised as being 

arbitrary, and yet it allows different social classes to be differentiated and each in turn to be 

perpetuated. It must take time and manpower to teach this code; this reflects well-spent 

resources as the gain is the maintenance of the social hierarchy. 

 

Possibly part of what occurs during hazing falls into the arbitrary cultural code. The arbitrary 

cultural code shares many common qualities with the hidden curriculum and hazing, as all form 

part of the non-academic curriculum and give an institution a defining and exclusive means of 

demonstrating that one is a member of the given institution. An example of this arbitrary action 

may be when a child stands up when greeting an adult. Standing to greet someone is arbitrary, 

yet within many school environments it is seen as a sign of respect. The value of standing in 

this context has no physical or practical purpose: the value comes from the meaning which 

those who are able to read the arbitrary language give to the action, namely an action indicating 

respect. There are numerous similar examples in all cultures. The action is a means to be 

accepted into a particular social class. This may be the reason behind the acceptance by parents, 

teachers and the broader community of the arbitrary practices that occur as part of hazing, such 

as carrying around and naming a pet rock. Stakeholders within the community may feel that to 

object would leave them on the outside of the cultural class they hope to be included in. 

Complying with an arbitrary action seems a small price to pay for the many benefits that come 

from joining or remaining part of a desirable social class and its associated institutions. 
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A topic which should further be explored or researched empirically is whether those schools 

that fall at the bottom of the cultural hierarchy practise hazing. If one extrapolates that hazing 

is required to maintain one’s position at the upper end of the hierarchy there seems little reason 

to have hazing at the bottom end, as being included at this level will not require minimum 

arbitrary actions.  

 

Bourdieu in Nash (1990), logically suggests a universal pedagogy, pedagogy free from the 

arbitrary cultural class influence. This would give all classes an equal chance at success within 

the education system. In a South African context this would be reflected in the national 

curriculum. Realistically Bourdieu concedes that this has not been promoted in the field of 

pedagogy. The unequal educational landscape in South Africa reflects the fact that a national 

curriculum does not result in equal educational opportunities or experiences.  

 

2.3.4.2  Bourdieu’s Rites of Institutions  

 

Interestingly, Bourdieu (1992:117) speaks of the concept rites of passage where he is critical 

of Van Gennep’s work on the topic, suggesting that the concept has merely been identified 

rather than explained. On further reading of Van Gennep’s work it can be seen that this 

assumption made by Bourdieu is an assumption and not based on the thorough discussion by 

Van Gennep of rites (Thomassen 2014:26). Bourdieu makes further criticism of Turner for 

only providing a description of rites of passage rather than providing anything more substantial. 

Bourdieu examines the social function of the ritual and the significance of the boundary which 

is legitimately transgressed when undertaking the ritual. From Bourdieu’s vantage point he 

discusses rites of passage but in his discussion he covers many aspects that are common to 

hazing rituals. He believes that they should be more appropriately termed rites of consecration 

or rites of legitimation (Bourdieu 1991:117). The rites that need to be undertaken, possibly 

when transitioning from childhood to adolescence, represent a normal transition and are 

marked by an event or series of events. What is of consequence is not those who travel the 

normal road acceptingly, taking the required and expected path, but rather those who choose 

not to undertake the ritual. 

 

In the context of this chapter what is of significance is Bourdieu’s concept of the social ritual, 

the rites of institutions (Bourdieu 1991:117). These rites have invariant properties. They are 
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distinctive in that they are an arbitrary or meaningless boundary, a mark of achievement that 

needs to be crossed or met. So as to give credibility to the boundary, those who support what 

the rites of the institution represents need to legitimate the boundary. In this process they 

attempt to make the boundary seem as close to a law as possible. Giving a false value to the 

arbitrary boundary makes achieving it important to those who belong to the social institution 

or group. A large amount of effort is required by all who have met the necessary criteria, 

throughout the history of the social institution to maintain or safeguard what would in another 

context be seen for what it is, an arbitrary action. Interestingly, Bourdieu points out that the 

formerly termed rite of passage is termed as such so as to draw attention to the passage, when 

in fact there is no passage, simply a line or boundary that needs to be crossed, a physical or 

outward expression of acceptance of the social order of the given group. The boundary acts as 

a primary mean of separation that rites of passage or rites of institutions exist to differentiate 

(ibid :118).  

 

In the context of rites of institutions, the boundary acts to separate not those who are not yet 

ready by virtue of age to take on the demands of the social institution, or possibly by virtue of 

gender who may never take the same action, but may form part of the same social institution, 

but rather to draw attention to those who dare to choose not to give validity to the boundary 

and take the required action. It is this group that one must separate from the social institution 

as they do not support or legitimate part of the institution, in particular the means through which 

inclusion is granted.  

 

Rites of institutions call for the sanctification and consecration of an action which is required 

to legitimate a particular course of action. Whether the rite is specific to the most senior of the 

group, possibly the king, or the most junior, a boy being accepted into manhood, the rite of the 

institution is accepted by all. Some might obviously not meet the standard in the perception of 

others and so in meeting the demands of the boundary, for example the young boy may not yet 

be a man, yet they are resultantly legitimated within the society. Also, the king may not yet 

understand how to rule. Both will naturally learn the way of being, which is paved for each, 

without being expected to fulfil further rites of the institution. The learning required is a natural 

consequence and hence Bourdieu refers to these rites as piscem natare docem, which is the 

Latin idiom meaning teaching a fish to swim (Bourdieu 1991:119).  
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To understand a society is to understand the symbolic efficacy of the rites of the institution: 

they are powerful in that they can transform representation into reality. They act to highlight 

the status quo of an institution to which all members are subject. The rite acts like a social 

‘magic’ in that it transforms those who have taken the arbitrary action, as they themselves feel 

legitimated, as well as all others in the group, as they feel supportive of the individual who has 

been legitimated (Bourdieu 1996). The rite brings with it the concept of difference: those who 

are transformed by the magic and those who are not. Differences are often disguised as actual, 

but often they are merely constructed. In this case, they are constructed by the institution, with 

the social magic creating a group of haves – those who have bought into the legitimation – and 

a group of have nots – those who don’t care for the legitimation process. This creates the 

legitimised elite, who are compelled to behave in a certain way and conform to the rites of the 

institution into which they have crossed, and simultaneously to encourage those who have 

legitimated themselves from reverting to their previous selves (Bourdieu 1992:122).  

 

Bourdieu (ibid: 123) makes an acute observation expressed as follows: 

 

“All groups entrust the body (a person), treated like a kind of memory, 

with their most precious possessions, and the use made of the suffering 

inflicted on the body by rites of initiation in all societies is 

understandable if one realises, as numerous psychological experiments 

have shown, that people’s adherence to an institution is directly 

proportional to the severity and painfulness of the rites of initiation.”  

 

Joining the group of choice becomes a costly venture if one deeply values this group. 

  

The right of an institution, in this context a school in which hazing is practised, allows one a 

better understanding of how a hierarchy is maintained and how a group, in this case a particular 

school, maintains its identity as a single valued unit. Those who have accepted the status quo 

by undergoing hazing when it was appropriate for them, by taking all the necessary actions, 

are legitimated by the group or school. This is how the members used their actions as a voice 

to state that they wanted to be included in the group. Their actions state that they want to be 

included and they will be accepted into the group by undergoing hazing activities. Some would 

have done this as a formality or as a means to an end of being included. Others would have 
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bought into all the actions and what they represented. A small group would possibly not have 

been able to meet the criteria and their journey in the given school would have been a very 

challenging one. The hierarchy would then remain intact, with the vast majority at the different 

levels of the hierarchy accepting the status quo and a legitimated hierarchy. 

 

Interestingly, the arbitrary actions that form the boundary that allows one to be included or 

excluded from a group, both within rites of passage and in hazing, are actions pitched at a low 

or attainable level. The reason for this is that they are designed by the group and for the group, 

so that all are able to achieve the criteria if they so choose. Not meeting the criteria then 

becomes a choice rather than an innate inability. This supports the fact that these two processes 

are about wanting to be part of a certain social institution rather than deserving a place in, for 

example, an Olympic team, which is decided on not by choosing to belong but by physical 

criteria, for example how many seconds it takes one to complete a 100m sprint. This is evidence 

of hazing being a social construct that serves a social purpose rather than only a set of legitimate 

activities.  

 

Another aspect of maintaining the status quo comes in the form of a test. A clear example that 

illustrates this comes back to Foucault’s examination. However, the parallel is not drawn by 

Bourdieu. According to Bourdieu (1992:120) passing and failing examinations may maintain 

the status quo, explaining that in an examination, the final mark may result in a degree being 

conferred or something similar. Those who are included are made so by means of scoring a 

single mark more. They meet the minimum pass mark and are included, as opposed to those 

who fail through not meeting the minimum requirement, also possibly by a single mark. It’s an 

arbitrary construct created to separate those who meet the rites of institutions and those who 

do not or choose not to. By meeting the criteria, an associated set of behaviours is required. 

This behaviour one would expect of oneself, while simultaneously the broader community 

would expect a similar set of behaviours. A self-perpetuating cycle is created, keeping those 

who meet the arbitrary culturally constructed criteria behaving in a predetermined manner 

indefinitely.  

 

Bourdieu (1992) believes that it is a universal tendency to create differences between groups 

and that it would be demeaning to naturalise differences. Rather make differences second 

nature. Experience the physical hardships of the rite of institution, suffer through the difficulty 
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or boredom of the qualification and wear the embellishments of the status that deems one part 

of the institution and hence different. One needs to work at inculcating the requirements of the 

institution, to permanently meet the requirement of the arbitrary boundary. The results of this 

will ensure everyday tell-tale signs that one is a worthy member of the group that one has 

laboured to join. The everyday signifiers of inclusion include class taste, which dictates the 

choice of outward symbols that reflect which side of the arbitrary divide one resides. Other 

signifiers are clothes, manners, accents, body language and taste (Bourdieu 1992). 

 

2.3.5  Social order in conclusion  

 

In conclusion Bourdieu (1992:125) summarises: 

 

“Acts of social magic as diverse as marriage or circumcision, the 

attribution of titles or degrees, the conferring of knighthoods, the 

appointment to offices, posts or honours, the attribution of a quality 

label, or the corroboration by a signature or initials, are all acts which 

can only succeed if the institution – meaning to institute in an active way 

someone or something endowed with this or that status or property – is 

guaranteed by the whole group or by a recognised institution.”  

 

It is through the outward symbols that one is made different from other groups and the same as 

the group to which one aims to belong to and so is included into the given institution. The 

social ritual is deemed valid and the result is that the social group is replicated.  

 

Hazing can be viewed as the ritual that is socially valid as it results in the replication of the 

social order and its associated hierarchy. It allows those who have entered the group as socially 

insignificant, to feel justified as significant and included. 
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2.3.6  Social Order and hazing 

 

2.3.6.1  Hazing as a means through which discourse and power are propagated 

 

Considering Foucault’s perspectives of how discourse gives rise to power and in turn social 

order, the school could be viewed as a segment of society or alternatively a micro-society. 

Within this society those with knowledge, the Grade 12s, have power. From a position of power 

the Grade 12s are to a degree expected to create order, or at least maintain order in certain 

contexts of the life of a school. These contexts are often part of the hidden curriculum or play 

out when a teacher is not supervising a group of learners. 

 

Hazing is part of the everyday school discourse that plays out at the beginning of the school 

year or at the start of a seasonal activity. It has over the years become a norm accepted by the 

communities associated with the schools in which hazing is practised (Serrao 2009). Further, 

within certain school communities the practice of hazing may well have become embedded. 

The resultant self-discipline that Foucault refers to may result from the conformity which 

comes from the majority of any group who are hazed. These individuals dance to the beat of 

the hazers’ drums without causing any disruption to the status quo or to the resultant or 

gradually unfolding hazing activities. Most individuals involved allow the hazing to progress 

as required; both the hazer and the hazed accept the power which the norm has granted to the 

hazer, as described by Foucault (Foucault 1971). Often in a hazing context there is no evident 

‘sovereign’ to whom the hazed are subjects of, rather the disciplined co-operation acts as the 

source of power.  

 

Equipped with institutional power and knowledge, the Grade 12 learners are able to use 

discourse to make school life difficult for those who are different, namely the newcomers to 

the group, the Grade 8 learners. The manner through which school life is made difficult in 

certain circumstances falls within the constraints of hazing. Both the person hazing and those 

being hazed are accepting of the status quo, and of who possesses both knowledge and power. 

The victim simultaneously expects and accepts their lot. Differences between the two groups, 

those who haze and those who are hazed, are reduced through the process with those who are 

hazed becoming more like their hazers. This results in acceptance of knowledge and power by 

those who haze and by those who fall victim to hazing.  
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2.3.6.2  Discipline gives rise to power which in turn maintains discourse 

 

As mentioned earlier, according to Foucault (1977), the “uninterrupted, constant coercion, 

supervising the processes of the activity rather than the result” is evident within the context of 

a school as the activities of the day are subdivided into small units of time and space.  

 

Learners are sub-divided into smaller units when a grade is divided into classes. Movement in 

small groups or classes is controlled as learners are expected to follow timetables that direct 

them to individual classrooms at regulated time intervals. No segments of time are un-

allocated: even times to relax and eat are scripted into the timetable. Discipline in this format 

is effective within schools still today. This is a means of control, free of violence and is 

effective.  

 

Grade 12 learners bear the responsibility of conveying aspects of the message of discipline to 

the Grade 8 learners. The Grade 12 learners are not the only ones conveying this message; they 

are part of the school institution, with all stakeholders conveying a similar message of 

discipline. Grade 12 learners are, relatively speaking, very similar to Grade 8 learners as 

compared to other stakeholders such as teachers. This may result in insecurity within the Grade 

12 learners, which then may play out through hazing Grade 8s rather than simply orientating 

them to their new environment. A clear understanding of discipline without violence is not 

always understood by hazers in this context as they are frequently tempted into bringing some 

form of violence into the mix. This could well be due to the fact that the hazer may feel that 

without a concrete and tangible consequence, for example calisthenics, paddling or another 

form of punishment, newcomers may not conform to the expected disciplinary requirements. 

This represents an ignorant or possibly naïve perspective of the hazer, as the newcomer is keen 

to meet the requirements of inclusion, since acceptance represents a more stable state of being.  

 

Discipline expected from newcomers would suffice to maintain discourse in the school 

environment, and none of the aforementioned activities hazing activities would be necessary. 

Usually Grade 12 learners only have a single opportunity to be Grade 12s, as a consequence 

Grade 12 learners are not given an opportunity to do things a second time or differently and 

not haze to see whether this results in different consequences, for example whether Grade 8 

learners would still conform to the disciplinary structures of the school should they not have 



  
 

39 
 

been hazed. This one opportunity for Grade 12 learners to get the discipline structure right and 

the consequent maintenance of discourse may act as further pressure on Grade 12 learners and 

thereby increase the tendency of Grade 12 learners to haze. They feel the pressure to maintain 

standards while on their “watch” as the most senior members of the learner body. This would 

be felt even more strongly at the beginning of the year when they have little to no experience 

of being in this senior position. What the Grade 12s would learn from communicating discipline 

in a non-hazing form is never achieved as at the beginning of the school year as the Grade 12 

learner body is new and will learn these lesson for the first time themselves.  

 

2.3.6.3  Hierarchy, surveillance, normalising judgement and examinations as means of 

 control  

 

Within most school systems a hierarchy exists within the pupil body, with those most 

historically senior at the top of the hierarchy. According to Foucault one of the ways in which 

discipline can be maintained is either through observation or the threat of observation and 

reporting back to those more senior, namely adults, within the hierarchical structure. Within 

the pupil body this often falls to the most highly regarded within the senior pupil body; the 

school leaders or prefects. With regards Foucault’s perspectives on constant surveillance, 

another parallel can be drawn between the practices of hazing and how the hazed are controlled 

in this respect. The hazed may not fall under constant surveillance, but they spend some time 

with the hazers and they can never be sure as to when they are being observed. As a result, the 

perception that they may be observed at any point keeps the hazed acting in a particular manner. 

Foucault would describe this as self- discipline. An example of this is when the hazed are tasked 

with constantly wearing a larger-than-normal name tag around their necks, despite not always 

being in the presence of a hazer. This illustrates the effectiveness of potential surveillance. 

 

Foucault suggests that the role of observer is not simply a matter of assigning individuals to 

the role but is rather based on choice. The observers are chosen as they are perceived to be 

willing to report misdemeanours to authorities (Foucault 1977:173). They are tasked with being 

the ears on the ground to either report or deal with deviations from the given discourse. In the 

absence of adults it then naturally falls to this tier of the hierarchy to maintain surveillance and, 

in turn  discipline. This would be similar to the situation within hospitals. When the doctor is 



  
 

40 
 

not available, it falls to the nursing staff to act as the body that maintains surveillance and 

reports back to the doctor when appropriate.  

 

The hierarchy within a school relevant to hazing is the three-tiered hierarchy that has the adults 

or teachers at the top, the Grade 12 learners on the middle tier and the Grade 8 learners on the 

lowest level. The Grade 12 learners have, in the context of an orientation programme or at the 

beginning of a year or season, a lot of contact time with Grade 8 learners. The Grade 12 pupil 

is tasked with, among other things, overseeing the safety and discipline within the group in 

their absence. It is appropriate for Grade 12 pupils to share certain spaces within the school 

with Grade 8 learners, which would be inappropriate for staff to spend protracted periods of 

time in. Examples of these spaces may be before a formal assembly or adult-run activity starts, 

at a warm-up or pack-away part of a sport practice, on a bus to a sports activity, during a 

detention, in prep sessions, at a dinner table or at war-cry practices to mention but a few. In 

these situations, discipline is required by the body of the school and it is achieved through the 

power of the hierarchy as a result of the surveillance by the Grade 12 learners who maintain 

discipline or report unmanageable situations to teachers.  

 

Unfortunately Grade 12 learners may take it upon themselves to enforce discipline through 

physical means, which according to Foucault is not necessary (Foucault 1977). Not every time 

a Grade 12 learner harms a Grade 8 learner physically or emotionally does this fall under the 

umbrella of hazing, just as a fight between siblings would not be termed hazing. However, 

when a Grade 12 learner needs to establish their position early within a year so that discipline 

at a later stage is maintained, this may fall under the hazing umbrella. The enforcement of the 

discipline structures may well be solved through physical means, which could be through 

hazing, particularly when this occurs at the beginning of the year. When discipline begins to 

be challenged or slips, the Grade 12 learner, feeling insecure as a result of the challenge, hits 

back hard so as to re-establish the hierarchy and consequent discipline. It is in this space that 

hazing may occur or even go awry.  

 

Under normal and most circumstances the scenario described above does not play out. Rather 

discipline is effectively maintained through the hierarchy within the daily running of a school. 

Similarly not every occasion in which senior pupils need to manage junior pupils is hazing s 

relevant. Almost all of these types of situations do not represent a hazing opportunity. However, 
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the corollary may be true: these situations may result in hazing more frequently than would 

occur when an adult is present and identifiably in charge. The primary motivating factor for 

this is that all stakeholders aim to maintain the status quo, as through this each individual will 

feel safe within their designated hierarchical tier. As indicated by Foucault (1977), with this 

form of survellance came power throughout society, or in this case throughout a school.  

 

Foucault is exceptional in his view of power, viewing it as diffused among a group who are 

subject to it through a need to conform, and so the group members are intrinsically motivated 

through self-discipline to behave in a predetermined way. Disciplinary power is absolute, silent 

and free of excess force or violence (Foucault 1978:176). Disciplinary power also does not 

stem from a single source. Within the context of hazing, power over those hazed frequently 

comes from a group who haze rather than from a single individual, aligning with this particular 

perspective Foucault holds of power. 

 

Certain aspects of the learning which Grade 8 pupils do while involved in the hazing process 

results in the social norms of the particular school being replicated and embedded in each Grade 

8 learner. This then ensures that through the learners’ need to conform to the social demands 

of the school. they will exercise their own self-discipline as they progress through the school. 

They will not need an external presence to enforce social norms as they move through each 

grade within secondary school.  

 

Furthermore, what is evident as a result of hierarchies and the positioning of learners so as to 

be able to surveil as Foucault indicated, is the diffused nature of power. Power is diffused 

among the group as learners have a need to conform, and as a result they are intrinsically 

motivated through self-discipline to behave in a predetermined manner. This is a particularly 

relevant view when dealing with Grade 8 to 12 learners. It is during the adolescent years that 

one detaches from one’s primary caregivers and forms strong attachments to others. During 

this period the need to conform as an adolescent is possibly at its strongest. This makes the 

power of conformity through self-discipline a very strong motivating force in any environment 

associated with this transition stage of life.  

 

Each school has its own in-house code of conduct that forms part of the hidden curriculum. A 

parallel can be drawn between this in-house code of conduct and what Foucault refers to as 
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norms. A school’s orientation is designed to pass these norms, amongst other things, on to 

Grade 8 learners. When under the supervision of Grade 12 learners, a Grade 8 learner may be 

unwilling to accept aspects of the in-house code of conduct. This rejection by the Grade 8 

learner will be viewed negatively by the Grade 12 learners, as it represents a rejection of the 

group as a whole. The Grade 12 may believe that the Grade 8 does not want to become part of 

the new group as they are not willing to accept a certain norm or set of norms. As a means of 

illustrating to the Grade 8 the importance of accepting the code of conduct of the group, a 

hazing event may occur. This could be physical, such as being made to do a number of push-

ups, or psychological, which would take the form of humiliation should they, for example, be 

asked to hug a tree. The dual intention is both punishing the Grade 8 and showing the rest of 

the newcomers, the Grade 8 group, that this consequence is what each of them will be subjected 

to should they also not want to accept the hidden curriculum or not actively show that they 

would like to join the group. Hence in the process of rejecting a norm, a Grade 8 pupil may be 

hazed. 

 

Last, but not least, is the role of the examination. Many hazing situations and orientation 

programmes require the newcomers to have knowledge of particular aspects of the school. The 

history, the rules or the names of office bearers of the school are taught. The teaching of 

aforementioned content could well form part of any orientation programme. It seems that the 

test of this knowledge often falls within the hazing component of joining a new group. The test 

results are never reflected on any report card, yet the test is still conducted and the importance 

of the test is conveyed to the newcomers by those setting and marking the test, the hazers. 

 

It is often not the test that induces hazing but rather the threat of the significance of the test that 

may be termed considered an act of hazing. Grade 8 learners may feel enormous pressure to 

achieve the predetermined pass mark. The way they are made to feel prior to the test and in 

preparing for the test can be considered hazing. In another situation, knowledge between 

existing members of a group could simply be shared with new members rather than having the 

test or examination hanging over the situation like a judge in a courtroom predicting one’s fate 

with the fall of a gavel. A parallel can be drawn between the power of the examination 

according to Foucault, and testing done by hazers. 
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Foucault’s views on surveillance and associated hierarchy, normalising judgement and 

examinations can be observed within the domain of hazing. It comes through the need to control 

those joining the new group. Power is required to control and rather than having a sovereign or 

dictatorship in our modern day society, we look to self-discipline as a means through which 

power is diffused. This is done through a remarkably effective process, achieving the same 

ends as a sovereign or dictatorial power, but through a much more palatable, calculated and 

possibly deceptive manner. 

 

2.3.6.4  Bourdieu and two interpretations of hazing as arbitrary action and hence 

 cultural capital 

 

An arbitrary action may be the wearing a larger-than-normal name around one’s neck. This 

may come about as a result of a Grade 12 learner insisting on the activity that a Grade 8 learner 

needs to fulfil, to show that they are willing to take on actions and so be included into the 

culture of their new school environment. This is a simple, harmless means of gaining cultural 

capital for the Grade 8 learner. Nonetheless, the activity is a form of hazing. 

 

In a similar vein, this may be the reason behind the acceptance by parents, teachers and the 

broader community of the arbitrary practices that occur as part of hazing, for example carrying 

around and naming a pet rock. Stakeholders within the community may feel that to object 

would leave them on the outside of the cultural class that they hope to be included in. 

Complying with an arbitrary action seems a small price to pay for the many benefits which 

come from joining or remaining part of a desirable social class and its associated institutions. 

 

Giving an arbitrary activity due status and importance is not logical. For this reason, those who 

have taken the arbitrary action and/or those who haze, would like the next set of newcomers to 

take the arbitrary action, and need to frame the action as legitimate and important. An example 

of this type of arbitrary act may be running around a field at night naked or having Deep Heat 

(a Menthol and Methyl Salicylate containing cream) rubbed on one’s genitals.  

 

Neither of these activities has intrinsic value, but both would be spoken up by hazers so that 

the activity would seem to be an essential aspect of the hazing process which must be achieved 

if one hoped to join the new group. In giving the arbitrary action due importance, the history 
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of the action and the many who have come before who took the action would be flaunted in 

conversation as part of legitimating the action. What is also common is for each successive 

year group to add onto the action, so as to make the action unique in a respect and just a fraction 

more challenging.  

 

2.3.6.5  Bourdieu and rites of institutions 

 

The act that forms the rite is pitched so that it is achievable by all and hence a logical deduction 

is that the aim of the rite is to make it possible for all to be included as opposed to a select few 

meeting challenging criteria. Bourdieu suggests that taking a rite of passage or as he terms it, 

a rite of the institution, is a matter of choice. This may well be the case, however, those who 

choose not to take the rituals that are hazing activities when they join a new school will find it 

difficult to be assimilated into the new group. The reason being is that they are, in most 

situations, rejecting an aspect of the new group at the outset. This usually occurs publicly and 

so the individual rejecting the activity is known to his peers and the group involved in the rite 

of the institution or hazers. Assimilation into a new group after rejecting a group request is not 

easily forgotten. This may lead to the individual leaving the school or being labelled negatively. 

 

An example of this was the case of a Parktown Boys High School Grade 11 learner in a 

boarding house hazing incident. The boy, as a result of what followed, left the school. His 

mother, Pene Kimber, made the details of the event public in 2009. Pene Kimber’s son made 

an affidavit indicating that Grade 11 boys had been woken during the night and marched to a 

nearby rugby field where they were stripped naked and forced to rub Deep Heat onto their 

genitals. They were then made to run a gauntlet of Grade 12 boys who beat them with a variety 

of bats, clubs and sticks (Ritchie 2009). The fact that the boy left the school indicates that 

staying, having broken the code of silence associated with this activity, would have been less 

tolerable than leaving. The associated media commentary on the matter indicates that not only 

was an individual boy involved, but so too by association were his family and the broader 

community.  

 

According to Bourdieu (1991:118) the rite exists so as to differentiate. Does one want to be 

part of the new group or not? Those who choose not to comply must be publicly rejected by 

the group if the group wishes to maintain the integrity of the rite of the institution. All 
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stakeholders have a vested interest in who undergoes the rite of passage, whether the learner 

body as a whole, teachers or the community at large, as having a non-compliant member within 

the group is a threat to the group as a whole.  

 

Bourdieu (1992:125) writes about social magic, this would include all acts recognised by a 

given social group which must be undertaken so as to replicate the social group. Examples of 

types of social magic could include circumcision through to marriage. I would like to suggest 

that hazing falls under the heading of social magic as it is an outward action or set of actions 

recognised by all members of the social group and the broader community into which the group 

being hazed falls. The act or social ritual needs to be expressed outwardly, in part. Hazing may 

well include a number of aspects that are not outward symbols of events but frequently an 

outward consequence of hazing is evident. This would be the wearing of a certain garment, for 

example a nappy, bib or dummy, or as is frequently the case in a male context, the shaving of 

heads for new members of hockey, water polo and rugby teams. This forms the outward symbol 

recognised by the broader community, deemed as socially valid, which allows for the 

replication of the social order in the aforementioned areas of the society, hence social 

replication. Those having taken the action are then rewarded by a symbol, for example the right 

to wear the first team dress code, which too is recognised by all within the community. 

 

So from Bourdieu’s work, which includes the legitimation of arbitrary action, giving the action 

status and having a choice as to whether to take an action or not, social order is replicated. As 

these are common aspects of hazing, hazing may well occur as a recognised means of 

replicating social order. 

 

2.3.6.6  The test as a means of maintaining the status quo 

 

While Foucault believed that an examination was useful in maintaining discipline and hence 

power, Bourdieu also indicates that a test result can be used in replicating culture and, in turn, 

society. Those who pass the test by a single mark are granted the associated social capital, 

while those who fail, even by a single mark, are deprived of the social capital the test represents. 

In terms of hazing, the pass mark that newcomers need to attain on the frequently-written 

newcomers’ test is seldom the traditional 50%. The pass mark is set by the hazer and is 

frequently higher than 50%.  
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This high mark acts to create fear in those taking the test. It may have the dual function of being 

the yardstick of inclusion or exclusion and to give validity to the test and associated testing 

process as a hazing activity. Once one has passed the test one is included into the group and 

awarded the appropriate social capital. This in turn comes with an expectation that one will 

follow a broad set of behavioural norms associated with the group. This behaviour would be 

expected by those who haze, as well as the broader community associated with the sector of 

society from which both the hazer and the hazed come.  

 

2.3.6.7  Bourdieu and hazing in conclusion 

 

Hazing is a set of actions based on the principle that at least two groups exist, namely; the 

group to which one aspires to belong and the group that includes all other people. Bourdieu 

suggests that the process of forming groups is universal, with differences between groups being 

essential – a very natural process. So the means through which joining a group, which in this 

discussion refers to hazing, occurs should, by deduction, also be a normal and acceptable 

process. Bourdieu is encouraging of accepting the processes required to join the group. Meet 

the requirements of the arbitrary action and enjoy the benefits of being included into the group. 

It is in this repetition of process that the social ritual is deemed valid and societal norms are 

replicated, hence society and culture are replicated. 

 

2.4  SOCIAL IDENTITY THEORY 

 

2.4.1  Introduction 

 

Social identity theory is a social-psychological theory that aims to explain behaviour and 

cognition through group processes (Abrams & Hogg 1988). It refers to the part of one’s self-

concept that stems from the identity of the groups one forms part of. Social identity theory 

looks at how groups relate to other similar groups. Its founders were Henri Tajfel and John 

Turner in the late 1970s and 1980s. According to Tajfel and Turner (1979:40), a social group 

is made up of a number of people who perceive themselves as belonging to a particular social 

group, and who are perceived by others to be part of the aforementioned group.  
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2.4.2  The development of Social Identity Theory 

 

The theory has its origins in the work done by Henri Tajfel, a Polish Jew who survived World 

War II, and whose thinking was influenced by wartime events. His work, like much of the work 

at the time, came as Tajfel grappled with the motivation behind people’s actions, which had 

led neighbours, colleagues and friends with no rational reason to view each other as dangerous 

enemies (Ellemers & Haslam 2012: 380) to do exactly that. 

 

Tajfel, Billig, Bundy and Flarnent (1971) conducted research which today is known as the 

minimal group studies. This research indicated what minimum differences were required 

between groups, so as to induce in-group favouritism. The mere categorisation effect stemmed 

from this, indicating that simply by placing people into separate groups, the effect of an in-

group and an out-group becomes an automatic result. The challenging nature of these findings 

was the driving force behind rich research that could offer an alternate explanation to the 

categorisation effect. From this Tajfel develops his social identity theory. Later, in association 

with John Turner, the concepts are developed further into what was known as a theory of 

intergroup conflict, which is what we understand today to be social identity theory (Tajfel & 

Turner 1979).  

 

John Turner (1985) developed a further theory, self-categorisation theory, which stems from 

and is associated with social identity theory. While a separate and distinct theory, it does fall 

into the same ambit of social processes. Self-categorisation theory is a recurrent theme in the 

literature on social identity theory. Self- categorisation theory focuses in detail on the manner 

in which a person categorises others, both through their similarities as well as through their 

differences (Hogg, Terry & White 1995:260). This is relevant in achieving a complete 

understanding of social identity theory.  

 

2.4.3  Social Identity Theory 

 

Tajfel in McLeod (2008) defines social identity, as opposed to identity, as one’s own concept 

of self, which depends on the groups to which one belongs, since people identify with the 

groups to which they belong. Individuals belong to a variety of groups, such as social groups, 

family or class. The membership to these groups may bring with it a source of self-esteem and 
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pride. These groups give one a social identity and an associated sense of belonging. As the 

status of the group ebbs and wanes, so too does one’s self-image.  

 

For social identity theory to be mobilised within an individual, two distinct mental operations 

are required to occur: categorisation and self-enhancement. During the process of 

categorisation one is able to refine inter-group boundaries through the process of producing 

group-distinctive stereotypical and normative perceptions and actions. One then assigns all, 

including oneself, to the most relevant category. This is a basic cognitive function, which relies 

on both social and non-social stimuli, bringing to the fore relevant attributes to the individual 

doing the categorising. Self-enhancement operates on the norm that people like to view 

themselves in a positive light in relation to others and so one sees one’s in-group through rose 

coloured lenses with respect to their norms and stereotypes. A means through which one’s 

perception of the in-group is enhanced, is through a favourable comparison (Hogg et al, 1995). 

For example if a school learner excels in the cultural co-curricular arena, they may decide that 

achieving on the sports field is of less value than cultural achievements. Hence the favourable 

comparison of the cultural in-group is valued above the sporting out-group. Note that the means 

according to which categorisation is effected is not a representation of reality but rather an 

ideological perspective.  

 

Further, according to Tajfel and Holmes (1985) individuals tend to instinctively classify 

themselves and others into groups, for example by race, religion or age. As one can see, the 

groups are not mutually exclusive. Each individual has their own means of categorising 

themselves and others, and each individual defines the characteristics associated with the 

group. This classification serves two main purposes: the first being to subdivide and order the 

social environment. This enables a person to systematically define others. Consequently the 

person being observed then takes on the identity of the group in the eyes of the observer. With 

a sound understanding of stereotyping, this may well result in incorrect assumptions being 

made by the observer. The second reason for the social classification is so that the individual 

or an observer can define themselves within the social context. 

 

According to social identity theory, one’s self-concept is the sum of one’s personal identity and 

one’s social identity. One’s social identity is defined by the salient groups to which one 

belongs. For example, one can be a father and a South African, identifying with each label and 
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its underpinned group. The individual also perceives their own fate to be that of the fate of the 

group to which they belong. Tajfel and Turner (1985:16) further define the individual and the 

group to be primarily comparative and relational. The comparison may be in association to 

groups to which one does not belong. By way of an example, a group defined as young is only 

meaningful in relation to being old. These contrasting terms give rise to the concept of the “in-

group” – in this case young – and the “out-group”, old, or an “us “ and “them“ dichotomy. 

Social identity theory states that the in-group will discriminate against the out-group so as to 

enhance the self-esteem of members of the in-group. Also, the groups to which one belongs or 

identifies with may be mutually exclusive, but one’s individual level of identification with the 

group many vary. This tendency to stereotype and group people according to Tajfel is a natural 

cognitive process; we naturally group things so as to make sense of them. In doing this we tend 

to overstress both the differences between groups and the similarities within groups. 

 

Further according to Russell Korte (2007), the degree to which one identifies with a group 

varies. The variation is proportional to the degree to which one feels similar to the group, the 

more similar, the stronger the degree of identifying with the group. Members tend to over 

identify with the in-group with reference to similarities and under identify with the out-group 

in respect of differences. Herewith the group identity is able to dominate the individual identity 

in a given context. This is possible through the process of stereotyping and dehumanising of 

the out-group, and depersonalising oneself and strongly identifying with the in-group. The 

result of which is the enhancement of one’s own self-esteem. Power of the in-group can be 

maintained if this dominant in-group acts to maintain the status quo. 

 

2.4.4  Underlying principles of Social Identity Theory 

 

Ellemers and Haslam (2012:381) describe the three basic principles that underlie social identity 

theory, namely psychological processes, which differentiate one’s personal identity from one’s 

social identity. Secondly, status hierarchies and social change, which are the development of a 

positive social identity, and thirdly characteristics of social structure, this requires the 

application of the two fore mentioned concepts. Determining which is best suited to the given 

situation. The description below summarises how the concepts fit together. 
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Figure 2.4: Social Identity Theory 

 

2.4.4.1  Psychological processes 

 

Psychological processes can further be divided into social categorisation, social comparison, 

social identity and self-esteem. Tajfel and Turner (1979:40) describe the aim of social 

categorisation as being to identify and understand an individual or one’s self. So as to better 

and more efficiently make sense of the world, people tend to encode and decode reality into 

categories (Trepte 2006:257). Social categorisation is an instrument that segments, classifies 

and orders a social environment and so aids social processes, enabling one to find one’s place 

in society (Tajfel & Turner 1979:40). A social category or group, for example, may be a 

teacher; this category tells us other things about the person. One also finds out things about 

oneself through knowing which category or group one belongs to. Categorisation highlights 

similarities while minimising differences between members of a group. Categorisation is based 

on salient differences (Trepte 2006:258). 
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Social categorisation triggers social comparisons (Trepte 2006:258). The social groups 

defining characteristics or traits, behaviour and attitudes are interpreted and evaluated. These 

are then compared to other groups who have salient similarities with the aim of determining 

whether one’s own group is superior or inferior. Understandably, a comparison does not 

indicate a level of achievement, but rather gives one a relative result. For example, a 

psychologist may feel that he is scientific in his approach to research. This may be true relative 

to a historian, but false when compared to a physicist (Ellemers & Haslam 2012:381). A 

positive comparison is important, as this impacts on one’s self esteem.  

 

Three variables can be identified that influence intergroup differentiation within social 

contexts. Individuals must have internalised the group membership as part of their self-concept, 

they must identify with their in-group, and the out-group must be similar with respect to salient 

traits and be within close proximity (Tajfel & Turner 1979:41). 

 

The aim of social identity is to achieve a positive social identity: this identity is ever present 

and in a state of flux. Tajfel (1978:63) defines social identity as “the part of an individual’s 

self-concept that derives his knowledge of his membership of a social group together with value 

and emotional significance to that membership”. Social identity requires prevailing positive 

comparisons for the in-group, which in turn results in a positive social identity and vice versa 

in the case of a negative comparison. Group performance is dynamic and consequently social 

identity needs to be continuously negotiated. The drive for a positive social identity is far more 

constant: this drive is always for a positive social identity (Trepte 2012:259). Varying means 

of attaining this positive social identity are employed. If one’s own group suffers a valid 

negative comparison, then joining a group with a higher status becomes a real prospect. This 

mobility is tempered by group boundaries, strength of objections and group sanctions. When 

mobility is not a reasonable option, social change is implemented, whether through drawing 

comparisons with groups of lower status or looking for alternative aspects to compare between 

groups (Tajfel & Turner 1979:42).  

 

According to social identity theory, self-esteem is defined as the esteem in which a particular 

self-image is held (Hogg & Abrams 1990:38). Self-esteem underlies the motivation for inter-

group behaviour. Self-esteem is not a isolated or single motivating factor: the factors mentioned 

above have a conjoint influence. Through positive in-group comparisons one’s self-esteem is 
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enhanced. This has not been empirically verified and is researched in the context of the self-

esteem hypothesis (Abrams & Hogg 1990:32).  

 

2.4.4.2  Status hierarchies and social change  

 

Status hierarchies and social change can be described as follows. They are strategies aimed at 

maintaining a positive social identity, require a positive entry on the social hierarchy scale and 

one may require social change (Tajfel & Turner 1986:18). Within the social hierarchy a 

comparison should have a favourable outcome from a positive comparison, which in turn adds 

to a positive social identity. A positioning of a lower status with respect to social hierachy will 

naturally have a less positive influence on social identity. Those who belong to groups with a 

high status work towards at least maintaining their status, if not enhancing it, while those of a 

low status on the hierarchy develop strategies to improv etheir relative postion. These stategies 

include individual mobility, social creativity and social competition (Tajfel & Turner 1986:19).  

 

Individual mobility requires one to make changes so as to improve one’s social hierarchical 

position. A directly proportional relationship exists between one’s hierachical position and 

one’s motivation to enhance this, hence those in a lower position are very motivated to move 

to a position of higher status within another group. This is an individual solution as the group 

from which one exits remains at a low status (ibid). According to Tajfel and Turner (1979:43-

44), social creativity requires a group to find ways in which they are positively distinctive, 

usually by redefining their means or content of comparison. Possibly the criteria used to 

compare groups could move from physical strength to kindness, as this may well alter the result 

to give a more favourable comparison. Social creativity can be achieved without any concrete 

changes to the group.  

