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ABSTRACT

This is an exploratory, and predominantly empirical, study. Its -
first part - informed theoretically by an historical materialist
. perspective - presents an interpretative probe of aspects of the
development of the pre-tertiary schooling of Black South Africans in-
relation to the region's penetration by colonialism and the rise of
industrial capitalism. . Data for this part were drawn from primary
'documentary, as well as secondary, sources.

What schooling involves in practice - including, but not co-

" extensive with, the plans of policy-makers - 1is conceived as the
outcome of interaction between involved parties within a shifting'
structural setting which conditions, where‘it does not determine, the -
- constitution and actions of such parties as well as the protesses in
- which they participate. This conception is reflected in the study's
- focus Qh Black people's resistance to schooling in specific forms.
Particu]af attention is paid also to the educational ideology of the
different parties concerned with schooling in re]ation'to their
‘reSpective social locations and concomitant material interests. On
its own, the first part of the thesis is primarily an exercise iﬁ
empirical and conceptual reconnaissance of under-explored terrain,
intended to provide information and analytic experience for further
research and theorising. ' A '

The‘second, and major; part of the thesis presents:a detailed
}dissection of a nOda1‘episode in the contemporary history of Black
schooling in South Africa, namely the class boycott of 1980. The
data for this part were derived from in-depth interviews combined’

| ~ with the use of primary documentary materials. -

_ The course taken by the boycott beyond the boundaries of Cape
Town is not documented in any degree of detail, nor is, within those
' boundaries, what transpired in relation to African schools. Much
deepek is the description of what occurred during 1980 in and around
the Coloured schools of Cape Town. The study penetrates far into the
diversity of trends, processes, episodes; interpersonal ehcounfers,
organisations,'objectivés, demands and interests which collectively.
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constituted the boycott;as a complex socjal whole, The account
offered, represents the product of a deliberate attempt to be as non-
interpretative as possible. As documentation, it constitutes an
empirical contribution to a side of South African educational history
which has bare1y begun to be written and, indeed, to South African
political history. '

Juxtaposed, the two parts are mutually problematising. Juxta-
posed, they draw attention to levels of social and educational process
and practice which tend to be overlooked by analyses developed in
broad hisforicai, or structural, contexts. They draw attention,
further, to some of the factors which, while not necessarily apparent
in events such as are detailed by the second part, are needed to
render those events intelligible. 'The two parts in juxtaposition

demand that people's interventions in educational process,ffom below
" be taken as seriously as are the structural and:other.hisforical con-
straints within Which those interventions are made.

/
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INTRODUCTION

.. The year 1976 saw Black South African students spark off a nationwide
uprising. Conceivably, conditions at the time were such that it could
equally well have been Black workers. who took the lead in engaging the
regime. Possibly, the initiative could have come from the ranks of those
- most oppkessed and exploited amongst South -Africans, the Black women. |

The historical facts remain that the uprising was led by students from

the segregated schools of township and countrySide. While the issues

at stake were broadened, educational demands continued to be emphasised.
The §g§931§ remained the organisational base even when the frontline was
on the streets. The gzgégg;s remained a central - albeit.not the most
pdwerfu] -ﬁfgﬁgg. Never before had the demand for a unitary system of
free and compulsory schooling been so forcibly put forward on so broac a
base. Once more in 1980, tens of‘thousands of Black students rose from
their desks to demand democratic, non-racial, free, compulsory schooling
for all the youth of a ]1berated, single South Africa. For months they
~ boycotted their classes before return1ng with the comm1tm9nf to continue
their struggle in the classroom. Meanwh11e, employers have been bemoaning
- an increasingly acute shortage of skills in the labour market. Their cry
has been for more Black schooling and technical training. What sense is
~ to be made of all this? There is such certainty about schooling's sig-
" . nificance. Yet, what effects do the proceSses which constitute it have
on whom? Who benefits from which ones and under what-conditions? What
realTy needs changing? This study does not answer these questions but it
arose with them out of the same s1tuat1on

Sociology of education has. problematized what is to be taken as
education. What constitutes 'education' is not a matter of mere definition.