 

Three methods can be employed: comparing the in-group to the out-group on some new 

dimension, changing the values assigned to the attributes of the group, or through finding an 

alternate out-group. The second method is comparing the in-group to the out-group on some 

new dimension, for example, a group may be assessed on their ability to comprehend written 

work. If the group fairs poorly in this activity and has a number of second language speakers, 

possibly comparing the group’s mathematical skills would give a more favourable resul,t as 

the task would not be as dependent on language. The third method is changing the values 
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assigned to the attributes of the group so as to achieve a positive comparison. This was well 

recognised in the renowned “ Black is Beautiful” campaign. In this example the salient 

descriptor, ethnicity, is unchanged, while the assigned value is applauded.  

 

Finding an alternate group is achievable by not comparing the group contantly to high-status 

groups: this should yield reduced inferiority and an increasing self-esteem. Last, changing the 

out-group to which one compares the in-group to would yield a positive result. If the status of 

the out-group is reduced, the status of the in-group is then compared to that of a more similar 

group, which causes more realistic competition and frequently knocks on to improved 

performance by the in-group.  

 

Social competition aims to reverse the relative positions of the in-group and the out-group. This 

may require comparisons to be made relative to the social structure and consequently changes 

in the in-group’s objective social position: a consequence of a change in the status quo that 

differs from individual and social creativity (Ellemers & Haslam 2012:383). An example of 

this would be the change seen in legislation of homosexuals and their rights to adoption. One 

can contrast individual mobility with social change, one dealing with the singular, the other 

with the collective, both operating in a similar manner. This results in actual changes as 

compared to perceived changes, as in the case for social creativity. The result of social 

competition is a collective action aimed at achieving change (ibid). 

 

2.4.4.3  Socio-structural characteristics 

 

Socio-structural characteristics are the practical application of the aforementioned categories; 

namely psychological processes and status hierarchy and social change. Sub-categories of these 

two categories are combined as and when necessary so as to achieve a positive social identity. 

Socio-structural characteristics consider the conditions under which appropriate action needs 

to be taken, so as to at least maintain one’s social identity, if not improve it. For example, if 

one compares one’s in-group to an out-group of a lower status and this does not result in the 

desired positive social identity one may resort to individual mobility. This in turn blurs what 

the in-group would define as group interest, as well as limiting the chances of mobilising the 

in-group to collective action with respect to common interests (Tajfel & Turner 1986:21). The 

consequence in the long term may have negative consequences for the in-group. Also, should 
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the barriers to leaving a group, for example morals, be strong, the alternative may be to employ 

social creativity reducing conflicts of interest. This may not always be easily achievable as the 

reason for the difference in salient aspects would have been based in a founded and practical 

reality. When a hierarchical system is consensual within a society, less conflict results, as 

comparisons are more equal. This is not a historically sustainable manner for a society to exist 

in. From this one can see that a negative social identity will lead to comparisons between other 

groups with similar salient traits, with lower hierarchical status. 

 

One may consider those groups of a high status to be less at risk of experiencing a negative 

social identity. Yet being at the top of any hierarchy implies that the direction of movement of 

the group can only be one-directional. Whether inferior or superior, all groups within a 

hierarchy are at risk. If the society legitimates the hierarchy, a greater degree of social stabilty 

is felt. Stability and legitimacy promote the maintenance of the status quo and vice versa. A 

dethroning of the group at the top of the social hierarchy when the society is stable and 

legitimate, tends to have more costly consequences. The concepts discussed above, which were 

developed by Tajfel and Turner (1979,1986) were developed with conflict due to the scarcity 

of a particular resource in mind. Many groups are in fact able co-exist with far greater positive 

and constructive relationships with respective to similar groups.  

  

In terms of social identity theory, it is important to remember that one belongs to many different 

groups with differing degrees of solidarity. Each group has a unique and varying effect on one’s 

self-esteem, depending on the status of the group. Members of a group care about the group. 

They will act to maintain the label and associated characteristics that define the group. Also, 

members look for characteristics that show that the group is unique and valuable. Members of 

the group may pursue this line of protection at personal expense or at the expense of the out-

group (Tajfel 1978). Different groups are placed at more or less sought-after positions within 

the hierarchy of society. Consider, for example, the group that makes up communities 

associated with private schooling in South Africa. Members of this group will promote this as 

an elite group while behaving in a particular manner so as to add to the elite identity of the 

group. When groups in similar contexts, for example, the one directly below the elite group 

considers their identity, they will look to find comparable means that act to improve their 

position in the hierarchy. Consequently the elite group is then put under even more pressure to 
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maintain their positive in-group status as this directly impacts on their social identity (Turner, 

Brown & Tajfel 1979).  

 

If one finds oneself in a social group at a lower level on the social hierarchy than one would 

like, one is able to change social groups. This is termed social mobility or exit (Tajfel 1975:3). 

This is evidence that social mobility is possible and that social groups are pervious as change 

in groups does occur. When boundaries of social groups are impervious, different coping 

strategies are required. Social creativity is one such method and was discussed above.  

 

2.4.5  Social Identity Theory in conclusion 

 

While Social Identity Theory appears to be a simple means of comparing oneself within a group 

context to others in similar situations, it is in fact significantly more complex than that. The 

theory has a remarkable history and is the result of combining both Tajfel and Turner’s work 

through integrating psychological processes, status hierarchy and social change in a dynamic 

and applicable manner to form a founded and complex theory that has stood the test of time in 

both sociological and psychological contexts. Social Identity Theory is useful in gaining an 

understanding of how groups function and the need to maintain the status of a group. These 

factors have a direct influence on how newcomers join a new group, which in turn relates to 

hazing.  

 

2.4.6  Social Identity Theory and Hazing 

 

When a newcomer joins a new group they will consider the social identity of the new group 

prior to joining the group. During the process of categorisation the newcomer will identify 

primarily positive group-distinctive stereotypical characteristics. This may be the perceived 

high esteem in which the school is held or simply the desirable nature of the co-curricular 

activity group. The newcomer believes that their self-image and, in turn, self-esteem will be 

enhanced should they manage to be included into the new in-group. The newcomer, not being 

familiar with the internal code of conduct or hidden curriculum of the in-group, expects to find 

themselves in new and unfamiliar circumstances in which new and unfamiliar demands will be 

made on them. In the case of the newcomer being thirteen years of age, they may not be 

sufficiently able to judge which activities are acceptable to participate in when joining a new 
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group. This appropriate compliance makes mild hazing very easy to achieve when newcomers 

join a group. Newcomers to groups may have had conversations at home in which they have 

heard of peers, friends, siblings or parents going through hazing activities. They may well glean 

from these conversations that they are expected to comply with demands made on them as they 

join the new group. Ultimately this will enhance their self-image. 

 

In the case of high demands for places of acceptance into many private schools, former model 

C schools and urban schools in South Africa, an added pressure falls onto families and Grade 

8 learners to be suitably equipped and well prepared in the hope of receiving one of these 

sought-after places. Grade 8 learners, on starting out at a new school, may have knowledge of 

hazing to which a blind eye is turned. Combined with their own and family pressure this may 

leave them in a position in which they are unduly compliant with requests made on them. This 

leaves Grade 8 learners vulnerable to hazing requirements as a place in one of these institutions 

is not easy to come by. Furthermore, by association families, through conversations around 

sports fields, in the office or at dinner parties, gain self-esteem by being part of the community 

associated with a sought-after school or associated co-curricular activities. For example it is 

not just the honour of being selected to play as a member of the first rugby team at for example 

Paarl Gymnasium, but this is an honour that many fathers and families will enjoy by 

association, and hence the raised self-esteem of not only the player but a similar raised self-

esteem for family members too. When the gain in self-esteem is this significant, one would be 

hard pressed to complain about what actions were expected of one when moving through the 

process of being assimilated into the new group. This creates an environment in which hazing 

will be easily accepted, with few questions asked.  

 

Social Identity Theory relies on the fact that a positive comparison for the in-group is drawn 

against other similar out-groups. This positive comparison is then echoed in one’s self-esteem 

and so self-esteem is enhanced. All groups are dynamic and as suggested by the theory, social 

identity needs to constantly be negotiated. This allows for the dynamic phase of joining a group 

which may include and, in some cases, even expect hazing. Once one has received the benefits 

of a positive social comparison, it would be natural to try and maintain this positive position. 

The result of this would be maintaining the status of the group. This requires two distinct 

approaches, namely that all members, new and old, behave in such a way as to maintain the 
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social identity of the group and, secondly, to replicate the process through which new members 

join the group, applying hazing where necessary. 

 

Should the social identity of the group wane, members of the group are called on to be creative 

in raising the hierarchical position of the group. Often this is evident at the beginning of a new 

cycle for the group. In terms of school contexts, this would be at the beginning of a new school 

year or at the beginning of a season for co-curricular activities. The creativity required may 

play out in realms beyond the core activity of the group as intrinsic limitations bind core 

activities. Consequently the creativity can play out in how hazing activities are conceptualised 

by more senior members of the group who are experiencing the negative comparison of the 

social group. In making hazing activities bigger and better than before, the status of the social 

group is enhanced and once again members of the group can reap the rewards of a positive 

social identity. 

 

Another means of enhancing a declining social identity is to alter the status quo of the in- group 

in an attempt to achieve a more positive comparison. In terms of changing the status quo of a 

school, this would prove more difficult to achieve in a yearlong cycle. A yearlong cycle is 

relevant with respect to hazing as the group that hazes seldom remains in a position to haze for 

longer than a year. In terms of changing the status quo within a co-curricular activity, this is 

far more easily achieved. With respect to hazing, this may be achieved through introducing, 

stopping or varying the degree of the practice. This may be the single reason to introduce hazing 

or add to the manner in which hazing is executed with the end objective being to improve the 

status quo of the group. An example which may make this concept more tangible is the 

introduction of hazing activities into choir camps. The motivation to bring hazing into a choir 

camp would be to mimic the activities that frequently occur on sports tours. It is through 

introducing a similar activity that the choir members can improve the status quo of the choir 

and in turn, members can achieve a positive comparison and associated social identity.  

 

As a direct consequence of a particular school making public which hazing activities occur at 

their school by means of video clips, which are then often made available on the internet, this 

makes drawing comparisons between institutions easy. Senior learners who are aware of what 

kind of hazing activities take place at institutions that have greater status on the social hierarchy 

are then in a position to introduce similar activities or activities that would have more credit, 
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so as to raise the status of their school. This can lead to increased severity in hazing as a result 

of one-upmanship between schools clustered at a similar point on the social hierarchy.  

  

The drive for a positive social identity is a constant and powerful force which will result in a 

variety of adaptive means being employed to achieve it. Hazing activities may well provide a 

means through which the social identity of a given in-group can be kept at the positive end of 

the social hierarchy. This, in turn, will ensure a positive self- image and self-esteem for all 

members of in-group, which is the primary benefit of Social Identity Theory.  

 

2.5  MORAL DISENGAGEMENT THEORY 

 

2.5.1  Introduction 

 

The morality of our actions is seated in our cognitive perceptions of the morality of those 

actions, rather than in the rationality of the action. Hence our self-regulation is in turn 

dependent on our perceptions of our actions. An action to one seems immoral, yet to another it 

appears acceptable, for example spanking a misbehaving child. An understanding of a 

seemingly immoral act comes from understanding how one justifies, rationalises and concludes 

that the action is moral.  

 

Moral disengagement theory looks at the mechanisms through which this difference in morality 

between people arises. Since the actions involved in the majority of hazing events do not in the 

most part deviate from broad morality, it is important to consider the greater deviations that 

form the majority of hazing actions. The alternate or changed perspective of an action, for 

example wearing of a large name label around one’s neck, is acceptable as a hazing task, but 

not a common practice in everyday life. Moral disengagement theory looks at the mechanism 

of how this shift occurs in the minds of those involved in hazing.  

 

2.5.2  Bandura’s Moral Disengagement Theory 

 

According to Albert Bandura (2002:102) one develops one’s own morality and with it an 

associated perception of what is right and wrong. These perceptions determine one’s conduct 

as one constantly compares actions to one’s own moral yardstick and accordingly regulates 



  
 

59 
 

one’s actions. The mechanism through which this cognitive consideration of an action, 

comparing it to one’s moral yardstick and concluding how to act, is done in anticipation of the 

action rather than retrospectively. This pattern of cognition and resultant action keeps one at 

peace with oneself. When one is faced with acting inhumanly, one is able to self-regulated 

through the mechanism described above. Hence our actions are regulated cognitively through 

our moral yardstick rather than through dispassionate or abstract reasoning.  

 

How is it, then, that within a given social context certain individuals or small groups are able 

to act in a manner which appears to many to be immoral? Bandura’s moral disengagement 

theory explains the mechanisms through which self-regulation become distorted within an 

individual’s own perception and inhuman conduct becomes permissible. An extreme example 

is how murder becomes an acceptable act during war.  

 

Bandura’s work looks primarily at situations of war and terrorism when describing the elements 

of moral disengagement. The processes include: moral justification, euphemistic labelling, 

displacement of responsibility, diffusion of responsibility, disregard or distortion of 

consequence, dehumanisation, power of humanisation and attribution of blame (Bandura 1999, 

2002). 

 

2.5.2.1  Moral Justification  

 

People feel more at ease within themselves when they conduct themselves in accordance with 

their own views on morality. Prior to conducting any action which may be considered immoral, 

one tends to justify the action to oneself (Aronson, Wilson & Akert 2010). One may go as far 

as deeming the action socially worthy or with moral purpose: this is essential to maintaining 

morality and hence vital to not only benefitting oneself but also to protect others.  

 

This kind of behaviour has been evident throughout history and on all corners of the globe, 

both in the atrocities that play out during wars, as well as in religiously motivated actions that 

result in death. Examples of this include Islamic extremists participating in jihad, where Allah’s 

will is carried out rather than that of the perpetrator, in a justifiable war (Amir Ali 2015). A 

similar perspective is presented by Johnathan Riley Smith (2005) in his book on the history of 

the Crusades, where violence was considered to be morally neutral and to be viewed against a 
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backdrop of the intention of the action. Depending on how it was framed it could be viewed 

“like a surgeon, against the wishes of his patient amputates a leg”: righteous in that it saved a 

life. And so both amputation as the example and violent killing in times of war, are justifiable 

during the Crusades. The actions are worthy, as they are conducted in a palatable context, 

removed from their abhorrent action, and worthy on morally justifiable grounds 

 

2.5.2.2  Euphemistic Labelling 

 

Language is used to inform our thought: for example, a parent may refer to the wooden spoon 

with which they smack their child as a ‘paddy whacker’ to lighten the load of violent action 

against one’s own child. Hence if one wants to influence others into conducting inappropriate 

actions, language is an effective tool. With the correct label, the action becomes palatable and 

euphemism becomes a weapon.  

 

According to Diener, Dineen, Endresen, Beaman and Fraser (1975), our actions are far more 

cruel when the action is referred to with a sanitised label rather than when labelled aggressively. 

Gambino (1973), whose research is in the non-responsibility of language, looks at the language 

used in the Watergate hearings and is able to identify how individuals tend to take less 

responsibility for the actions when their actions are immoral but they are labelled as less 

immoral. This is referred to as sanitising language. An example of this may be when a mafia 

member speaks of having a ‘hit’ rather than committing a murder or when soldiers ‘waste’ 

people during war rather than kill someone.  

 

The manner in which events are described also influences the level of responsibility required 

for a certain action. The use of the passive voice acts as a buffer between the actor and his 

action. One is removed from having committed a particular act. According to Penelope (1990) 

a particularly effective use of the passive voice is using it in a truncated, agentless, passive 

form. In this form, details easily go unnoticed at a conscious level and a universality is 

associated with a given expression of an event. Inexcusable actions are committed by distant, 

nameless, and almost unknown forces. 
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2.5.2.3  Advantageous Comparisons 

 

Any action or behaivour can be viewed from a multitude of perspectives. The meaning of the 

behaviour and the ethical nature of the behaviour depends on the backdrop against which it is 

compared. It is through contrasting behaviour that a desired conclusion can be reached. 

Inexcusable behaviour can be seen as rightoius when set against the correct contrasting action. 

Bandura (1990) uses the example of terrorists who view their own actions as acts of martydom 

when compared to the actions inflicted on their own people. The suicide bomber nobly believes 

he gives up his life in an attempt to serve his fellows and save them from their oppressors. The 

greater the contrast that can be found, the more positively one can view one’s own destructive 

actions. Bandura (1990) cites the example of the American military participating in the 

Vietnam war as a positive, in that it would save the nation from Communist enslavement.  

 

Often those acting inhumanely point to those who have come before them, who acted in a 

similar fashion to achieve noble ends, such as the violent means through which both America 

and France were able to stand up against their repective oppressors. These exonerative 

comparisons can be used to paint almost any action in a positive light.  

 

The combination of moral justification, euphemistic language and advantagous comparison is 

an inordinately powerful set of psychological mechanisms for altering cognitive perceptions, 

thereby legitimising reprehensible and harmful conduct. The result is that individuals 

disengage moral control, and self-censoring is eliminated as harmful or immoral conduct is 

viewed as having a high moral purpose.The natural consequence of personal distress or moral 

questioning is absent, which results in the contrasting opposite set of thoughts in the perpetrator 

of harmful or immoral actions. One experiences self-approval and the reprehensible 

frighteningly becomes commendable (Bandura 2002:106) .  

 

2.5.2.4  Displacement of Responsibility  

 

This refers to removing one from direct responsibility for a particular action. The perpetrator 

of the action does so as they are following instructions from someone who is or who is believed 

to be in a position of authority. The concept can be associated with the everyday idea behind 
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the phrase “don’t shoot the messenger”. The individual delivering the information throws their 

hands up and absolves themselves from all responsibility.  

 

An example of this would be the inhumane acts committed in German concentration camps 

during the Second World War. The actions were inflicted by ground officers who believed that 

they needed to follow instructions at all costs. Yale University psychcologist Stanley Milgrim 

(1974) is well known for his investigation in which he looks at how one obeys an authority 

figure when they make a request in conflict with one’s personal conscience. In his experiment, 

the subject of the experiment, a volunteer, is tasked with administering an increasingly high 

voltage electric shock to a confederate, who is a member of the research team. The confederate 

is shocked should they get question answers incorrect. The shock intensity increases in 15 volt 

increments with each incorrect answer.  

 

According to Milgram, people are able to act in ways which they would otherwise find 

unacceptable if they feel that a legitimate authority figure accepts responsibility for the 

unacceptable action. The perpetrator of the action feels that the displaced responsibility allows 

them to remain blameless with respect to the resultant harm caused. They need not feel 

incriminated nor need to self-censor, as they were not the agent of the harm.  

 

This form of self-exemption and innocence by virtue of displaced responsibility is a common 

trend throughout history when gross attrocities to mankind have occurred. This was evident in 

the 1968 My Lai massacre in Vietnam in which 500 people including women, children and 

elderly people were brutally murdered by members of the US Army. A single lieutenant, 2LT 

William Calley was charged with the crime and sentenced to life in prison with hard labour. 

After two years he was given a presidential pardon by President Nixon and sentenced to house 

arrest. Calley indicated that he had been following orders: 

 

“Calley didn’t deny taking part in the slayings on March 16, 1968, but 

said that he was following orders from his superior, Capt. Ernest 

Medina.” Forty years later Calley said, “If you are asking why I did not 

stand up to them when I was given the orders, I will have to say that I 

was a second lieutenant getting orders from my commander and I 

followed them ‒ foolishly, I guess.” (Los Angeles Times 2009).  
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When removed from the laboratory and the battlefield it is more difficult to displace 

responsibility, as the responsible person would seldom give a direct instruction which might 

later leave them exposed. The instruction to take unethical action would be given in a less direct 

or in a more underhanded manner, which would be difficult to trace back to the authority figure. 

This is by design, as a means of self -preservation. An alternate means through which an 

authority figure can guard their own morality or as a form of self-censoring is to maintain an 

level of ignorance by not becoming informed of the detail of a situation which might show 

itself to be immoral.  

 

For a subordinate to abdicate all responsibility for unethical actions would rely on the 

assumption that they show a level of mindlessness and are extensions of others. Could one then 

not conclude that they might be unreliable? Possibly a more accurate assessment of the 

individual executing the action would be that they have a strong sense of duty to a superior, yet 

can remove themselves from the culpability of their actions (Mantell & Panzarella 1976). 

 

2.5.2.5  Diffusion of Responsibility  

 

When a task at hand needs to be completed, an individual may set out to accomplish the task 

with little understanding of how the single task may contribute to a greater whole. An 

individual responsible for a single, apparently isolated task may be the result of the diffusion 

of the task into a number of sub-categories. The consequence of this, the diffusion of 

responsibility, is that no single individual who forms part of the group whom the task is diffused 

amongst, feels that they are acting against their own moral code. The reason for this is that they 

are not aware of the task as a whole. This allows the individual to act in a guilt-free manner, 

which in turn makes the execution of an immoral task more likely (Kelman 1973). Kelman also 

describes how group decision-making is also a means through which responsibility becomes 

diffused. No single individual needs to personally account for the decision and the consequent 

inhumanities that may result.  

 

Collective action reduces moral control, as others can always be blamed for any consequent 

harm which may result. This anonymity and the minimising of one’s personal contribution to 

an action, as the harm caused came about as a result of collective action, allows for self-

exoneration and no personal accountability need be taken. 
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Results which Zimbardo (1995:29) found from his practical investigations are that if a person 

is made to feel anonymous, the ability to perform evil acts which they would otherwise not 

normally perform, is created in them. These evil acts may be either non-violent or violent, and 

both rates increase with the anonymity associated with the diffusion of responsibility. 

 

2.5.2.6  Disregard or Distortion of Consequences 

 

Self-censoring is an integral part of the human psyche that guides one to positive and acceptable 

action. Self-censoring is partially driven by the consequences of one’s actions, not only an 

awareness of actions, but also by making consequences visible. Visibility of consequent actions 

is an even stronger motivator for self-censoring behaviour than knowledge of a particular 

action. If the hurt, harm or suffering of a particular action is visible or audible one tends not to 

act in a way that causes this kind of result. The opposite of this was evident during the Vietnam 

War when the photojournalist’s searing image of a naked girl, Phan Thi Kim Phuc, running 

down a Saigon street covered in napalm, was published in America. This iconic photograph is 

etched into the psyche of many and associated with the Vietnam conflict. It is believed that the 

publication of this particular image began to change the American public’s opinion on the 

conflict in Vietnam and may well have begun the movement to end the conflict (Bersak 2006).  

 

When consequence is evident, people behave more ethically than when the consequences are 

lesser or not visible. When one’s actions are shrouded by disbelief, minimisation or distortion 

of their consequences there seem to be very few motivating factors to trigger one into self-

censoring (Bandura 2002: 108). An everyday example of this kind of distortion or disregard 

for consequences comes from the clothing industry in the Western world, which runs off sweat 

shops in the East. Stories of these factories have been published in the West, describing their 

employment of child labour under very poor working conditions as bordering on slavery 

(McDougall 2007). The consequence of this type of employment is both physically and 

cognitively removed from those making production and business decisions, however, thus they 

easily disregard the consequence of their decisions. But shoppers who are aware of the situation 

are less likely to support these name brands. 

 

According to Kilham and Mann (1974), when a chain of command exists, the two extremes in 

the chain act as decision maker. Those at the top, the decision makers, and the executor at the 



  
 

65 
 

bottom, are both in direct contact with either the concept or the resultant action, but neither are 

in direct contact with both. The transfer of the instruction by the intermediate is possibly the 

easiest place within the chain of command to be, and is often as a result able to be very dutiful 

in following a command. The intermediate may hide behind both the disregard and the 

distortion of consequences.  

 

2.5.2.7  Dehumanisation 

 

According to Nick Haslam (2006:262) dehumanisation includes two core perspectives: 

animalistic dehumanisation and mechanistic dehumanisation. Animalistic dehumanisation 

occurs when a person’s uniquely human characteristics are denied. This is usually applied to a 

typical out-group by the in-group. It is associated with contempt and disgust, and others’ 

behaviour is interpreted through a lens of wants rather than through cognitive means. 

Mechanistic dehumanisation refers to the objectification of essential human attributes when 

one feels psychologically distant or socially unrelated to another person or group. It is 

associated with lack of empathy, deindividuation and separation from the other. This is a more 

specific and the current definition than those used to explain more general dehumanisation; the 

antipathy and denial of humanness. The in-group ascribes a lesser degree of humanness than 

they attribute to an out-group. The out-group are likened to animals or automata. 

 

The Second World War was the single most destructive event in history, where more than 

seventy million people, both military and civilians, lost their lives. To accomplish such a large 

scale human atrocity required a unique frame of mind or psychology. The ability to dehumanise 

the out-group was required. To achieve this required people to consider others as less than 

human or subhuman. The Holocaust in particular, being the most exhaustively recorded sample 

of dehumanisation, allows us a more in-depth understanding of the process. Nazis were specific 

about how they viewed their victims. They considered them to be Untermenschen – sub-

humans. This allowed them to be treated in a manner which did not require a human moral 

code of ethics, hence killing became permissible and easier (Smith 2011). 

 

If one naturally self-censors when called to act out of accordance with one’s own moral code, 

no mistreatment would be possible. Yet, if we see the victim of maltreatment as less than 

human, and therefore not deserving of the human moral code of conduct, perpetrating 
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inhumane acts becomes possible. Dehumanising is the reframing of how the victim is 

perceived, taken to the extreme. If the object of one’s immoral acts is perceived as animal or 

satanic in nature, even worse treatment is possible. It is typical in a military context to give the 

enemy names or through other means perceive them as less than human so that killing becomes 

more palatable (Gibson and Haritos-Fatouros 1986). It can be extrapolated that the further one 

is from perceiving another as human the more harmful one can be in treating the other, as self-

censoring is at a minimum. When social conditions are optimal, people are able to commit 

atrocities; this is a result of circumstance rather a consequence of a deviant psychological 

condition (Bandura 1999, Ross & Nisbett 1991, Zimbardo 1995). 

 

2.5.2.8  Attribution of Blame 

 

How often does one hear, “But it’s not my fault,” when dealing with children who have 

overstepped the mark, or in association with adults and the law, which may have been 

compromised? It is easy to blame external conditions and circumstances for our own 

shortcomings. Often actions are blamed on the victim, in those circumstances when the victims 

are deemed blameworthy. Victims are attributed the blame from a personal perspective of the 

perpetrator, rather than from empirical evidence. (Schoellkopf 2012). As a result, when a 

negative action has been meted out, the executor of the action need take little, if any, 

responsibility for the action should the person who was acted upon be perceived to be deserving 

of a negative treatment. Hence the perpetrator remains innocent in their own eyes, so no shift 

from their position of self-censoring when committing a negative action is required on their 

part. This kind of conduct may stem from a sense of entitlement or the desire to hold power 

over another.  

 

2.5.2.9  Transformative Power of Progressive Moral Disengagement 

 

This is a systematic and calculated practice. Components of a greater whole set of actions are 

gradually disengaged, which results in one losing sensitivity to the whole act. Usually the 

whole act is associated with violence. This is common practice in military contexts, when 

preparing to kill the enemy. As the process is gradual, one slowly and progressively becomes 

disengaged from the fundamental meaning of the action. The concept can be considered as 

routinisation.  
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Two elements of routinisation are discernible. The first requires the repetition of a set of 

actions. The repeated action makes use of the concept of ‘practice making perfect’. Repetition 

helps one to become familiar with a set of actions; it is also through familiarisation that actions 

become normalised. Consider the practised killing by Nazis during the Second World War. 

Amon Goeth, as portrayed in the feature film, Schindler’s List (1993), indicates that through 

‘target practice’ and repeated killing, the evil act became easier. The other aspect of the practice 

of unethical behaviour is the realisation that one is able to get away with it without 

consequence; this allows the action to occur without self-censoring (Blumenthal 2007:79). If 

the unethical acts are incrementally committed the perpetrator may not realise their actions, 

which may be veiled in a disguise that developed one small piece at a time.  

 

The power holder tends to devalue and disassociate from those over whom they hold power. 

Through both of these actions a distance is placed between the person with the power and the 

subject of the power. This process then makes it easier to see the subject in less than human 

terms, and hence it is more likely that moral disengagement will occur (Kipnis 1976). 

 

In this context possibly the power that exists is beyond that of the hazer. It may well rest in 

institutional power. The institution requires learners to assimilate and align with the values of 

their new school. To achieve this, it falls to those with the greatest level of experiential 

institutional knowledge, the Grade 12 learners. They are expected to transfer both the actual 

ethos of the school and the hidden curriculum to the Grade 8 learners.  

 

The gradual and progressive nature of change is evident in a number of fields, both positive 

and negative. An example of this may be through learning to drive a car as a positive, or 

learning to kill in the military as a negative. Many forms of radical political extremists have 

come to adopt their political views gradually through a process of radicalisation, which is 

associated with becoming a terrorist. According to Ongering (2007), radicalisation is a process 

of personal development in which an individual develops progressively more radical political 

perspectives. Or as Taarnby Jensen (2006:61) describes, radicalisation is a gradual process 

during which people adopt views which are political in nature and these views legitimise 

political violence. Both perspectives are in support of the altering of an opinion of what is an 

acceptable moral code of conduct: the first view is that opinions can be altered and the second 

is that this is possible through a slow and calculated process.  
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2.5.3  Disengagement in our everyday lives 

 

The abovementioned represent a variety of ways of responding when one is put in a position 

or finds oneself in a position which requires one to act unethically or against one’s own moral 

code. It would be remiss not to mention that many people will be courageous in these 

circumstances and so act both humanely and in accordance with their conscience. This 

represents an alternative or a way of being which is beyond the scope of this research. Also, no 

situation requires one to respond in accordance with only one means of moral disengagement. 

Situations that present themselves are more complicated than the examples used to describe 

each form of the moral disengagement methods, and so it is expected that a few mechanisms 

may well be combined in the disengagement process.  

 

Bandura (2002:114) warns that moral disengagement is an ever present and active force in 

people’s lives. Within institutions, through moral disengagement, subgroups are devalued and 

discriminated against, and this incurs a high price on victims within society. During the short 

season of hazing, the characteristic in-group, out-group dyad develops, which is ironic since 

the ultimate objective of hazing is assimilation into a single group. While still in the in-group, 

out-group stage the Grade 12 learners do devalue and discriminate against the Grade 8 learners. 

The price of this will differ depending on the individual Grade 8 learners and the degree of 

hazing they are subjected to. 

 

Individuals who demonstrate high levels of moral disengagement are less prosocial, possibly 

have lower levels of empathy and fewer feelings of guilt with respect to the consequences their 

conduct causes. As a result, they find aggressive and transgressive activities easier to be 

involved in. Boys also tend to morally disengage more easily, which is associated with higher 

levels of violence. According to studies done by Boardley and Kavussanu (2010:188) on moral 

disengagement in athletes, findings indicated that individuals who are more ego orientated 

morally disengage more easily. This may be as a result of not experiencing negative emotions 

as easily and so unethical conduct becomes easier to replicate for these individuals. Levels of 

moral disengagement are however, consistent across lines of race, ethnicity and religion 

(Bandura 2002). 

 

 



  
 

69 
 

Bandura (1999:207) also points out that through our ideologies we resort to destructiveness in 

our everyday lives and this social concern has been ignored when analysing man’s inhumanity 

to his fellow man. Humankind seems unable to protect itself from itself. Given the numerous 

methods of disengaging from moral control, humankind cannot rely on individuals to safeguard 

itself from cruelty. As civilised societies, we depend on humane personal codes of conduct and 

effective social checks and balances against abuse of power for manipulative and destructive 

purposes. 

 

A change in how the upper echelons of institutions must be held accountable for their removed 

actions, is a positive, proactive means of limiting moral disengagement in everyday life. Moral 

disengagement relates to the position one finds oneself in, according to social cognitive theory. 

Moral action is possible if there is congruency between personal and social forces. Often those 

who think critically, or non-conformists, are called on to morally disengage should they wish 

to fit in, which for the non-conformist is a contradiction in terms, but it may result in isolation 

rather than simply differing opinions. Limited moral disengagement can possibly be 

accomplished through the man in the street exercising a healthy degree of scepticism, as well 

as through making information more available to all, something which has become more likely 

in the digital age (Bandura 1999).  

 

2.5.4  Moral Disengagement and Hazing 

 

In the context of hazing, moral justification is often the backdrop against which hazing 

activities find their way into the gambit of acceptable actions. The concept of “it will make 

them stronger” is frequently raised in a figurative sense. “They will be better prepared to cope 

with the big wide world.” These phrases illustrate the way hazing acts have been justified as 

serving a greater purpose, and the acts are painted as being of value to the victim. Difficult 

tasks that require some physical endurance, or extensive calisthenics, are justified by indicating 

that this will “toughen them up”. This is framed as an imminent need for physical strength, and 

that this process would not naturally occur, hence there is a need for the particular action at the 

given time. What might be viewed as a violent act, such as being hit with a bat, or extensive 

calisthenics, is instead justified, as it is aimed at benefitting the recipient. 
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When using euphemistic labelling, hazing events may be expressed as, “These activities are 

commonly accepted at all schools,” and in this way the perpetrator of a hazing event is obscured 

from the action which they may have committed. The words, ‘hazing’ and the Afrikaans 

quivalent, ‘ontgroening’, which comes from the concept of moving from green horn status to 

mature status, show at the outset that the possible humiliating, degrading or violent actions 

which these words represent already appear sanitised. In America the term ‘paddling’ is used, 

this refers originally to being hit by an oar or paddle, but could refer to any bat or stick. Again, 

a euphemistic single term hides the violent action of beating someone. In certain contexts the 

hazing process is aslo referred to euphemistically as new member education or brotherhood 

development (McCreary 2012:53).  

 

Advantageous comparisons lead to hazers referring to the activities which are meted out at 

School X as so much more violent than any actions which they expect of learners at their 

school. Through this comparison, those under their control should almost be grateful for the 

hazing the victims are experiencing. It is also not uncommon for a year group to reflect back 

on what happened to themselves during any hazing they may have been subjected to. In turn, 

they then focus on a difficult aspect of their own hazing and consequently portray the degree 

of hazing that they endured as harsh as compared to that which they meted out. The hazer then 

feels the benefit of an advantageous comparison and allows themselves to haze. 

 

When moral justification, euphemistic language and advantageous comparisons are combined 

they form a toxic cocktail of thought processes which absolve even the most moral of hazers’ 

moral compasses. The hazing activities they inflict are set against a moral-less backdrop. They 

become a set of activities that others have survived, and the hazers percieve the hazing to have 

made victims stronger and more able to cope with what school requires of them. They even 

regard it as serving to strengthen their victims to their benefit for later on in life. Little time is 

spent considering whether these same outcomes could be gained should hazing never have 

occurred. Statements like these are easy to make in the void of empirical evidence. 

 

Hazing with respect to displaced responsibility should be considered in the following light. 

Often the Grade 12 learners are tasked with keeping the learner body in order, for example at 

the weekly Saturday rugby match or while waiting for adults to take on their roles at an 

assembly. Grade 12 learners are not directed and educated in the means of keeping order, but 
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are rather trusted to do so. Those in positions of authority, possibly a staff member or the 

principal, give the directive of maintaining order and turn a blind eye as to how that order is 

maintained.  

 

A Grade 8 learner within a new high school quickly observers that the Grade 12 learner has 

authority, which they exercised during initiation. The Grade 12 learner knows that during the 

year they will be called apon to maintain order in certain contexts and so they need to legitimate 

their ability to maintain order early in the year. Evidence of being able to maintain order over 

one’s charges can be gained through hazing. Those being hazed quickly learn that meeting the 

requests of hazers is well rewarded with no consequent action, as opposed to heightened 

physical or psychological hazing as a result of non-compliance or challenging a hazer. Grade 

12 learners, after hazing in the contexts mentioned above, are then able to exercise authority 

over their charges when necessary in a variety of contexts. 

 

When hazing, Grade 12 learners take less responsibility for unethical actions, as they are simply 

delivering on a request to be able to call the learner body to order as directed by the authority 

figure. The authority figure simultaneously remains hidden behind a non-specific directive. 

They may well not have given direct permission for physical or psychological harm to come to 

Grade 8 learners.  

 

Displaced responsibility must also be viewed in the light of the concept of the frequently 

referred to reason for hazing: tradition. It is as though tradition in a hazing context acts as an 

animate presence and a puppet master to hazers. Hazing happens due to tradition, according to 

a hazer, rather than by the choice of the perpetrator. According to Owen, Burke and Vichesky 

(2008) hazing behaviour through terms like tradition become the cultural norm within 

organisations. This in turn causes the amount and degree of hazing in an organisation to 

increase.  

 

When one considers hazing from the diffusion of responsibility perspective, the hazing 

planning phase is of particular relevance. During this phase, hazers plan activities which 

newcomers will be expected to participate in. The planning phase is done as a group and 

includes reminiscing, recalling of local and urban legends and brainstorming. This is the ideal 

and fertile context for developing hazing activities in which there is a diffusion of who was 
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responsible for suggesting a particular activity and who was in favour of accepting the 

suggestion which led to the fruition of the activity. The activities seldom have any rational 

basis for being included in the repertoire of expected activities; rather the activities on occasion 

are given meaning once they are decided on. Origins of hazing activities are attributed to the 

leadership group who orchestrate activities (Hamilton 2014). 

 

When it comes to witnessing an actual hazing event in which severe consequences are 

predictable, it is often the bystander who feels diffused responsibility. The bystander is not 

always able to understand why no one is taking responsibility for stopping the action. The 

bystander assumes that someone will take responsibility and as a result feels exempt from the 

need to take action. They doubt their own judgement or fear the consequences of voicing their 

disapproval of what is unfolding before them. The result of this diffused responsibility is that 

no action is taken (Dilbeck 2009). 

 

When hazers disregard or distort the consequences of their actions, they do so through the 

silence that shrouds hidden hazing. Adults, be they teachers or parents, in positions of authority 

are kept ignorant of any harm that may have resulted from hazing events. It forms part of hazing 

practice to keep both the activities, while they are topical, and their consequences private. 

Victims are coerced into not even telling family members of what happens at the coal face of 

hazing: they act to protect the perpetrator (Finkel 2002:231). The ability to do this indicates the 

mature status of victims, or so victims are told. As a consequence of hazing being kept a secret, 

a very convenient means of not having to take responsibility for unethical actions or the results 

of these actions is provided for hazers. 

 

Hazers dehumanise their victims so as to make the hazing process easier for the hazer. In some 

hazing contexts victims may be given names, such as pledge, frosh, rooks or grunts, to mention 

but a few. Alternatively they are given nicknames. Both of these practices remove the 

humanness of the victim, making hazing them easier (Hamilton 2014). 

 

In Hymel, Rocke-Henderson and Bonanno’s (2005:7) study of disengagement practices used 

by adolescents during bullying, attribution of blame to the victim proved to be a common 

method employed by the bully to legitimise their actions, possibly because a similar perspective 

may be held by those who haze others. Grade 12 learners comment on individuals who seem 
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“cocky” and so they are given an extra dose of hazing activities to “keep them in their place”. 

This can be interpreted as the “cocky” youngster being deserving of the added hazing. 

Justifying hazing which is a frequent occurrence, via concepts like “it made me a better person” 

implies that victims are blameworthy: they are partly responsible as they acknowledge their 

need for improvement (McCreary 2012). 

 

Hazing at the beginning of an academic year is standard fare for many high schools. This 

expectation that hazing will occur annually constitutes a form of routinisation or the 

transformative power of progressive disengagement. Individuals don’t need to consider 

whether it will or won’t happen, rather the level at which they engage with the topic is more 

focused on what will happen. It is accepted by the Grade 12 learners, the incoming Grade 8s, 

the staff and parents of the schoolgoing community. The required disengagement is 

progressive.  

 

2.5.5 Moral Disengagement in conclusion 

 

Individuals who demonstrate high levels of moral disengagement are less prosocial, possibly 

have lower levels of empathy and fewer feelings of guilt with respect to the consequences their 

conduct causes. As a result, they find aggressive and transgressive activities easier to be 

involved in. Boys also tend to morally disengage more easily, which is associated with higher 

levels of violence. According to studies done by Boardley and Kavussanu (2010:188) on moral 

disengagement in athletes, findings indicated that individuals who are more ego-orientated 

morally disengage more easily. This may be as a result of not experiencing negative emotions 

as easily, and so unethical conduct becomes easier to replicate for these individuals. Levels of 

moral disengagement are however, consistent across lines of race, ethnicity and religion 

(Bandura 2002). 