~ There is nothing necessary about any content which the concept of education

might be given. It shares a territory with concepts such as socialisation,
Tearning, training and schooling. The relation in which these concepts
stand to one another may be variously theorised but the boundaries around
whatever content each is:given, remain permeable. For the purposes of this
thesis, education will be taken as that part of the process whereby people ;;C
-are fashioned fpr membership of a particular society which involves the



transmission of cultural information, the inculcation of attitudes, ideas
and values, and training in technical and social skills. Education takes
forms which vary through hiétory and from one society to another. The
.predominant form.taken by education in the 20th century has been that of
schooling.

The general theoretical concerns underlying this thesis revolve
around how to conceptualise the structures, relations and processes
within schools and the schooling system, what their connection is to the
social - including economic, political and'ideologica] - context of which
they are a part, and what determines them. The general empirical coﬁcerns_
of the thesis are with the pre- tertiary schoo]1ng ‘'of Black South Africans.
The form taken by the thesis is that of an exploratory - and predominantly
empirical - study. The first part of the thesis traces the development of
Black schooling in sweeping historical contours. The second, and major,
part presents a détaiied dissection of a nodal épisode in its contemporary
history, the 1980 boycott of classes by Cape wan's Black students.

The view in the first part is from the vantage'of an eagle which soars
over time apprehending the movement of historical change, how features of
the social landscape stand as big and small in relation to one another and
where they are respéctively situated, while its selective eyes pick Qut _
periodically a particular prey. The view in the second part is through the
near by eyes of a fly which settles indiscriminately on all in its reétricted
wor]d Va]uab]e as the lofty vision of the eagle can be, it is so only if
it can account for Tife on the ground as viewed by the lowly fly. While
structures and h1stor1ca] changes in terrain may be visible to the eag]e,
from on high the world can appear deceptively still and even void of people.
The fly is at home amidst the buzz of people in interaction and through its
sticky .feet can sense the very texture of social life. The point in presenti
» tWo_such varying views together is not simply for their cumulative content,
but that, juxtaposed, the proud eagle might be brought down a peg or two by
the puny fly. |

The first part of the thesis is an interpretative probe of aspects of
the development of the schooling of Black South Africans in relation to the
process of colonial conquest and the rise of racist industrial capitalism.
It does not present itself as a comprehensive survey of historical changes
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in educational practices. "Particular attention is rather paid to the
educational ideology of the different parties concerned with schooling
~in relation to their respective social locations and concomitant material
interests. Inevitably, treatment of so expansive an historical canvas is
extremely selective. E.P. Thompson calls a 'model' that which determines
what is selected and what is discarded, and warns of the ease with which
it can be misused.

'A model is a metaphor of historical process. It indicates not
only the significant parts of this process but the way in which
they are interrelated and the way in which they change. In one
sense, history remains irreducible; it remains @l that happened.
In another sense, history does not become history until there is
a model: at the moment at which the most elementary notion of
causation, process, or cultural patterning, intrudes, then some
model is assumed. It may well be better that this should be
made explicit. But the moment at which a model is made explicit
it begins to petrify into axioms. Nothing is more easy than to
take a model to the proliferating growth of actuality, and to
select from it only such evidence as is in conformity with the
principles:of-selection. "’ ' '

'A further danger is that a model, even when flexibly employed,
disposes one to look only at certain phenomena, to examine history

- for conformities whereas it may be that the discarded evidence
conceals new significances.' (Thompson, 1965 : 349 - 350)

The dual approach of the present study islan inquiring response to dangers .
such as Thompson identifies. o : '

The second part of the thesis recounts the course of the 1980 students’
boycott and describes in relative detail the actions of pebplevwho were in
one or other way involved with the class boyéott as it was conducted in,
specifically, Cape Town's schools under the Department of Coloured Relations
(DCR). The attempt is made to be analytic only in the sense that an ana-
tomical dissection is ana]ytic;_ The latter presupposes an ability to cut
through the layers of a body without disfiguring what still is to be studied
and understood. It does not depend on knowledge of every part exposed in
“the process. The dissector can lay bare organs even without names for them
and without any interpretation of how they are related to one another. _
Dissection of a social situation presupposes a sociological sensitivity to
people, politics, social process and what there might possibly be to uncover.
However, as with the anatomiCa]_dissectibn, it does not depend on either a
preconceived, or an ex post facto, analysis of what is discovered. The



deécription in the second part of the tﬁesis repreSehts the product of

a deliberate 'dttenzp-t to be as non-interpretative as possible. As well

as being offered as an empirica] contribution to South African educational
h1story, Juxtaposed with the h1stor1ca] 1nterpretat1on in the first part,
it draws attention to levels of actual soc1a1 process which tend to be .
overlooked when developing an ana]ys1s in a broad h1stor1ca], or structural,
context.  As such, ft might stand as a silent éhallenge to analysis of the
sort represented in the first part of the thesis. Furthermore, it ex-
emplifies the challenges awaiting a sociology of South,African education.

There is one aspect of the relation in which the two parts of the
thesis stand to one another on a substantive level which calls for clarifica-
tion. A]thdugh'there is nothing in this presentation of the study's con-

ception which would lead to an expectat1on that the focus of the first part
should be on Coloured schooling, so set has the South African mind become
in the categories ‘of colour, which subdivide the society's subordinate
‘population, that, together with possible preconéeptions concerning a con-
ventional case study - which the second part of the thes{s is not - a
reader may have such an expectation nonetheless. The first part of the
thesis is not intended as an introduction to the background of the 1980
boycott in any,immediate sense. It does not attempt to track the specific
antecedents of the actions of Cape Town's Co]odred students in that year.
To this extent, the two parts are relatively discrete. However, relevant
as the distinctive histories of African, Coloured and Indian schooling.
may be 1in accbunting for some of the ways in which Black schbo]ing as a
whole is differentiated, in terms of the concerhé of the present study it -
is those aspects of African, Coloured and Ind1an schoo]1ng, which they -
share and which differentiate them co]]ect1ve]y from White education within
the overall system of segregated schooling, that are of most s1gn1f1cance.
At the seme time, taking Black education thus as a whole, it has been
dominated - if only through the sheer weight of numbers and the strategic
political importance of all matters affecting the position of African people
by the schooling of Africans. Furthermore, Black people's resistance to -
schooling per se and to particular forms of schbo]ing, which constitutes a
major theme of this thesis, has been predominantly manifested in African-
" schools and not in Coloured or Indian schools. While centre-stage in the
second part of the thesis is held by students CTaSsified Coloured the fore-
going explains thé relative emphasis on African schooling to be found in the
first part.



The theoretical framework, which is employed in the first part of
the‘thesis, differs markedly from the perspectives which have inforned
most previous writings on Black education. Up until very recently, the
concern had, in any case, never been with why the schoo]ing of Black
South Africans had deve]oped in the way that it had Its development
has been presented, for the most part, as the unprob]emat1c outcame of
the policies of Church and Government authorities. Such histories have
had no place for parf?es other than the policy-makers themselves or for
factors other- than the fpure]y educational'. They have not situated the
schooling system in its social surroundings. Re]ative]y'exceptiona] were:
those pieces which condemned Banth Education as an aﬁti—educationa] |
attack on Africans, politically inspired by Whites"racist desire for
domination. Explanation by reference to an ideology alone, however,
-remains itself ideo]ogica] so long as it faiTs to pose, but begs none-
theless, the quest1on of why a part1cu]ar ideolaogy held sway when it did
and why it was translated into the po]1c1es and: pract1ces which it was
and not others. Over and above the inadequacies of such explanations
which were not_exp]anationgl they portrayed Black schooling as a weapon
which those in control of the government could wie]d to wreak whatever
- damage they willed on the minds and life-chances of African children.

The analysis in the first part of this thesis is theoretica]]y'informed
by an historical materialist perspective. ' The thesis does not, however,
preténd’to present an analysis which is 'adequate'. It is primarily an
exercise in emp1r1ca] and conceptua] reconna1ssance of under ~explored
terrain intended to prov1de information and ana]yt1c experience for further
research The tenor of the thesis is, therefore, tentative throughout.