 

Bandura (1999: 207) further points out that through our ideologies we resort to destructiveness 

in our everyday lives, and this social concern has been ignored when analysing man’s 

inhumanity to his fellow man. Humankind seems unable to protect itself from itself. Given the 

numerous methods of disengaging moral control, humankind cannot rely on individuals to 

safeguard itself from cruelty. As civilised societies, we depend on humane personal codes of 
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conduct and effective social checks and balances against abuse of power for manipulative and 

destructive purposes. 

 

A change in the way that the upper echelons of institutions must be held accountable for their 

removed actions is a positive proactive means of limiting moral disengagement in everyday 

life. Moral disengagement relates to the position one finds oneself in, according to social 

cognitive theory. Moral action is possible if there is congruency between personal and social 

forces. Often those who think critically or non-conformists are called on to morally disengage 

should they wish to fit in, which for the non-conformist is a contradiction in terms, but it may 

result in isolation rather than simply differing opinions. Limited moral disengagement can 

possibly be accomplished if the man in the street exercises a healthy degree of scepticism as 

well as through making information more available to all, something which has become more 

likely in the digital age (Bandura 1999).  

 

Finally within an educational context, Hsu and Pan (2018) draw strongly on Bandura’s theory 

of moral disengagement in a variety of contexts where the theory has been applied to a specific 

context. Boardley and Kuvussanu (2007) develop a six dimensional model of moral 

disengagement in physical education. They suggest that aspects of Bandura’s theory can be 

combined in a more effective manner to better suit the physical educational context. For 

example displacement of responsibility can be combined with diffusion of responsibility which 

Boardley et al (2007) refer to as non-responsibility. Other dimensions are developed so as to 

have a model which is most suited to the physical educational context. This illustrates the 

adaptability of Bandura’s model as well as its applicability to more than one context and in 

particular its applicability to other areas of education. 

 

2.6  CONCLUSION 

 

While the theories of Social Order, Social Identity Theory and Moral Disengagement Theory 

are each distinct theories, they share a common thread in how they inform one when looking 

at motivating factors for why hazers haze.  

 

Social Order describes how culture is replicated using the perspectives suggested by Michael 

Foucault on power and Pierre Bourdieu on habitus and cultural reproduction. Social Identity 
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Theory sketches the social aspect of our identity and factors which both positively and 

negatively influence our social identity. Moral Disengagement Theory describes how a person 

allows themselves to act beyond the realms of their normal selves. 

 

The two aforementioned theories describe how society is ordered and how culture is replicated, 

as an understanding of these two concepts is critical if the broader reasons for hazing are to be 

understood. The last theory, more closely related to hazing actions, gives a clear understanding 

of how easily a moral compass can be deflected and allow for hazing to occur. This backdrop 

informs and sheds light on not only on why an individual might haze, but how hazing comes 

about within society. 
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CHAPTER THREE 

HAZING RESEARCH SYNTHESIS 

 

3.1  INTRODUCTION 

 

In an endeavour to understand what motivates hazers to haze, it is imperative to consider the 

research on hazing that has been conducted to date. It is through standing on the shoulders of 

others that we can reach our greatest heights and this chapter is a synthesis of past and current 

hazing research. The chapter covers the origins of hazing, hazing in a historical context and 

both local and international hazing research trends as well as hazing in the military, which from 

the literature is a recurrent theme. The legal ramifications around hazing are also discussed. 

Finally, those once removed from the act of hazing, the hazing stakeholders, are identified, and 

their influence on why hazing occurs is considered.  

 

3.2  ORIGINS OF HAZING 

 

According to Nuwer (2000:17), hazing is an age-old practice, first documented in Berytus, 

Carthage and Athens, and the practice is referred to by Plato in 387 B.C.E. This was followed 

by the Overturners in the fourth century, termed such, as they had been overturned and 

perverted, in that they now became the perpetrators of torment to newcomers. Hazing again 

enters the stage during the twelfth century and remains on the stage throughout the Middle 

Ages. Hazing was identified as having been practised during this time in Greece, North Africa 

and Western Europe.  

 

The term university was not used until the thirteenth century, and so the concept of hazing was 

in existence prior to the term university, despite hazing being so prevalent in these institutions 

today. Following the rise of universities, the teachers in universities were required to supply 

evidence of scholarship, combined with the ability to demonstrate proficiency in Latin before 

they were allowed to teach. To do so, would-be teachers endured years of training before being 

deemed competent to teach. Hazing came to symbolise this ordeal.  

 

Typically in the fifteenth century in Europe, horns were attached to caps worn by newcomers: 

these where then removed symbolising moving away from a former lifestyle. The newcomers, 
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who supposedly embodied a corruptible inner beast, needed to have this exorcised. The 

ceremony, while complicated, included all the aspects of hazing. Similar to modern day hazing, 

the newcomer was expected to drink urine or other foul-tasting liquids. At this time, during the 

Middle Ages, it seemed a small price to pay if one hoped to be free of a life of poverty, near 

starvation or back-breaking labour. Faculty members dared not intervene and so the abuse 

continued until the chancellor issued the student a licence that indicated the end of the torment. 

Later, between the thirteenth and fifteenth centuries, it was the junior boys who would be 

subject to the brutal hazing by senior boys, and this practice became ritualised. This practice 

then spread amongst universities (Nuwer 1999: 94).  

 

Similar to hazing in many respects is the concept of fagging, which is often used synonymously 

in the UK. Fagging is a custom in which a newcomer finds themselves in a position which is 

unworthy of equal rights to more senior academic students. This results in the newcomer having 

to be educated over a trial period in the ways of the class and the institution which they hope 

to join. The practice included serving a senior student and giving up money, possessions and 

food which may have been received from home. In rare cases it may have included giving up 

clothes (Carus 1909). The practice was usually carried out within the British aristocracy in 

public schools, and cases were reported from Oxford and Cambridge Universities. Upper class 

students used younger students mercilessly and cruelly, with fags being used as glorified 

servants. Fags would be responsible for preparing food, running errands, seeing to sports 

equipment, be ready to fetch and carry as needed at sports practices and be available for 

everyday maintenance amongst many other duties (Holland 2011). Newcomers did not need to 

worry about whether they would be hazed, rather how long it would take before they would be 

accepted and move from being victim to perpetrator (Nuwer 2000:17).  

 

It is believed that the custom of fagging was brought from Europe to the New World, first 

raising its head at Harvard in 1641 as a result of former Oxford students being enrolled. The 

term ‘hazing’ was not used in the US during this period (Nuwer 1999). In 1866 Henry 

accurately expresses in his July 1866 public address at Harvard University entitled University 

Reform, that hazing was like an indigenous weed in college soil. Little did he know at the time 

how prophetic his words would be (Henry 1866: 303). 
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The persistent nature of hazing in educational and other institutions has been well documented 

in the annals of history, and while the nature and origins of hazing are relevant to this study, 

the exact history of hazing is not relevant. However, one needs to be aware that through reading 

the history of hazing, which is frequently documented in fiction, non-fiction and in research 

papers, that hazing is cyclical in nature (Nuwer 1990, 1999, Lipkins 2006, Ellsworth 2004, 

Sterner 2005, Barber 2012) . Under normal circumstances the practice ticks over, unnoticed by 

the broader community, unless it goes awry, or when more harm than usual is done, in extreme 

cases this being reflected by an injury, hospitalisation or at worst death. This kind of incident 

moves hazing into the limelight, from un-noteworthy to newsworthy.  

 

Hazing is not limited to a particular age group, namely late adolescence. It is documented in 

other areas for example the military as will be discussed later in this chapter as well as being 

documented within the realms of the Freemasons (Jones 2017), neither of which deal primarily 

with the hazer being within the developmental stages of late adolescence.  

 

Late adolescence is characterised in terms of developmental milestones which occur 

psychologically and socially. Physically developmental milestones fall primarily into early 

adolescents. Late adolescents are characterised psychologically by egocentrism, the personal 

myths which refers to the adolescent’s view of themselves being unique and special, 

invincibility and they may experience imaginary audiences. Social development includes, 

autonomous identity development, experiences of peer pressure, the development of sexual 

identities and risk taking (Swartz, De la Rey, Duncan, Townsend & O’Neill 2016). Most of 

these characteristics position the late adolescent as still needing a great degree of affirmation 

from outside of themselves and with a high need to belong, both of which make the late 

adolescent vulnerable to participation in hazing, as the hazer, the bystander and as the victim. 

 

The consequence of identified extreme hazing tends to be severe punishment, with hazing 

remaining centre stage. This period is followed by very low key phase during which hazing 

goes unnoticed by the broader community until the cycle turns, with the next severe hazing 

incident. Hank Nuwer (1999:103) writes that “hazing flares up like spontaneous combustion, 

whenever young people form a club that considers itself elite and enforces exclusionary 

admittance practices”. 
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According to Evans (2013:115), in the Piper Report, hazing is considered a resilient practice 

in military organisations as well. He refers to credible studies coming out of the US, Canada, 

South Korea, Philippines, Norway, Brazil and Russia documenting the practice, and alludes to 

the naivety one would have in expecting it not to have made its way into the Australian Defence 

Force. If one expands on this, it can be inferred that hazing occurs in most countries’ military 

organisations. 

 

Hazing spread originally from Europe to the New World and in more recent times the trend has 

made its way from the US to the UK, making its way across the Atlantic once again, but this 

time in the opposite direction. According to Wilson (2015), learners in British schools have 

worked hard to be successful enough to be admitted to British universities. Yet their struggle 

is not over: they still have to survive some exceptionally humiliating ceremonies. These 

practices have become common and authorities are trying to put a stop to them, as each year’s 

group tries to outdo the previous year. Wilson (2015) states that the number of hazing deaths 

to date in the UK are currently fewer than in the US, where 60 students have died since 2005.  

 

All in all one can see that hazing is a prolific and tenacious practice that has its origins many 

centuries ago. To date hazing is pervasive culturally; it has outlived some cultures and may 

well out live a few more. An acknowledgement and a deep understanding of hazing will aid us 

in how we manage the centuries-old practice. 

 

3.3  GLOBAL HAZING DOCUMENTED 

 

3.3.1  Introduction  

 

Hazing has played out on the world’s stage for centuries; this is reflected through the plethora 

of terms used to denote the practice in various countries.  

 

According to Wiess (2002), the term zubur is used to describe hazing documented in Israeli 

schools, Defence and Air Force. The World Heritage Encyclopaedia (2016), points to the term 

‘ragging’ being used to describe hazing in Sri Lanka, India, Bangladesh and Pakistan. In Russia 

the term dedovshchina describes the brutal and sometimes fatal practice of hazing associated 



  
 

80 
 

with the Russian military, a trend that is documented and growing at a rate of 150% per annum 

(Bender 2014). 

 

Similar to hazing in many respects is the concept of fagging, which is often used synonymously 

in the UK. Fagging was a custom in which a newcomer found themselves in a position which 

was unworthy of equal rights to more senior academic students. As a result a fag would need 

to be educated over a trial period in the ways of the class and the institution. Fagging required 

a junior student so serve a senior student, and the process would usually include giving up 

money, possessions and food that may have been received from home. In rare cases, the fag 

was expected to give up articles of clothing (Carus 1909). The practice was usually carried out 

within the British aristocracy in public schools, and with cases being reported from Oxford and 

Cambridge Universities. Upper class students used younger students mercilessly and cruelly, 

with fags being used as glorified servants. Newcomers did not need to worry about whether 

they would be hazed, rather how long it would take before they would be accepted and move 

from being victim to perpetrator (Nuwer 2000:17).  

 

While the Australian equivalent of hazing is ‘bastardisation’ the literature refers to this being 

a common practice in the Australian Defence Force, a practice which has been prevalent for at 

least the last sixty years (Evans 2013).  

 

As documented by the World Heritage Encyclopaedia (2016) non-English speaking countries 

also share in the practice of hazing. Each tends to use an indigenous term to describe the hazing. 

In Europe, the French use the word bapteme and the Dutch use the term doop: both of these 

words come from the word ‘christening’. Within these two countries the words bizutage and 

ontgroening are also used: they come from words which are closely linked to the concept of a 

rite of passage in the respective countries. In Finland the term is moopkaste, meaning a ‘moped 

baptism’, stemming from a newcomer being forced to ride a child’s bicycle or tricycle. The 

Swedish use the term nolling, and the literal translation of this is ‘zeroing’. In Spain the term 

is novatada, meaning ‘newcomer’ and in Portugal, praxa, meaning ‘habit’ or ‘practice’. Within 

the Italian military, nonnismo, coming from the term nonno, ‘grandfather’, refers to soldiers 

who have completed most of their draft period (World Heritage Encyclopaedia 2016). 
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The term ‘ragging’ is used in many countries in the East, including Singapore, Indonesia, 

Bangkok, Philippines, Java, China, Nepal, India and Sri Lanka (Gogna 2016, Shakya & 

Maskey 2012, Lau Lam Tin 2003). In Japan, hazing amongst cheerleaders exists, denoted by 

the term ouenka renshuu, denotes this (Larson 2016). This form of hazing is more similar to 

fagging in the servitude of a junior student in a one-to-one relationship with a senior student. 

The primary aim is that of mentoring between the two students. The term used to describe this 

is Senpai Kohai, where the Senpai is the senior and the Kohai the junior in the relationship. 

While this relationship has a mass of positive consequences, like an orientation programme, it 

often includes the darker and negative attributes of hazing (Aimers 2014).  

 

This list is far from exhaustive, but it provides a sense of the commonness of hazing across the 

globe.  

 

3.3.2  Trends by Country 

 

3.3.2.1  United States of America and Canada 

 

Hazing has been well researched and documented in the United States. Hank Nuwer (2016) is 

possibly the most well-known writer and researcher in this field. He has written on hazing for 

the past twenty-six years, completing four books on the topic: Broken Pledges: The Deadly 

Right of Hazing, Wrongs of Passage, High School Hazing and The Hazing Reader. As a writer 

and social critic, in 2006 he received an Honorary Doctorate of Humane Letters, from the State 

University of New York’s Buffalo State College in recognition of his long career as a hazing 

historian and researcher. As a result of his ground-breaking work, very few English researchers 

have produced work in which Nuwer is not extensively cited. Nuwer’s work is comprehensive, 

particularly in its detailing of the history of hazing and documenting hazing deaths since 1800. 

Nuwer also runs a website, HazingPrevention.org, which keeps hazing at the centre of its focus. 

 

Later within the US, after the documentation of individual hazing events, surveys on the topic 

began to be undertaken. Hoover and Pollard’s (1999) National Survey surveyed 2027 athletes 

from 224 institutions considering what was required of an athlete when joining a team. The 

study focused on the actions required and the prevalence of each action.  
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When synthesising the results from recent studies on hazing, a few trends are apparent within 

the US. Within academic institutions hazing is prevalent when joining a cluster of activities, 

namely: universities and colleges, fraternities and sororities, sports teams, Black Greek-Letter 

Organisations (BGLO), marching bands and high schools (Jones 2000, Mikell 2014, Ellsworth 

2004, Hughey & Hernandez 2012, Silveira & Hudson 2015). 

 

With respect to hazing in sports teams, in the early history of hazing it was frequently 

documented that university sports teams competed against one another. Hazing when joining 

such a sports team was common practice. Research papers in the sporting arena, in particular 

athletics, is the single most mentioned topic when looking at studies coming out of the US. 

However the occurrence, nature and prevalence of hazing are no longer the main emphasis, as 

was the case earlier this century, because a baseline was established in Hoover and Pollard’s 

national survey. Van Raalte, Cornelius, Linder and Brewer’s research (2007) on hazing and its 

relationship with team cohesion, better reflects the nature of current research in a sporting 

context. Waldron and Kowalski (2009), report on factors influencing hazing, reasons for hazing 

and the ambiguous nature of hazing when both the sport has value and team members need to 

be accepted by team members. Jay Johnson (2011), a Canadian researcher, interrogates sports 

team entry hazing as compared to a more level structured sense of community. 

 

Diamond, Callahan, Chain and Solomon (2016), do a comprehensive review on scientific 

research on hazing in sport, with the aim of supporting those in this field. Research results 

reflect the mental and physical well-being of student athletes. Owing to the deep-rooted culture 

of hazing, coupled with the lack of knowledge about hazing, both teammates and associated 

adults play a direct or inadvertent role in the perpetuation of the dangers of hazing. The 

situation is further aggravated by the negative role the media plays in both celebrating and 

chastising hazing events. Their findings are that hazing is an inappropriate and misguided 

interpretation of traditional initiation when the primary focus should prioritise team-building 

as opposed to victimisation. Further findings which were consistent with current research, was 

that hazing is pervasive throughout the sports world and is often not recognised for what it is 

(Silveira et al 2015, Allen & Madden 2012, Hoover & Pollard 1999).  

 

In 2000, Ricky Jones researched solutions to the problem of destructive hazing that can occur 

in BGLO. Jones views hazing as functional, inaccessible to an intellectual explanation and 
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aimed at increasing correctiveness of hazing behaviour as the behaviours became better 

understood. Hughey et al (2012) did a comprehensive study of BGLO reports that made it into 

US-based newspapers over a thirty-year period, from 1981 to 2009. This included 1 917 

reports. They show an increase in reports on hazing in newspapers over this thirty-year period 

and suggest a variety of substantiated reasons for the increase: notably that the whole range of 

feelings towards hazing, from very positive through to very negative, are expressed. Most of 

the other conclusions drawn are race-based and not relevant to variations in hazing as such, 

which is the focus of this research. Yet the study is noteworthy as it does represent hazing over 

a substantial period of time. These two studies are examples of current research in the field of 

hazing within BGLO, as this sector of the population is frequently identified within the context 

of hazing research.  

 

Hazing within the marching band field is well documented and according to Nuwer (1990), the 

practice in this context has been documented since early in the twentieth century. The 19 

November 2011 hazing of Robert Champion Jr, who was beaten to death, brought hazing in 

marching bands to centre stage (Hudak 2015). Prior to this, according to Carter (2012), no 

empirical evidence of the frequency of hazing in either high school or college marching bands 

existed.  

 

In 2015, Silveira and Hudson specifically looked at hazing in college marching bands. They 

sought to better understand the hazing experiences of marching band members through 

considering whether incidences of hazing were reported, attitudes towards hazing and the level 

of awareness of institutional hazing policies. They found that the most common forms of hazing 

within marching bands were public verbal humiliation or degradation, which only occurred 

infrequently. Hazing tended not to be reported, as hazing acts were innocuous, or due to fear 

of social retaliation. Of those who had witnessed hazing, 60% indicated that their teachers were 

aware of the hazing. What was contradictory in participant results was that only 5% of 

respondents felt that they had been hazed, however 20% of respondents expressed in response 

to listed hazing activities, that they had experienced it. This is due to a poor level of 

understanding of the true nature of activities considered to be hazing. Reasons for not reporting 

hazing, which may indicate true feelings about hazing, were due to lack of awareness, 

minimisation or normalisation. A positive reflected in the results of this study,  is the 

contradictory opinion to other studies (Allen & Madden 2012), namely that students view 
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hazing in a positive light. Participants in this study, members of marching bands, viewed hazing 

as a negative event, which is very encouraging.  

 

With respect to hazing in high schools, according to the Alfred University study, which 

followed the 1999 study on hazing within the university athletics arena, in 2000 Alfred 

University surveyed 1 541 high school students across the US on their hazing experiences. 

Their findings showed that hazing was pervasive in high schools across the country with an 

estimated 1.5 million high school students being hazed annually. The study gave an in-depth 

look at the nature, degree, gender differences, types of, negative consequences of, lack of 

reporting of and students’ inability to identify hazing in high schools (Hoover & Pollard 2000).  

 

Following the Alfred University study, Crandall (2003) conducted a study, the aims of which 

were to shed further light on high school hazing and to increase levels of awareness in the hope 

that appropriate intervention and prevention programmes would be developed. Crandall 

highlights the fact that high school hazing still occurs on a large scale, that hazing is not always 

identified as hazing, that work needs to be done with appropriate agencies to limit negative 

outcomes, that action needs to go beyond that which is merely written in handbooks, allowing 

for safety for anyone reporting hazing, that educational institutions need to be open to hazing 

research within their schools, and that students should be involved in developing intervention 

programmes.  

 

In 2008 the landmark study which was the most comprehensive survey conducted to date and 

is still reflected in many subsequent researchers’ work, was the Allen and Madden (2008) 

study. This research surveyed 11 482 and interviewed 300 undergraduates from 53 institutions. 

The focus of the study was to determine primarily the nature and extent of hazing occurring in 

institutions in the US at that time.  

 

Elizabeth Allen has continued to work extensively in the field of hazing, in particular the 

prevention of hazing, with a career which spans over two decades. She is presently the president 

of StopHazing Consulting (StopHazing.org 2016). Mary Madden also co-directed the National 

Collaborative for Hazing Research and Prevention. Their work in determining the degree of 

hazing has provided a springboard for many subsequent research papers. Their work remains 

influential in the current context of hazing. 
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 Of particular relevance to this study is the work of Aldo Cimino (2011). He was the first 

researcher to examine hazing from the perpetrator’s perspective, specifically looking at 

motivating factors for hazing. In his research the participants in experiments were asked to 

imagine that they were part of a group; groups were designed to be unfamiliar to all 

participants. A possible weakness of this research is that how an individual responds versus 

how they imagine they would respond may differ. This difference in the context of hazing may 

further be magnified due to hazing activities not always turning out as they were planned, as 

external and real time influences within a group context can sway one from one’s original, 

considered and logical course.  

 

The essential difference between the theoretical groups in this research was the level of co-

operation among group members. Groups were either strongly co-operative, ice collectors, in 

remote and dangerous environments, versus weakly co-operative, bug watchers. Results 

showed that group contribution and automatic benefits positively predict hazing severity. 

Further, the desired hazing severity positively predicted desired hazing coerciveness (Cimino 

2011:260). Cimino’s experiment suggested that hazing followed evolutionary logic and was 

designed to prevent newcomers exploiting the group being joined. Subsequent work by Cimino 

(2013) broadened his earlier study, with participants from a university population, to being 

statistically representative of the population of the US. The later study produced almost 

identical results. In essence, according to Cimino, the stronger the level of co-operation within 

the group, and should the group be coupled with automatic benefits, the greater the desire to 

haze when hazing was researched from an imagined perspective. The opposite of this was not 

necessarily always the case. Also, in the case of men, the greater the contribution required, the 

greater the severity of the hazing. When severe hazing was strongly desired by perpetrators, 

they apply greater pressure on newcomers to be hazed. Cimino postulated that coercion tracks 

hazing severity owing to hazing being intrinsically a coercive set of activities. If hazing is an 

act of dominance, then it defeats its objective to apply for or respond to consent being given 

by a victim. 

 

Again it must be borne in mind that in both studies Cimino did not have participants who had 

been involved in hazing as subjects but rather explored hazing as a cognitive exercise 

considering what would motivate one in a described scenario on a computerised survey. Herein 

lie possible weaknesses of this key research: hazing as a cognitive exercise does not allow for 
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communication, neither between senior group members nor between perpetrator and victim. 

The very core of hazing depends on a group dynamic and communication between members, 

which is absent in this kind of data collection. No room is left for the evolution of an idea 

escalating into recklessness. Neither does the research make allowances for public humiliation 

of the perpetrator, which may result when a victim is unco-operative, nor for poor decision-

making in the heat of the moment, responding to pressure from peers’ chanting or goading, nor 

the consequences that stem from alcohol consumption, to mention but a few consequences. 

These consequences are real and relevant to an authentic hazing situation. Understanding 

hazing without these experienced influences can be likened to studying medicine without 

participating in practical work. Hence Cimino must be viewed in its appropriate context.  

 

Finally Cimino suggests that if a victim has a direct benefit as a result of joining a group, they 

may have to “pay” a more long lasting joining “fee” to the group so that they are not free riding 

on the benefits that come with belonging to the group. This more long-lasting fee may be 

servitude over an extended period of time, a variation of fagging, perhaps. 

 

A study done at seven Canadian universities by Hamilton et al (2012), is the first study to 

suggest precursors and predictors of hazing. The study was conducted by means of 

questionnaires completed by 338 athletes across various sports and considered personal and 

environmental factors as predictors of hazing. The study suggests that social cognitive theory 

can be used as a one of the predictors of hazing. Findings indicate that gender in isolation is 

not a predictor of hazing, that men are more able to disengage morally and consequently haze 

more, that attitudes towards the purpose of initiation are positively linked to supportive 

initiation attitudes and are good predictors of hazing. Previous hazing experience or vicarious 

learning in this respect is a good predictor of hazing. When hazers enjoyed their position in the 

social hierarchy and saw hazing as a means to this end, this was a predictor of hazing. The size 

of the group was not found to be a conclusive predictor of hazing and nor was the nature of the 

physical contact in the sport. While the study is based on university sports teams, it does bring 

to light current and valuable insights into how to predict hazing. If this is well understood, it 

narrows down the factors that motivate hazers to haze. 

 

 Jenny Nihr, in her research entitled Explanations of College Students for engaging in hazing 

(2014), used the bystander effect and moral disengagement as a backdrop against which to 
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consider hazing. Her work looks at hazing from both the perpetrator and the victim’s 

perspective. The study is unique in that it includes a few perspectives from the perpetrator’s 

point of view as opposed to the vast amount of literature and research evidence that investigates 

hazing from the victim’s perspective. Perpetrators allow themselves to haze having various 

means through which to justify their actions, whether through paying attention to safety, 

religious beliefs and awareness of allergies, or in group commitment not to ‘cross the line’ nor 

to hurt anyone. Perpetrators also believe that hazing creates bonds between group members 

and hence they would like the new members to enjoy the benefit of this. The resultant bonds 

supposedly created are tenuous and, in many cases, absent. Hazing is not the unifying 

experience it was expected to be (Nihr 2014). Nihr also identifies the process that allows 

perpetrators to express superiority over victims as a reason to haze. 

 

Johnson and Chin (2015) studied the impact of replacing traditional situations in which hazing 

occurred, namely joining university sports teams, with co-operative outdoor team activities. 

The experiential weekend orientation included adventure-based challenges and co-operative 

team-building. The activities were aimed at achieving the same ends that hazing tries to 

achieve. The results showed that participants felt that the consequences of the experience 

created an inclusive climate, and promoted group cohesion, better communication between the 

old group members and newcomers, egalitarianism and restructuring of pre-established 

hierarchies to effective ends. Most participants viewed the experience as both effective and 

positive, other than a few of the more senior members. Hazing after the weekend was also more 

difficult to introduce, as all members were able to relate to one another as friends rather than 

just by means of status within teams. This approach provides an interesting and effective 

alternative to hazing.  

 

In a similar vein, in that some form of introductory activity when joining a group is required, 

Dr Nadine Hoover (Starr 2016) makes the following suggestions as an advocate of good 

initiation rites. These should aim to be unique, meaningful, effective and capable of creating a 

sense of bonding. Hoover believes that young people need a sense of initiation into adulthood. 

Hazing comes as a result of a need for initiation, merged with a person’s need to prove their 

own worth within a community context. When this need is not met, youngsters will set out to 

meet their own needs, often through hazing. When appropriate and positive initiation rituals 

are provided, however, young people’s needs are met and there is no need to haze. Hoover 
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suggests a range of activities that could meet these needs. She does, however, suggest that vital 

ingredients over and above social needs are including an element of risk, despite this being 

seen in a negative light by public institutions. This is because risky activities are perceived as 

contrary to the nurturing that public institutions are designed around. Young people have a 

need to prove themselves in a meaningful way and so need to be challenged via a risky activity: 

camping or physical challenges in a safe and supervised environment will meet this need. The 

need for an adult presence in providing appropriate social behaviour norms to emulate, adds 

positively to good initiation practice. 

 

In September 2016, Hazing Prevention Org ran a National Hazing Prevention Week. This, 

combined with a number of sites on which one can report or make contact with people with 

regards hazing, implies that the problem remains an area of concern in the US. The aim of the 

National Hazing Prevention Week is outlined as providing an opportunity for individuals, 

communities, schools, campuses and organisations to raise awareness of the problem and 

promote the prevention of hazing. This includes educating students, teacher, parents, 

administrators, coaches, staff, faculty, band and performing arts directors, athletics directors, 

student government leaders, residence hall leadership, community members, police and others 

to recognise hazing and to learn ways of preventing it taking place in the first place (Hazing 

Prevention. Org: 2016). 

  

3.3.2.2  United Kingdom  

 

Fagging is common practice in British boarding schools, has a long history and is well 

documented. In 1828 in the London Magazine, the practice is explained and challenged, in the 

writing about Winchester School (Scott & Taylor 1828). Further traces of the practice surface 

in a variety of contexts. An old and well-known story of fagging is documented in the fictional 

book penned by Thomas Hughes in 1835, titled Tom Brown’s School Days. This semi-

biographical work is set at Rugby School where Hughes was educated (Hughes 1835). Other 

authors who are known to have made reference to fagging in their autobiographical writings 

vary from C.S. Lewis to Stephen Fry (Lewis 1955, Fry 2010).  

 

Fagging, the system that started in the sixteenth century, began to be phased out in the late 

1960s (Telegraph 1977). While different to fagging in many respects, hazing began to occur in 
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the United Kingdom. Hazing in university sport was first brought into the empirical realm in 

2003 when the Athletics Union at the University of Southampton compiled a survey on the 

topic (Feist, Shenton & De Souza 2004). In the UK, the legal age of drinking is eighteen years, 

which may be the reason for alcohol being a common aspect of hazing, as it forms part of the 

everyday discourse, unlike in some countries where the legal age for drinking is twenty-one 

years. A different perspective is suggested in Feist et al (2004), that one of the aims of initiation 

is to instil humility into new members who might have joined university sports teams after 

recently being the dominant figures in high school teams. As initiation is embedded in each 

country’s broader culture, different trends play out in different countries. In the UK sports 

teams, reference is made to homophobia and misogyny to a greater degree than in many 

countries. 

 

Mark Groves, Gerald Griggs and Kathryn Leflay (2012), move hazing in the UK from the 

realms of anecdotal and newspaper articles to research in their study on hazing in academic 

institutions, Hazing and initiation ceremonies in university sport: setting the scene for further 

research in the United Kingdom. Their research acts as a springboard for further research in 

the UK, with suggestions as to conducting research on alcohol consumption, nudity, the 

significance of hazing tasks, the prevalence of psychological abuse under the umbrella of 

hazing, and females participating in traditionally male sports and in so doing adopting hazing 

trends associated with these sports.  

 

Anderson, McCormack and Lee (2012), consider hazing from the unique standpoint of a 

decreasing culture of homohysteria. Homohysteria refers to men’s fear of being 

homosexualised (Anderson 2011). Anderson et al (2012), demonstrate the change from 

homophobic, same-sex activities, to opening up the possibilities for same-sex behaviour, 

pointing out the paradox that the aim of activities was in fact to limit them. This change 

represents a move away from cultural practices saturated with homophobic undertones and 

which were intended to enshrine the privileged position of heterosexuality within the 

institutions in which the hazing occurred. 

 

The research of Anderson et al (2012) is significant from two standpoints. First, the researched 

determined the suspected high use of alcohol by referring to “the dangerous and excessive use 

of” alcohol within the gambit of experienced hazing activities. Second, changes in hazing 
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behaviour are being reflected in changes in hazing activities, over a relatively short period of 

time, less than ten years. Anderson (2009) in Anderson et al (2012) considers data reflecting 

the past 30 years of British attitudes in the British Attitude Survey where in 1987, 64% of 

people thoughts that homosexuality was always wrong, while in 2006 this number had dropped 

to 24%. A trend that echoed this was observed in Anderson et al’s 2012 research, but over a 

seven-year period. Hence it can be concluded that while hazing activities in many contexts 

seem to have no clear meaning, they can be seen to reflect the culture in which they occur. This 

can be seen both in alcohol consumption trends in the UK and in changing attitudes to 

homosexuality. 

 

Anderson et al (2012), also finds that hazing rituals exist for the primary function of having a 

ritual to mark the inclusion of a newcomer into a particular group. It remains a secondary 

function that the hazing activity reflects a particular cultural trait. This is of particular 

significance in making suggestions for positive and safe hazing practices for the future. The 

act must exist, but the detail of what the act is, is not as important, and so safe acts can be 

introduced should hazing be unquashable .  

 

Hazing activities reflect the culture of the institution in which they occur, which in turn reflects 

a broader culture. Activities also seem to reflect issues which those participating in the hazing, 

as perpetrator, bystander or victim, are faced with and may be struggling with as they move 

from adolescence into adulthood.  

 

Kamau (2013), investigated the relationship between mild and severe hazing and the role of an 

extrinsic reward. Her study replicated Aronson and Mills’ (1965) experiment. Her findings 

were contrary to that of Aronson and Mills in that mild hazing followed by a reward led to 

greater group identity than severe hazing followed by a reward. Furthermore, and 

unexpectedly, was that an extrinsic reward made no difference to group identity when the 

hazing was severe.  

 

The findings of Lafferty, Wakefield and Brown (2015) indicate that despite common 

perceptions, no significant relationship between group cohesion and team building activities 

exist whether through appropriate or inappropriate activities. This is contrary to the studies of 

Van Raalte, Cornelius, Linder  and Brewer (2007) conducted in the US. Once again, suggested 
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reasons for this trend go back to different cultural norms around alcohol consumption. Despite 

no measurable reason for hazing and the illegal nature of hazing, the practice continues. 

Lafferty et al (2015), suggests believing in positive results and group cohesion make cognitive 

dissonance easier. Their research also showed that both genders experience hazing, with males 

engaging in more inappropriate activities. Lafferty et al (2015), took up the call of Groves et 

al (2012:126), to produce further studies into hazing to find that consistent with global trends, 

hazing in university sports teams in the norm.  

 

Diamond, Callahan, Chain and Solomon (2016) consider hazing in sport in both secondary and 

tertiary institutions in their study. Their findings show that despite an increased awareness 

around hazing and its dangers, it remains pervasive. Of those who were hazed, 75% indicated 

some negative consequence, which included physical and psychological difficulties and 

difficulties in relationship building. Consistent with global trends is that students are not always 

able to identify what hazing activities are, and that hazing is under reported. 

 

3.3.2.3  Europe 

 

Similar hazing trends exist throughout much of Europe. Not all research was accessible as a 

result of documentation not being in English. Recent research that reflected trends in France 

and Portugal was available in English. 

 

In France the term Bizutage, which refers to the concept of a freshman, is used to describe 

hazing (Samer 2011). Hazing in France echoes all other global trends. In 1998 a law banning 

hazing was introduced and as with many such hazing laws, it has had little effect on the 

practice. A sentence of six months in jail or a fine of €7 500 is the price for hazing. Between 

2010 and 2013 there have been twenty-eight charges of hazing, five of which have resulted in 

imprisonment (Buratti 2016).  

 

In Portugal where hazing is termed praxa and has been documented and researched in recent 

years, Dias and Da Silva (2012) consider and confirm how hazing impacts on affiliation and 

conformity. Bauer, Nunes, Martins, Mendes, Pinho and Silva (2015) recently published 

research on hazing in higher education. Their study is remarkable in that one of the conclusions 

reached was that hazing is in fact a norm. A great deal of recent global research is aimed at 
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determining whether hazing occurs and the degree to which it occurs (Hoover & Pollard 2009, 

Allen & Madden 2008, Cimino 2013, Potgieter, Teise, Jacobs, & De Wet 2014) rather than 

viewing hazing as a norm. It is when hazing goes wrong and has ‘sporadic outrageous 

outcomes’ that it becomes a documented spectacle that draws attention and needs remediation 

(Bauer et al 2015).  

 

3.3.2.4 Asia 

 

While documentation reflecting studies done in Asia exists, these are also difficult to source 

by virtue of language barriers, however newspaper articles reflect a plethora of hazing 

activities. These include the enactment of rape at the National University of Singapore in 2016, 

death due to exhaustion in Indonesia at the Malang National Technology Institute in East Java 

in 2013, being beaten to death at the College of Saint Benilde in the Philippines, and a death 

on a beach due to circulatory and respiratory problems resulting in a young student’s head 

being buried in the sand in Bangkok in 2014 (Gogna 2016).  

 

 India, possibly due to having been a colony of a western country has a health history of hazing. 

The term synonymous with hazing is ‘ragging’ (Garg 2009: 263). In 2007, CURE (Coalition 

to Uproot Ragging from Education) was founded. In India ragging is believed to be under-

reported, with ragging deaths being reported, but that these simply reflect the ‘tip of the 

iceberg’ (Garg 2009 269).  

 

Ragging has also been studied at a Nepalese medical school, reflecting common trends in 

hazing practices (Shakya & Maskey 2012). Ragging presents as the third greatest stressor in 

medical students in the given institution, while one third of those students surveyed were in 

favour of ragging. Many felt that ragging facilitated the process of socialisation, but that more 

effective means could be used for this purpose. The majority of students found the process to 

be stressful.  

 

China and Hong Kong are not free from worldwide hazing trends. In China, when students 

transition into university, hazing differs from some forms of hazing in that it is generally not 

associated with alcohol consumption. Similarly at the Hong Kong University, St John’s 

College, hazing includes remaining silent for extended periods, limited access to toilets and 



  
 

93 
 

restrictions on eye contact to mention but a few aspects (Lau Lam Tin 2003). Hazing in these 

two countries seems to be shrouded in a greater degree of silence than in many Western 

countries. 

 

In Japan hazing, ouenka renshuu and a senior-junior relationship Senpai Kohai exist (Larson 

2016, Aimers 2014). While hazing is not intentional, aspects of hazing occur under the 

respective umbrellas, in particular in instances when the Kohai or juniors are disobedient. 

Senpai Kohai is not a practice limited to schools and university students; it is also practised in 

the workplace. The relationship, while between two individuals, is influenced by others in 

similar positions within the group. Should either not play their designated role correctly and 

ethically they will be pressured into reform from the group at large (Yoshida 2014).  

 

3.4  DOCUMENTED HAZING IN SOUTH AFRICA 

  

3.4.1  Introduction 

 

Unfortunately hazing in South Africa is alive and well. In recent months one of the worst 

incidents of hazing was recorded on camera at Hoër Landbouskool in the Northern Cape, in 

which a new pupil was stripped naked, tied face down to a bed and raped with a broom by four 

boys between the ages of fourteen and nineteen, in front of a group of pupils (Mail and 

Guardian 2015).  

 

Changes in recording technology over the past few decades have resulted in many teenagers 

being able to record events on their personal devices. This, combined with social media, results 

in incidents which fifty years ago would not have become common knowledge. And they not 

only become common knowledge but are accompanied by graphic evidence to support these 

hazing events. For the same reasons, teenagers are able to access information via the web that 

show and in some cases glamorise local, national and international incidences of hazing. It can 

be argued that being more aware of hazing incidents could result in incidents being more 

prevalent if the incidents are glamorised. Equally, public awareness of hazing could reduce the 

incidence of hazing if shown from a negative vantage point. In my opinion, mild incidents of 

hazing are available and presented from a positive perspective. It is only when hazing gets out 

of hand that it is reflected in a negative light. It is difficult to empirically determine whether 
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hazing is on the increase in South Africa or whether it is only the evidence of hazing that is 

increasing. 

 

3.4.2  Available Research 

 

Research on hazing in South Africa in a Google search done in 2008 produced not a single 

result. This is partly due to the term not being indigenous to South Africa, and partly due to 

2008 being sufficiently far back in history to have significantly less information available. 

Present trends show four main people or groups of people who have done research on hazing 

in recent years; namely Huysamer, Huysamer and Lemmer, and De Klerk, all in 2013 and De 

Wet and Potgieter et al in 2014, with the former focused on secondary schools, while later 

groups looked at tertiary and secondary institutions.  

 

3.4.2.1  Huysamer and Huysamer and Lemmer 

 

My initial research aimed to determine why one group of learners would haze another group. 