The study does not set out in a spirit of'arriVal. |

To avoid misplaced expectations, it is important to dissociate the
thesis from certain aspects of what for many seems to have'come to be
connoted by the label 'Marxism‘. Thus, as a generic term, Marxism is
- often associated with the notion that there needs to be - or that there is
necessarily - a link between historical matéria]sm as a theoretical frame-
work for understanding aspects of soc1a] rea11ty and particular political
practices. It tends to be assoc1ated also with belief in the truth of
historical materialist theories. There is a chauven1sm in this more
characteristic of religion than of science. If it isdialectical, it is



'surely only in some Hegelian guise. Such reverence before ideas runs
counter to the ever-sceptical spirit of sociology and cannot but become
stultifying. to scientific advance. Finally, if historical materialsm is
understood as.a metatheoretical framework in terms of which particular
concepts and theories can be developed, particular research can be con-
ducted and particular analyses made, using historical materialism to

inform investigation,dbes‘not involve absolute commitment to any particular
concepts or theories. The term Marxism, however, can often be taken to
connote precisely such absolute commitment to the whole bag of concepts

classically strung to the Marxist tag.

What might be read as a lack of theoretica]'sophistication in the first
part of the thesis is -~ hopefully - a reflection not so much of what it
might seem to be as a refusal to apply uncritically conceptual orthodoxies
like formulae which are assumed to make sense of the real world even if the
processes involved are obscure. Most notable for its omission from this
thesis is the concept of contradiction. Contradiction has a central p]acé

in dialectical Togic. Does the concept of contradiction have any place in

the real world, however7 ‘Does it have any more purchase there than the

categories of formal 1og1c7 If, as is so often the case, 'contradiction’

is used to refer to a conflict or to countervailing forces, then let such
be thus more specifically characterised. If there is a philosophical
rationale for app11cat1on of the concept of Contradiction to the Téal

WEFTE'#Qhat is exp]a1ned by attr1but1ng the source of, for’ ‘instance,
“£E§j§§§ﬁgéwl_gg_§_part1cu]éf contradiction? Unless the mechanisms wk where-
by the contradiction results in resistance can be identified .and, assuming
that even contradictions are not invested with magical powers of deter-
mination, nothing is explained. It is suspected that the contradictions
conceptualised in certain structuralist theories are, in fact, mefe]y
those theories' internal contradictions transposed onto the real world.

Historical materialism is a vital antidote to interpretations of
history as the outcome of ideas executed by 'great individuals'. Its
use has, however, had serious side-effects. One of them is that instead
of just removing the 'great individuals' from centre stage, reducing the
monologue of ideas, and letting the play proceed, the stage is cleared of
actors altogether and swept clean of ideas and initiatives. The play is
reduced to the props.  Society is reduced to a set of Structures.l -



Creativity is excised from the plot. The 'great individuals' are found
to have had understudies in the form of the 'great structures' which now
step into an equivalent historical role. It seems to me that such a
scenario cannot but myst1fy society. The fact is that soc1ety IS con-
st1tuted by peop]e Peop]e are not puppets who can on]y react. Human
h1story is test1mony to a species' enduring capacity to cha]]enge the

uconstra1nts on it. Peop]e s_actions can have efficacy. Furthermore,
" even ideas are more literally than figuratively immaterial. Such a

position need be neither idealist nor voluntarist. But closure is
foreign to a scientific approach - there must be openness at least to
the possibility of people's actions and ideas being efficacious, along
with a preparedness to penceive them as such if they are.

What schooling is about in practice - including, but not co-extensive
with, the plans of policy-makers - is conceived in the first part of the
thesis as the outcome of interaction between involved parties within a
shifting structural setting which conditions, wheré it does not directly

_determine, the constitution and actions of such parties as well as the

processes in which they participate. An 1mportant man1festat1on of this_

approach_lé_gbe attention devoted to_ B]ack peop]e S res1stance to schoo]1ng

per se and to particular forms of schoo11ng However, such recogn1t1on as

e e e T

is given in this thesis to the role of res1stance must be distinguished
from the propagandists' romanticised representations of res1stance, a]png

with anything allegedly authored by 'the people', as. 'progressive’.

The second part of the thesis is informed, not by the theoretical
framework employed in the first part, but by what was characterised above
as a sociological sensitivity. The latter is inspired by sociology's
fundamental interest which is to understand why people, their attitudes
and actions are as they are, how they are differentiated, and why they
are differentiated not only at the level of individuals but also in social
categories and classes and according to often pervasive social patterns.

~The concern is to understand the social structures and constructions which

condition all social processes. Sociological sensitivity starts from
systematic scepticism of all that seems on the surface, or is said, to be
the case. Related to the latter is a rigorous irreverence towards anything
anybody assumes, whether it be on authority or as orthodoxy. Sociological
sensitivity leads the researcher to look at much that most see past as well



as to see through what most do not look beyond. Furthermore, sociological
sensitivity makes possible a level of objectivity which would be other-
wise unattainable in a study such as this. Objectivity is not achieved
in any way equivalent to that in which'sterility in an operating theatre
is achieved. To assume that social researchers can 'wash up"as surgeons
do before an operation is to assume that political positions, ideology,
values.. and Subjectivity are like germs and bacterial whereas, if they
are analogous to anything in the operating theatre, it is the blood of
the patient. It would be presumably a less messy and perhaps more
precise procedure if patients were drained of all their blood for the
duration of operations. However, surgeons' concern is- with patients and
not corpses. They, therefore, have no option but to get their hands

into the pulsating bloody mess that is a living body. Similarly,
social . researchers have no choice but to get their hands into the

mess of political positions, ideology, values and subjectivity which
course through every level of social reality. There is no neat,
automated system for controlling and containing them all - the social
researcher has to cope with them in ways no textbook can teach.
Objective representation_of social process has to be pieced pains-

j}??ﬁ@iy together via procedures which draw together the researcher's

general acumen, knowledge of relevant background infggmatignilgapagitzi

“to identify appropriate sources and 'feel' for what information to elicit_

T — —— ——— T T — e —————————— .

from whom, ability to appreciate another person's position and perspective,
tbe’pergepthlty to penetrate preJud1ce and propagagii::gpenness t“'fﬁﬂﬂ/ﬁ
possibility.of Tevels of_mean1ng Other than the obvious, fascination as

e —

much with the mundane as with the spectacu]ar]y significant, “and, most

jmportantly, honest dedication to revealing and understanding things
.social. as they are - all this and more constitute what is conceptualised -
above as sociological sensitivity.

Concerning the scope of the thesis, it was considerations of length
-which Ted to it being restricted to the pre-tertiary levels of formal '
education. Another restriction on its scope, to which attention needs to
be drawn, is that, although sexism is seen to be atsignificant com- ‘
___ponent of the schooling systen in South AFFica, It is not developed as 2

—
suhstantlalﬁggg_tbggg;\ In the first part “of the thesis, this was because
the limited number of relevant primary documentary sources, which I had



found, had almost all been cited in a single, and one of the only,
secondary sources to take up this question in the South African context;
- namély Cock (1980 : 265 - 306). And, in the second part of the thesis,

ﬁ2ﬁt55U@ﬁ“tﬁE_TntEFVTEQE—co;e}ed it, sexism seemed to have been substan--
~ tively of only slight significance in the boycott itself. ‘The latter is_
not to suggest that sexism was found to be of only slight significance \
in the content of the classes boycotted but it did not arise as an
exp11c1t issue.

The scope of the study on the 1980 students' boycott needs to be
delimited along two dimensions: depth and extent. The course taken by
the boycott beyond the boundaries of Cape Town is documented at a rel=~
attveTy superficial level, as is, within those boundaries, what trans-
pired during the boycott in the schools falling under the Department of
Education and Training (DET). Much more important is the in-depth
description ofvwnat occurred during 1980 in and around the schools of -
Cape Town which fell under the Department of Coloured Re]ations'(DCR).
Even within the latter domain, the degree of detail varies as the account

moves, for instance, from discussing generally what students were doing
during a particular phase of the boycott to the documentation of a
specific demonstration or to close cons1derat1on of the content of

e g T

Qjﬁﬂf&ﬂlt_congglgg§3e§§l_or,‘aga1n, from overv1ew1ng the proceedings at

numerous community meetings to putting down the plot of a play staged

by a school principal at one particular such meeting to help the parents
of his students understand the point their children were trying to make.
While broad trends are traced on the one hand, the minutiae of specific
episodes are mustered on the other. 'The study penetrates deep into a

selection from the d1vers1ty of ‘episodes and processes, 1nterpersona]

encounters and 1nterests, which together compounded the boycott as a

i comp]ex social whole. Never can all that occurs be recounted but it
helps to be reminded that beyond what we bother to record is much that
might be quite as 'significant' and certainly is as real. ' Thus, for

instance, theraccount moves in behind the granite facade of Government

buildings to find out how the Prime Minister interacted with the leader

- of a deieggtdonhot B]ack teachers and-witnesses the . 1engths to which a

e e e __..'——-"'4

vpr1nc1pa] to withdraw as fa]]ac1ous her pub]1c assert1on of a documented |
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'fact7that‘Coloured schools were charged more than White schools for the