Owing to the lack of local research and the enormous and difficult task that comes with 

answering a question like this, I decided to start the process by determining what, if any, hazing 

was occurring in South Africa. This, in 2013, lead me to write a Master’s thesis, which 

determined a baseline of hazing that occurred as part of an orientation programme in monastic 

boys’ schools in Gauteng province. I chose to consider monastic boys’ schools as conclusions 

drawn from global hazing trends indicated that they were the most likely schools in which to 

find incidents of hazing. The research indicated that hazing did occur in this environment and 

that hazing was viewed negatively when learners’ dignity was violated. Furthermore, if one 

had previous experience of hazing, one’s perception of hazing activities was more positive than 

those who had no prior experience of hazing. Learners who had been enrolled at particular 

schools and been a boarder had more positive attitudes towards certain hazing practices 

occurring as part of an orientation programme (Huysamer 2013). 

 

The research which combined the study referred to above, in conjunction with research 

undertaken with Professor Eleanor Lemmer, brought in aspects of the undocumented longevity 

of hazing in South Africa. In particular, gender theory was brought into this research as a further 

theoretical framework. Masculinity and traditions associated with stereotypical concepts of 
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male dominance and the transmission of power is an unquestioned aspect of daily routine in 

boys-only schools, and hazing acts to reinforce this (Huysamer et al: 2013).  

 

3.4.2.2  De Klerk 

 

The 2013 research of Vivien de Klerk focuses on the tradition of “serenading”, at Rhodes 

University, a small residential institution (De Klerk 2013:88). At Rhodes all forms of hazing 

were banned in 1970, and subsequent to this, over the next 30 years the practice of serenading 

developed. Initially this was a song sung by first year students before the start of the academic 

day to a residence of the opposite gender, followed by a cup of coffee with both groups, 

providing an opportunity to get to know one another. While the wardens – the adults overseeing 

the residences – were aware of this practice, a blind eye was turned. For many years the practice 

seemed harmless, but it has adopted many aspects of hazing over the course of time.  

 

3.4.2.3  De Wet  

 

Corene De Wet’s (2014) research entitled: The views of experts on hazing in South African 

schools: a media analysis, is a qualitative content analysis of 13 in-depth newspaper articles 

written or based on interviews with experts and three editorials commenting on hazing. The 

analysis is made under the umbrella of male dominance and cognitive dissonance. She looks 

to identify the overt and oblique reasons for hazing. According to De Wet, within South African 

schools, hazing occurs under the guise of tradition. Schools use hazing to develop unity and 

loyalty among members through cycles of physical, sexual and emotional violence and through 

the power of humiliation. The research highlights the roles which to a lesser extent the media, 

educators and parents should play in attempts to eradicate this abusive practice.  

 

3.4.2.3  Potgieter, Teise, Jacobs and De Wet 

 

In December 2014 Potgieter et al (2014) published an exploratory study that focused on hazing 

practices and policies at selected high schools and boarding facilities in the Free State. Two 

hundred and fourteen learners associated with five high schools participated in the study, as 

well as two heads of departments. This study identified the reasons for the adoption, 
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maintenance and even the approval of hazing practices. The study looks at solidarity created 

through hazing, and dominance associated with it. 

 

The study showed that in excess of 86% of learners surveyed had been subject to hazing in 

their first year in secondary school, Grade 8. Hazing in the boarding facilities was also 

prevalent. The two heads of department who were interviewed did not believe that hazing was 

occurring at their schools. It can be inferred from the data that hazing was occurring in their 

respective institutions, however what in the minds of some is considered merely an orientation 

activity, is by definition hazing. The heads of department were aware of orientation activities, 

many of these identified activities were in fact not just orientation activities.  

 

The study showed that initiation is an embodiment of dominance and that through cognitive 

dissonance learners did not experience hazing in a negative light. Hazing continued to be 

practised and effective, as newcomers to a group are prepared to pay a price to become part of 

a new group. Newcomers identified the following fears; retribution from senior learners, male 

hegemony, a culture that supports hazing, teacher’s approval of hazing and in some cases, 

support of hazing, and in many cases, teachers’ ignorance that hazing was occurring.  

 

3.5  HAZING AND THE LAW 

 

Hazing, while having a long history, also has a substantial history of being legislated against. 

In the sixth century law students involved in hazing outraged Justinian I, the emperor who 

codified Roman law, and as a consequence he issued a decree outlawing the practice (Nuwer 

1999: 93). This is the first documented evidence where hazing was deemed to be unlawful. 

 

In 1657, according to Nuwer (1999), a Harvard student was fined six shilling and eight pence 

for hazing junior students. By implication, hazing was against the “law” of Harvard University 

at least, in the seventeenth century. 

 

In 1866 Henry writes of various governments trying to supress hazing. German universities 

legislated against hazing, which supposedly came to fruition with an end being put to hazing 

in 1818. This by delegates from fourteen universities, at Jena, within a voluntary association 

of students on a moral basis called the General German Burschenschaft. Their first principle 
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was the unity, freedom and equality of all students among themselves, in all rights and duties 

(Hendry 1866: 303). 

 

Nuwer (1999), writes of the fagging system documented in The Cornhill Magazine dated 1896, 

of the positive and necessary methods found under the umbrella of fagging. It was not to be 

evaded, obedience was to be instantaneous and complete, with the sanction of a boot, fist or 

wicket. No court-martial or summons existed in the country to compel fagging, suggesting 

rather that the punishment for falling out of line should be more like thunder being the 

consequence to lightning. This presents by example that there was no recorded law governing 

the common practice of fagging.  

 

In the US, Illinois, in 1901, was the first state to legislate against hazing (Parks & Sutherland 

2013:16). To date, according to StopHazing.Org (2016) forty-four of the fifty states in the US 

currently have anti-hazing laws. While these laws are not always effective in preventing the 

practice, they do act as a deterrent and offer some form of retribution to victims and their 

families.  

 

Similar to the US, in Canada different states have different laws. To date no single law prohibits 

hazing, rather Canadian institutions defer to the Criminal Code or respective student codes of 

conduct, both in attempts to limit infractions and when dealing with incidents that do occur 

(Johnson 2011).  

According to the Prohibitions of Ragging and Other Forms of Violence in Education Act, no. 

20 of 1998, ragging, other forms of violence, cruel, inhuman and degrading treatment are 

against the law in all educational institutions in Sri Lanka. The act was passed into law after 

the deaths of three university students at different universities during the course of 1997. The 

act applies to both staff and students. Despite this legislation, ragging continues in Sri Lanka 

(Ashokbharan 2010).  

In South Africa, according to the South African Schools Act 84 of 1996, there are clear 

regulations which prohibit hazing under the Regulations to Prohibit Initiation Practices in 

Schools. These came about with the post-apartheid change in government. As is mentioned 

earlier in this research, according to the South African Constitution and the Bill of Rights, the 
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right to human dignity is addressed. In Chapter Two of the Constitution of the Republic of 

South Africa, which covers the Bill of Rights, human dignity is addressed as follows 

 

x Everyone has inherent dignity and the right to have their dignity respected and 

protected (Constitution of the Republic of South Africa 1996). 

 

Furthermore, in 1996 the South African Schools Act includes references to human dignity and 

safety of learners. (South African Schools Act 84 of 1996). During the period 1996 to 2002 

many amendments to the law can be traced, each amendment becoming more specific and 

limiting initiation practices. Currently initiation practices are legislated most specifically under 

the 2002 South African legislation entitled Regulations to Prohibit Initiation Practices in 

Schools. The following laws, being the most relevant, are included: 

 

x No principal, educator or learner may allow or participate in any act or  practice 

which involves initiation practices or may cause or contribute to the  humiliation, 

degradation, harassment, assault, crimen injuria, intimidation or  maltreatment of 

learners. 

x Learners should be protected from abuse by adults or other learners and learners’ 

behaviour must be free of any violence and in line with the democratic values of 

human dignity, equality and freedom. 

 

Again in South Africa the law exists, yet the practice is prevalent, consistent with global trends. 

 

3.6  HAZING WITHIN THE MILITARY 

 

Hazing has a long history in the military. Consistent with general hazing practice, hazing occurs 

globally within various military organisations. This despite the military having structures that 

enforce hierarchies and procedures associated with joining the military. The practice remains 

illegal, yet common practice, as is true of hazing in most other institutions. 

 

In the US the military does not keep hazing records, hence media reports tend to be the only 

record of such events. In 2013 the US Defence Equal Opportunity Management Institute 

undertook a pilot study into the occurrence of hazing in the armed forces. The study indicated 
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that the results would in all likelihood be repeatable on a large scale, that the majority of 

participants had witnessed or received some form of hazing in the military and that 44% had 

participated in hazing (Svec 2013).  

 

In Major Manzanado’s (2013) research reference is made to the fact that within the US military, 

strict anti-hazing policies exist. These require documented annual training in an attempt to 

manage hazing. Female members of the US military are more prone to hazing as they have a 

greater need to fit in and be accepted. Manzanado describes hazing as a social phenomenon 

that filters into other domains, in this case the military, yet in many educational contexts hazing 

is described as being practised in the military and being carried into educational institutions. 

Sterner (2005:8) explains how military academic drop-outs may have carried the practice into 

the universities which they attended once they had dropped out. Veterans were eager to rekindle 

the camaraderie and brotherhood that was shared within the ranks of the military, adding 

physical exercise and calisthenics among others into university fraternities. 

 

Hazing in the US military is not a subject that is openly discussed, according to former Army 

Staff Sergeant Willis Titus, who indicates that the topic still makes him feel ill at ease. Despite 

forty years having passed since his service in the Army, he still does not speak out on the topic 

for fear of retribution. Rather he quotes his motto: “One man hazes and another man grazes.” 

(Briscoe 2012) The perspective of a code of silence with respect to hazing activities is 

consistent with popular trends.  

 

Keller, Matthews, Hall, Marcellino, Mauro and Lim (2015) undertook more recent research at 

the request of the US Department of Defense, and looked at how hazing is defined within the 

context of the military, the effect of and motivation for hazing, and prevention and responses 

to hazing. It was found that within a military context, hazing needed to be more clearly 

delineated from other forms of maltreatment with clear definitions and examples. The reason 

for hazing was believed to be the improvement in group cohesion and commitment, despite 

evidence to the contrary. Finally, they found that hazing needed further research before the 

DoD felt that documenting of hazing would be necessary. 

 

Interestingly, when the motivation to haze was discussed in Keller et al (2015:42), the 

extremely hierarchical nature of military organisations in which individuals act within 
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decidedly co-operative teams, within high-risk environments, may have led to hazing becoming 

embedded and part of military culture. Already in existence within the armed forces are 

sanctioned actions, policies and procedures that demonstrate group commitment and hierarchy, 

thus this argument is flawed. Vague recommendations are made to address individuals and 

groups in an attempt to prevent hazing and anonymous tracking of hazing incidents on existing 

databases would allow for greater insight into the degree of hazing, which could then be used 

to plan a road-map for a way forward.  

 

Hazing in the Russian military seems rife according to the Union of Committees of Soldiers’ 

Mothers of Russia, a human rights organisation that estimates 2 000 hazing deaths and 9 523 

complaints in a single year (Briscoe 2012). Trends show that hazing in Russia is on the rise. 

 

Hazing, or bastardisation as it is referred to in Australia, where the practice is illegal, is 

comprehensively documented in the Piper Report. More officially known as the ‘The Report of 

the review of allegations of sexual and other abuse in Defence: Facing the problems of the past’ 

was published in 2012. The DLA Piper Law firm published the paper and hence the colloquial 

name. This report documents the sixty-year history of bastardisation, with a particularly sexual 

slant in many instances, that occurred in every unit of the Australian Defence Force (ADF) in 

every decade from 1950. While much of what happened was sexual abuse, much of what 

happened was hazing. The report documents the collective cultural denial of hazing over this 

extended period (Evans 2013). 

 

Hazing has also been documented in the armed forces of Italy, Lithuania, Japan, South Korea, 

China, Tajikistan, Ukraine and Turkmenistan (Briscoe 2012). 

 

3.7  NORMALISING HAZING 

 

According to Merriam-Webster (2013), ‘normal’ is defined as: ‘not deviating from the norm, 

rule or principle, conforming to a type, standard or regular pattern, or occurring naturally’. 

When one considers hazing and how it is described in many of the cited references within this 

research, and when referred to within a legal context, one could infer that the practice could be 

viewed as deviant. I would like to suggest that hazing is, in fact, normal behaviour that occurs 

when a newcomer joins a group. 
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Evidence to support this perspective would be by virtue of the fact that hazing has been 

documented from as early as 387 B.C.E. One could infer that a practice that has stood the test 

of such a long period of time possibly falls under the ambit of activities that are normal, as they 

are common practice. During the twelfth century and for centuries thereafter, hazing was and 

still is a common problem at universities, which authorities have not managed to eradicate. 

University documentation from the middle ages is littered with references to hazing and alcohol 

misuse amongst students: these two practices were the most serious problems facing university 

administrators at the time (Nuwer 1999:93). It was only in the thirteenth century that the term 

university was coined, yet the practice of hazing is significantly older than this. The persistence 

of hazing behaviour suggests that the behaviour is innate. This is further supported by hazing 

being a phenomenon that occurs globally. 

 

According to Cimino (2013), hazing in certain contexts is referred to as deviant, yet 84% of 

respondents within his representative sample chose to haze new members to a group, to a lesser 

or greater extent. His result represents participants as anonymous, individual and unpressured 

when making decisions of how the participant would act in a real life situation. By virtue of 

this very high percentage, hazing may be viewed as a common or easily elicited behaviour, in 

other words a normal practice. Similar statistics occur throughout hazing data and hence a 

similar argument must be considered.  

 

Further support of the argument that hazing is normal comes from hazing done in Portugal 

mentioned earlier in this chapter. According to Bauer et al (2015) in their research in higher 

education, hazing is in fact the norm. It is when hazing goes wrong, which it does, similar to 

many human practices, that ‘sporadic outrageous outcomes’ occur. A consequence of these 

outcomes is that hazing becomes a documented spectacle which draws attention and seeks to 

be remediated. Remediation would be appropriate when any activity goes wrong and so this 

would be appropriate should hazing go wrong (Bauer et al  2015). 

 

In light of the laws around hazing and the literature and research on the topic, viewing hazing 

as normal will not be a popular perspective but it is imperative that this perspective be 

considered. 
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3.8  SECONDARY HAZING ROLE PLAYERS: STAKEHOLDERS 

 

As hazing is a social phenomenon, it should be considered within a broader social context. If 

one has a holistic understanding of the society in which these activities occur, one has a greater 

chance of understanding the phenomenon and what drives young adults to haze. To this end 

perspectives of members of the community or society in which hazing occurs are considered, 

with a view to contextualising this common societal activity.  

 

Given that it is shrouded by a code of silence, gaining an understanding of hazing is 

exceptionally challenging, more so when the normal course, that is hazing which can be kept 

silent, as the degree of the event or consequence of the event does not require outside support. 

Should the event go awry, outsiders tend to become involved, and insights can be gained from 

the various outsiders or stakeholders. As Susan Lipkins (2006), a writer and expert on hazing, 

indicates, every time she mentions the word ‘hazing’, someone has a story to tell. Hence within 

the collective conscience of our culture, hazing is a very common occurrence, if not a norm. 

An understanding and appreciation of this would suggest that all stakeholders have an equal 

role to play in directing the course of hazing, rather than assuming that this falls to the law, 

experts or those at the coalface of hazing.  

 

Developing this grounded theory as to what drives Grade 12 learners to haze was significantly 

more valid as all stakeholders were interviewed and hence contributed to the theory.  

 

3.8.1  Identifying Stakeholders 

 

Hazing occurs in institutions, and institutions tend to have multi-layered hierarchies such as 

those found in prisons, the military and educational institutions. The adults within educational 

institutions who deal with incidents of hazing would include coaches, teachers, counsellors, 

heads of schools, board or members of school governance and individuals within education 

departments. This group makes up a rich source of individuals who as a result of experience 

could supply valuable insights into the mechanisms that turn the cogs of the hazing machine.  

 

Relatives of those involved in hazing hold significant perceptions of aspects of the hazing 

process. Depending on the relationships within various families and the degree of hazing, 
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different family members would have been privy to different hazing knowledge. Information 

may be current or it may only come to light years after the event. If this information could be 

collected and collated it would be a valuable resource and may provide a greater insight into 

the driving force behind hazing.  

 

Members of institutions’ alumni would be a valuable resource of hazing information. Each year 

group that hazes, believes that they are passing down a tradition, while the act of hazing may 

be the tradition rather than the specific types of activities that newcomers are expected to 

participate in, as these trends to vary from year to year. Hazing activities tend to reflect 

changing cultural patterns and current societal norms (Anderson et al 2012). Those individuals 

who have been through institutions in which hazing forms part of the annual norm are a 

potentially rich source of information on hazing. How often does one not hear anecdotal 

evidence of hazing? It must be recognised that these stories may not reflect the breadth and 

depth of hazing; they are relevant to the reason for hazing being part of our collective 

conscience.  

 

Law enforcement officers or police are often the first responders at a scene where hazing has 

gone wrong, as it is often the scene of a crime. This initial invasion of a secret space at a time 

when all the hazing role players have been forced to break the code of silence requires 

supportive and understanding individuals. Owing to the lack of understanding in general 

around hazing, this understanding and support may not be forthcoming. Nonetheless, being the 

first responders at the scene, law enforcement officers may well have insights into why the 

hazing event came about in being exposed to raw emotions, confusion, and the physical scene 

of the crime and trauma. 

  

Lawyers would also have a role to play in prosecuting when a hazing event has become 

hazardous and caused extreme harm. Here again the professional would look to the prosecution 

of perpetrator rather than gain an understanding of psychological or social reasons behind what 

led to the particular hazing event. Similarly the perpetrator of hazing in cases of severe injury 

or death would need legal support. In an attempt to understand how the circumstances evolved, 

lawyers may have an excellent insight into why a particular hazing event occurred. Other than 

understanding that the outcome and the intended outcome of a hazing event differ, members of 
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the legal fraternity may be privy to a very clear understanding of what drives the hazing 

process.  

 

Medical practitioners, whether nurses, medical doctors, psychiatrists or psychologists may be 

called upon to deal with incidents of severe hazing. When physical consequences, for example 

burns, alcohol overdoses and broken limbs need treatment, medical practitioners would have 

little reason to delve much further than into the context of how an injury came about. They 

would need to understand what happened and do their best to treat an injury. 

 

Psychiatrists, psychologists, social workers, counsellors, teachers, heads of schools and 

religious leaders may be called on to deal with the aftermath of an extreme hazing event. 

According to LaFerney (2016), the psychological consequences of hazing may include; 

depression, anxiety, acute stress syndrome, alcohol and drug-related delirium and post-

traumatic stress syndrome. Appropriate psychological support may take the form of 

stabilisation and/or counselling for the victim. The perpetrator may well also need support as 

intended activities are usually not aimed at causing harm and if a hazing activity has spiralled 

out of control causing injury or even death, the perpetrator will need significant psychological 

support. Bystanders may also need counselling or group debriefing. Conversations that occur 

in these spaces may well provide valuable insights into what drives the hazing process.  

 

Spiritual or religious leaders within communities are often seen as people who will listen 

without judgement and who will maintain confidentiality. Victims of hazing or perpetrators 

may find solace in sharing their experience within the safety of this relationship. Other 

members of a community may similarly seek out a spiritual leader when trying to cope with 

their own feelings when a hazing incident has caused a severe injury or death of a loved one. 

Hence insights from this sector of society would add positive value to an understanding of 

hazing.  

 

Media reporters also form part of the group of people who deal with hazing events. They may 

do so through interviews with individuals or groups directly involved in the hazing process or 

through research into the topic or interviews with other stakeholders in the hazing process. By 

virtue of this investigative process, reporters may become well-informed members of society 

who hold key information as to what drives the hazing process.  
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Research into the phenomenon of hazing tends to be limited to the perspectives of those directly 

involved in hazing. This group is a small sector of society. Possibly the time has come for 

researchers to move away from those directly involved in hazing to looking at communities 

and society as a whole to find the key drivers of hazing; to look for solutions and develop best 

practices so as to limit the negative consequences of hazing. As Einstein is purported to have 

suggested, “Insanity is doing the same thing over and over again and expecting different 

results.” As hazing researchers we need to change our input if we hope to change our output: 

in this case, change who we look to gain understanding from when researching, which will 

hopefully result in a more effective output and less harm to those within our individual 

communities.  

 

3.8.2  Stakeholders as driver for hazing 

 

If one considers hazing as a common occurrence in our society as has been shown in this 

chapter, then those who I have termed hazing stakeholders, viewed from Bourdieu’s theories 

of social transferral, can be considered the drivers of the hazing. According to Bourdieu, for 

society to be replicated, power needs to be understood, as power is common to most cultures. 

Power is a symbolic and cultural creation and is maintained through social norms and is termed 

habitus (Navarro 2006). Habitus is explained as the formal and informal mores that society 

inculcates into an individual as taught capabilities, enduring dispositions and trained capacities, 

and organised tendencies to act, feel and think in a determined manner which in turn guides 

action. Habitus links social cause to social action and thus results in society reproducing itself 

even when what gave rise to the habitus is no longer present. Habitus is not maintained by 

those involved in the hazing process, but rather by the society in which the school is found. 

The school is simply the arena in which the societal norms are replicated, an environment in 

which habitus, like the ringing of a school bell, become the automated norm of the given 

society, community or school (Bourdieu & Passeron 1977:54, Nash 1990:433). Hazing is an 

activity that maintains hierarchy. People and groups are connected, forming a society, and it is 

the hierarchy that connects these. Hence hazing connects people in a hierarchical manner as 

determined by society.  

 

At the beginning of any school year, every year group moves up within the hierarchy and the 

very process of this move destabilises it. According to Tajfel and Turner (1979:1986) under 
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the umbrella of social identity theory and in particular the maintenance of the social hierarchy, 

stability and legitimacy promote the maintenance of the status quo and social hierarchy and 

vice versa. A change in the group at the top of the social hierarchy destabilises the society. At 

the beginning of a new school year or season, each role player is new to their role. This change 

is a threat to the hierarchy and in turn the society and so those who perceive themselves to be 

at the top of the hierarchy, the Grade 12s, are at the greatest risk of failing the group or society. 

They believe it falls to them to maintain order and so reproduce societal norms. I would like to 

suggest that this perceived responsibility is a powerful driver to haze. 

 

If stakeholders in the hazing process objected to hazing in the same percentages as teenagers 

are hazed within educational institutions, there is very little chance that the practice would be 

as alive and well as it is. This can be deduced from Bourdieu’s explanation of societal 

reproduction. Possible reasons for more objections to hazing not being forthcoming could be 

that stakeholders have no understanding that their unified silence is a major driver of the hazing 

process, that stakeholders are not aware that they have the power to stop hazing, that the good 

which the educational institution brings far outweighs the negative aspects of hazing, that most 

hazing for most individuals is inconsequential, and that maintaining hazing maintains the status 

quo ‒ which ultimately serves the stakeholders. 

 

Possibly the single most all-encompassing driver of stakeholders’ silence is that the hierarchy 

ultimately creates elitism and they benefit by being elite through association with the institution 

or with the individual being hazed. This is in accordance with Tajfel and Turner’s Social 

Identity Theory, where one’s own identity is made up partly from the identities of the groups 

to which one belongs. This perspective is supported by Dr Nadine Hoover (Starr 2016), whose 

views suggest that people are quick to judge others by the group to which they belong, a trait 

which is embedded in our society at a young age. As regards elitism, the hazer sees themselves 

as superior and as a result can force an outsider to do humiliating and dangerous activities. 

Once these have been done, the subject can join the group and in so doing be better than others 

who are not part of the group. Hoover adds that in some respects hazing is a “high-class 

phenomenon”, being displayed in elite sports that are more commonly found at more exclusive 

schools.  
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If stakeholders are uncomfortable as to the identity of the group to which they belong, in this 

case people associated with a particular school, they are free to leave the group or change the 

habitus so as to maintain their own positive identity (McLeod 2008). 

 

Bourdieu believes in the concept of the rites of institutions (Bourdieu 1991:117). These rites 

have invariant properties. They are distinctive in that they are an arbitrary or meaningless 

boundary, a mark of achievement which needs to be crossed or met so as to be included into a 

given group. While the actions that delineate the rites are arbitrary and acknowledged as such, 

the actions are legitimated by all stakeholders through their acceptance of these acts. It needs 

to be acknowledged that a single stakeholder could not change the course of hazing.  

 

This is evident in the fact that many parents who have lost children through hazing accidents 

have instituted valid and valuable changes in the hazing process, yet hazing deaths continue to 

occur and as documented buy Hank Nuwer, on his website, Hazing.com (2016b). Nuwer 

maintains a list of hazing deaths in the US. While there has been a hazing death in every year 

since 1969, the rate of hazing deaths continues to increase. It is important to once again 

acknowledge that a death as a result of hazing has never been a desired outcome. All moral and 

rational citizens would never advocate murder under the umbrella of hazing ‒ this goes without 

saying! It must be borne in mind that hazing deaths are an accident, no more and no less than 

a road accident. Should they be avoided? Absolutely. However, possibly like road accidents, 

they are more difficult to avoid in practice than in theory. 

 

The vast majority of stakeholders are not indicating that minor acts of hazing need to be done 

away with. As a consequence , similar to Mayor Rudolph Giuliani’s ”Broken Window” 

philosophy on crime in New York City, if one hopes to bring about significant changes in 

hazing outcomes, then all stakeholders need to address minor hazing offences first. Without 

this, the practice is accepted and maintained, fertile ground for severe hazing and hazing 

accidents. The legitimacy of hazing comes through the acceptance of the action, acceptance of 

the actions by those both directly and indirectly involved. This legitimacy is much the same as 

a monarch/political leader taking an oath to serve: the taking of the oath is accepted by both 

the person taking it and those who he/she promises to serves. This perspective is consistent 

with Bourdieu’s (1991) view on power and hence social reproduction. 
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Furthermore, understanding the implication of participating in hazing as either the perpetrator 

or as the victim, means understanding how taking symbolic actions act to maintain the status 

quo and hence the hierarchy within a school. Bourdieu (1998) explains that taking action and 

in this case being hazed, allows one to feel like a legitimate member of the group. Possibly by 

meting out hazing as a perpetrator, so too one feels and is legitimated to one’s new position in 

the hierarchy. As per Social Identity Theory, the identity of the group is always in a state of 

flux. Being ranked highest with respect to other groups results in the group’s social identity 

only being able to shift downwards, and so an increased drive to maintain this elite position is 

a further motivator to develop hazing activities that remain relevant and worthy of the top 

position by means of social comparison (Tajfel & Turner 1986:19).  

 

Similarly by participating in hazing as a Grade 8, one has willingly accepted a set of rules and 

behaviour patterns. One is now a member of the in-group, in most cases an elite group. Being 

a member of this elite group then requires one to adhere to any other codes of conduct 

associated with the group while reaping the benefits of being part of the in-group and its 

associated status. One would also enjoy the benefit of being an accepted new member of the 

group, so one experiences an enhanced identity as per social identity theory. 

 

A recurrent theme as to why hazing occurs is that it is a tradition and hence has value and needs 

to be maintained. Yet when one considers many other societal traditions, they have fixed 

parameters. For example, the Easter Bunny always brings chocolate ‒ it is not as though in 

some years fruit and vegetables are delivered. Yet, when it comes to hazing, the actions 

included are not the same one year to the next, rather only the fact that hazing will occur is a 

tradition. Social identity theory indicates that a social identity is ever present and in a state of 

flux. By virtue of this looseness around hazing practices, again according to social identity 

theory, one can change the detail of the hazing activities and if they are an improvement then 

those who are associated with having joined the new in-group will have a better identity by 

association with the group. This, as a motivator, may be the reason behind the one-upmanship 

which occurs when hazing activities are decided on by hazers. The increased exposure to 

hazing activities through social media and movies on the topic make increased levels of hazing 

seem desirable, and in taking these actions on, one can increase the status of the group and in 

turn one’s own identity by association. These thoughts may well be at the forefront of hazers 

thinking when they are in the hazing planning phase. It is also in this looseness around planned 
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hazing activities that newcomers are harmed. If the planning is done as a group, as it frequently 

is, then this situation promotes diffusion of responsibility according to the theory of moral 

disengagement (Bandura 2002). If no single individual has to take responsibility for activities 

and consequences, more risky behaviour is promoted. 

 

If the hazing actions involved in severe hazing had been a tradition, then so to would the 

outcome. Vastly more youngsters would experience serious injuries and death as per the 

tradition. This is not the case, and so one must ask whether severe hazing is in fact a tradition. 

I would like to suggest that it is not.  

 

Using the term ‘tradition’ when referring to acts of hazing implies that the activities are a 

cultural or social norm (Owen et al 2008). According to Bandura’s (1998) theory of moral 

disengagement, this promotes the displacement of responsibility, which in turn makes hazing 

acceptable from the perpetrators’ perspective.  

 

Members of a group care about the group: in this case this includes all those who participate 

actively in hazing as well as all stakeholders. They are, from their perspective, the in-group 

and prepared to work hard to maintain the label and associated characteristics of the group, 

whether as an elite private school or as the first rugby team player. All members look for 

characteristics that portray the group as unique and valuable. Members of the group, be they 

Grade 12s or Grade 8s may want to contribute to upholding the group’s characteristics, or 

reputation, and are prepared to pursue this form of protection at great personal expense (Tajfel 

1978). The personal expense may take the form of employing cognitive dissonance to act 

outside of one’s everyday moral code in requesting or participating in certain types of hazing 

activities.  

 

If a similar group, for example the water polo team, which for the purpose of this example fall 

directly below the first rugby team on the social hierarchy, wants to raise their status to that of 

the rugby team, they could do so through comparison, comparing a particular hazing activity 

with the activities that newcomers to the first rugby team need to undergo. If the water polo 

team can have a more sough- after activity it would allow them to move up the social hierarchy 

and this at a cost to the rugby team’s social standing. Consequently, both teams feel under 

pressure to have hazing activities that keep their in-group as close to the top of the social 
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hierarchy as possible. This is a means to maintain or improve the social identity of the group 

to which one belongs and in turn improve or maintain one’s own identity (Turner, Brown and 

Tajfel: 1979). This kind of constant comparing may well be what drives particular kinds of 

hazing activities in sororities and fraternities.  

 

Considering that Bandura (1999, 2002) developed the theory of moral disengagement, a 

multifaceted theory which has stood the test of time and which was developed through looking 

at a number of different cultures, one can only deduce that as a species we are unable to 

naturally protect ourselves from ourselves. Bandura’s theory expands on the nine ways and the 

lengths we go to, to protect ourselves from critically analysing our own actions against fellow 

human beings. This seems like an inordinately large number of techniques we have developed 

to help us feel less bad about our actions. As civilised societies we need effective means 

through which to regulate our behaviour so as to behave in a humane manner, where power is 

not manipulated for destructive purposes. It is imperative that we look to the structures within 

our societies that dictate how we function as an integrated whole. The upper echelons of 

societies need to change the manner in which they allow inhumane actions to take place. It 

seems that when one is removed from direct contact with an inhumane act, as in the case of the 

extremes of hazing, it becomes a blind spot and, through inaction, easy to condone.  

 

Displacement of responsibility by stakeholders and leaders in society allows hazing to occur. 

In fact if one was not to distance oneself from severe hazing as a stakeholder, one would be 

self-incriminating and immoral, which makes the reason for the displacement of responsibility 

logical. It is easy to distance oneself as a stakeholder or leader in society from the trivialities 

associated with hazing, even more so when a severe injury or death occurs. In fact, at this point, 

many stakeholders are the loudest voices of criticism. If responsibility is diffused, the group, 

the Grade 12s or possibly the captain, vice-captain or seniors of a team, need not take 

responsibility for the action, as not one of the individuals is responsible for the action, a 

comfortable manner in which to position oneself. The apparent anonymity of one’s actions, 

according to Zimbardo (1995:29), frees individuals up to undertake significantly more evil 

actions than if they are identifiable as the single culprit. Owing to the fact that hazing occurs 

within the parameters of a code of silence, consequences are in most situations able to be 

distorted. The psychological harm is seldom evident, and many of the physical consequences 
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are hidden from public gaze. This illustrates another subtle way in which moral disengagement 

is necessary for hazing to occur (Bandura 2002: 108). 

 

Diffused responsibility, another means of moral disengagement, provides alternative means 

through which to understand hazing. The hazing stakeholders are not in direct contact with the 

hazing victim and they are also in the most part not aware of the hazing details, bearing in mind 

the code of silence surrounding hazing. This would include, in most cases, details of what is 

planned and the when and where. Frequently the adults closer to those hazing believe that 

another adult has the situation in hand, particularly as so many stakeholders are not at the site 

of the hazing .This level of ignorance allows one to diffuse responsibility with ease. If 

stakeholders were made aware of their role in the hazing process they might choose to take 

responsibility to a different outcome.  

 

Dehumanisation, in particular mechanistic dehumanisation according to Haslam (2006:262), 

refers to the objectification of essential human attributes when one feels psychologically distant 

or socially unrelated to another person or group. It is associated with lack of empathy, 

deindividuation and separation from the other. Grade 12s at the beginning of a year, as with 

most members of any high school, do not know the Grade 8s. This social distance may be the 

reason for Grade 12s being able to haze Grade 8s in a harsh manner. This is in accordance with 

research done by Johnson et al (2015), which showed that it is difficult to haze individuals with 

whom one has a relationship. Attribution of blame is a means through which severe hazing of 

a single individual can easily be explained. If the group being hazed is compliant and meets 

the basic hazing requirements meted out, they will be spared any further hazing. If an individual 

become non-compliant, being smug, confident or challenging in their manner, the hazing 

perpetrators feel compelled to demonstrate their power and superiority, which may lead to a 

more extreme form of hazing. The hazing perpetrator would indicate that the described 

situation has been brought about by the victim; the victim is to blame for the situation which 

they have brought upon themselves. This makes the situation far more palatable for the 

perpetrator to stomach.  

  

On coalescing three aspects of Bandura’s (1998), theory of moral disengagement, namely; 

advantageous comparisons, moral justification and euphemistic language, an extraordinarily 

powerful set of psychological mechanisms is put in place to arrest normal moral codes and 



  
 

112 
 

instead legitimate harmful and reprehensible conduct. The result is the disengagement of moral 

control and self-censorship, making possible immoral conduct under the guise of high moral 

purpose. In this context any form of hazing is palatable and it is viewed as necessary, if not 

character building and essential. These actions, for example hitting someone with a bat would 

normally cause personal distress, however in this context the action can be viewed with self-

approval and as commendable (Bandura 2002:106). 

 

Another perspective on displacement of responsibility, in this case the responsibility of the 

Grade 12 hazer is that they may have experienced some form of hazing themselves. This 

implies that those in authority were aware of the hazing and/or condoned it. A logical 

conclusion which can be drawn in this context is that the hazing is approved by authorities and 

as a result the hazer is blameless.  

 

3.9  CONCLUSION 

 

From the discussion on hazing against the backdrop of Foucault’s theories of power within 

society, Bourdieu’s explanations of cultural reproduction, Tajfel and Turner’s explanations of 

social identity and Bandura’s perspectives of moral disengagement, an ever-recurring theme, I 

would like to suggest that when a number of new people join a group, the status quo of the 

group is at risk due to changes in the balance of power. To safeguard the status quo, the most 

productive means of assimilating newcomers into the group is through initiation. This is an 

effective and normal way for society to be replicated. Initiation practices and some hazing 

practices have been demonstrated to be normal within respective societies. 

 

When initiation into a group is done by youngsters, who have little to no experience in their 

role as initiators, and with the pressure to get it right as is expected by stakeholders, initiation 

frequently and easily turns to hazing, and in some cases severe hazing. I would like to suggest 

that what motivates a Grade 12 learner to haze is not original thought nor a vengeful or sadistic 

streak, not even a character flaw. Rather it is the compliance of the Grade 12 learners who 

would like to meet the social norms of an institution or team. These norms are set by and 

communicated throughout society by the society in question. The Grade 12 learners are merely 

the foot soldiers of hazing. It is we – the stakeholders and supporters of tradition and elitism – 
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who in fact load the gun of hazing and hand it to the Grade12s, while sitting comfortably in 

our armchairs, resting on the slopes of the moral high ground.  
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CHAPTER 4 

RESEARCH DESIGN AND METHODOLOGY 

 

4.1  INTRODUCTION 

 

This chapter presents the research design of the study. The methodology employs a qualitative 

design; more specifically, a grounded theory was developed. The theory illuminates the reasons 

why Grade 12 learners in positions of authority within schools mete out hazing activities to 

other learners. The research was aimed at contributing to the existing body of knowledge on 

hazing by bringing clarity to an aspect of the event, namely why a more senior individual acts 

in a particular manner, through hazing. The goal was to develop a theory grounded in the 

narrative of those individuals involved in hazing others.  

 

In this chapter, the rationale for the grounded theory research design is presented. A detailed 

overview of choice of the research design, setting, data collection and data analysis are 

discussed and described. Similarly trustworthiness, which examines credibility, originality, 

resonance and usefulness of the study are defined within the grounded theory context (Charmaz 

2006). 

 

4.2  RESEARCH DESIGN 

 

A qualitative research design is appropriate for research in the ever-changing school 

environment. While the collective experience within a school environment gives rise to 

experiences which, in broad strokes, are very similar, it is the individual experience that was 

studied, and a qualitative method was best employed to meet this objective. In particular, 

developing a grounded theory was considered the most effective means of answering the 

research question. 

 

4.2.1  Rationale for a qualitative research design 

 

Qualitative and quantitative research methodologies serve different end points. Quantitative 

research tends to use figures and numerical patterns that are the result of data collection, 

analysis and interpretation (Boodhoo & Purmessur 2009). Quantitative research should be 
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viewed as the complementary yang of the yin of qualitative research. In the context of this 

study, where in essence, human behaviour within an institution is being illuminated, it would 

be inappropriate to quantify the human behaviour and hence a qualitative research method is 

best suited as a methodology. 

 

As a consequence a qualitative research design was chosen as the most effective means of 

gaining as accurate an understanding of the research question within the dynamic framework 

of a school environment. All of the participating members of the school environment would 

have had a common experience in broad terms, yet the environment and the experiences on 

closer inspection give rise to unique and subjective experiences, when it comes to hazing. It is 

through a qualitative study of these subjective and unique experiences that individuals were 

viewed clearly, and a theory came to light and in turn knowledge was gained. 

 

4.2.2  Grounded Theory 

 

The grounded theory approach has evolved since conception by Barney Glaser and Anselm 

Strauss in 1967. Many revisions have been made with the main contributors being Corbin, who 

worked with Strauss, and more recently Charmaz, to mention but a few. The Glaserian (1967), 

classic grounded theory, is an approach referred to as traditional, Strauss and Corbin (1990, 

1998) introduce an evolved perspective, while Charmaz’s approach is under the constructivist 

umbrella. This study is framed within a constructivist perspective as suggested by Charmaz 

(2006). 

 

Glaser’s traditional standpoint indicates that truth is discovered in the data and it is real. Glaser 

(1976, 1998), is of the opinion that the researcher goes into the field as a blank slate, having 

had no influence from lived experience or from literature within the field of study. While this 

approach was the first grounded theory point of departure, it initially made a valuable 

contribution to the field of qualitative research. It does, however, seem appropriate that over 

the last fifty years the approach has been adapted and re-worked. 

 

Strauss and Corbin (1998) refer to their approach as having evolved from the traditionalist 

standpoint. The link between the aforementioned traditional theorists and the later theorists 

whose perspectives have evolved, present a confluence of views which are intertwined and 
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linked rather than presenting as binaries (Mills, Bonner & Francis 2006). Strauss and Corbin 

(1994) question the concept of a pre-existing reality in favour of the belief that truth is enacted. 

Hence one can see the shift from the Glaserian traditionalist approach to the relativist position. 

Relativists argue in favour of theories having been encapsulated in time, whether an epoch, era 

or moment. Strauss and Corbin’s work recognises bias and the need for the researcher to 

maintain objectivity relative to both participants and data. Through Strauss and Corbin’s 

approach, room was made for a multiplicity of perspectives and hence truths. The 

reconstruction of truth was more reflective and richer and took into consideration the 

participant’s situation and stories (Strauss et al 1994). These are the primary paradigm shifts 

between Glaserian, traditional, and Strauss and Corbin’s evolved approach to grounded theory.  

 

The perspective I have chosen to take considers both the ontological and epistemological 

perspectives of the aforementioned theorists. The approach is defined as constructivist and is 

as a result of the work of Kathy Charmaz having engaged deeply and critically with the 

grounded theory approach through time. She emerges as a leading proponent of constructivist 

grounded theory (Mills et al 2006). Owing to the shortcomings of the aforementioned theorists, 

Charmaz adapted and developed a new form of grounded theory.  

 

Charmaz (2000) draws from the strengths of past theories. She suggests that as with a 

constructivist approach; the researcher recognises that reality is a product of our human 

intelligence interacting with our experiences of the world we live in. Also, the discovered 

reality arises from an interactive approach which is temporal, cultural and within a structural 

context, with the researcher and participants framing the interaction and conferring meaning 

on them. This requires the researcher to be part of what is viewed, as opposed to being separate 

from it (Charmaz 2000). Despite the many revisions of grounded theory from all of the 

aforementioned theorists, this research remains embedded in the Charmaz’s paradigm 

(Charmaz 2000). 

 

Despite grounded theory having only first been conceptualised in 1967, according to second 

generation theorist Janice Morse (2007), it may now well be the most commonly used form of 

qualitative research. It has frequently been used in the fields originally associated with illness 

experiences and associated phenomena, such as caregiving. More recently it has mushroomed 

into many fields, namely the social sciences, nursing, marketing, information systems, 
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business, family studies, gerontology, woman and gender studies, cultural studies, social work 

and education (Morse 2007, Sikolia et al 2013). 

 

Grounded theory, as mentioned, was first conceptualised in 1967 and since has undergone 

numerous adaptations and revisions. What remains common and fundamental to grounded 

theory is coding, memo-writing, sampling for theory development and constant comparison 

from a neutral perspective (Charmaz 2006). The revision of the grounded theory used in this 

study draws from the developmental cycle of grounded theory while remaining current, 

authentic and relevant grounded theory.  

 

The theory is appropriately used when, rather than testing theory, a theory is developed to 

explain a phenomenon. It allows for the identification and description of a phenomena, their 

main attributes, core social and social psychological processes, and understanding change. As 

a result, it allows for the explication of what is happening within at a deeper level, in this case 

in the context of hazing. Over and above this, grounded theory provides the tools for the 

synthesis of data, the development of concepts and theory rooted in the data, which is 

generalisable to other contexts (Morse 2007). 

 

A particular strength of constructivist grounded theory is its versatility. According to Mills et 

al (2006), this approach has been justifiably used in a wide variety of disciplines such as 

psychology, occupational and environmental medicine, nursing and, most importantly, in 

education. The desirability of this approach rests in the concept that discovered realities arise 

from the interaction of cultural, temporal and structural contexts, with meaning at a multiplicity 

of levels being constructed from data. This is possible as the data is not simply processed 

superficially. Rather, meaning is gleaned from the data as well as how the data and researcher 

give meaning to values, ideologies and beliefs. The interaction between the data and the 

researcher are fundamental to the observed and defined subsequent theory, the researcher 

processing data and co-producing secondary data (Charmaz 2000). This extensive and 

thorough approach is a strength of Charmazian grounded theory, which has arisen as a 

weakness in previous revisions of grounded theory methods. 

 

A weakness in Glaserian and Strauss and Corbin’s revisions of grounded theory is that the 

writing styles lacked literary intent, tending to be very scientific in nature. This allowed for the 



  
 

118 
 

loss of the voice of participants in the theory. It is essential that the participant remains visible 

and speaks to the valued contributions of participants in the theory which they ground. This 

approach adds to the ethical nature of the developed theory as their experiences have been 

included in the most faithful manner possible (Munhall 2001). 

 

For this study, as the research topic was complex, this sophisticated methodology was 

employed as the best means to bring understanding. It was important to use a grounded theory 

approach so as to ‘discover’ a theory, grounded in the data, to explain the actions and 

interactions of Grade 12 learners who haze. Hazing, as can be seen in the large volume of work 

written on the topic and as shown in the increased amount of research into the topic, is a 

growing field of interest (Nuwer 2016). The research that I have examined to date and as 

outlined in Chapter 3, brings to the fore an aspect of hazing that is not yet fully understood: 

what the drivers of hazing are. The grounded theory method, used from a constructivist 

standpoint, is well positioned to shed light onto and to answer this question, since no 

measurement of hazing, nor documentation of incidence is being made. Rather, the actor in this 

dynamic, namely the hazer, is telling their story as to what drove them to action and what that 

experience was like. The discovered reality arose through the interactions in a temporal, 

cultural and structural context. This came about through a process where the participants and I 

conferred meaning as to the reasons for hazing, within a framed interaction. The complexity of 

the grounded theory methodology was hence the best suited methodology to extricate the 

unknown reality. In so doing, the inadequacies and scarcity within this field of research were, 

in part, remedied. As has been argued, a grounded theory approach to the particular problem 

of what motivates Grade 12 learners to haze, is well-researched through a grounded theory 

approach as the overarching aim of grounded theory is to explain a process where the concerns 

of those involved are central to its understanding and are not able to be predetermined (Glaser 

1967, Charmaz 2006).  

 

With respect to process, after the initial data was collected, constant data analysis made use of 

primarily inductive reasoning to create a category that best captured the essence of motivating 

factors for hazing, rather than simply describing it. The data was simultaneously analysed and 

compared to the emerging theory. Multiple visits to the field were required to collect data in 

accordance with the theory that began to develop and was grounded in the participants’ 

experiences (McMillan & Schumacher 2001:37). Data collection continued until saturation had 
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occurred. Many subsequent visits to the field were necessary. On each occasion it was 

determined whether what was emerging was authentic and a reflection of the participants’ 

experiences, which closely mirrored their actual experience. This was followed by further 

analysis involving continued concurrent reflection about the data, the constant asking of 

analytical questions, inductive reasoning and interpretation (Creswell 2009:184). Literature 

reviewed after the theory began to emerge was considered a source of data against which the 

emergent theory could be compared and contrasted (Creswell 2009:27).  

 

According to Birks and Mills (2011), the aim of grounded theory is to understand the world 

from the perspective of the participant. As this research looks to what motivates a Grade 12 to 

haze, the grounded theory was built from the perspective of the hazer and hence developing a 

theory from the perspective of the participant was an appropriate approach.  

 

4.2.3  Position of the researcher 

 

As a researcher I have a specific context and reality through which I perceive the world. This 

leads to certain biases. It would be ideal, but is unfortunately both naive and unrealistic to 

believe that all bias can be suspended during the research process despite every effort being 

made to do so. Hence it is important to describe my context so that the reader can read the 

research bearing this in mind. 

 

I am a scholar who endeavours to gain understanding and contribute meaningfully to the 

education field of knowledge. My social context is that of a white, South African female living 

in an upper middle-class economic setting. I am a secondary school physical sciences teacher 

with more than 25 years of teaching experience, primarily in all girls’ schools. I have been a 

part-time student for 12 years. My research topic for my M.Ed was a base-line study of hazing 

in boy’s monastic schools in Gauteng and hence I do not enter this study nor the field without 

preconceived ideas or prior knowledge, as is recommended by the original form of grounded 

theory suggested by Glaser (1978). 

 

My position within secondary school education over a quarter of a century means that I have 

access to a number of schools through direct and indirect contacts. This may have made 

identifying and approaching appropriate participants a little easier. I was not an objective or 
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neutral observer. It was necessary to suspend my preconceived ideas and assumptions about 

hazing gained from being in the field for a Master’s study and from reading associated literature 

owing to having a prolonged interest in the topic. My aim was to suspend my views and think 

objectively so as to gain an understanding of hazing from the perspective of the hazer, with a 

hope of accurately understanding what drives him or her to action. 

 

I developed mature, open and honest relationships with carefully selected participants. It was 

comfortable and easy to interviews participants: young adults who when in Grade 12 held 

positions of leadership, teachers, a headmaster, parent and head of pastoral care, who were in 

a position to make a meaningful contribution to the research, as we had a common interest in 

schools and, in particular, hazing. It was through a common interest that ideas and experiences 

were easy to share. 

 

 The critical concept of trustworthiness is discussed later in the chapter using the guidelines 

suggested by Charmaz (2006), of credibility, originality, resonance and usefulness. These 

topics are discussed in detail later but are mentioned here as there is an overlap between the 

aforementioned concepts which relate to trustworthiness and the position of the researcher.  

  

4.3  SETTING  

 

To produce a well-grounded theory, each aspect of the setting must be carefully considered. 

Attention was paid to where the participants had come from as well as how they were both 

willing and in a position to engage on the topic of having knowledge of or having hazed. The 

sampling method used when developing a grounded theory is unique and multi-layered. 

 

4.3.1  Selection of sites 

 

The sites from which the first round of participants were chosen included participants who had 

in matriculated between 2015 and 2017, from non-fee paying, former Model C and private 

secondary schools. Model C schools refer to schools which, during apartheid, were reserved 

for whites only and were co-funded by the state and parents. With the change in government 

in 1994 these schools were opened to learners of all colours and hence are referred to as former 

or ex Model C schools (Roodt 2011). Also co-educational, boys and girls-only school, with 
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and without boarding facilities were considered. The sites favoured boys-only schools as these 

were shown to be institutions in which hazing commonly occurred (Huysamer 2013, Huysamer 

& Lemmer 2013). The initial sites which the participants reflected were ideal in that the group, 

while having leadership positions in common, represented a very diverse group of schools, 

most of which I had not previously used as a research site, thereby bringing a fresh perspective. 

 

Purposeful sampling was used to select the schools from which the participants came. 

According to Patton (1990), the power and logic ascribed to purposeful sampling is that 

information-rich cases particular to the field of study are sought. This allows for a great deal 

of information central to the study, to efficiently illuminate the topic of the study. In particular, 

typical case sampling under the umbrella of purposeful sampling was used, because this type 

of school would allow key information to surface. This guarded against extreme or exceptional 

school contexts to inform this study in favour of normal or typical school contexts. The schools 

chosen were intended to be illustrative rather than definitive in their hazing practices. The site 

was considered to be typical, rather than extreme, deviant, atypical or unusual (Patton 1990). 

 

4.3.1.1  Round One Sites 

 

The sites represented in the first round of interviews included non-fee paying, low income, co-

educational, non-boarding schools with between 1 200 and 1 800 learners. Private, boys and 

girls only, boarding schools with between 400 and 750 learners, a private co-educational, non-

boarding school with 300 learners and former Model C girls- and boys-only schools, with and 

without boarding facilities which had an attendance of between 900 and 1 200 learners were 

included. Only black learners attended the non-fee paying schools, while all of the other 

schools were racially mixed. The sites represented are summarised in Table 4.3 (a) below. The 

number of learners at each site has not been included with each participant, as a means of 

protecting the identity of participants. 

 

4.3.1.2  Round Two Sites 

 

The selection of sites from which round two participants were chosen made use of theoretical 

sampling. As per grounded theory the site may remain the same, but who is interviewed ‒

parent, teacher principal ‒ varied. This is discussed later in this chapter. The sites represented 
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included private and former Model C schools, co-educational and boys and girls only schools, 

and boarding schools, with between 500 and 1 200 learners. The non-fee paying schools were 

not represented as a result of there being no evidence of any hazing in non-fee paying schools.  

 

4.3.2 Sampling 

 

It is important that as a researcher, to attain the best possible results, one must mindfully 

consider how one chooses research participants. As with many forms of qualitative research, 

the end product is a function of a perceptive and effective sampling method. Hence it was of 

paramount importance to ensure that every effort was made to sample at each stage, to draw 

from effective participants. This was the backdrop against which an excellent theory was to be 

produced, in an endeavour to select the aforementioned participants, where participants who 

had meted out hazing were willing to participate, were reflective and had the necessary time to 

participate (Morse 2007). 

  

A concern was that excessive data might have acted to dilute the quality of research as a result 

of the researcher being swamped, with the consequence that cognition might be reduced as a 

result of the enormity of a task. Morse (2007) suggests that data should be significant, pertinent, 

informative and exciting. She makes reference to the necessity of outstanding qualitative 

inquiry being inherently biased. By interviewing former learners who had meted out hazing in 

person, their reasons for doing so would be genuine and clear. The more extreme and regular 

the hazing that was meted out the more useful the participant. As a result of these perspectives, 

and bearing in mind the methodology, a variety of forms of sampling were used and reasoned 

as effective. 

 

Initially convenience sampling was used. Participants which were selected through 

convenience sampling are indicated in Table 4.3 (a) by the number 1, for example A1 to F1. 

This was done so as to determine the scope, major components and trajectory for the overall 

process (Morse 2007). Participants were sought based on their role and position within their 

school, and ideal participants were identified based on each having had, by virtue of their 

leadership position, rich experiences of hazing. This was determined through discussion with 

each participant prior to selection. It was also important to select participants who had had 

leadership roles not only within the school as a whole but also participants who held leadership 
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positions in a variety of spheres including both sporting and cultural codes. These participants 

were selected as smaller codes may have showed a greater need which may or may not have 

been related to their positioning within the social hierarchy.  

 

Once the general steps of hazing motivators were identified, a new sampling strategy was 

required. Purposeful sampling then allowed for the confirmation of the steps identified through 

the convenient sampling group. Participants selected through purposeful sampling are denoted 

by the number 2 in Table 4.3 (a) for example G2. The purposeful sample included individuals 

who epitomised each of the stages identified and so each stage could be verified and more in-

depth insights gained (Patton 2002). This does epitomise a bias in participant selection, which 

was discussed earlier: a strength in good qualitative research. The interviews generated from 

purposeful sampling were like taking a microscope to each phase of the determined trajectory 

to look for insights within that phase. This sampling, which became far more focused as the 

theory emerged, was repeated so as to maximise the clarity of trends emerging. 

 

The final type of sampling required was theoretical sampling. This type of sampling is used to 

focus and feed data (Birks & Mills 2011). When it became clear that more data on a particular 

category became apparent, theoretical sampling was used. This type of sampling allows the 

properties of categories to be developed and for the relationships between categories to be 

illuminated further. To sample theoretically the researcher makes well considered strategic 

decisions as to who will have the most information rich data required to meet the analytical 

need at that time (Birks & Mills 2011). Participants who were selected as a result of theoretical 

sampling are denoted in Table 4.3 (a) by the numbers 3 and 4, for example I4. Further 

theoretically selected samples include all adult participants described in Table 4.3 (b) and are 

denoted by the number 5 for example M5. The sampling process used for data collection seems 

complex, but can be summarised as convenience sampling, followed by purposeful sampling 

and finally theoretical sampling.  

 

At the beginning of the data collection phase it was not clear how many participants would 

participate. The final number of participants in this study was fifteen. At the time at which the 

interviews were held the younger group of participants shown in Table 4.3 (a) where between 

the ages of 18 and 20 years old. Participants were not chosen from a single gender. The reason 

for this was to keep the research broad, rather than gender being identified as a determinant of 
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hazing as was discussed in Chapter 3.The remaining participants shown in Table 4.3 (b) were 

mature degreed men with life experience. Further information about participants can be seen 

in the two tables that follow: Table 4.3 (a) and Table 4.3 (b).  

 

Table 4.3 (a): Description of sites, leadership positions and gender of young adult 
participants: 

Code 
Name 

Type of School Leadership 
positions  

Gender 

A1 Government  
Non-fee Paying 
Co-educational 

RCL President Male 

B1 Pvt 
Girls School 

Headgirl 
Head of Ochestra 

Female 

C1 Pvt  
Girls School 

Headgirl 
Head Chorister 

Female 

D1 Pvt  
Boys School 

Head Chorister Male 

E1 Pvt 
Co-ed School 

Headboy Male 

F1 Former Model C 
Girls School 

Deputy-Headgirls 
Head of House 

Female 

G2 Pvt  
Boys Scool 

Headboy 
Head of Marimbas 
Basketball Vice-

Captain’ 
RugbyVice-Captain 

Male 

H2 Former Model C 
Girls School 

Headgirl 
Head of IT 

Technical Support 

Female 

I3 Pvt 
Boys School  

 

Basketball Captain 
Boarding House 

Prefect 

Male 

J3 Former Model C 
Boys Scool 

Hockey Vice 
Captain 
Prefect 

Male 

K4 Non-fee Paying 
Co-educational 

RCL President Male 

L4 Government  
Non-fee Paying 
Co-educational 

RCL President Male 
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Adult participants summarised as shown in the table below, Table 4.3 (b)  

 

 Table 4.3 (b): Description of adult participants: 

 

 

4.4   DATA GENERATION, COLLECTION AND ANALYSIS 

 

One of the unique characteristics of grounded theory is the manner in which data is generated. 

Data is generated, collected and analysed simultaneously in successive rounds, the details of 

which are included below.  

 

4.4.1  Research method 

 

According to Birks and Mills (2015), the essential methodology in grounded theory requires 

initial coding and categorisation of data, concurrent data generation or collection and analysis, 

writing memos, theoretical sampling, constant comparative analysis using inductive and 

abductive logic, theoretical sensitivity, intermediate coding, identification of a core category 

advanced coding and theoretical integration. 

 

  

Code 
Name 

Adult’s Title Brief Description of Relevant Roles 

 
 
 

M5 

Parent x Parent of three children who attended two 
different schools. Children held leadership 
positions which included, Head Boy, Vice-
Head of House and four leadeship positions in 
sports teams  

x Former teacher 
x Served on an SGB or equivalent 

 
N5 

Head of Pastoral Care x Head of Pastoral Care 
x Priest 
x Parent 
x Served on an SGB or equivalent 

 
 

O5 

Headmaster x Headmaster at two different schools. Boys 
only and Co-educational 

x Deputy Headmaster 
x Head of Boarding 
x Parent 
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4.4.2 Interviews 

 

Prior to launching into the primary subject of the interview, all research protocols and ethical 

procedures were explained by the researcher and permissions were granted by participants. An 

interview was chosen as the most appropriate and best suited means of collecting data, 

considering that the nature of the topic being discussed was potentially sensitive. This allowed 

for rapport to develop between the interviewee and the interviewer. It meant that sensitive 

issues were more easily broached and discussed in an open and non-threatening manner. The 

interview as a chosen means of data collection also allowed the interviewer to ask for clarity 

on answers immediately when lack of clarity arose. As a method of data collection an interview 

was appropriate, as the required information could only be accessed directly from participants. 

They were the original keepers of their respective stories and truths, and an interview allowed 

access to this (Foley & Timonen 2015). 

 

Charmaz (2000), emphasises that the data gathered in the interview process shapes, frames and 

determines the quality of the material gathered. She suggests that the researcher processes 

move from setting the tone, drawing out in-depth information, feeling and reflecting, searching 

for the narrative and ending the interview on a positive note. As the primary role of the 

grounded theory researcher is to listen, participants were invited to tell their stories beginning 

and ending where they felt was relevant. The first round of interviews was with young adults, 

over the age of eighteen, who had served as either head or vice-head boys or girls or captains 

or vice-captains of co-curricular codes, who were willing to discuss hazing, having self-

identified as being a rich source of data. With consent, all interviews were digitally recorded. 

The interview was open, because the information that came to light during the interview could 

not be predicted: this is consistent with the grounded theory method. The sampling method 

became very purposeful, which acted in a complementary manner to the openness of the 

interview (Strauss et al 1990). Probing questions as to what motivated the participant were 

asked, as was appropriate for the context. No direct question as to why the interviewee had 

hazed was asked, as according to Glaser (1998), a direct question presupposes an outcome. 

Participants were also asked to give their story a title in an attempt to encapsulate the essence 

of their perspectives, which they found particularly difficult. Many participants were not able 

to or chose not to do so.  
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Interviews were transcribed by the researcher and the process of coding followed immediately, 

with a view to identifying categories that presented as most obvious. Themes and patterns 

amongst participant interviews were sought in the hope that this would provide insights and 

core variables of what ran through the whole hazing event for the given participant (Morse 

2007). Events described were labelled in sequential steps within the story, with the hope that 

other participants might have experienced similar steps that would help with the development 

of theory. 

 

Each subsequent stage of interviews, from the initial stage was labelled, with the number 1 in 

Table 4.3 (a), which denoted the first interviews, through to number 4, indicating the last round 

of young adult interviews. Each round had a different objective, allowing a greater level of 

depth of hazing to percolate to the top of my consciousness. The phenomenon of motivation 

for hazing had many layers of complexity within which it was wrapped. These layers were 

individually, sensitively and methodically removed. As each participant accounted similar 

ideas in increasing levels of detail, so a common thrust or thread was able to be identified and 

pinned down, between various participants. 

 

The intent of each round of interviews was directed by what came to the fore in the previous 

rounds of interviews. Clarity of codes that arose directed both who would be interviewed next, 

and what questions would be asked. The final round of interviews, whose participants are 

indicated in Table 4.3 (b), were adults, selected through theoretical sampling. As a common 

factor, all of the adults were all parents and teachers and hence well informed as to the general 

functioning of schools. Each adult chosen then was identified as potentially having expert 

knowledge in the field of either a parent of children in many leadership positions, headmaster 

and Head of Pastoral Care. These adults represented a wide range of areas of expertise in their 

knowledge of learners and in the practices in schools. This selection of participants unfolded 

as data was collected and was in accordance with the coding and memoing processes. The 

numerous rounds of interviews brought a sharper and sharper focus to the study. 

 

Interviews were with consent, were all digitally recorded and I transcribed each. While 

exceptionally time consuming, this allowed me to have detailed knowledge of each interview 

as details may have been forgotten while listening attentively and engaging during the 

interview process. Interviews, particularly in later rounds, were plotted with a view to this 
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highlighting the main events sequentially. This was done so that common threads from 

subsequent interviews were easily distinguishable and hence aided the transition to theory 

(Morse 2007). 

 

4.4.3  Coding 

 

The coding commenced immediately with tentative categories that seemed obvious. A 

discussion of subsequent methods and types of coding is to follow the various types of 

sampling. 

 

As per the grounded theory method, intertwined in the various phases of data collection were 

data analysis and memo writing. Data analysis is done by constant comparative analysis. This 

compares each incident with every other incident, each incident with each code, code with 

code, code with category and category with catergory. This process continues until the theory 

is fully developed (Birks & Mills 2011). The process of coding is best described as the repeated 

occurrence of a phenomenon in the raw data, which is then given a conceptual label. The 

researcher looks for other instances in the data that repeat the phenomenon and code this 

accordingly. Each coded concept forms a building block from which the grounded theory is 

built. Codes become progressively more numerous, varied and abstract (Rose, Spinks & 

Canhoto 2015).  

 

Within the grounded theory literature, coding tends to be viewed in one of three ways. Glaser 

(1978), divides the coding process into open and selective coding, Strauss and Corbin (1990), 

refer to open, axial and selective coding, and in more recent years Charmaz and Bryant (2011), 

work with initial and focused coding. So as to work more generally I have moved away from 

a particular theorist and have worked with three phases of coding. The stages of coding: initial, 

intermediate and final, make use of Birk and Mills (2011) stage names, however the stages 

draw from other theorists as stated.  

 

4.4.3.1  Initial Stage of Coding 

 

The opening coding phase opened the data after the initial interviews, while stimulating ideas. 

As I transcribed data I considered the meaning of each line of data, looking to see what gerunds 
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could be used to describe events. As each line of data is considered questions are continuously 

asked. Acording to Glaser et al (2004) and Charmaz (2006) these should include: 

 

i) What is this data a study of? 

ii) What category does this incident indicate? 

iii) What is actually happening in the data? 

iv) What process is at play here? 

v) When, why and how does the process evolve? 

vi) What is the consequence of the process? 

 

In opening the coding in this manner, one is focused on patterns rising out of the detail owing 

to the recurrence of incidents. Line by line coding allows for all details to be considered, 

consequently the theory that grows is rich, dense and comprehensive (Glaser et al 2004). So as 

to preserve the voice and meaning of participants when coding, their own words were used as 

codes: in vivo codes (Charmaz 2006). In vivo codes in essence are colloquial and innovative in 

how they capture meaning and experience. It is through this initial type of coding that I was 

directed as to where to take the study next.  

 

4.4.3.2  Intermediate Stage of Coding 

 

Initial coding resulted in the data being broken down into various codes. Intermediate coding 

worked to reassemble the data into categories, where a category represented a recurrent theme. 

Categories that occurred first were termed emergent categories. The theme explained, 

encapsulated and integrated participants’ experiences (Holton 2010). When categories were 

found to be similar, they were collapsed or integrated.  

 

The process of constant comparison then started. This was a three-tiered process. Initially this 

comparison was between one set of data and another, which gave rise to emergent categories. 

Second, data was then compared to emergent categories: this acted to build the category and 

confirm it. Categories became more dense, elaborate and more saturated. Properties and 

dimensions of categories began to be confirmed through the constant comparison based on the 

underlying uniformity of codes from varied sources. Categories reached theoretical saturation 

when new data was compared to the existing categories and the new data did not yield any new 
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categories (Birk & Mills 2011). Finally, emergent categories were compared to one another to 

determine what the best fit between potential categories was, and where appropriate dominant 

categories superseded similar categories (Holton 2010). Constant comparisons were made until 

the theory was fully integrated (Birk & Mills 2011).  

 

Theoretical saturation was achieved once all three tiers of the constant comparisons had been 

made and no new categories could be generated despite the researcher being theoretically 

sensitive. Should any new data have been found it would simply act to resonate already existing 

categories and hence it would be futile to continue. Categories had been well-developed and 

linked, and this was verified without the need for additional data. All aspects of the theory had 

been identified, delineated, verified and there were no traces of hypothetical categories or links. 

Negative cases had also been considered and incorporated theoretically (Morse 2004).  

 

Of the categories developed, some could be considered primary or core categories. Creswell 

(2008), explains these are categories which are central and all other categories relate to them. 

They occur frequently, they are explained logically and consistently, are described in a 

sufficiently abstract manner and as they are refined the theory grows in depth and explanatory 

power. Once the core categories were developed, the final phase of coding began. 

 

4.4.3.3 Writing and Using Memos 

 

So as to fully understand the final stage of coding, it is necessary to understand the process and 

function of memoing. Memos are theoretical notes about the data and they help to illuminate 

conceptual connections between categories. They act to take a simple description to a higher 

cognitive level through the subsuming of the description by analysis (Glaser et al 2004). The 

grounded theory researcher generates these during the data collection and coding phases. 

Memoing runs parallel to the data collection and coding processes. Memoing is the researcher’s 

continual ideation and the purpose of the process is to help the researcher develop categories. 

This process directs the next step in data collection, coding and analysis. Memos direct 

integration between categories and their properties. As connections are developed, theory 

begins to emerge. Memos are stored as they are made, and are later consulted to help the 

development of theory. They come about as a result of the constant comparison method. 

Memoing slows the researcher’s thinking down, it allows one to commit to paper what one is 
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thinking. They form a transcribed bird’s eye view of what the researcher has thought 

throughout the grounded theory development process (Holton 2010, Lempert 2007).  

 

4.4.3.4  Final Stage of Coding 

 

In the third stage of coding, through a process of theoretical integration, the data was 

transformed into a theory. This was possible through the identification of a theoretical link 

between the core category; Reproducing and sub-categories; Belonging, Conforming and 

Consenting. According to Birks and Mills (2011), for this process to have been successful, the 

core category had been identified and had reached theoretical saturation. Memos had been 

analysed and through integration with the coding process links were developed, which resulted 

in the development of the grounded theory.  

 

Figure 4.4 below represents the data collection, memoing and data analysis processes. It has 

been adapted from similar models by Birks and Mills (2011), and Wagner, Lukassen and 

Mahlendorf (2009). Birks and Mills (2011) appropriately describe how the researcher is driven 

through the grounded theory process, which shows the process of memoing running parallel to 

data collection, analysis and theory building processes. What is not apparent in the figure is the 

role that memoing plays. Memoing acts as the lubricant, the thinking required between all of 

the other physical processes. Memoing at all stages helped to bring the theory to light.  

 

Figure 4.4: Data Generation, Collection and Analysis Process 



  
 

132 
 

4.5  TRUSTWORTHIINESS 

 

As with all good research it was important to take every conceivable measure to ensure that 

this was quality research. Quantitative researchers tend to be in greater agreement around the 

measures required to ensure validity. In the case of this qualitative research the process of 

trustworthiness details validity. It was incumbent on the researcher to keep the data, their 

interpretations and resultant conclusions and theories as closely related to reality as was 

possible. In so doing the criteria of credibility, originality, resonance and usefulness, as 

described by Charmaz (2006) are discussed. 

 

4.5.1  Credibility 

 

Credibility refers to the accuracy with which the data which has been collected reflects the 

reality of the concept under discussion, in this case why the hazer hazes (Sikolia, Biros, Mason 

and Weiser (2013).  

 

As the researcher I gained an intimate familiarity with the reasons why hazers haze. This was 

achieved by having a longstanding interest in the area of research and, as a result, careful and 

specific attention was paid to where the most willing, experienced and knowledgeable 

participants could be sought. Despite this, I remained open to any area that arose and required 

data collection and analysis. I immersed myself with the data at each stage of the data 

generation and analysis phases (Sengstock 2014). Having considered the range, number and 

depth of observations, the data is sufficient to merit the claims of the theory. This was ensured 

by understanding the process of data collection prescribed by the grounded theory method, 

which has various phases, allowing one to remain true to the described methodology. I have 

been systematic in comparisons made between the generated categories and observations. The 

categories cover a sufficiently wide range of observations. The links between the data that was 

collected and analysed, and the developed theory are strong, inter-related and logical. Finally, 

the developed theory can withstand the scrutiny of independent assessment (Charmaz 2005).  
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4.5.2  Originality 

 

As can be seen by the theory presented as a result of this study, the categories are fresh, 

particularly in how they relate to one another, and they offer new insights into the general field 

of hazing as well as specifically the reasons why hazers feel the need to haze. The freshness of 

the theory is echoed in the voices of participants as the in vivo code directly carries their voices 

to the theory. The data generated has been worked and reworked and as a result, what has 

emerged as the theory, is conceptually both new and unique. 

 

While an in-depth literature review was done, I allowed myself a period of one year of not 

referring to the literature so that while I was in the stages of data generation and analysis I was 

not clouded or directed by the detail of what was learned during the literature review. If the 

theory is used as it is intended, it will bring greater understanding of hazing mechanisms 

through the eye of the hazer to all who read it. This will permit one to see the need for processes 

that allow for school cultures to be reproduced, and for a sense of belonging to be created for 

all newcomers to a group, both of which are critical social processes in groups. This 

understanding will help when plan alternative activities that only allow for positive and legal 

interactions to occur between Grade 12 learners and their juniors, while maintaining an element 

of fun.  

 

This theory is a challenge to the traditional thinking on hazing, in which hazing is described as 

the interaction between the hazer and the hazed with a bystander on the periphery. The theory, 

being more comprehensive, includes many more groups of people as being complicit in the 

actions of hazers. This is in accordance with the expectations of Charmaz (2006), who is a 

world expert in the field of grounded theory. The developed grounded theory is truly original, 

as the approach of interviewing those who hazed a long time after the hazing: at least eleven to 

thirty-three months. This allowed the participants to gain perspective on their intentions and 

actions long after they had hazed. Contributing further to the originality of this research was 

the inclusion of the perspectives of those not directly involved in hazing, namely parents, a 

headmaster and a head of pastoral care.  
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4.5.3  Resonance 

 

As is the nature of the iterative process of data collection and theoretical sampling, the fullness 

of the drivers of hazing could be extensively explored so as to ensure that the richness of 

meaning was included in the theory. A number of less obvious role players in the hazing 

motivator’s category were identified: parent, headmaster and head of pastoral care. These role 

players were then cycled through the process of theoretical sampling, data collection and 

analysis so as to ensure that the links to hazing motivators were not singular in dimension, but 

rather strong multi-dimensional linkage was shown and an authentic theory developed. As the 

theory developed, many role players in the hazing process emerged as individuals or groups 

the hazer needed to please, hence they too are drivers of the process.  

 

Stakeholders were consulted as to the fit between their lived experiences, what they expressed 

in interviews and the emergent theory. In discussion around the developed theory with 

participants, it was clear that the theory both resonated with them conceptually and they were 

also able to gain a greater insight into the hazing motivators as was evident by their ‘aha 

moments’, when they could perceive what was happening from both their own standpoint and 

from other role players’ perspectives. Participants expressed an overwhelming sense of 

resonance when the theory was explained to them. Many of the participants who were in 

leadership positions expressed a sense of relief in understanding the complexity of who the 

theory indicates the role players are. Their words were also included in the theory through the 

development of an in vivo code, which after careful consideration, then earned its place in the 

theory (Charmaz 2005).  

 

4.5.4  Usefulness 

 

The developed theory is simple. This makes it easy to understand and apply, so as to improve 

the lives of all those who would normally be hazed. It is through small adaptations to 

welcoming processes that hazing acts can be removed when the hidden school curriculum is 

being taught to newcomers. The theory acts like the single digit in a combination lock: when 

rotated into place, the lock opens. This theory will not only improve the lives of those who will 

no longer be hazed, but it will bring a positive impact to the former hazer, the school, staff and 

the school community at large. This is possible without detracting from any of the essential 
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and very positive socialising practices that occur at the beginning of a school year. This s a 

timeous theory, as the levels of hazing and in particular hazing deaths, have increased globally 

since the turn of the century (Nuwer 2016). 

 

The theory most certainly sparks further research as once the lock has been opened as to what 

motivates hazers, the hazing landscape will need to be measured empirically so as to gain a 

better understanding as to whether only positive consequences are the result of the theory being 

integrated into practice. If negative consequences are a result, what these consequences are and 

how best they be can solved will need to be determined. 

 

According to the law in South Africa stated in the Schools Act (1996), hazing in any form is 

not tolerated. Hopefully complementary documentation of alternative positive processes can 

be made available to schools via the education department. Otherwise the education department 

could host speakers on these alternatives to key staff members or principals so as to raise their 

awareness of the pervasiveness of hazing, its illegality and easy solutions. If solutions and 

alternatives are made available, adhering to the law will be easier and more likely. 

 

Finally, adding to this study’s usefulness is the fact that it is resilient in its transferability. 

Whether a private or former Model C, co-educational or single-sex, boarding or day scholar 

school, the theory can be applied to and used in all of these schools. Over and above this, is the 

fact that it can be incorporated when understanding hazing in sports teams as well. Hence 

similar solutions can be used in all contexts. While it will need to be tested, I believe that the 

theory will transfer to universities and to other countries with the smallest of adaptations, again 

increasing the usefulness of the grounded theory that has been developed.  

 

4.6  ETHICAL CONCERNS 

 

It is of the utmost importance that as a researcher one respects the rights, needs, values and 

desires of the participant (Creswell 2009). It was against this backdrop that all aspects of this 

research was undertaken.  

   

Hazing within a South African school context is against the law as per the Regulations to 

Prohibit Initiation Practices in Schools of 2002, read in association with the South African 
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Schools Act, No 84 of 1996 (RSA 2002). Therefore discussing hazing with participants who 

had hazed and hence committed a crime, was particularly difficult to plan for. Hazing in some 

schools as is mentioned by Stander (2015), where a young boy was sodomised as part of a 

hazing activity in the Northern Cape, has occurred in recent South African history. Sodomy is 

a crime, as indicated in the Amendment Act No, 32 of 2007 of the Criminal Law of Sexual 

Offences and Related Matters. (RSA 2007). 

 

Against this backdrop, I found myself in an almost impossible situation. How could one discuss 

motivators for hazing, not knowing what a participant would reveal? Knowing that should they 

reveal that they had hazed, they would be guilty of having committed a minor crime or, in the 

worst case scenario, they might reveal a more serious crime, such as assault or having broken 

one of the laws outlined in the Sexual Offenders Act, which indicates that it is mandatory to 

report a sexual offence when committed against a child. Both of these kinds of behaviours 

occur commonly under the umbrella of hazing (McGlone & Schaefer 2008).  

 

While unlikely, this was not impossible, and so this needed to be planned for. As a researcher 

I was not in a position to be protected by any privilege similar to that of a lawyer-client 

privilege, had a crime had been committed. Resultantly careful measures had to be taken to 

avoid positioning myself, my supervisor and the university from being placed in this difficult 

position.  

 

Other than the legal measures needed to protect me, there were the more common ethical issues 

I needed to consider before entering the field, owing to the tension encountered when practising 

qualitative research, which occurs between research aims, the good that comes out of the 

research, when outcomes are generalised, and the participant’s rights. Tensions need to be 

balanced by considering whether one has complied with general good ethical standards. Would 

one do good and avoid harm, were measures taken to reduce harm and were good ethical 

standards maintained in all aspects of the research (Ord, Eisenhauer & Wynaden 2000)? 

 

I found it enormously difficult to get ethical clearance from the College of Education Research 

Ethics Committee, owing to the complexity of the situation described above. I adapted the 

research methodology, through using young adults no longer at school. Originally participants 

were going to be Grade 12 learners over the age of 18. This was done in the hope that a more 



  
 

137 
 

mature person would be less likely to feel a need to share inappropriate and unsolicited 

information. Also prior to interviews, when the interviews were being set up, and again at the 

outset of the interview, I reiterated that we would not entertain a discussion on any hazing 

activity which they had been involved in. Thankfully none of the participants had been involved 

in any compromising hazing situations, which they then discussed during the interviews. 

 

A further step included in the interview process was to offer each participant psychological 

counselling should they have felt traumatised by any event discussed during an interview. This 

included a maximum of two hours of counselling, free of charge for each participant. I 

explained this to each participant at the beginning of the interview and contacted each 

participant twenty-four hours after each interview to thank them for their time and 

contributions, and to determine whether they would like to take up the offer of psychological 

counselling. None of the participants took up this offer. 

 

Thereafter the guaranteeing of ethical processes followed a more common trajectory. All 

participants were over the age of 18 years and so were allowed to give consent for themselves. 

Participants were given a signed letter describing the research aims (see Appendix A). They 

were invited to participate in the study and so received a signed letter which described the aims 

of the research and the expected duration of the interview (see Appendix B). An information 

sheet and informed consent sheet were discussed with each participant (see Appendix C). This 

included the invitation to withdraw from the study at any point, risks and potential benefits of 

the study, offer of psychological counselling, the maintenance of their individual anonymity 

and an explanation of how data would be stored. The above documents were explained to each 

participant. It was explained to participants that they need not answer any questions which they 

did not feel comfortable in answering. Furthermore, they could have any contribution that they 

had made, withdrawn at any point. Each participant was given my contact details should they 

choose to take this offer up.  

  

Participants were asked to sign the participant consent forms, which I co-signed (see Appendix 

D). Finally participants were asked to sign a further form which gave consent to digitally record 

the interview and to protect their confidentiality (see Appendix E). All consent given was thus 

willingly given and informed. Participants were informed that the results of the findings would 
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be used in this PhD thesis, and might at a later stage be published in journals or be presented 

at conferences.  

 

When reporting the research findings, the anonymity of participants is protected through the 

use of codes. Only a brief description of participants is given, the brevity of which helps to 

make each participant and their respective school anonymous. The integrity of this is of utmost 

importance. As researchers we work as a collective, and so it falls to each of us to uphold the 

same high ethical values.  

 

Both confidentiality and anonymity have been protected in this research. According to Wiles, 

Crow, Heath and Charles (2008), these concepts are commonly confused as they are closely 

related. The latter operationalises the former. In a social research context, confidentiality is, the 

written or spoken confidence charged with undisclosed information. Anonymity refers to how 

pseudonyms are used so that the speaker or author remains unknown (Svalastag & Eriksson 

2010).  

 

The integrity of the participants, researcher, supervisor and the university at large worked in 

unison to achieve an ethical context from which the grounded theory could rise.  

 

4.7  CONCLUSION 

 

This chapter is a detailed explanation of the research method. Each of the processes which are 

unique to grounded theory, were explained in general terms. It was then explained how the 

theory of this method applied to each stage of this particular study.  

 

The reason for having chosen grounded theory as a research design were motivated for. The 

setting, which included the choice of sites and sampling methods, was explained. The cyclical 

and simultaneous process of data collection and analysis was described. This included how the 

various stages of coding, and how memo–writing was done.  

 

All of the aspects of trustworthiness namely; credibility, originality, resonance and usefulness 

were expounded. How ethics were safe-guarded was explained in detail. While an inimitable 

methodology, it was able to elucidate a theory which was close to what participants felt that 
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they had experienced. The methodology drew this into a comprehensive, useful and relevant 

grounded theory.  



  
 

140 
 

CHAPTER FIVE 

PRESENTATION OF RESULTS: THE GROUNDED THEORY 

 

5.1  INTRODUCTION 

 

This chapter looks to explain the grounded theory that has come to light. Through using the 

grounded theory process, a well substantiated theory has been developed. A summary of the 

grounded theory is initially given in association with Figure 5.1, which aims at providing a 

graphic image of the components of the grounded theory so that one can clearly see how they 

all fit together forming a single integrated unit. The core category is contextualised and 

validated, followed by explanations of sub-categories and what drives each sub-category. The 

positioning of the individual who hazes, and their concomitant community, is explained.  

 

The functioning of cultural reproduction is necessary within any culture that hopes to sustain 

itself, and more so when the culture experiences a change. Within a school this occurs annually 

as a result of two changes: the leaving of Grade 12 learners at the end of one year and the 

incoming of a whole new grade, the Grade 8 learners, at the beginning of a new year. This 

change destabilises the system. Hazing acts to re-establish the equilibrium that has been 

disturbed by the two aforementioned changes.  

 

One can compare how the equilibrium is re-established to the functioning of the well-known 

scientist, Le Chatelier’s principle. Le Chatelier’s principle expands on how a system acts to 

accommodate for disruptions in the equilibrium of the system, and in so doing re-establishes 

the equilibrium. His principle states: “The changes to an equilibrium in a system will result in 

a predictable shift that will counteract the change.” (Le Chatelier 1885). For example, if a plant 

is growing in a closed glass terrarium, water vapour exits the leaves and condenses on the glass 

housing, running down the glass into the soil to form water which the plant will re-absorb from 

the soil. This represents a state of equilibrium between evaporation and condensation. If the 

plant in its terrarium is placed in the hot sun, the plant will lose more water vapour via the plant 

leaves. Le Chatelier suggests that this will cause more water to condense on the glass and so 

provide the plant with more water via the soil, hence the balance between evaporation and 

condensation is re-established.  
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The changes to the school system explained above work the same way. These changes, as per 

Le Chatelier’s principle, act as the disruption to the equilibrium. Hazing is one of the means 

that acts to counter the change and so re-establish the equilibrium of the system. Consider a 

100ml beaker of water as representing the school learner body, with a drop of food colouring 

in it, representing the culture of the school. When stirred, this forms a homogenous mixture, 

coloured equally throughout the solution. Take out one fifth of the solution, the Grade 12 

learners and their associated understanding of the school culture, at the end of a year. Add one 

fifth of uncoloured water, the incoming Grade 8 learners, with no understanding of the school 

culture. The result is a solution that has had its colour changed through dilution, similar to what 

happens at the beginning of the school year when new Grade 8 learners arrive. As suggested 

by Le Chatelier, a shift must occur to counter this change, and in so doing re-establish the 

equilibrium, the original school culture. Hazing fulfils this role. It is done early in the year with 

the aim of getting the newcomers educated as to the habitus of the school. As a result, the 

school can continue to function optimally, with its culture fully intact despite the changes 

experienced, until the next similar change occurs.  

 

5.2  SUMMATION OF THE GROUNDED THEORY 

 

The grounded theory is driven by the core category: Reproducing. The sub-categories on which 

the core category rests are: 

 

x Belonging  

x Conforming 

x Consenting 

 

The grounded theory indicates that the reasons why Grade 12 learners in positions of leadership 

haze younger learners. Their motivation is to allow for the culture of the environment, in this 

case, the school culture or sports team’s culture, to be reproduced. The school culture would 

include the expressed culture and the culture embedded within the hidden curriculum of a 

school. While the research aim was to determine the motivating factors that drive Grade 12 

learners to haze, the role that the Grade 12 fulfils within the reproduction of a school culture 

must importantly not be limited to Grade 12 learners only. Also important to note is that while 

the action of hazing is performed by a Grade 12 learner, they perform this role with the 
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knowledge of and with the tacit consent of all stakeholders who fall into the given school’s 

community. 

 

Figure 5.1: A graphic representation of the grounded theory: Aspects of cultural 
reproduction made possible through hazing 

 

 

For ease of discussion, hazing by Grade 12 learners in leadership positions would echo the 

hazing in sports teams by captains. The hazing in each context would simply have a different 
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flavour. For ease of expression and brevity, the outline of the grounded theory illustrated above 

covers the whole school context,but can be applied to sports teams. All stakeholders of a group, 

in this case, a school, would be invested in the culture of the group. An elite or prestigious 

group enjoys the status of the group and would like their elite status to be maintained. Certain 

actions are taken to maintain this status. Grade 12 leaders in the school as a group fulfill a 

pivotal role. If hazing acts to reproduce a culture, it is the senior in the group who executes this 

role, thereby linking the staff in the group through the senior to the rest of the group. Hence the 

senior in the group acts as the primary driver of the hazing mechanism, as illustrated in green 

in Figure 5.1. 

 

The cog of Reproducing is further forced into motion through the drivers of the hazing process, 

namely Belonging, Conforming and Consenting, all and each of which act as a driver of cultural 

reproduction (illustrated in blue). The mechanisms through which the cogs of Belonging, 

Conforming and Consenting are moved are by cultural aspects of the group, namely tradition, 

hierarchy, respect and discipline (illustrated in red). The human emotion of experiencing 

humiliation also acts in a similar way. It is used to ensure that the cogs of tradition, hierarchy, 

respect, and discipline turn, and in doing so, act to drive this machine of cultural reproduction.  

 

5.3  EXPOSITION OF CORE CATEGORY 

 

Following the grounded theory process, interviews began with transcriptions, coding and 

memoing. These processes allowed certain perspectives to come to light, and this process was 

constantly adapted as varying and new perspectives surfaced. As a result of these newly 

exposed perspectives, the interview process required concomitant adaptation to verify possible 

themes. Finally, themes were verified through subsequent interviews. Additions to the group 

being interviewed were made in accordance with, grounded theory process as themes became 

more fixed. Initial interviewees were young adults reflecting on their Grade 12 experiences as 

leaders, and the additions to the interviewed group included members of the school community 

who had specific knowledge of learners in leadership positions and schools in a broad 

perspective. 
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5.3.1  Core Category: Reproducing  

 

Having followed the grounded theory process of concurrent data collection and analysis which 

informs sampling, simple and more superficial reasons for why Grade 12 learners acted the 

way they did, initially came to light. These motivating factors have found their way into 

explanations of sub-categories. Subsequent to coding and memoing after initial interviews, 

revised questions looked not directly at the Grade 12 learners’ reasons for hazing, but rather at 

the context in which hazing occurred and, equally importantly, in which context hazing did not 

occur. This broader view allowed for the emergence of sub-categories, with still further 

iterations of the grounded theory process and specifically asking analytical questions of the 

data as indicated by Charmaz (2006): What is going on here? What is the data telling us? Thus, 

concurrently with theoretical integration, the concept Reproducing arose out of the cluster of 

subcategories forming the core category.  Initial answers by participants as to why they had 

planned hazing activities tended to explain the outcomes of hazing, namely creating a sense of 

belonging to the group, getting juniors to conform to the traditions and hierachyical structure 

of the group, understanding the need for showing respect and how this should be demonstrated 

and what the discipline structures within the group were. These factors when channeled through 

the grounded theory processes showed that they were consequential to the primary need of the 

hazer, namely needing to reproduce the culture of the group. Hence the concept of reproducing 

was elevated to the core category while the initial concepts mentions became supporting sub-

categories.  

 

Reproducing is a complex concept, as many actions are reproduced annually which are 

considered to be hazing activities, despite the hazer seldom, if ever, having to reproduce their 

actions owing to the fact that positions of leadership within schools tend, by and large, to have 

a one-year term of office. Initiation is required in certain schools as a means of reproducing 

the culture of the given school community and it is in this reproducing of the status quo that 

the term Reproducing takes on its meaning within the grounded theory. Reproducing in this 

context is best described as the reproduction of the culture within a given environment, in this 

case within a given school community. 

 

Through the analysis of the data, trends indicated that hazing did not occur in all schools. It 

was generally the schools which were more sought-after within the society, that turned out to 
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be the schools in which hazing occurred. These would include all the private schools and all of 

the former Model C schools. The schools which hazing did not occur in were the less sought-

after schools, namely the township schools. The social standing of the school was not the only 

determinant of schools in which hazing occurred. There was also an economic parallel. Those 

schools with extremely high fees, over R100 000 per annum, and those with high fees, over 

R25 000 per annum, were the schools in which hazing occurred. The schools which were non-

fee paying showed no evidence of hazing. There were no trends for the criteria of monastic or 

co-educational schools, nor between girls only as compared to boys only schools, nor schools 

which offered boarding as opposed to those that did not. All of the non-fee paying schools were 

co-educational, as this is a natural result of a school needing to accommodate those who live 

in close proximity to the school as opposed to the criteria for schools that haze. The private co-

educational school that participant E1 attended is an example of a school in which hazing 

occurred. Hence schools which are socially sought-after and fall within a high economic 

bracket, were the institutions in which hazing occurred. Schools which were less sought-after 

and non-fee paying showed no evidence of hazing. 

 

Other trends in schools where hazing did not occur, were that leadership positions were only 

filled well after the school year started, hence no there was no leadership body to do the hazing. 

As regards sports teams, they often did not exist for a variety of reasons, such as clashes 

between afternoon lessons and matches or lack of facilities. Also, they tend not to have formal 

captains who might have taken on the role of hazing. Participant K4:  

 

 “In the township, we don’t have sports fields, so it is kind of difficult.”  

 

Schools, while very similar, did accommodate learners of different home language groups. 

Schools learners attended were based on language of instruction and proximity to home. 

Participant K4 says; 

 

“They (the schools) are different when you see them, they are trying to 

accommodate people of different languages.” 

  

While areas in which non-fee paying schools are located, tend to cater for poorer families, the 

areas in which they are located tend to be homogenous. Within this homogeneity, there are, 
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relatively speaking, poorer and slightly wealthier families. Despite this, proximity to school 

was the determinant after language of instruction in determining where learners would attend 

school. Learners felt that owing to the homogeneity of the area and having friends who attended 

many different schools, generally speaking, the schools were similar. Schools are often judged 

by the community which they serve, based on their matric results. Generally, there seemed to 

be a small degree of variability in how each of the schools ranked in the final examinations.  

 

5.3.2  Reproducing against the backdrop of the theoretical frames of Social Order, 

 Social Identity Theory and Moral Disengagement. 

 

According to Bourdieu (1974), in his theory of Social Reproduction with reference to schools, 

the education system and, in particular, the school is the modern means through which society 

is replicated. The school is an active agent that shapes the consciousness of the individuals who 

attend the school. Bourdieu uses the term habitus, the physical expression of cultural capital. 

This includes the deeply ingrained dispositions, habits, and skills of a group, as explained in 

Chapter 2. Bourdieu (1971), describes how the school is part of the habitus; it is also the school 

that has an influence on individual’s consciousness, in turn having power over those who attend 

the school. When the school and the home concur as regards the habitus, the habitus is then 

able to exert maximum influence over its members (Nash 1990).  

 

Bourdieu and Passeron (1977), explain that should the habitus of the elite be pitted against that 

of a lower class, it is the elite who will have the determining say in the matter of habitus. The 

reason for this is that the dominant social class, namely the elite, control the education system 

and as a consequence it is their habitus which is mirrored in schools. From this research, two 

groups emerged. The group in which hazing occurred were more elite by virtue of being in 

demand in the local society and being more economically exclusive. The second group in which 

no hazing was evident was less sought-after and non-fee paying. Hence, Bourdieu’s theory is 

able to explain the patterns of hazing. Should the school fall into the elite category, these 

schools are positioned to dictate the habitus, which in this case is a school in which hazing 

occurs. The schools which are less sought-after and non-fee paying do not dictate the habitus 

and hence hazing does not occur in these schools. Also, there seems little to motivate the 

schools in the non-hazing group to take on the negative cluster of behaviours associated with 

hazing. 
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Finally, one must recognise the power of the habitus of the elite as a means of controlling 

actions. The habitus, in this case, provides sufficient pressure on its members, the elite to haze. 

This degree of control that the habitus holds is able to influence learners into actions of hazing, 

despite these actions being against the law of the land as per the South African Schools Act, 

No 84 of 1996 (RSA 2002).  

 

Bourdieu (1996), also uses the concept of social magic, an arbitrary action which has been 

legitimated by a particular group. The act then takes on power which is directed over a 

particular subordinate society. Understanding these sometimes arbitrary actions allows us to 

understand any single society or sector thereof. What to one group seems like an unimportant 

or irrelevant action, to another is a powerful action that can impact on everyday life. These 

actions, which could also be considered as rites, highlight any group’s status quo, which all 

members of the group are subject to. Further, Bourdieu explains how the social magic, the rite, 

has the power to transform those who take it on and equally delegitimise those who attribute it 

no value. Those who take on the arbitrary action, the rite, are now different as a result of 

performing an action or taking on a perspective. It is through this legitimisation that an elite is 

set apart, also trapped into repeating the rite to legitimate themselves. They encourage others 

to do the same so that they are no longer equals with those who don’t know of or comply with 

the rite or social magic act (Bourdieu 1992). In this context the social magic or rite is any of 

the arbitrary actions that constitute hazing.  

 

Should one further subdivide schools in which hazing occurred in and look specifically at the 

correlation between hazing which takes place in sporting codes as opposed to cultural codes? 

Bearing in mind that hazing in both sporting and cultural codes is not limited to taking place at 

the beginning of the year, but rather, it occurs at the beginning of that code’s season, learners 

from schools in which hazing occurred could in the main, give examples of hazing within the 

sports at their schools. No schools in which hazing occurred had learners who could give 

examples of cultural activities in which hazing had taken place. Thus, in all of the interviews, 

there was not a single school in which hazing occurred under the cultural code umbrella. All 

of the adult participants concurred with this view. If one defines an elite group to mean the 

socially superior part of society (Merriam-Webster 2013), one can understand why hazing did 

not occur under the cultural codes. Within each school, cultural activities are considered to 

have a lower social standing than sporting activities. Cultural activities are not perceived to be 
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part of the school’s elite activities. This was well articulated by participant D1 when speaking 

of his role as head chorister. 

 

“Because it is a very sports orientated school, very hyper-masculine. So 

anything to do with art, music, and drama tends to be downtrodden and 

not highlighted." 

 

and 

 

“Well, generally there is a stigma to the choir, so sometimes it is very 

welcome to not to be part (of the choir) and apart from sometimes it not 

being very cool.”  
 

Participant FI contrasts the perspectives of sporting and cultural codes in her school. 

 

“The chess team brings in all the trophies but they (netball team) were 

not as successful, so I feel that every sport matters but they don’t really 

care about the culturals, so the debating, the public speaking, they don’t 

really care about that, they only care about the hockey, the cricket and 

the netball.” 
 

Having established the trend of sporting codes being associated with hazing and cultural codes 

not, I asked participant G2, whether he could suggest a reason for this. 

 

” I think at a boys’ school it is probably a masculinity type of thing. If 

you are a sportsman you have more of a passion for it and I would 

definitely say that it is taken more seriously at a boys’ school. Playing a 

first team sport as opposed to singing in the choir or playing in the 

marimba band.”  

  

Further, it could be said that sports which were more highly valued within a school could be 

considered elite sports, of a greater status than other sports in the same school. It was these 

sports, for example, rugby, hockey, water polo, netball, basketball, and cricket, in which hazing 

occurred. Participant G2, when discussing the difficulty of “getting into” the rugby team, 
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reflects on the difference between the hazing that occurred in association with the rugby team 

as opposed to that associated with the basketball team. In this particular school, as with many, 

rugby was of a higher social standing than basketball. When asked whether it was more difficult 

to “get into” the rugby team, he responds,  

 

“Definitely, ja. So because it is the more difficult, the initiation process 

is a lot more intense. Not intense as in hard, but it is more serious as an 

evening is dedicated to it. Whereas basketball, which is not as big a sport 

and has fewer numbers, there is an initiation process which is not as 

hectic as the rugby process”  

  

Within any given school the activities which are most valued and could be considered elite 

would vary. The constant would be that the given school culture valued those sports above 

others and hence for this explanation, raised the sports to a level where they could be considered 

elite. This trend seems to concur with and support Bourdieu’s theories discussed above, 

namely, hazing is a characteristic of the elite within a particular context. Hazing and being 

hazed are indicative of one’s acceptance of an arbitrary action indicating that one accepts the 

habitus of a group and that one would like to be included in the group. 

 

When one considers Tajfel and Turner’s (1986) theory of social identity as explained in 

Chapter 2, one can understand the benefits of being included in an elite group as described 

above. One’s membership of an elite group directly enhances one’s social identity. It is 

therefore a natural conclusion that one would want to replicate, hence reproducing, the elite 

group year after year as a means of maintaining one’s positive social identity. Turner, Brown, 

and Tajfel (1979), describe how the elite are put under pressure to maintain their positive in-

group social identity as a means to maintain their own positive social identity. Participant J3 

felt that hazing was an important way of maintaining the elite or exclusivity of a group. He also 

felt that making the hazing difficult would maintain, if not raise the social standing of the group. 

He says; 

 

“ How initiation (hazing) works is: there is an in-group and there are 

people who have been in that in-group for longer than people coming in, 

and so maybe they feel like because of the pride which they have in the 
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school, they can’t just let other people in. They have to make other people 

go through initiation (hazing) to make it more of an exclusive club. And 

I think that is the reason for initiation (hazing). How initiation (hazing) 

works is there is not one set way. It is kind of just anything that is difficult, 

something that you have to work through.”  

 

Head of Pastoral Care, participant N5 confirmed the suggestion that those who haze are partly 

invested in maintaining the prestige and eliteness of the group; 

 

“I have had a sense of that from conversations which I have had with 

boys, that you see a correlation between those (sporting codes) that are 

more prestigious practise initiation and those that are less prestigious 

just tend not to."  

 

Maintaining the elite group identity is beneficial many years after being a member of the group. 

This can be further elucidated by considering a royal family. It is in the best interests of the 

queen to maintain the status of the royal family. She will benefit from this high social standing 

once she has passed her crown onto an heir, as the ‘queen mother’ is still a position of high 

standing. Should a queen dissolve a royal family she will in her later years simply be titled 

‘mother’ rather than ‘queen mother’. An aspect of hazing must be maintaining the elite status 

of a school for the benefit of the alumni. The alumni will have worked to keep a school’s culture 

in good standing and they too would hope to benefit from the good name of their alumni many 

years after having matriculated.  

 

It is important to consider whether under the sub-category of Consenting, if a motivator for 

parents giving passive consent to hazing activities, is due to the positive social identity that the 

parent gains through their association with an elite group, possibly a parent of rugby players in 

the first team. On discussing this with participants, all three adult participants felt that parents 

of members of elite sporting codes benefited from a positive social identity as described by 

Tajfel and Turner (1979), when their sons became members of the first team. Parent participant 

M5 saw no justified reason for this: 
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“I suppose, quite bizarrely, a parent whose son or daughter has been 

through initiation and is now part of the team, there is a sense that the 

parent feels, okay, their son or daughter belongs there. I don’t think there 

is anything important about that.” 

 

Head of Pastoral Care, participant N5’s comments indicate that the parent is not the only party 

to raise their social standing by the association that comes with being accepted into a team, 

even if it means their child must endure hazing: 

 

“Yes, I think they (parents) are vicariously invested and so benefit. The 

school also benefits. It  

wouldn’t necessarily like to say it benefits but I think it does.” 

 

Researcher: “Won’t you just elaborate on that, what do you mean by the school benefits?” 

 

N5: “Well I think you have to be quite a different kind of school to not be 

invested in those sports teams who have a kind of social purchase. So you 

want those teams to be as best as they can be. You allow certain things 

to happen that are ostensibly part of potentially making that a really good 

team. So ‘span bou’ and ‘gees’ and all that stuff (hazing). So I think there 

is an inadvertent and an indirect benefit if you collaborate.”  

 

Parent participant M5 goes on to explain more far-reaching benefits which come as a result of 

a united team, where the unity may be a result of hazing: 

 

“So his (coach) benefit would be direct. The Headmaster by association 

benefits, the better his team is the better the headmaster looks, he boasts 

about it, it is a whole marketing thing from the school.” 

 

A unified group in which members could feel a strong sense of belonging is not difficult to 

achieve, yet so often learners in positions of leadership feel that this is only possible if hazing 

has occurred. They tend not to have the self-confidence to test this concept and as a 

consequence, the pattern of hazing is repeated. 
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If one is to consider Bandura’s (1990), theory of moral disengagement and how it relates to or 

drives reproducing as a core code, one finds that there is no significant link. The reason for this 

is that reproducing refers to the replication of a culture within a school community. For a 

culture to be reproduced a number of acts are required. It is in executing each act that may 

require one to exercise moral disengagement and so moral disengagement is performed and 

better understood in association with the act of hazing, rather than the consequence of the 

action, namely reproducing culture. Moral disengagement is thus more closely linked to the 

sub-categories of this grounded theory and hence will be discussed in more detail where 

pertinent.  

 

One relevant example of Reproducing culture through hazing which does make use of moral 

disengagement techniques was mentioned by parent participant M5. The experience refers to 

his own opinions around the treatment of juniors in the South African Defence Force. The 

reason that this incident has made its way into this research is that these defence force 

experiences are common knowledge in the South African lexicon. Many male teachers would 

relate to the experiences and many Grade 12 learners may have heard similar sentiments 

discussed around the dinner table with their parents who may have served in the defence force. 

Hence an understanding of and a legitimiser or motivator of certain reasons for reproducing 

culture in a negative manner. The use of the word ‘pattern; is also indicative of actions being 

reproduced in a cyclical manner.  

 

Parent participant: 

 

 “To me, it was a pattern and I absolutely understand that notion. When 

we go to the army, we are the troops and you have a corporal, an 18-

year-old corporal and he is beating up on you every single day and you 

say when I am an officer or a corporal I will never do this to my guys and 

when you get there you do exactly that to your guys.” 

 

Interviewer: “Why?” 

 

Parent participant:  
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“It’s the way things get done around here, it is the culture. It is the 

reproduction of that culture and you are a cog in a wheel. You are a cog 

in a wheel, you believe it is a necessary part of it. In your brain you are 

saying, if we meet for a beer everything will be cool but when I am on the 

parade ground or out there, I have got the stripes or the star on my 

shoulder, you are the troop, this is how it works around here.” 

 

From this description, it can be deduced that to behave in a way that is in conflict with one’s 

original intention and morals is an example of moral disengagement. 

 

5.3.3  Positioning of Grade 12 leaders, Captains, and Vice-Captains in Reproducing  

 

One must understand that many positive aspects of the hidden curriculum are conveyed during, 

primarily, the initial stages of joining a school. These could include school songs, the 

geography of the school, school rules or as in the case of a sports team, fair play, commitment 

to fitness and the team. All of this could be conveyed under the umbrella of positive action 

through orientation or induction programmes. This should not be lost in research which focuses 

on the negative activities defined as hazing. It falls to school leaders in Grade 12, captains and 

vice-captains to fulfil both roles. There are significantly more ways in which learners in 

leadership positions play a positive role through role modelling, nurturing and mentoring junior 

learners as was conveyed by all of the adult participants, than there are negative roles which 

these leaders perform. This aside, this group is well positioned to pass both types of information 

on. They combine the attributes of being the longest-serving members of the learner body and 

they are more closely associated with new members as they have recently been in the position 

of the newcomer. This, combined with being identified by the school system as being the most 

appropriate person to take on a leadership role, implies that they embody all that the group 

holds dear and values ‒ an exceptionally good qualification for passing the respective cultures 

on. They form a natural link between the adults in the system and the learner body. Parent 

participant M5 expressed his view in response to the above concept;  

 

“I would concur. I think that is a very good analogy for it (leader links 

adults to newcomers), especially the idea that the senior being the linking 

cog, the link between all the different cogs and the system, absolutely the 
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senior plays that role and they are perpetuating and educating people 

around the culture. This is how we do things around here, this is the 

culture and you need to go through this stuff and know this to become 

part of it.” 

 

Many of the adults feel ill-equipped to teach certain components of the hidden curriculum. 

They feel more qualified and invested in teaching the curriculum. This lack of ability and 

interest by some staff further explains why many aspects of the hidden curriculum are best 

taught by the leaders in the system. Participant E1 felt that leaders teaching the hidden 

curriculum lessened the burden’ on staff as they would not have to make time to do so. Another 

reason for this was conveyed by participant J3 who said; 

 

“There is a teaching side and there is an academic side of School X. Then 

there is the initiation (hazing) and the hierarchy, and that side is run only 

by the boys and it has to be that way. Because if you have teachers who 

didn’t go to the school then they aren’t considered, they aren’t part of 

School X. They aren’t like ‘School Xians’ the same way as we are. For 

that reason, the boys have to carry it out.”  

 

It is important to note that some staff members are prepared, willing and do teach aspects of 

the hidden curriculum as was expressed by the Head of Pastoral Care, participant N5: 

 

“Yes, at one level the students know it (hidden curriculum) better than 

the staff. I would say there are possibly un-named gatekeepers in the staff 

context that positively and negatively, determine, allow, encourage or 

shut down the particular narratives for the student body. I don’t think it’s 

completely separate, there is an intersection between the narrative of the 

senior pupil body and a particular component of the staff. For example, 

I would have a conversation with head boys over the years when I felt 

that they were not appreciating the depth and the richness and the 

complexity of the religious identity of School X. Where their 

understanding was shallow and narrow and essentially populist.”  
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On comparing the cultures of two different sports teams, one which showed evidence of 

significantly more hazing in cricket, than the other, water polo in this case, parent participant 

M5 explained his understanding of the cultural reproduction occurring:  

 

“I think there was a different mentality (in each team) and culture that is 

present. So I think if a cricketer had been a water polo player they would 

have conducted themselves like a water polo player. So I don’t think it is 

particular to the individuals. I think you get into that culture and you just 

perpetuate it.” 

 

It is clear when listening actively to particiants’ views on why hazing took place or why they 

hazed, was so that the culture of the institution was passed on or reproduced in new members. 

The manner through which this was achieved took the form of hazing. Sub-categories directly 

explain how through Belonging, Conforming and Consenting, hazing achieves cultural 

reproduction. 

  

5.4  EXPOSITION OF SUB-CATEGORIES AND RELATIONSHIPS BETWEEN 

 CATEGORIES 

 

The sub-categories were ideas that initially came to light. They remained a constant throughout 

all stages of the interviewing and of the memoing processes. They naturally link to the core 

category, giving the grounded theory synergy.  

 

5.4.1  Sub-categories 

 

The sub-categories, some of which evolved from tentative codes, others as stand-alone 

recurrent concepts, form the backbone of this research. These where the initial answers by 

participants as to what had driven them to plan hazing activities. While they were initial 

answers it was through subsequent rounds of interviews that the sub-categories listed below 

moved from primary answers and associated core code to sub-categories. This was as a result 

of the concept of cultural reproduction emerging as a core category. Once cultural reproduction 

was included into interviews, this concepts rightful place as core category was confirmed. This 

cemented the appropriate positioning of the identified sub-categories. All are closely linked to 
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what participants shared in interviews as well as being the simultaneous driver of the core 

category: Reproducing. The sub-categories are Belonging, Conforming and Consenting. While 

each is unique, they cluster in a compatible and supportive manner, both of each sub-category 

and of the core category.  

 

5.4.2  Belonging 

 

In the context of this study Belonging is used to denote a deep sense of connectedness of 

members of a group, rather than belonging to a group by virtue of selection. According to 

Baumeister and Leary (1995), who proposed the belongingness hypothesis, is that the need to 

belong is fundamental to human motivation. Humans require social attachment at a very basic 

level. It is understanding this basic human motivator that the term Belonging legitimated its 

way into this theory. The concept that came up in all manner of contexts during all stages of 

the interviewing process was the concept of unity. The term Belonging is an in vivo code 

developed from and as a result of, the many different ways of expressing the idea of being a 

single unit. Participants referred to “unity”, “unified”, “being united”, “being more connected 

as a unit”, “something we could all unite around” and “becoming part of something” to mention 

but a few of the words which link to the concept of unity. Using unifying as a sub-category 

was my first approach, but through reconsideration, further reflection and asking participants 

directly about unity in later interviews, and with the sub-category reaching saturation, it became 

evident that in the context of hazing motivators, the hazing acts were being explained with 

intentionality and that was to achieve a state when one belonged. Belonging is a better way to 

describe what was intended by participants. Belonging is also closely linked to the concept of 

tradition, a dominant feature of participant’s opinions. This will also be discussed. 

 

5.4.2.1  Belonging to a group  

 

Belonging has made its way into the grounded theory as a sub-category. Belonging is believed 

to come about as a result of new members of a group experiencing feelings of affinity for other 

group members once they have been subjected to hazing types of activities. In many instances 

this is affinity with both those who mete out the hazing and those who as a group experience 

it. It is on reflecting back on both hazing and being hazed that participants explained that they 

hazed others in a hope that afterwards the victims of hazing would feel united.  
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Comparing schools in which hazing occurs and those in which hazing does not occur, within 

the context of the need for belonging, shows interesting trends. Schools in which hazing occurs, 

as a consequence of being sought-after schools, learners who attend these more elite schools 

tend to be drawn from a large sphere of influence as indicated by Christaller’s (1933), well 

known Central Place Theory. The natural consequence of this is that the incoming Grade 8 

group will be diverse. This results in a greater need for assimilation into the new group, the 

chosen high school. What motivated participant G2 to haze was that he had enjoyed the hazing 

activities when he joined the school and so he perceived that repeating the activities was a 

positive action. Participant G2, in explaining his motivation to haze a whole Grade 8 group, at 

beginning of the year camp said the following: 

 

“In a sense that before the camp, they (Grade 8 learners) all come 

divided and after the camp they are all kind of united. They all have a 

really strong passion for the school. I never forget how after our Grade 

8 camp how you started seeing invites on Instagram where they (his 

contemporary Grade 8 learners) had made their profile picture (the 

school badge) or something like that. There is that sense of unity. I think 

they (Grade 8 learners) benefit from that.”  

 

As regards experiencing this new sense of belonging, the newly included members of the group 

look outwards and begin to use physical expressions, in this case, the school’s badge to affirm 

their sense of belonging as they now identify with their new high school and to show those 

around them that they now belong to this group.  

 

Head of Pastoral Care, participant N5, explains how what was intended through initiation and 

its positive activities may become the negative actions of hazing: 

 

“Initiation (the original positive act) is an ancient deep culturalisation, 

socialisation concept that in my view can serve a profound purpose. It is 

a holding mechanism and process for identity and belonging and from 

that purpose, emerges the sense of identity and belonging. It seems to me 

from my reading that the more individualised we have become, certainly 

in westernised cultures, that we have lost the heart of what initiation can 
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actually be about. Our primary sense of location is in ourselves and not 

within our communities, however, we define that. It seems almost that 

intuitive sense and need for the thing that we call initiation, in trying to 

reach for it again. We then have run the risk and have constructed things 

(hazing) that are shallow and in cases definitely abusive and becomes 

attached to structures of hierarchy, dominance, and power over.” 

 

Creating unity was also a motivating factor for many participants. Participant B1, when 

discussing hazing a whole grade of Grade 8 learners in her role as head girl, referred to hazing 

activities as: something we could all (hazer and victim) unite around”.  

 

This in conjunction with each grade having experienced hazing when they were in Grade 8 

meant there could be a second level of belonging as it was common to both the hazers and the 

hazed. She says in the same context as the above quote: “We have all had it (the experience of 

being hazed).”  

 

A strong motivator for hazers to haze others was to generate a sense of belonging through one’s 

shared experience. Again this is echoed in the context of participating in traditions. Headmaster 

participant O5, confirms the resultant “tight knit” group which emerges from hazing. If a 

newcomer is not able to cope with the hazing practice and as a result of their struggle, makes 

the hazing incident public, the newcomer is made so unwelcome in the group that they for 

reasons of self-preservation are forced to leave. Actual South African examples of this are 

portrayed in the media. In 2009, Angela Serrao (2009), wrote of a hazing situation where Pene 

Kimber went public when her Grade 11 son, who then attended Parktown Boys’ High School, 

was badly beaten, among other things. The boy was removed from the school after the event 

became public. Similarly, when a Grade 12 boy was sodomised in a hostel hazing activity at 

Hoër Landbouskool in the Northern Cape in 2015, the boy was removed from the school 

(Stander 2015). Parent participant M5 explains the positive feelings associated with inclusion 

generated by virtue of having coped with an initiation type activity; 

 

“I think the benefit is a greater sense of belonging by the juniors. They 

feel like they have overcome, like they have gone through that rite of 

passage and they feel that they have a right to be in that team.” 
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Parent participant M5 explains not only the positives of having met the non-sporting criteria of 

being included into a group but he elaborates on how the sense of belonging is dependent on 

other criteria as well: 

 

 “But becoming part of that group requires one extra little step (hazing).” 

 

To parent participants M5’s credit, he does continue to explain that this criterion is a false one, 

based on perception rather than evidence. 

 

“I would be quite happy for it (hazing) to disappear entirely. I don’t think 

it is critical. I think it is more of a social dynamic thing than serving a 

critical role. I don’t think the team is going to be any better or closer 

because of initiation than it otherwise would have been.” 

 

It is possibly this perspective that learners who feel the need to haze should be made aware of 

if not hearing this perspective directly.  

 

Participant F1 speaks of trying to create a common experience causing a sense of belonging. 

Grade 8 learners were made to wear particular hats.  

 

“You feel more connected as a unit when you see another girl wearing 

the same item as you.” 

 

This item was the particular hat as opposed to the school uniform, which was an identifier and 

unifier with the whole school. There needs to be a sense of belonging to both the Grade 8 group 

and to the school as a whole. 

 

Participant J3 explained that the primary motivator for hazing Grade 8 learners was to create a 

sense of unity. Reflecting on his subsequent words, indicated both references to elitism 

discussed earlier. Participant J3’s use of the word ‘exclusive’ as well as elaborating on creating 

a sense of belonging can be noted. He refers to having gone through activities together, saying: 
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“… to make them (Grade 8 learners) feel like there is some sort of 

exclusivity in it. So if you are just going to come into a group and you 

just get accepted, then you aren’t going to be as proud of that group as 

you would have been if you had to go through something together.” 

 
5.4.2.2  Belonging through tradition 
 

Ironically, hazing is a tradition in the schools in which it occurs. In discussion with members 

of schools in which hazing did not occur, the concept of school activities being traditional in 

nature did not come up in any of the interviews. When directly asked whether traditions are 

followed in their school, they indicated not. Discussing the trend of hazing not occurring in 

certain schools, I asked participant L4 to speculate as to why traditions were not introduced 

through hazing or any other means. The homogeneity of the types of schools means there are 

no elite or less elite school, hence no need to differentiate through tradition, he says; 

 

“Maybe they think it is a public school so there is no need for them to 

introduce new learners. Even the primary schools, they are like the high 

schools. So I think, they think they are from this (neighbouring) primary 

school it is a public school so they will adapt so there is no need to 

introduce them to the new environment.” 

 

One can see from his answer that assimilation is redundant as the code of conduct in the 

neighbouring feeder primary school is the same as the code of conduct in the high school. Here 

learners are drawn from a small homogenous sphere of influence, resultantly no one feels 

unfamiliar or experiences a lack of belonging in their new high school.  

 

There is possibly a false sense that hazing is necessary in order to feel a sense of belonging. 

Consider groups in which no hazing occurs and the general feeling of belonging within those 

groups. One can incorrectly deduce that it is hazing that causes the sense of belonging. On 

discussion with participant D1, the head chorister at his school and hence a group which does 

not require hazing to become a member, D1 makes a telling comment explaining that their 

choir was a unified group and it was not as though members would need to jump through any 

hoops to become a member of the choir. The only requirement was that they were able to sing. 

While beyond the scope of this research it would be interesting to determine the difference in 
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the sense of belonging between members of sports teams as opposed to members of cultural 

teams so as to determine whether hazing is, in fact, an activity that increases the sense of 

belonging or whether it is just believed to do so.  

 

Unity and creating an opportunity for Grade 8 learners to feel a sense of belonging in their new 

high school environment as indicated by participants, are perceived to be strong drivers of 

hazing. Tradition is closely linked to a sense of belonging. This concept came up frequently in 

interviews. If creating a sense of belonging is a motivator for hazing, then participating in 

school traditions is frequently the way in which belonging is expressed. One automatically 

belongs to a group if you participate in the traditions of that group. Similarly, when you belong 

to a group, you value the group’s traditions and so, out of respect for the group, you participate 

in the group’s traditions. Members of a group unite around tradition. This connection between 

belonging and tradition was well articulated by participant J3 when reflecting on his own 

experience of being hazed as a result of becoming a prefect.  

 

“For me, it is a process that you have to follow in order to become a 

member of a certain group officially. So it was that sacred process that 

all prefects have to go through.” 

 

In trying to understand the reasons for hazing I asked participants to explain how they reached 

a point at which they decided that they would haze. Participants’ responses were very similar. 

The common answers revolved around the fact that they were hazed and so they should haze 

and that a variety of members of the school community would expect hazing to occur. This 

topic leads to discussing not which acts of hazing would be meted out, but rather the reasons 

for their choice of activity. Traditional activities to each school or sport was a common answer. 

From a variety of participants; 

 

“it was mainly a tradition thing”, “it is part of our school tradition”, 

“almost an unspoken tradition” 

  

Participant E1 speaks of conveying tradition as part of the hazing:  

  

 “We teach the traditions of the school.” 
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While participant F1’s views legitimates the hazing process, both she and participant C1 felt 

hazing was a tradition: 

 

“Although I may not necessarily believe in what do you call initiating 

(hazing) them but it is just something that has been going on for years 

and years and it was seen as a tradition.” 

 

For reproducing of a culture to occur, the culture must be valued by its members. Humans need 

and so value a sense of belonging and so one of the drivers for a culture to be reproduced is to 

create a sense of belonging for its members. Participants in this study who had hazed felt that 

a motivator for hazing was to bring about a sense of belonging for new members. 

 
5.4.3  Conforming 
 

Conforming in the context of this sub-category refers to new members of a group taking on the 

values and practices of the group, conforming to the traditions of the group, as discussed above. 

Not only do the new members of the group conform to the traditions of the group, but they also 

conform to the power dynamics and accepted hierarchy of the group. To enable this the new 

members were also subjected to and bought into the discipline structures that maintain the 

status quo of the group. Respect for the hierarchy and traditions and showing respect for 

members of the group are outward expressions of conforming to the habitus of the group. The 

means through which co-operation is achieved is often by humiliating the person being hazed. 

 

Participant C1 and G2 expressed that the level of co-operation and conforming to the school 

structures was very dependent on the manner in which Grade 12 learners conveyed the message 

around Conforming. Both participants expressed that this occurred within the respective hazing 

context. The how of the expression was critical as the impact would endure for long after the 

first few weeks of the Grade 8 learners’ time in the school. Participant G2 used the concept 

“game changer” to convey the consequent impact. 

 

Most of the participants also indicated that the context in which hazing occurred had to be 

“fun”. This common intention is possibly owing to the fact that at the beginning of the hazing 

process the Grade 12 leader not only wants a pleasant and memorable experience, but they may 

feel that a greater degree of conforming will be forthcoming if the message is delivered in a 
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“fun” way. Another possible reason is that the Grade 12 learner views the adults, teachers, as 

those whose views have to be followed, coming from a more justified authoritarian position 

than that of a learner. The Grade 12 learners may still be finding their feet in their respective 

leadership roles and so may fear that unless the message to conform is delivered in a palatable 

manner, it may not be complied with by the Grade 8 learners, hence delivered in a fun way.  

 

5.4.3.1  Conforming to hierarchical structures  

 

Reflecting back on Michael Foucault’s work discussed in Chapter 2, Foucault (1977), explains 

how power is unable to exist in isolation. Those with power need subjects to validate and 

actualise their power. It is power that is able to create order in society by virtue of governing 

all layers in a particular society. Foucault believes that knowledge gives rise to power.  

 

Foucault (1972), uses the term, ‘discourse’, which refers to ideas a given group of people have 

in common, which are then transferred between one another through conversations. Within a 

society, discourse is transmitted in a well-controlled and predetermined manner, with the 

objective of maintaining order and the balance of power. Hence power is transmitted through 

discourse (ibid). According to Bourdieu (1989), having capital, in this case, social capital, 

translates to having power. Bourdieu believes that it is through that the accumulation of capital 

that hierarchy is perpetuated. The discourse which maintains power is itself perpetuated 

through hierarchies. In the context of this research, an aspect of a school community’s 

discourse could be the hidden curriculum within a school which is often transmitted through 

hazing. Interviewees confirmed the links between power, hierarchy, and hazing.  

 

Conforming to and maintaining the hierarchical structures within the learner body was a strong 

motivator for hazing. Participants wanted the power that those at the top of the hierarchy had, 

namely the Grade 12 learners, to be maintained. Most participants at some point in their 

explanations about hazing, spoke of the well-known analogy of a Grade 7 learner feeling 

confident, a big fish in a small bowl. The Grade 12 learners spoke as though they were big fish 

in a big bowl. The Grade 12 learners were uncomfortable with what they felt was misplaced 

confidence of the Grade 8 learners, who still seemed to exhibit confidence at a higher level 

than a Grade 12 learner deemed appropriate. One of the reasons for hazing was to make sure 

that the Grade 8s understood their place at the bottom of the high school hierarchy. 
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Participant F1 was very passionate in her explanation of this hierarchy maintenance, that hazing 

was a necessary means to maintain the hierarchy at her school: 

 

“So basically in primary school you are in Grade 7 and you own the 

entire school and you are this tiny fish in this tiny pond. When you come 

to high school you may have that feeling of overconfidence and the 

process (hazing) in a sense is just to say no, you (Grade 8) are starting 

out small, you have to work your way to the top basically, that is what I 

mean by being humbled, you have to realise that you start small, you are 

not this big fish anymore. Because there are some (Grade 8 learners) 

who come with this persona like you own the place and no that is not the 

case, there are matrics (Grade 12 learners). They are the big fish in this 

pond now, so basically it is starting out small as a unit and then 

growing.”  

 

Grade 12 learners who hazed, did so, to maintain the hierarchy. An expression of this came 

from participant H2 when she vociferously confirmed that the hazing process helped to 

maintain the school’s hierarchy. A physical expression of this came in observing Grade 8 

learners dressed in silly outfits as a reminder to those not in outfits as to how they were 

progressing up the hierarchy and how good it felt not to be wearing a silly outfit. 

 

Participant E1 felt that his school would experience chaos should the hierarchical structure not 

exist and be maintained. Also that as a consequence of a Grade 12 learners having more power 

than the Grade 8 learners but less power than the teachers and parents, he was able to tell the 

Grade 8 learners what to do. He also indicated the benefits of this were enjoyed by all members 

of the learner body as they would all reach a stage where they were at the top of the hierarchy. 

 

Participants felt that to be able to maintain the school’s hierarchical structure, which positions 

Grade 12 learners at the top and moves down to Grade 8 learners at the bottom, was critical to 

a school. Participant J3, on answering what his school (School X) would be like without the 

hierarchy answers: 
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“For me, it wouldn’t be School X because the whole thing is you work 

your way up ‒ that is the way it is. So when I was in Grade 8 I played or 

did really, really well so that one day I could be just like that guy. So that 

I could get full colours or score a goal in front of the whole school, that 

kind of thing. And without that (hierarchy) it would just be go to class 

and do well. It wouldn’t have been the experience. For me, you can get 

that at a co-ed school.” (He believed that a boys-only school was better 

than a co-educational school, an indicator of elitism.)  

 

Interviewer: “So is the hierarchy critical?” 

 

 “That is what makes School X, School X, it is the hierarchy.” 

 

One of the reasons Grade 12 learners haze is to maintain the hierarchy in a school’s learner 

body, which they then benefit from in a variety of ways. They are also able to recognise that 

without the hierarchy, hazing would not exist. Participant I3 has a very lateral but pragmatic 

interpretation of the need for a hierarchy to exist and without it, hazing would not be hazing.  

 

“If it didn’t exist then it would almost be as if I was initiating (hazing) a 

peer of my own, like a friend, and you would be on the same level and 

that would not be legitimate.” 

 

Schools in which hazing did not occur, were schools where the learner body was less 

hierarchical in nature. Below is a discussion in which I try and understand the hierarchy or lack 

thereof in a school where hazing did not occur with participant L4. 

 

Interviewer: “Is there quite a lot of hierarchy, so are all children equal or are matrics (Grade 12 

learners) more important or are Grade 11s more important?” 

 

“They treat us equally but obviously they want the Grade 12s to perform 

better. The specific teachers, the matric teachers, they focus more on 

Grade 12s even though they teach Grade 11s. They just go to class and 

teach but they focus more on Grade 12s.” 
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“So Grade 11 and Grade 10 are equal?” 

 

 “Yes, they are equal.” 

 

Hence the trend indicated is that schools where hazing occurs have hierarchical student bodies. 

The hazing helps to maintain the hierarchy and without the hierarchy, hazing would not occur. 

Schools where hazing does not occur have less hierarchical learner bodies. 

 

The degree of hazing between various sporting codes in any given school seemed to differ. 

Possibly as a result of the need to maintain the elite nature of a few sporting codes. All three 

adult participants concurred when asked firstly whether some sporting codes were more 

prestigious than others and secondly if there was a relationship between a greater level of 

hazing in more traditionally prestigious sports. Head of Pastoral Care, participant N5 says: 

 

“I have had a sense of that from conversations which I have had with 

boys, there is so-called initiation (hazing) in the sports that are seen to 

be more prestigious” 

 

Headmaster participant O5 indicates that: 

 

“A simple thing like at School X, rugby (considered the most prestigious 

sport), they historically cut the guys hair, hockey might do it but some of 

the other sports like basketball, it just wouldn’t enter their heads to do 

that. So I agree fully that the status of a sport influences the degree of 

initiation (hazing).” 

 

Within sporting codes where hazing occurred, the hazing was not directly linked to hierarchy, 

in fact quite the opposite. The sporting codes required that players were seen as equals once 

they had been selected for their respective first teams, as each player had been selected on 

merit. It was important to create cohesion among team members so that the sports teams could 

achieve their potential. As participant G2 explained, for best sporting results all team members 

had to feel equal within the team, other than the captain.  
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These sports teams tended to have players from Grade 12 as well as players from Grade 11 or 

even Grade 10. Inevitably within a school context, the Grade 12 was ranked higher in the status 

hierarchy. Also, the Grade 11 or Grade 10, by virtue of attaining first-team status early, before 

Grade 12, meant that they were, in fact, better than most Grade 12 players playing for their first 

year in the first team. The team would suffer on the ‘field’ should all members of the team not 

be considered equals and so it was explained how hazing in this context served a different 

purpose. The aim was to allow the respective captains to maintain a higher level status than the 

rest of the team, but thereafter the aim was to bring down the Grade 12 players’ status as regards 

their school-recognised value, and to bring up their sports playing status. For the Grade 11s or 

Grade 10s the hazing process was aimed at doing the inverse: to lower the Grade 11 or Grade 

10’s status as regards how well they played and to raise their school-afforded status. In so 

doing, the status of all players other than the captain was made equal.  

 

Whether one looks at sporting codes or whole grade hazing through the lens of a hierarchy and 

its concomitant power, one can see that a hierarchy is an inordinately strong tool in bending 

the will of most adolescents. The consequence of this is a very effective self-sustaining method 

of getting all members of a given group to conform to the will of the institution and so 

conforming or getting an adolescent to conform particularly at an age when they are 

biologically wired to test boundaries and take risks, is a weighty motivator for hazing.  

 

5.4.3.2  Conforming through expressions of respect  

 

Schools in which hazing did not occur tended to be environments where there was a lack of 

respect: respect for the most senior leader learner, president of the Learner Representative 

Council, staff, and property. Participant A1 speaks of school assemblies: 

 

“What I have heard from previous years: whenever the President stands 

in front of them (the school learner body) in assembly, the learners would 

throw papers, they would throw things. They would not listen, they would 

disrespect and things like that. Even when the principal, our principal 

stood there, they would make noise, they won’t concentrate and they 

won’t focus.” 
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Participant L4 says; 

 

“So that is one of the problems that you face, vandalism. Sometimes when 

it is maybe Friday, they (certain group of learners) don’t go to class, they 

dance and so after school they throw out the chairs, they break the 

chairs.”  

 

Also;  

 

“So most of the public schools it (smoking and gambling) is a big 

problem, obviously there are those, especially boys who just go to school 

to corrupt other learners, they smoke, they don’t listen to teachers, they 

disrespect teachers and even the school premises.”  

 

Within schools in which hazing does occur, conforming is required. Those participants who 

had hazed, frequently spoke of their desire to teach the next generation coming into a group 

that the newcomer would be expected to show respect for other members of the group, in 

particular, the most senior group. Hazers indicated that newcomers would benefit if they could 

show appropriate respect and the hazer would appreciate being respected as they had already 

served their time in the trenches. Newcomers to the school had to practise conforming to the 

hierarchy and traditions of the school. Participants indicated that this was conveyed during the 

hazing process. Leaders felt that it was expected of them to teach juniors respect, consequently, 

they were motivated to teach this. Showing respect was a primary focus of the hazing processes. 

Participant G2 explained how he felt pressured to haze, by his fellow Grade 12 learners, 

possibly due to the reciprocal benefits to the Grade 12 group. 

 

“Um, actually most of the initiation (hazing) that we did as prefects was 

to make the rest of our grade, the other matrics (Grade 12 learners) 

happy.”  

 

Explaining who the recipients of respect were, participant J3 explains; 
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“So they had to show respect to anyone older than them, so obviously, 

definitely matrics (Grade 12 learners) and with the matrics they had to 

know the prefects’ names and understand who the prefects were and also 

they had to respect the Grade 9s Grade 10s, Grade 11s and Grade 12 

learners and it was taught to them at that early stage of Grade 8.”  

 

If Grade 8 learners new to a school are respectful of the learner body as a whole and of the 

culture of the school, they are likely to conform. They are likely to meet the wishes and 

expectations of those, in particular, the Grade 12 learners and those in positions of leadership. 

Participant E1 explains that he felt Grade 8 learners would co-operate with a head boy by virtue 

of the position that the head boy held and his superior knowledge of the school. Participant H2 

used Grade 11 and Grade 12 learners’ superior knowledge of the school as a means to teach 

respect. This teaching takes place in association with hazing. 

 

“When you try and help the Grade 8s you say ‘ask a Grade 11 or ask a 

Grade 12’ and automatically by giving those Grade 11 and 12s the 

opportunity to assist, you are telling them (the Grade 8 learners) that 

they (Grade 11 and 12 learners) know more and can assist you and the 

Grade 8 can land up respecting someone (Grade 11 or 12) like that.” 

 

On the legitimacy and methods of Grade 12 learners in leadership positions teaching respect 

between hazing events; 

 

“By showing that you (Grade 12 learners in leadership positions) have 

more information about the school, so by providing tips on finding your 

classes and planning your academics. Which automatically shows 

academic superiority sort of a senior position in the school. Teaching 

songs shows you know the traditions. You know their songs, you are part 

of the culture. You know what is going on.” 

 

“By pitting people against each other and then offering to help you kind 

of gain people’s respect. So for example, if you are a counsellor if you 
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say ‘if Grade 11s are mean to you come to me.’ You kind of put yourself 

in a position of respect because I am helping you, I am the good one.” 

 

Participant B1 felt that if hazing did not occur respect would be lost. The Grade 8 learners at 

her school were taught to show respect through greeting and standing back for Grade 12 

learners. 

  

“For us, we had a rule of our induction (hazing) that we had to greet all 

our matrics (Grade 12 learners) and it was quite a good start. They had 

to stand back for all the girls which, as it is expected in this day and age 

it is still sometimes forgotten, so for us that doing it like that for two 

weeks, for the rest of the year if the Grade 8 learners saw us they literally 

pummelled themselves against the wall so that we could have a way to 

walk through. So I think for us it was the respect which we would have 

lost if induction (hazing) did not take place.” 

 

Commenting on the most lasting outcomes of hazing, again participant B1 reflects on Grade 8 

learners conforming to the lessons shared during the hazing process on respect. 

 

" I think the respect because, there was definitely that element of respect 

that was, for example standing back. That respect always remains, if we 

ask them to do something they are a little more okay with it, they listen 

to you. Instead of that, we are Grade 8 learners and we can do what we 

want.”  

 

Grade 12 learners are in certain contexts put in positions where they need to get those their 

junior to co-operate, conforming to their wishes, for example, to keep quiet before an assembly. 

Participants felt that there needed to be a reciprocity between the respect which they afforded 

those their junior and the respect the juniors showed them. They felt that this type of respect to 

conforming could be brought about if the more junior grades showed a healthy level of respect. 

Participants explained that they wanted their relationships with those their junior to be 

respectful, conforming out of respect and not fear. Participant G2 reflects on the balance 

between Grade 8s being friends, respect and fearing Grade 12 learners. 
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G2:  

 

“I think when we have that Grade 8 camp, it is quite difficult to draw that 

line between respect and almost trying to show them that you are all 

brothers but not exactly friends. So you can’t sort of cross that line. So I 

don’t want to say between respect and fear because we don’t want them 

to fear, but almost. 

 

Researcher: “But they are not your friends.” 

 

G2:  

 

Ja, exactly. So really trying to draw that line, so I think they would listen 

because they respect you and they see you as someone they aspire to be 

more like and also because they don’t want to misstep and do the wrong 

thing.”  

 

There is also a secondary element of conforming in this extract in that there is an 

acknowledgment of how juniors aspire to be like their seniors. 

 

In summary of conforming, respect, and hazing; hazers would like to be respected and see 

respect shown. Hazing provides an opportunity to teach and practise respect. Hazers feel that 

teaching respect is expected of seniors by the school as a whole and so they are motivated to 

haze as a means to meet this expectation.  

 

5.4.3.3  Conforming to and through discipline 

 

As discussed in Chapter 2, according to Foucault (1977), discipline gives rise to power, which 

in turn maintains discourse. This perspective links the categories of hierarchy, tradition, and 

discipline of this grounded theory. When a member of a group does not conform they are 

disciplined by the structures of the group, usually someone senior within the group’s hierarchy. 

Conversely, it requires an individual to be disciplined when belonging to a group. Discipline 

should be adhered to and respected by the group. Hazing aims both to discipline members of 
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the group and requires the new members to be disciplined in honouring the ways or habitus of 

the group. 

 

Grade 12 learners at the beginning of the year have little to no experience of being the most 

senior in the school environment. Those individuals who have been elected to positions of 

leadership, with their concomitant prestige, feel a strong sense of loyalty and pride to their 

school, having been honoured by their school. They have been rewarded by the system and so 

naturally would like to uphold the practices of the system. With little experience in their new 

roles and being motivated to fulfil their roles well, they use discipline to mould the behaviour 

of those their junior. It is not unusual for this discipline to be presented as calisthenics or even 

hitting a junior: these actions are forms of hazing.  

 

Participant F1 speaks coherently on the ways in which discipline is expected of and by a junior 

as well as, how juniors may be disciplined should they not conform. It must be noted that often 

the disciplining comes when juniors do not conform to the expectations of hazing, In this case, 

the hazing activity was the “wearing of silly things” which denotes stature, where one is 

positioned on the hierarchy, in this case, a Grade 8, again showing the strong links between 

discipline, belonging and hierarchy which coalesce during hazing. In an attempt to achieve all 

three, the hazer is motivated to haze. 

 

“When you start (the year), you know there are people older than you 

who are facilitating things and that are upholding those rules. And if you 

break the rule, you have to be disciplined in a sense. So when you start 

out with initiation (hazing) you kind of know that you are starting in this 

new institution and there are older people who aren’t wearing the silly 

things and they will discipline you.” 

 

Participant B2 links the acts of hazing to both tradition and discipline: 

 

“With all inductions (hazing was part of this particular induction), there 

is always an element of teaching them (Grade 8 learners) the school 

discipline in a fun way.” 
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And 

 

“I think in a sense the tradition is always to include something to show 

them what our school discipline is like.”  

 

Participant E1 also felt that through hazing events discipline could be taught in a fun manner 

and that those who are hazed should be aware of the discipline structures of the school so that 

they could avoid being disciplined through punishment. 

 

When participant I3 elaborates on hazing, he links discipline, hierarchy, power and belonging. 

He believes that by virtue of hazing juniors they come out of the experience with a level of 

discipline which they would otherwise not have had. The discipline is seen as a positive 

attribute which the hazer hopes to inculcate in a junior and creating this positive attribute is 

what motivates hazers.  

  

“I think we (seniors) do give them a sense of discipline in what we are 

doing, because of the hierarchy and the structure that is in power and us 

enforcing that hierarchy then just reminds them their place in the system 

and that in turn would then make them more obedient or disciplined 

towards us (seniors).” 

 

Discipline is often best used when the discipline is understood by the recipient. Participant G2 

understood this concept and tried to include this into the disciplining that occurred during 

hazing. 

 

“We would discipline them (Grade 8 learners) but with the discipline, we 

would try and involve, this is ‘how you are being disciplined’ and give 

them more of an understanding, some meaning behind it. You are not just 

being disciplined, and you don’t know why you are doing push-ups or 

why you are so scared of the prefects.” 

 

In each of the schools in which hazing did not occur, there seemed to be a lack of discipline in 

the learner body of the school. Each interview participant was the head of their respective LRC, 
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Learner Representative Council, and they all explained that a group of learners in their schools 

lacked discipline.This was evident in there being a group of learners who would smoke and 

gamble in a classroom at school rather than attend lessons. One should not draw a direct link 

between hazing occurring at a school and discipline, however, the trend should be noted. 

Schools in which hazing occurred were more disciplined than schools in which hazing did not 

occur.  

 

Discipline is fundamental to social order and this was echoed in participants’ responses: their 

own hopes to create a disciplined learner body in each of their schools. In turn, the discipline 

would have helped create social order in each school.  

 

5.4.3.4  Conforming to avoid humiliation 

 

The term ‘humiliate’ is defined in the Oxford Online Dictionary (2018), as making someone 

feel foolish or ashamed by injuring their dignity or pride. The Collins Online dictionary (2018), 

gives the term ‘embarrass’ as a synonym for ‘humiliate’. Hence the two terms are similar and 

in this research, they will be considered synonyms. Both words occurred frequently in the data. 

Understanding what participants meant when they used these words, is important as this helps 

illuminate the reasons why hazing results in juniors in groups conforming. 

 

One must also bear in mind that Allen and Madden (2008:2) which define hazing as “any 

activity expected of someone joining a secondary school that humiliates, degrades, abuses or 

endangers them regardless of their willingness to participate in the activity”. So not only is 

humiliation a means of creating conformity, but it is also a form of hazing.  

 

Tradition, hierarchy and discipline and more broadly speaking, culture, are what those who are 

hazed, conform to. Avoiding humiliation is in this study the most common technique through 

which conforming is achieved. If one can potentially be humiliated in front of a group, one 

approaches each activity with a greater need to conform to traditions to avoid the humiliation. 

It is important to recognise that humiliation is not an emotion which is the result of a fixed set 

of actions. Rather it is an individual emotion which is triggered in each person at different 

points. For example, a competent singer who sings frequently in public and has their eye set 

on a career on the stage will feel quite comfortable should they be asked to sing in front of a 
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group. A shy, tone-deaf introvert may well under the same circumstances feel humiliated 

(Malinga 2009). Hence the concept of humiliation is both contextual and relative. In light of 

this, it would be invalid for a hazer to claim that any particular activity is not humiliating. For 

someone, it may well be.  

 

As humiliation is an emotion which most people would aim to avoid, the threat of it or 

experiencing vicarious humiliation when observing another person being humiliated is often 

sufficient of a motivator to bend the will of a learner being hazed into conforming. In conveying 

the manner in which humiliation was to bend the will of a learner being hazed most participants 

referred back to their own experience of being hazed. This is possibly due to the fact that they 

understood humiliation to be a deeply personal emotion and their own experience of being 

humiliated could not be questioned as it was their experience and consequent feeling of 

humiliation. Participant H2 on recalling her own experiences as a Grade 8 learner, spoke of 

being humiliated. 

 

 “I was humiliated, so I was definitely embarrassed that whole week.”  

 

In her role as a leader, the culture of humiliation was used to create conformity despite her 

personal feeling on the matter, or owing to her personal feeling on the matter. She explained, 

as was a common perception of participants, that the new Grade 8 learners who entered high 

school often did so with the fresh memory in their minds of being accustomed to being 

positioned at the top of the primary school hierarchy from when they were in Grade 7. She 

speaks of respect for the new high school hierarchy being taught, and in her case being 

conveyed through humiliation. In particular: 

 

 “I think it is the humiliation of the outfit.” 

 

Participant F1 in her interview makes a similar value judgement of wearing a particular article 

which she used to haze. She had a clear understanding of the consequence achieved by wearing 

this item. 

 

“It is more of a negative thing in a sense, where it could make you feel 

silly and uncomfortable.”  
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Wearing strange outfits or performing humiliating acts, for example, hugging a tree, are not 

everyday activities and participants felt they were reserved for and used to humiliate during the 

hazing season. 

 

A common hazing activity mentioned by a sports playing participant was when he had part of 

his head shaved when being hazed into a sports team. He felt that it was part of the team’s 

tradition and hence an example of belonging resulting from conforming to a tradition. It showed 

his co-operation in conforming to the request while respecting the hierarchy of the culture 

which was experiencing reproducing. It would not have taken place without him consenting. 

He felt humiliated when he was expected to appear in public with a bald head. Hence it is clear 

that through a single act of hazing the components of Reproducing, Belonging, Conforming 

and Consenting are all evident and congregate through a hazing action.  

 

Participant B1 brings two interesting perspectives to light. The first is that those who are by 

virtue of position, part of the hazing group, Grade 12 learners, may be positioned to haze but 

for a variety of reason may choose not to actually haze, while others embrace this opportunity 

to haze. This is illustrated by positioning people to potentially be embarrassed. 

 

“It was more about them getting their own individual kick out of it. Like 

a lot of, certain matrics (Grade 12 learners) you would stay away from 

because you knew that they would ask you to do the embarrassing 

things.” 

 

Secondly, she explains embarrassment occurring to a degree: 

 

“We saw it as everyone needs a bit of an embarrassing moment and we 

are not singling out people but we just want to show them that they need 

to respect us and we are inviting them to be a part of us.” 

 

This is an example of Bandura’s (2002), moral disengagement, in particular, moral 

justification. The action through the use of the ideas, “bit”, “moment” and “not singling out 

people”, one can see that the negative association with the concept humiliation has been 
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justified, or reduced in its significance. Again the concept of respect and belonging, through 

“inviting them to be part of us” came about as a result of using the tool of potential humiliation.  

 

While intentionally humiliating another person is not a moral action, from the above examples 

one can see that it is very effectively used during hazing and that when humiliation is used, 

many ideas core to hazing, from belonging through a wide variety of related concepts to 

consenting. 

 

5.4.4  Consenting 

 

The two frameworks in which consenting is considered come from the individual and from the 

collective. The means through which each consents to the hazing process, differ significantly. 

What is common to the forms of Consenting is that occasion in which consent is given may be 

literal and articulated or either may be implied. Allen and Madden (2008), who precisely define 

hazing, are clear as to the relevance of giving consent. According to Allen and Madden (2008), 

hazing is defined as “any activity expected of someone joining a secondary school that 

humiliates, degrades, abuses or endangers them regardless of their willingness to participate in 

the activity”. What is of particular relevance to the concept of Consenting, is that as stated: 

“regardless of their willingness to participate in the activity”. Thus we must keep in mind as a 

guiding truth when considering consent being given to haze, that meeting this criterion does  

not negate the fact that consented activities remain hazing activities.  

 

5.4.4.1  Consenting: Implied consent to haze an individual 

 

The focus of this research is not related to hazing activities and the contexts in which they occur 

under, per se, as this field is well researched and documented (Nuwer 1990, 1999, Allen & 

Madden 2008, Lipkins 2006, Cimino 2011, 2013). Rather acknowledge that giving consent 

does not change the fact that a hazing event has occurred, and look at hazing when consent has, 

in fact, been given. Grade 8 learners, by account of what the majority of participants indicated 

in their interviews, were expecting some type of hazing activity when they joined their 

respective schools, provided that they were schools in which hazing did occur. Each expected 

the hazing season or event and not one of them opted not to participate. There are a variety of 

reasons for this but it must be borne in mind that the hazed are minors and would never have 



  
 

178 
 

experienced joining a high school before and so may well have felt that they were not in a 

position to give consent. This is possibly the primary reason for Allen and Madden (2008), 

defining hazing as they have. Nonetheless, not a single participant in this study spoke of any 

learner withdrawing consent to being hazed or not being hazed.  

 

Participant I3 certainly knew what lay ahead of him, and accordingly gave implied consent:  

 

“When I was in Grade 8, I knew that it (hazing) would happen. I don’t 

even know how I just knew. Because you go on a camp in Grade 8, you 

go on a three-day camp, at the beginning of the year, the week before 

school starts. I just heard rumours from friends. And they all said those 

three days are when everything (hazing) happens. So I kind of anticipated 

it.” 

 

5.4.4.2  Consent being given for hazing to take place 

 

This perspective initially came as a surprise as much of the literature on hazing speaks of the 

codes of silence around hazing (Lipkins 2006). During this research, as the sub-categories were 

surfacing, Consenting became a recurring theme, so despite what appears to be actions coded 

in silence, this is either not the case, or what is planned as a hazing activity with consent given, 

and what actually unfolds, differs. Or both are possible. 

  

The role that the Grade 12 learners play in welcoming new Grade 8 learners to their respective 

schools is multifaceted. By virtue of their leadership roles, visual representations of excellence 

in blazer adornments already show the Grade 8 learners what type of learner the school 

celebrates. The Grade 12 learner’s physical appearance is an indication of an aspect of the 

culture of the school. Other aspects of what needs to be conveyed to the Grade 8 learners fall 

into the hidden curriculum. Grade 12 learners, in welcoming Grade 8 learners, frequently plan 

a number of events that occur at the beginning of the year. These events may be termed 

orientation or induction and for the purpose of this research, these terms indicate only positive 

activities.  
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Inevitably hazing activities become plaited into the mix of positive activities. The most 

common examples of this are wearing a silly outfit or the addition to the school uniform, 

carrying strange objects around or wearing a large identifying name tag. While mild, these all 

form part of hazing activities. Grade 12 learners with both the plans for the positive orientation, 

induction types of activities and the negative hazing activities, present their plan to a senior 

member of staff for approval. Where necessary a few alterations are made and approval is 

given. Even these mild hazing activities are against the law as per The Regulations to Prohibit 

Initiation Practices in Schools of 2002, read in association with the South African Schools Act 

No 84 of 1996 (RSA 2002). For ease of reference, below is the relevant extract from the law.  

 

Prohibited initiation practices  

 

4.1 No principal, educator or learner may allow or participate in any act 

or practice which involves initiation practices or may cause or contribute 

to the humiliation, degradation, harassment, assault, crimen injuria, 

intimidation or maltreatment of learners.  

 

Where: “initiation practice” means any act which in the process of 

initiation, admission into, or affiliation with, or as condition for 

continued membership of a school, a group, intramural or extramural 

activities, interschools sports team, or organization – 

 (a)  endangers the mental or physical health or safety of a person; 

 (b)  seeks to undermine the intrinsic worth of human beings by treating 

 some as inferior to  others; 

 (c)  subjects individuals to humiliating or violent acts which undermine 

 the constitutional guarantee to dignity in the Bill of Rights;  

(d)  undermines the fundamental rights and values that underpin the 

 Constitution;  

(e)  impedes the development of a true democratic culture that entitles 

 an individual to be treated as worthy of respect and concern; or  

(f)  destroys public or private property. Any activity irrespective of its 

 designation other than referred to in regulation 3.5.4 which has a 
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 similar effect and object as initiation is deemed  to be an initiation 

 practice;  

 

From the above legislation, it can be clearly seen that even mild hazing, termed in a South 

African context as initiation, is prohibited by law. Participants described how they comply with 

the expectations of the school and in most cases the principal or deputy principal give consent 

for hazing to take place. Participant B1’s hazing was mild but approved; 

 

“The Grade 8 leader, she (the teacher) is basically in control of the whole 

induction process. But we obviously can have input. So she brought us 

all together, you write down a whole lot of ideas and then you send it to 

the deputy headmistress and the headmistress. Then the headmistress and 

the deputy have a meeting about it and then they send it back to us. And 

say this is what you are allowed to do and this is what you are not allowed 

to do.” 

 

E1 says:  “First we have to give the programme to the principal so that she can allow it.” 

 

Participant H2 explained the process which she was expected to go through was to present 

initial ideas to the headmistress for approval, refine the ideas and then present the final plan to 

the headmistress for approval. 

 

Participant J3 explains: 

 

“The deputy headmaster, he oversaw the prefects. So he had prefect 

meetings with us every Monday. We had to update him on what we were 

doing and he kind of checked up on us. He was the guy who oversaw 

this.” 

 

Participant G2 as a head boy felt that his headmaster was very in touch with what was 

happening on the Grade 8 camp, which was where some hazing activities occurred. The 

interview evolved as follows: 
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Researcher: And in terms of the different of initiations, who is the most senior person who 

approves it. 

 

G2: The Headmaster, even in the rugby. 

 

Researcher: Does he know what is going on?  

 

G2: He knows exactly what is going on. It is always him, academic, 

cultural, he is always there, he knows. As the head boy, I had a lot of 

inside information that the rest of the world doesn’t know, so I knew he 

knew. Even the last evenings (of the Grade 8 camp) he knew. things that 

were private, he would tell me things, he must have been lurking in the 

shadows somewhere. Just to make sure that things were okay, he always 

keeps his ear to the ground. He is a very good headmaster. His presence 

is a lot, he is a lot more present than you think, you only realise when 

you are the head boy, even prefects don’t know how present he is. How 

much he actually knows.”  

 

It is difficult to tell whether heads of schools are familiar with the detail of the law. Headmaster 

participant O5 indicated that most headmasters are aware but often tended to turn a blind eye 

to hazing activities. As regards teaching staff, participant H2 felt that not all teachers were in 

the know that hazing was occurring: 

 

 “I think to a certain extent the teachers don’t know” 

 

While Head of Pastoral Care, participant N5 felt that the headmaster, master in charge of 

prefects and other key staff members would not per se intervene, but when expecting hazing 

situations to arise they would address the relevant learner bodies in the school prior to the event. 

While headmaster participant O5 felt that staff often knew about hazing events before they 

occurred or while they were occurring, he was able to support his perspective: 
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”Members of staff who knew what was going on and said nothing. Some 

of them had been through the system, so they just believe that is how it 

was and that is how it is going to be.” 

 

The headmaster participant, was also able to refer to a case at St David’s Marist College Inanda, 

which occurred in 2012 and made it into the media, indicating that staff were at least present 

on the bus where the hazing activity, a mock-rape occurred (Mtshali 2012).  

 

From participants’ perspectives, it must be noted that they were of the opinion that parents, 

teachers and a coach knew specifically about their hazing rather than about the concept of 

hazing. Possibly being the minor in the relationship, both as the hazer and as the hazed, they 

felt that the adults’ knowledge of their hazing without putting a stop to the activity, implied 

that the hazing was an accepted everyday practice, a form of consenting. Participant I3 felt that: 

 

 “The coach knew about it.” 

 

Participant J3 explained that teachers may have been present, while unusual. Generally, hazing 

did not happen during academic time. This supports the view that hazing forms part of the 

hidden curriculum as the time when it is practised is outside of academic or formal learning 

time. 

 

“The prefects try and do it so that the teachers never notice, so it is very 

apart. It is either at break or after school or whenever but usually it is 

not during teaching time or during assembly. So the teachers wouldn’t 

know about it, unless they are there, which they usually aren’t.” 
 

He also speaks to his mother’s role in Consenting as she was also expecting hazing and was 

concerned, prior to any hazing event. Responding as to whether his parents would be expecting 

hazing to occur, he answers: 

 

“Yes probably, more so than the kids. Because when you send your boy 

who is 12 years old to a government school (Former Model C) that has 

this reputation, especially School X. My mom was really, really worried 

about me. She always asked is everything okay, have they done things? 
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Do I need to go and report it to someone? So I would say the parents 

expect it more than the kids.” 

 

The consenting which is occurring in the above contexts reflects either optimism around a child 

being able to cope with the expected hazing or an abdication of one’s responsibility by the adult 

towards a minor.  

 

Parent participant M5 considers parents’ feelings when reflecting back after hazing has taken 

place. 

 

“I think many parents experience tremendous relief when it (hazing) is 

over because there is this thing that they don’t know about. Their sons 

and daughters are sworn to secrecy and there might be a lot of anxiety 

from a parental point of view.” 

 

An example of parental intervention which is not the norm, indicating non-consent, was 

described by parent participant M5. Interestingly the parents intervened as a group in the hopes 

that they would be more likely to achieve a positive outcome. Clearly, they were trying to 

maintain their respective boys’ actual belonging to the team. 

 

“The parents went to the headmaster to complain about it (hazing 

incident). It involved the seniors coming down really hard on the juniors. 

Breaking them down, humiliating them, making them know their place, 

‘you don’t belong here’. When you get to where we are then you can talk 

to us." 

 

It must be acknowledged that parent participant M5 reflects a common view amongst parents: 

that they should think twice before making a complaint against someone within the school. 

This is another aspect of many schools’ culture which through learners is being reproduced and 

has rippled out to parents. Parent participant M5 speaks on weighing up when to intervene and 

withdraw consent: 

 



  
 

184 
 

“I would intervene if it (hazing practice) was destructive in some way. But 

I think I would weigh up the level of destructiveness and I might stomach 

a certain level of harm because as a parent, you don’t want to 

disadvantage your child’s place in that team. I do believe this is true for 

all parents, but I know this is true for me. You won’t speak out against the 

coach or a senior unless you absolutely have to, because you don’t want 

to disadvantage your kid’s place in that team. 

 

Your child remains primary, so you will weigh up is it in the best interest 

‘of my child’ before I spoke up? If he got lashings and that happened, sjoe, 

I am really not into that, I might wait until my child is through that team 

before going to the headmaster and reporting it. That is the sort of thing I 

might do. But this whole culture of not wanting to rock the boat because it 

could disadvantage your kid is massive. It accounts for a lot of the silence 

around this which in my book is complicity. You are complicit in that bad 

practice if you don’t report it and you don’t report it for certain reasons.” 

 

Parent participant M5 was never aware of his own children being involved in any form of 

hazing in their leadership roles. He was aware of certain activities which are clear evidence of 

hazing, however, he did not define them to be hazing activities despite the above-mentioned 

definition. 

 

“But you will see it routinely in water polo. Every time we go to these 

water polo events, you will see kids being made to walk around the pool 

in fancy dress, which will be a particular theme, or boys walking around 

in tutus, or they have to go and do push-ups every time a goal is scored 

against them. So you see that there are these things happening. Never 

once has that struck me as fitting into the category of destructive. It might 

be a little bit embarrassing for a shy person to do it.” 

 

The use of the word “little” to describe a level of embarrassment may well be an indicator of 

the parent participant using a form of moral disengagement, in particular, moral justification to 

explain what was observed routinely around a water polo pool. Possibly many other parents, 



  
 

185 
 

coaches and senior players at these types of events would have a similar perspective. 

Alternatively, they may fear retribution on calling out these types of activities. Headmaster 

participant O5 is all too familiar with this view: 

 

“Parents also know what is going on but they also don’t want their kid to 

be identified as they believe there will be victimisation.”  

 

Head of Pastoral Care, participant N5 states what should be obvious evidence of parental 

consent. 

 

“Because some of the consequences of it are evident. I mean your child’s 

hair gets cut right down to a number one.” 

 

This particular form of evidence of hazing is not only evident to parents. It would be evidence 

of hazing to all teachers, learners and coaches who are in contact with learners in teams which 

make use of this practice: a large group of consenting adults. In conclusion as to whether staff, 

parents or coaches are aware of hazing, it would be wise to conclude that some adults are in 

fact aware of these activities. 

 

It is important to understand Consenting, when considered from a reciprocity perspective. 

Initially when making sense of hazing, one may assume that the hazer is the one who benefits 

from the process and that he/she enjoys the feeling of power over others. Or that it is both the 

hazer and the hazed who reap benefits: this was certainly reflected by participants during the 

early stages of interviewing. If one is to consider all the participants’ perspectives of who 

reaped the rewards as a result of Grade 12 learners hazing, it seems as though there were many 

more beneficiaries, not just the Grade 12 and Grade 8 learner who form the binary between 

which hazing takes place. As the data collection stages drew to a close many other beneficiaries 

of hazing had surfaced. These included the other learners in the school; Grades 9 to 11 and 

Grade 12 learners who were not in a position to haze, teachers, coaches, principals, parents, the 

school’s marketing department and the school as a whole. Participants generally felt that the 

Grade 12 and Grade 8 learners were the primary beneficiaries. The extensive list of 

beneficiaries supports the perspective that hazing has a broad influence. To haze is to reproduce 
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what has occurred in a particular school again, while hazing in its fullest and complex sense 

serves to reproduce the school’s cultures.  

 

5.5  DISCUSSION OF THE GROUNDED THEORY 

 

The grounded theory that has been developed is as a result of following the grounded theory 

method. The specific and distinct processes have yielded a worthwhile theory, which is 

justifiably grounded in the voices of the participants: those who haze or those who have 

extensive knowledge of the context in which hazing occurs. The core category Reproducing, 

discussed (see 5.3) has earned its rightful place in the theory as the core code. An in vivo code 

forms part of the theory. The motivators to haze in a broader context are relevant and should 

not be ignored. Their role in the hazing process while not direct, cannot be underestimated.  

 

5.5.1  Viability of Reproducing as the Core Category  

 

This research shows that while all of the stakeholders in a school community may not have 

knowledge of hazing, it is through the maintenance of the elite nature of the school or the elite 

sporting code that the stakeholders all benefit from the consequences of hazing. The hazing 

acts in a self-perpetuating manner, being re-enacted annually at the beginning of the year or 

sporting season. Considering hazing in this context only, the binary between hazer and hazed, 

would be naïve. It is possibly due to hazing research in this context, that the reasons for hazers 

hazing have not been made clear many years ago. 

 

The way in which the core code, Reproducing, has worked and earned its central position in 

the grounded theory is as a result of looking more broadly at how hazers benefit, which directly 

links to why a person hazes. These are  explained when considering Belonging, Conforming 

and Consenting. Each of these concepts is not closely related to the other. They do, however, 

come directly out of the data and have link well with one another to form solid building blocks 

on which the core category rests. As hazing is not a single action in a single year, these sub-

categories are flexible in how they apply to the core category in different contexts, yet always 

supporting the Reproducing of the culture. The concepts that support each sub-category – 

tradition, hierarchy, discipline, and respect – relate closely to any hazing action. It is through 
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understanding these ideas that one is better able to grasp the mechanisms through which the 

culture of hazing is reproduced.  

 

It is important to point out the obvious, that reproducing a whole school culture can occur in 

many ways, ways which may be similar or quite different to the grounded theory developed in 

this research, bearing in mind that this grounded theory only considers hazing as an aspect of 

a school culture which is being reproduced. However, the primary purpose of hazing is to 

reproduce a school’s culture and hence Reproducing is validated as being the core code of this 

grounded theory.  

  

5.5.2  Inclusion of an in vivo code 

 

In vivo codes are the codes that develop during the various stages of coding. They are the exact 

word that a participant has used (Creswell 2008). Many words that have been used as sub-

category codes are as a result of being directly used by participants. Examples are tradition, 

hierarchy, respect, and discipline. These have not been included as in vivo codes as they are 

words that would be found in many other contexts and so are not unique to having emerged 

from the participants in this particular study. 

 

The term belonging did, however, earn its place in this research as an in vivo code. The word 

reflects the meaning that participants tried to express in a variety of ways namely, “unity”, 

“unified”, “connected as a unit”, “being united”, “becoming part of something bigger than you” 

and “having something to unite around”, to mention but a few. The idea of belonging to 

something and connecting through it also surfaced. The actual word, belonging was also 

frequently used, more so by the adult participants in particular. Belonging indicates a deep 

connection with a group of people where one is able to have one’s own place as a unique 

individual within that group. The word conveys a very positive feeling around being within a 

unit.  

 

  



  
 

188 
 

5.5.3  Motivators to haze which fall outside of this Grounded Theory  

 

The following perspectives, while not having been repeated by participants and consequently 

have not worked their way into the Grounded Theory, are important to mention as motivators 

for hazing. These views are common views. 

 

Considering the cyclical reciprocal nature of hazing, it happened to me and so I will do it to 

others, or, as expressed by the headmaster participant, O5: 

 

“That is the main thing, they went through it and they believe it is now 

their right to inflict the same kind of punishment.”  

 

Participant J3 was very mature in his expression that hazing sometimes took place as a result 

of how good it felt to have power over someone else.  

 

“At times for me, I felt like just for the sake of wanting to have power, or 

wanting to tell people what to do. There is something about that, that is 

great. Like for me when I became a prefect when people would listen to 

me and greet me, I started to feel myself get this thing, this is really, really 

nice.” 

  

While the above two perspectives are noteworthy and worth considering, the views were not 

sufficiently supported to earn a place in the grounded theory. 

 

It is evident that the core category of Belonging has earned a significant and rightful place in 

the grounded theory. The terms used as sub-categories, while most are not in vivo codes, are 

legitimately deserving of their respective places as sub-categories. Finally, it is recognised that 

some individuals haze as it feels good, and that hazing is cyclical in nature, much the same as 

other forms of abuse, which self-perpetuate as cycles of abuse.  
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5.6  CONCLUSION 

 

The grounded theory process is thorough, and has been followed meticulously to yield a strong 

grounded theory that explains why Grade 12 learners who haze are motivated to do so. The 

core category, Reproducing, which refers to the reproduction of an aspect of a school’s culture, 

that which is contained in the hidden curiculum, is supported by and linked to three sub-

categories. The sub-caterories are Belonging, Conforming and Consenting.  

 

It is an aim of a school culture to have its members both belong and experience a sense of 

belonging, which is what motivated Grade 12 learners to haze. An expression of belonging 

comes through participating in and respecting a school’s traditions, hence conforming to the 

tradition. Tradition was identified as as a supporting concept to both the sub-categories 

Belonging and Conforming. Hierarchy, disipline and respect are also supporters of the sub-

category Conforming, as it is through these concepts that a Grade 12 learner, when hazing, is 

able to give context to, and legitimate the acts of hazing. Humiliation, or in this context the 

avoidance of being humiliated, was the primary driver of Grade 8 learners complying to being 

hazed. They would follow traditions, comply with the school’s hierarchy, follow the discipline 

structures set out by the school, and allow themselves to be disciplined by Grade 12 learners, 

and they would show appropriate respect to those their senior in accordance with the demands 

of the hierarchy, if they could avoid being humiliated. Accordingly the threat of humiliation 

drives tradition, hierarchy, discipline and respect.  

 

Finally the machine through which hazing operates has the cog of Consenting. Those being 

hazed, those hazing and other stakeholders – because they give consent, tacitly or otherwise – 

allow the machine of cultural reproduction to function.  

 

When one considers why a Grade 12 learner may haze, why such model representatives of a 

school would drive such a negative set of behaviours, it seems a contradiction. This Grounded 

Theory shows that they do not haze in isolation, they are a cog in a machine that is much greater 

than any individual. The Grade 12 learner is simply fulfilling his or her role within the system: 

acting as the system has taught them to, and as a mere cog in the machine of cultural 

reproduction.  
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CHAPTER 6 

SYNTHESIS OF THE FINDINGS, FINAL CONCLUSIONS  

AND RECOMMENDATIONS 

 

6.1  INTRODUCTION 

 

Grade 12 learners who involve themselves in hazing activities have reasons for doing so. The 

aim of this research, through examining insights presented by two distinct groups, was to 

develop a grounded theory as to what motivates a Grade 12 learner to haze. The two groups of 

participants were former Grade 12 learners, who were actively engaged in the planning of 

hazing activities, and key adults, who had an in-depth understandings of the functioning of 

schools and Grade 12 learners.  

 

This chapter will summarise the perspectives of significant theorists whose work is presented 

in the literature review and a discussion of the empirical investigation, in particular, how the 

grounded theory developed. The key findings that have emerged are presented. As a result of 

knowledge which has been gained through this study, recommendations for improved future 

practice are made. Hopefully the new perspectives which have surfaced in this study will 

provide a new and more insightful point of departure for future studies into factors that motivate 

hazers to haze, and these recommendations will be examined. Importantly the study has 

limitations, which need to be presented prior to making final conclusions.  

 

6.2  SUMMARY OF THE LITERATURE REVIEW 

 

As the researcher, having knowledge of hazing as a result of completing a Master’s degree in 

the field of hazing, I was not able to enter the field without prior knowledge, as recommended 

by Barney Glaser (1978), the original founder of the grounded theory method. As the grounded 

theory method has evolved, this may in fact have been an advantage in considering the 

theoretical frameworks in which to contextualise this research. The contexts are discussed in 

Chapter 2. Owing to the ever increasing amount of research coming to light on hazing in recent 

years, Chapter 3 focused on hazing in various contexts. 
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This research is set against the backdrop of three significant concepts namely social order, 

social identity theory and moral disengagement theories. The literature review included a 

detailed focus on each. The two aforementioned perspectives look at society, and mechanisms 

that allow for the perpetuation of patterns within society. Foucault (1970, 1972) places an 

emphasis on power and the role which it has to play in replicating the discourse of society. 

Foucault substantiates how power is used by individuals to and through the maintenance of 

hierarchies. Hierarchical structures are used as a means to maintain status quo, much as hazing 

helps to maintains the status quo in a school. Furthermore, in support of power, which in turn 

is exercised through hierarchies, other supportive methods are also simultaneously used to 

maintain discourse. These would include making use of surveillance techniques, normalising 

judgments and making use of an examination. These methods suggested by Foucault are 

particularly relevant as they are methods frequently employed by those who haze.  

 

The other social order theorist discussed in the literature review was Bourdieu. Bourdieu (1989, 

1991) considers man’s primary motivator to be self-interest, regardless of context. Bourdieu 

considers the various forms of “capital’ which are negotiated within society. That to maintain 

one’s capital, hierarchies need to be maintained. If this can be achieved, social reproduction 

occurs, with the education system as its means of reproduction. A person’s need to be included 

into a group owing to the multiple benefits accrued from group membership, allows one to feel 

socially valid. As a result of this positive experience, social order and concomitant hierarchies 

in society are maintained and perpetuated. On an individual level, those who have recently 

been accepted into a group, at whatever appropriate level on the hierarchy, feel both included 

and significant. Again there is a strong similarity in how Bourdieu believes social order is 

maintained and how hazing, as shown in the grounded theory, are means of social reproduction. 

The literature review considers how Foucault and Bourdieu’s theories both aim to maintain 

social constructs, their respective means to achieve this and how social order is transferred 

through institutions, in particular the school.  

 

The second component of the literature review looks at the social-psychological theory 

proposed by Tajfel and Turner. The theory, social identity theory, aims to account for behaviour 

and cognition through group processes (Abrams et al 1988). The theory considers one’s self-

concept as a consequence of one’s identities which are a result of belonging to certain groups. 

How groups relate to similar groups is another factor that contributes to one’s social identity. 
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While it seems to be a simple theory at a glance, some complex ideas on integration of 

psychological processes, status hierarchies and social change were postulated and have since 

stood the test of time within the fields of both psychology and sociology. Finally, social identity 

theory was considered in how it relates to hazing.  

 

The final topic of Chapter 2 focused on Bandura’s theory of moral disengagement and how as 

individuals or as a group, normal moral people are able to act against their conscience. Bandura 

explains how actions are weighed up in a person’s mind prior to action and then compared to 

the individual moral code. When acting against one’s moral code an individual feels ill at ease 

and as a result employs a host of techniques that make the individual feel more at peace with 

their actions. The methods employed are numerous and range from common methods, such as 

moral justification, through to more complex processes namely, transformative power of 

progressive moral disengagement. A complete list of methods of disengagement can be found 

in Chapter 2.5.2. The chapter also includes the everyday nature of moral disengagement and 

how this is relevant in a hazing context.  

 

The literature review continues in Chapter 3, which is both a broad and deep explanation of 

hazing within a variety of contexts. The origins of hazing are explained, as is the status of 

hazing across the globe. Hazing within numerous countries shows the universal nature of the 

practice. Further hazing within a South African context, with a particular focus on hazing 

research in South Africa to date, is considered. Hazing is viewed through the lens of South 

African law. How hazing presents itself within the military, both at home and abroad, is 

commented on. As hazing is frequently normalised within society, this needed to be considered. 

Finally hazing was viewed from a perspective that it was not an act performed by a few 

individuals, but rather that many stakeholders bore influence. The stakeholders where 

identified and their influence discussed.  

 

6.3  SUMMARY OF THE EMPIRICAL INVESTIGATION  

 

The empirical investigation began with rationalising why this research was best undertaken 

using a qualitative methodology and why in particular the grounded theory method was being 

adopted. It was important to consider the context of the research, and in particular the position 

of the researcher, as research does not come about in a cognitive vacuum.  
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The grounded theory method was elucidated prior to explaining how the research sites where 

chosen. Interviews were done in five different stages, becoming more specific as the grounded 

theory emerged. The sites from which participants were drawn come from two distinct 

contexts. The first set of interviewees was drawn from young adults who had held leadership 

positions when in Grade 12, and the schools they represented were diverse. The aim of this was 

to legitimise the trends which arose across a broad base. Schools represented included non-fee 

paying, former Model C and private schools, co-educational and girls and boys only schools, 

as well as boarding versus non-boarding schools. The second site from which adults were 

drawn, represented schools in which hazing did occur, as not all school types showed evidence 

of hazing. The adults chosen represented a common field of expertise: extensive knowledge of 

schools and, in particular, Grade 12 learners. The sampling methods utilised started with 

convenience sampling. As progress was made sampling became purposeful and in the final 

stages, theoretical sampling was necessary so as to confirm that categories had reached 

saturation. 

 

Once a site had been selected and participants had been identified, the data collection process 

began. Data was collected making use of one-on-one interviews with an open question. Each 

interview was digitally recorded and transcribed after the interview. The initial stage of coding, 

line-by-line coding, was then done, the aim being to find themes. With each subsequent 

interview themes developed, and the coding moved through the intermediate stages through to 

the final stage. All the while memoing was done simultaneously to the data collection and 

coding stages. When the core category and supporting sub-categories had been identified, 

saturation of codes was confirmed. 

 

The trustworthiness of the data collection, data and methodology were discussed from various 

perspectives. These included credibility, originality, resonance and usefulness. Finally the 

complexity of the ethics, in particular legal issues, were discussed. The legalities that needed 

to be taken into consideration and the protection of the interviewees’ anonymity and 

confidentiality were described.  
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6.4  KEY FINDINGS 

 

In succinctly addressing the findings of this research, the key questions of WHAT, WHY, HOW 

and WHO must be addressed. The answers are given in terms of motivating factors from the 

perspective of a hazers drive to haze.  

 

The question of WHAT this empirical research elucidates, was to generate a comprehensive 

understanding of the factors that drove a hazer to haze. As this is an enormously broad topic, a 

more focused research framework was chosen. The intention was to determine the factors that 

motivate a Grade 12 learner, in a position of leadership, to haze. Having closely followed the 

grounded theory methodology, a theory that answered this question was developed. The 

research comprehensively showed how the core category and supporting sub-categories on 

which the theory rests, came to light. One may have assumed that a Grade 12 learner or a group 

of Grade 12 learners haze for individual or personal reasons, however the complexity of what 

happens when hazing occurs has shown that the community to which the hazers belong, is 

being reproduced through the acts of hazing.  

 

Answering the question of WHY hazer haze, can be summarised with their primary reason being 

to contribute to the reproduction of the culture of the given group to which the hazer belongs. 

Those individuals who ensure that acts of hazing occur are simply performing a role within a 

greater context. They can be compared to a cog in a machine, the machines role is to reproduce 

a particular culture. In this context the machines has many stakeholders all of whom are 

ensuring that the group to which the hazers belong are successfully reproducing the culture of 

that group.  

 

HOW the culture of the group is reproduced is through creating a sense of belonging to the 

group, conforming to the existing culture of the group and consenting to group processes. 

Belonging to the group requires common experiences which are mainly achieved by learning 

and practising the group’s traditions. In so doing, the hazed shows that they are conforming to 

the given culture. Other means of showing that one is conforming to the group are through 

respecting and maintaining the hierarchy within the group, showing appropriate respect to all 

members of the group and conforming to the methods and means of discipline of the group. 

The hazer feels that it falls to them to ensure that these objectives are met and so takes on the 
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methods that the culture deems appropriate and has given consent to use, namely hazing, to 

achieve this task.  

 

Within high schools in Gauteng, the primary means of hazing which came to light, as explained 

by participants was the use of and potential threat of humiliation. Potential humiliation 

provided the means of getting the hazed to conform to traditions, hierarchies, discipline 

structures and to appropriately show respect. The mechanisms through which hazing 

motivation operates are well illustrated in Figure 5.1.  

 

When it comes to addressing the question of WHO hazes, as seen from the perspective of a 

head girl or boy bringing new Grade 8 learners into their high school or it could be a sports 

captain in a particular sporting code conveying the sports code’s culture to a newly selected 

Grade 11 learner. Hazing falls to the more senior member of the hazing dichotomy. In the 

above mentioned example, to the head girl or boy. This senior individual who hazes, personally 

experiences a deep sense of responsibility to ensure that respect for and the maintenance of the 

hierarchy of the group is achieved. Also that the younger members, in this example, the new 

Grade 8 learner, learns to conforms to the means of discipline of the group.  

 

To consider a hazer acting in isolation would be naïve, they are part of a culture which has 

specifically tasked them with conveying aspects of that culture. The hazer and the collective 

members of the culture all benefit, directly or indirectly, from hazing. It is thus myopic to view 

the hazer and the hazed in a hazer-hazed binary. The drivers of action are far greater and more 

forceful than any individual. The hazer, through hazing, is simply showing the degree to which 

they belong, conform and consent to the culture, and in so doing the culture is successfully 

reproduced. Hazing is a means of cultural reproduction which is performed by the members of 

that very culture.   

 

6.5  RECOMMENDATIONS  

 

The findings that led to the development of this grounded theory are unique. The developed 

grounded theory has much to offer in broadening and deepening understanding of hazing and, 

in particular, why those who haze feel the need to do so. The following recommendations are 

born from the emergent grounded theory.  
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i) It is imperative that activities that constitute hazing are effectively and extensively 

communicated annually. The South African laws on hazing and the definition of 

hazing need to be understood by all members of a school and the associated 

stakeholders within each school community. Adherence to the law is more likely if 

the law is known. Avoiding hazing will be far more likely if all the aforementioned 

people understand that hazing under no circumstances is permitted. It would be 

advantageous if this was driven in a top-down manner within schools. 

 

ii) Culture needs to be reproduced, hence the link between cultural reproduction and 

hazing as a means to achieve this needs to be dissolved. Many positive activities, 

when overseen or supervised by an accountable, rationale and empathetic adult, can 

lead to contexts in which culture is reproduced. This could take the form of a 

strenuous hike for a whole grade, an informal sports day or a community service 

initiative, to mention but a few. This will allow newcomers to feel a sense of 

belonging while allowing the school culture to be reproduced. It remains vital that 

joining a new group includes opportunities to have fun.  

 

iii) All members of the school and associated community need to be made aware 

annually that humiliation is a form of hazing and neither humiliation nor mild hazing 

are tolerated. 

 

iv) Member of the school and associated stakeholders must annually be made aware of 

whom to report incidents of hazing to. 

 

v) Annual anonymous surveys as to whether hazing in a school occurs, should be taken. 

Identifying when hazing takes place, and under which conditions, will make the 

eradication of the practice more likely.  

 

vi) All learners need to feel secure that the culture of their school will be reproduced in 

its richest form. This will allow those who might potentially haze, to feel more at 

ease, as they are not responsible for communicating the hidden curriculum to 

newcomers.  
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vii) All Grade 12 learners in positions of leadership, and sports captains and vice-

captains, need to have clearly defined roles as regards their obligation to teach 

aspects of the hidden curriculum. They need training and guidance on how to execute 

their roles and a clear understanding of what falls beyond their role. They need 

guidance on how to develop bonds between team members and how to create a sense 

of unity. It must be made explicitly clear what the consequences of becoming 

involved in hazing are.  

 

viii) Teaching aspects of school traditions, hierarchy, discipline structures and who to 

show respect to should be done formally by the most senior learners in any group, in 

the presence of senior accountable, rational and empathetic adults. This will allow 

for newcomers to feel a sense of belonging while still allowing senior learners to 

teach these aspects of the hidden curriculum. Understanding in these areas will also 

result in conformity on behalf of newcomers.  

 

ix) Hazing usually takes place outside of time required for formal teaching. Where 

possible the amount of free time the potential hazer has with a potential victim should 

be limited so as to reduce the chance of hazing. Where possible this free time should 

be supervised by an accountable, rational and empathetic senior adult.  

 

x) Alumni members have an expectation that the culture of their school is reproduced. 

They should be assured that this will occur without hazing being the means through 

which cultural reproduction is achieved. 

 

xi) Many sports tournaments create opportunities for hazing. Published tournament 

rules should make reference to what hazing is, and that no hazing activities will being 

permitted. 

 

Hazing is a practice that is cyclical in nature and hence it is important that while it is still 

practised in many countries and in many educational institutions, that the prohibited practices 

are drawn attention to annually in an attempt to bring the cyclical practice to an end. With 

relatively few and easy actions, the amount of hazing can be significantly reduced.  
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6.6  AREAS FOR FUTURE RESEARCH  

 

As the grounded theory emerged through the research process and in association with the 

respective aspects of the literature studies, a variety of new questions related to hazing are 

positioned to be researched. Despite the significant increase in recent years in hazing deaths, 

reports on hazing and research on hazing, there remains potential for further research. The 

following areas stem specifically from this research. 

 

i) The grounded theory should be verified from the perspective of a learners who are 

hazed.  

 

ii) Empirical evidence should be collected from a large sample of stakeholders of a 

school community, namely parents, principals, counsellors and alumni, the aim 

being to determine and measure factors that prevent reporting on hazing. If hazing 

was routinely reported it would be easier to eradicate.  

 

iii) The grounded theory’s transferability needs to be further researched. Within South 

Africa, the study should be replicated in schools and in tertiary institutions with and 

without boarding facilities. Similarly, the transferability should be determined in 

other countries and in new educational contexts such as online learning platforms 

like massive online open courses (MOOCs), which have been established in recent 

years and which continue to grow in number. Further transferability in non-

educational contexts such as online communities, the workplace, professional sports 

teams and in the military should be researched. 

 

iv) Empirical evidence as to whether more hazing occurs when the hazer and the hazed 

spend greater amounts of time together and whether the amount of hazing correlates 

to the amount of free time which the hazer and hazed spend together is an area which 

stems from this research. 

 

v) It should be determined whether hazing occurs if the group of newcomers is 

homogenous without any initial traditions, discipline structures or hierarchies. 
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vi) Finally, hazing in school sports teams and non-hazing in cultural activities should be 

researched so as to determine the degree of belonging experienced and cultural 

reproduction in each group, and whether this correlates to hazing or not.  

 

As our understanding of hazing deepens, new aspects of hazing and its drivers come to light. 

This creates meaningful and rich opportunities for further research, which ultimately are aimed 

at improving the experience of newcomers when they join new groups.  

 

6.7  LIMITATIONS OF THE STUDY 

 

The grounded theory method as suggested by Glaser (1998) requires the researcher to enter the 

field without any preconceived ideas, and a literature review should not be undertaken. This 

was certainly not the case in this research. The methodology followed in this research was that 

of a constructivist grounded theorist, suggested by Kathy Charmaz (2006), which makes 

allowances for the researcher to have existing knowledge of the topic being researched. In this 

case I had extensive knowledge on hazing prior to entering the field. I was aware of potential 

bias and that this should not influence how I accessed stories of hazing from participants, nor 

how I engaged with participants, so as to ensure that their stories were comprehensively and 

completely shared. Also, as the grounded theory is built through the interactions between the 

participants and the researcher it is important to acknowledge that had different participants or 

a different researcher undertaken this study, they might have developed a slightly differently 

nuanced grounded theory.  

 

As regards participants, I believe that as they were no longer at school, while having recently 

matriculated, they were able to be more reflective on their stories of planning hazing activities. 

Adolescent participants may have not had absolute clarity as to what had driven them to haze 

as the planning of the hazing which they were involved in would have been between one and 

three years prior to the interview. Their respective possible limited memory is a limitation of 

the study. If one had interviewed Grade 12 learners just after the respective hazing seasons, the 

grounded theory may have been slightly different.  

 

Further limitations are the relatively low number of participants and the composition of the 

participant group. Including more participants within each stage of interviewing would have a 
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positive impact on the study and as such the number of and composition of participants is 

recognised as a limitation, this with particular reference to the adult participants. 

 

Another limitation as regards participants came about as a result of legal constraints. As hazing 

is illegal, no mention of actual hazing done by participants was discussed, as this could have 

resulted in at best, minor hazing being mentioned, but at worst, possible assault or sexual 

misconduct coming to the fore. This would have required reporting these activities to the 

appropriate authorities and as a consequence, negatively impact on research participants, the 

researcher, and the university. Had participants been free to explain and contextualise the 

hazing which they conducted, the resultant grounded theory could have been more closely 

related to the hazers’ motivation to haze. I am grateful that with the guidance of my supervisor, 

Professor Johannes Seroto, and the strict conditions stipulated by the university’s ethics 

committee, CEDU REC, that both the participants and the researcher were protected from 

potential incrimination and concomitant consequences.  

 

6.8  CONCLUSION  

 

While this specific research has taken a significant amount of time and energy, my actual wish 

to understand what drives a hazer to haze required an initial baseline study, my Master’s, and 

only then only could I embark on this particular aspect of research, namely to answer the 

question of why hazers haze from a hazer’s perspective. As a result I feel that I have spent 

almost a decade on the topic and I finally believe that I have answered the question sufficiently 

well. 

 

A sound, original and authentic grounded theory has been developed through rigorous research 

and active listening to all of the voices of participants. The grounded theory clearly and in a 

well-substantiated manner, answers the question as to why hazers haze. I am confident that the 

theory provides a firm foundation on which further research can be built and that the developed 

grounded theory will provide insight for others as to why hazers haze.   
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APPENDIX B:  

INVITATION TO PARTICIPATE IN RESEARCH LETTER  

  

 

  

PARTICIPATE IN RESEARCH LETTER  

 ETHICS CLEARANCE REF NO: 2017/10/18/34476032/18/MC  

 

Title: A grounded theory of hazing in Gauteng secondary schools.  

 

Dear prospective participant  

 

I, Carolyn Huysamer, a student in the Education Department at UNISA, am conducting research 

towards a PhD at the University of South Africa under the supervision of Professor Johannes 

Seroto - the Chair of the Educational Foundations Department in the College of Education at 

UNISA. We are inviting you to participate in my research on the experiences of bringing new 

learners into high school groups. These new groups could include Grade 8 learners joining the 

school in January or Grade 11 learners joining senior sports teams.  

  

Established seniors in groups often require new members to meet certain requirements before 

being accepted into the group. For example, newly selected members of a first water polo team 

might be expected to have their heads shaved. The purpose of this research is to better 

understand the reasons for these expectations.  

  

I require participants to be over the age of 18, to have attended a high school in Gauteng and 

not to have been involved in any illegal activities. There are no foreseeable risks in 

participating in this research. All information collected will remain confidential.  
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This research would potentially benefit all members of the school community, namely learners, 

those who work at the school, alumni and the community associated with the school. If the 

practices associated with joining a new group within a school are better understood, the 

practices can be tailored in such a way that no negative and only positive consequences occur. 

This will ensure that every learner only enjoys a positive experience. Indirect benefits include 

maintaining the good name of any school and all associated with the school. As a result of the 

study, the process of joining a new group may become more considered. This in turn is of 

benefit to society as a whole.  

  

Should you choose to participate, you will participate in a one on one interview with me. The 

interview should last no longer than 45 minutes and will be conducted at a venue suitable to 

you. 

  

If you are interested in participating, or would like more information, please could you message 

me on my cell phone number: 076 900 2240.  

 

Thanks  

 

Carolyn Huysamer  

Student Number: 3447 603 2  
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PARTICIPANT INFORMATION SHEET INFORMED CONSENT FORM  

  
  

  

ETHICS CLEARANCE REF NO: 2017/10/18/34476032/18/MC  

Date: December 2017  

  

Title: A grounded theory of hazing in Gauteng secondary schools.  

  

DEAR PARTICIPANTS  

My name is Carolyn Huysamer and I am doing research under the supervision of Professor Johannes 
Seroto, Chair of the Education Department, in the College of Education towards a PhD at UNISA. We 
are inviting you to participate in a study entitled ‘A grounded theory of hazing in Gauteng secondary 
schools’. In a South African context, initiation is another term for hazing. Initiation, according to the 
South African Schools Act, is prohibited in any form.  

  

THE PURPOSE OF THE STUDY  

This study is expected to collect important information that could contribute to a better understanding 
of socializing practices. The study aims to identify and replace those practices which cause physical or 
psychological harm to learners. It also aims to better understand the needs and desires of those involved 
in planning negative socializing practices so that these can be addressed in alternate ways and in so 
doing reduce the number of negative activities. This may result in fewer negative consequences for 
learners, less negative press and in turn less reputational damage for all schools.  

  

REASON FOR YOUR INVITATION TO PARTICIPATE  

You are invited because you may have knowledge or insights into negative socialising activities due to 
having planned them. I have made a similar request to interview nine other young adults who may share 
their insights with me. I hope to include a variety of young adults with direct experiences of planning 
socializing activities when they were in Grade 12.  

  



  
 

239 
 

MY ROLE IN THIS STUDY  

You will be required to participate in a digitally recorded interview which is expected to take between 
30 - 45 minutes. The questions which you will be expected to answer will focus on the planning of 
socialising activities when you were in Grade 12. 

  

WITHDRAWING FROM THIS STUDY DESPITE HAVING AGREED TO PARTICIPATE  

Participating in this study is voluntary and you are under no obligation to consent to participation. If 
you do decide to take part, you will be given this information sheet to keep and be asked to sign a 
written consent form. You are free to withdraw at any time and without giving a reason. During the 
interview you are free to decline to answer any questions asked. Should you decide to withdraw from 
the study, any information which you provided will be destroyed and will not form part of the research.  

 

WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 

The benefits of this research would potentially be a benefit to all members of the school 
community namely: those who work at the school, learners, alumni and the community 
associated with the school. If the practices associated with joining a new group within a school 
are better understood, the practices can be tailored in such a way that no negative and only 
positive consequences occur. This will ensure that every learner only enjoys positive 
experiences. Indirect benefits include maintaining the good name of any school and all 
associated with the school. The process of joining a new group may as a result of the study 
become more considered. This in turn is of benefit to society as a whole. 

 

ARE THERE ANY NEGATIVE CONSEQUENCES FOR ME IF I PARTICIPATE IN 
THE RESEARCH PROJECT? 

There are no reasonable foreseeable risks or side effects to participating in this study. As a 
precautionary measure psychological counselling is available to you. Two one hour sessions 
with a therapist are available at no cost to you. You will not be identified as having participated 
in this study.  

 

CONFIDENTIALITY  

The information supplied by you as a participant in this research will be kept confidential. Pseudonyms 
will be assigned to each participant so that you may remain anonymous and so that your name will not 
be able to connect you to the answers you give. I will transcribe all digital recordings; hence there is 
no risk that you are identified in any manner. A report of the study may be submitted for publication, 
but individual participants will not be identifiable in such a report.  
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SECURITY OF DATA  

A soft copy of the digitally recorded data will be kept on a dedicated password protected flash drive in 
a locked cupboard at my home in Johannesburg for a period of 5 years after which I will delete the 
content of the flash drive and mechanically destroy the flash drive. Hard copies of notes and transcripts 
will be stored alongside the flash drive and these will be shredded after the 5 year period.  

  

COMPENSATION  

No compensation will be made.  

  

ETHICS APPROVAL  

This study has received written approval from the Research Ethics Review Committee of the Education 
Department, UNISA. A copy of the approval letter can be obtained directly from me if you so wish.  

  

  
RESULTS OF THE RESEARCH  

If you would like to be informed of the final research findings, please indicate this by including your 
telephone number_________________ and or email address ______________________.  

Alternatively you can contact me directly on my cellphone 076 900 2240 or via email at 
carolyn.huysamer@stmary.co.za. Should you require any further information please feel free to contact 
me at any time.  

Should you have concerns about the way in which the research has been conducted, you may contact 
Professor Johannes Seroto by telephone on 012 429 4579 or via email at serotj@unisa.ac.za.  

  

Thank you for taking the time to read this information sheet and for participating in this study.  

  

Yours sincerely  

 

__________________ 

 Carolyn Huysamer  
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PARICIPANT CONSENT 

 

 

 

  

  

ETHICS CLEARANCE REF NO: 2017/10/18/34476032/18/MC  

  

I, ______________________ (participant name), confirm that the person asking my consent to take 

part in this research has told me about the nature, procedure, potential benefits and anticipated 

inconvenience of participation.  

  

I have read (or had explained to me) and understood the study as explained in the information sheet.  

  

I have had sufficient opportunity to ask questions and am prepared to participate in the study.  

  

I understand that my participation is voluntary and that I am free to withdraw at any time without 
penalty.  

  

I am aware that the findings of this study will be processed into a research report, journal publications 

and/or conference proceedings, but that my participation will be kept confidential.  

  

I agree to the digital recording of the interview.  

  

I have received a signed copy of the informed consent agreement.  

  

Participant Name & Surname (please print) 

__________________________________________________________________________________

___________________                                                   ____________________________  

Participant Signature         Date  

Researchers Name & Surname (please print) 

___________________________________________________________________________  

___________________________                  __________________________  

Researcher’s signature                   Date  
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CONSENT TO DIGITALLY RECORD THE INTERVIEW AND 

CONFIDENTIALITY AGREEMENT 

 

 

 

 

I_________________________________________________ grant consent that the 

information I share during the interview may be used by Carolyn Huysamer, for research 

purposes. I am aware that the face-to-face interview will be digitally recorded and grant consent 

for these recordings, provided that my privacy will be protected. I understand that a pseudonym 

will be used to ensure anonymity. I undertake not to divulge any information that is shared in 

the interview to any person in order to maintain confidentiality. 

Participant’s Name (Please print): ____________________________________ 

Participant’s Signature: ______________________________________________ 

Researcher’s Name: (Please print): ___________________________________ 

Researcher’s Signature: ____________________________________________ 

Date: ___________________________________________________________ 
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APPENDIX C 

INVITATION TO PARTICIPATE IN REASEARCH LETTER – 
TEACHER/PARENT/COUNSELLOR 

  

 

  

PARTICIPATE IN RESEARCH LETTER  

ETHICS CLEARANCE REF NO: 2017/10/18/34476032/18/MC  

 

Title: A grounded theory of hazing in Gauteng secondary schools.  

 

Dear prospective participant  

 

I, Carolyn Huysamer, a student in the Education Department under the supervision of Professor 

Johannes Seroto - the Chair of the Educational Foundations Department in the College of 

Education at the University of South Africa, invite you to participate in research on experiences 

of bringing new learners into high school groups. These new groups could include Grade 8 

learners joining the school in January or more senior learners joining a senior sports team.  

  

Established seniors in groups often require new members to meet certain requirements before 

being accepted into the group. For example, newly selected members of a first water polo team 

might be expected to have their heads shaved. The purpose of this research is to better 

understand the reasons for these expectations.  

 

I require participants who have a good understanding of Grade 12 learners to help me build 

and test a theory behind the driving forces which result in negative socializing practices within 

high schools in Gauteng. There are no foreseeable risks in participating in this research. All 

information collected will remain confidential.  
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The benefits of this research would potentially be a benefit to all members of the school 

community namely: learners, those who work at the school, alumni and the community 

associated with the school. If the practices associated with joining a new group within a school 

are better understood, the practices can be tailored in such a way that no negative and only 

positive consequences occur. This will ensure that every learner only enjoys positive 

experiences. Indirect benefits include maintaining the good name of any school and all 

associated with the school. As a result of the study, the process of joining a new group may 

become more considered. This in turn is of benefit to society as a whole.  

 

Should you choose to participate, you will participate in a one on one interview with me. The 

interview should last no longer than 45 minutes and will be conducted at a venue suitable to 

you. 

  

If you are interested in participating, or would like more information, please could you message 

me on my cell phone number: 076 900 2240.  

 

Thanks  

 

Carolyn Huysamer  

Student Number: 3447 603 2  
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PARTICIPANT INFORMATION SHEET INFORMED CONSENT FORM 

  
  

  

ETHICS CLEARANCE REF NO: 2017/10/18/34476032/18/MC  

Date: Decemberr 2017  

  

Title: A grounded theory of hazing in Gauteng secondary schools.  

  

DEAR PARTICIPANTS  

My name is Carolyn Huysamer and I am doing research under the supervision of Professor Johannes 
Seroto, Chair of the Education Department, in the College of Education towards a PhD at UNISA. We 
are inviting you to participate in a study entitled ‘A grounded theory of hazing in Gauteng secondary 
schools’. In a South African context, initiation is another term for hazing. Initiation, according to the 
South African Schools Act, is prohibited in any form.   

  

THE PURPOSE OF THE STUDY  

This study is expected to collect important information that could contribute to a better understanding 
of socializing practices. The study aims to identify and replace those practices which cause physical or 
psychological harm to learners. It also aims to better understand the needs and desires of those involved 
in planning negative socializing practices so that these can be addressed in alternate ways and in so 
doing reduce the number of negative activities. This may result in fewer negative consequences for 
learners, less negative press and in turn less reputational damage for all schools.     

  

REASON FOR YOUR INVITATION TO PARTICIPATE  

You are invited because you may have knowledge or insights into negative socialising activities due to 
having planned them. I have made a similar request to interview nine other young adults who may share 
their insights with me. I hope to include a variety of young adults with direct experiences of planning 
socializing activities when they were in Grade 12.   
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MY ROLE IN THIS STUDY  

You will be required to participate in a digitally recorded interview which is expected to take between 
30 - 45 minutes. The questions which you will be expected to answer will focus on the planning of 
socialising activities when you were in Grade 12. 

  

WITHDRAWING FROM THIS STUDY DESPITE HAVING AGREED TO 
PARTICIPATE  

Participating in this study is voluntary and you are under no obligation to consent to participation.   If 
you do decide to take part, you will be given this information sheet to keep and be asked to sign a 
written consent form. You are free to withdraw at any time and without giving a reason. During the 
interview you are free to decline to answer any questions asked. Should you decide to withdraw from 
the study, any information which you provided will be destroyed and will not form part of the research.  

 

WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 

The benefits of this research would potentially be a benefit to all members of the school 
community namely:  those who work at the school, learners, alumni and the community 
associated with the school. If the practices associated with joining a new group within a school 
are better understood, the practices can be tailored in such a way that no negative and only 
positive consequences occur. This will ensure that every learner only enjoys positive 
experiences. Indirect benefits include maintaining the good name of any school and all 
associated with the school. The process of joining a new group may as a result of the study 
become more considered. This in turn is of benefit to society as a whole. 

 

ARE THERE ANY NEGATIVE CONSEQUENCES FOR ME IF I PARTICIPATE IN 
THE RESEARCH PROJECT? 

There are no reasonable foreseeable risks or side effects to participating in this study. As a 
precautionary measure psychological counselling is available to you. Two one hour sessions 
with a therapist are available at no cost to you. You will not be identified as having participated 
in this study.  

 

CONFIDENTIALITY  

The information supplied by you as a participant in this research will be kept confidential. Pseudonyms 
will be assigned to each participant so that you may remain anonymous and so that your name will not 
be able to connect you to the answers you give. I will transcribe all digital recordings; hence there is 
no risk that you are identified in any manner. A report of the study may be submitted for publication, 
but individual participants will not be identifiable in such a report.   
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SECURITY OF DATA  

A soft copy of the digitally recorded data will be kept on a dedicated password protected flash drive in 
a locked cupboard at my home in Johannesburg for a period of 5 years after which I will delete the 
content of the flash drive and mechanically destroy the flash drive. Hard copies of notes and transcripts 
will be stored alongside the flash drive and these will be shredded after the 5 year period.   

  

COMPENSATION    

No compensation will be made.   

  

ETHICS APPROVAL  

This study has received written approval from the Research Ethics Review Committee of the Education 
Department, UNISA. A copy of the approval letter can be obtained directly from me if you so wish.  

  

  
RESULTS OF THE RESEARCH  

If you would like to be informed of the final research findings, please indicate this by including your 
telephone number_________________ and or email address ______________________.  

Alternatively you can contact me directly on my cellphone 076 900 2240 or via email at 
carolyn.huysamer@stmary.co.za. Should you require any further information please feel free to contact 
me at any time.  

Should you have concerns about the way in which the research has been conducted, you may contact 
Professor Johannes Seroto by telephone on 012 429 4579 or via email at serotj@unisa.ac.za.   

  

Thank you for taking the time to read this information sheet and for participating in this study.  

  

Yours sincerely  

 

__________________ 

 Carolyn Huysamer  
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PARICIPANT CONSENT 

 

 

 

  
  

ETHICS CLEARANCE REF NO: 2017/10/18/34476032/18/MC  

  

I, ______________________ (participant name), confirm that the person asking my consent to take 

part in this research has told me about the nature, procedure, potential benefits and anticipated 

inconvenience of participation.   

  

I have read (or had explained to me) and understood the study as explained in the information sheet.    

  

I have had sufficient opportunity to ask questions and am prepared to participate in the study.   

  

I understand that my participation is voluntary and that I am free to withdraw at any time without 
penalty.  

  

I am aware that the findings of this study will be processed into a research report, journal publications 

and/or conference proceedings, but that my participation will be kept confidential.   

  

I agree to the digital recording of the interview.   

  

I have received a signed copy of the informed consent agreement.  

  

Participant’s Name & Surname (please print):   ___________________________________________ 

Participant’s Signature: ______________________________________________________________                                                                           

  

Researcher’s Name & Surname (please print): ____________________________________________  

Researcher’s signature: ______________________________________________________________                                                                     

Date: _____________________________________________________________________________  
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CONSENT TO DIGITALLY RECORD THE INTERVIEW AND 

CONFIDENTIALITY AGREEMENT 

 

 

 

 

I_________________________________________________ grant consent that the 

information I share during the interview may be used by Carolyn Huysamer, for research 

purposes.  I am aware that the face-to-face interview will be digitally recorded and grant 

consent for these recordings, provided that my privacy will be protected. I understand that a 

pseudonym will be used to ensure anonymity. I undertake not to divulge any information that 

is shared in the interview to any person in order to maintain confidentiality. 

Participant‘s Name (Please print): ____________________________________ 

Participant’s Signature: ______________________________________________ 

Researcher’s Name: (Please print): ___________________________________ 

Researcher’s Signature: ____________________________________________ 

Date: ___________________________________________________________ 
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APPENDIX D 
 

INTERVIEW SCHEDULE:  
Interview Schedule:  

Participants are reminded that during the interview they are not to indicate the nature of any 

negative socialising activities which they may have carried out but rather confine the 

discussion to activities which were planned.  

1. Please tell me about your school, was it:  

A single sex or co-educational school?  

Did it have boarding facilities?  

Was it a public, former Model C, private or township school?  

2. What were your objectives in planning socialising activities?  

3. What factors motivated you to become involved in planning socialising activities?  

4. Ask probing and in-depth questions which shed light or give clarity to what motivated 

the interviewee.  

Can the interviewee pin point what drove him/her to become involved in planning 

negative socializing activities? 

Why do they feel they as a person should plan for negative socializing activities.  

5. Please give your story (described above) a title.  

 

The interview schedule which will be used for teachers/parents/counsellors will be 
developed to test the emergent theory and as a result has not yet been developed. It will 
include questions which look to support or refute the reasons for planning socialising 
activities in high schools.  

  

  
  

  
 
 
 
 
 
 