" | same supplies from the same stores. The story of the strife between a

principal and his circuit inspector is related. A record is included
of the battle of a few Black booksellers for recognition of their
'right' to share in the profits produced by the school textbook
'bonanza'. It is through this ka]eidoscopje series of sketches that
‘the study builds up its multi-facetted portrait of'the'Cape Town
students’ class boycott. ‘ |

We turn nou to a' consideration of ‘the practical methods used in
conducting the research on which this study is based. The data was
collectead by use of secondary sources of primary documentary sources,
and interviews.

The data, which are interpreted in the first part of the thesis,
were drawn from priméry documentary, as we]]'as secondary, sourtes. It
was the secondary sources which made the study's historically expansive
scope, spénning as it does nearly three-and-a-quarter centuries, possible.
At the same tine, where this study depended on such sources, ‘its empirical
base could be only as wide as that of the sources used was narrow.
Particu]driy serious was the widespread omission from the latter sources

of 1nformat1on re]e!gng_gg”;he,role-played by Black people themselves

T =
in determ1n1ng what their schooling has been about in practice. The

f_]atter has by no means consistently corresponded with the intentions of -
those who neue had the resources and/or political power to fix the formal
structures of the sch0011ng system. The. pr1mary ‘documentary..sources used,
ﬂ1nc]uded the per1od1cals and ad hoc.publications of organisations, news-
'>papers, the reports of Government appointed .commissions, and Hansard
records of Debates in the South African Parliament's House of Assembly.
These sources were consulted in the South African Library in Cape Town and
in the ]1brary of the South African Institute of Race Relations (SAIRR)

e in Johannesburg

The study on the 1980 students' boycott in the second part of the

~ thesis drew minimally on seurces which might be classified as secondary.
The primary documentary sources used, may be classified according to five
categories: (a) newspapers, both commercial and community; (b) pamphTets;
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(c) cyc]osty]ed student magaz1nes, song sheets and other mater1als used

in the 'awareness programmes'; (d) the periodicals and ad hoc publications
of organisations; and (e) Hansard records of Debates 1n the South Afr1can ’
Parliament's House of Assembly.

- Two Cape Town newspapefs - The Afgus, an eveniné.déily, and The Cape
Herald, a weekly - were fine-combed for the period 1 Jahuahy 1980 to .
30 June 1981. 'In addition, the other two local dailies - ThevCape Times
and Die Burger, both morning papers - along with the Johannesburg-based
national Sunday newspapers, Rapport and The Sunday Times, and the Durban-
based, Sunday Tribune, were consulted for such feature articles and
editorials as were relevant as well as, in the case of The Cape Times
specifically, for the purposes of cross-checking information obtained
from The Argus and The Cape Herald. In the absence of ahy social scientific
research conducted contemporaneously with the development of the boycott.,
the commercial press represented the sole source of certain categories of
data which it would have been impossible to gather even if it had been
practically and politically. possible to incTude'empTéyment'of”a survey as
part of this research. 'Journalists were alone in attempt1ng at the t1me
to document on a daily basis the deve]opment of events and trends.
Reliance on the newspapers was particularly heavy 1n reconstructing
accurately the chronological sequence of eVents in, and related to, the
boycott. The interviews proved less than adequate for the latter purpose.
It emerged from the interviews, which were conducted ih the first half of
1982, that, while the passage of time might temper with'any or a11 dimen~ '~
- sions of what people remembered, it tended to be the tempora] itself which
‘elapsed time distorted most. Thus, for example, interviewees would either
telescope time or elongate particular periods or even do both at different
points. There were many instances of'intefviéWeéS’beingimistaken in their

* dating of particular developments in the boycott and being confused as to

where different occurrences were temporally located in relation to one
another. Another respect in which reliance on the neWspapers was heavy,
was for data on the boycott beyond the Cape Peninsula. The Cape Peninsula
constituted the central focus of the research as delimited geographically,
and, for the very different level of detail which was sought on the
boycott in its national entirity, the newspapers could serve as a source
of sufficient data. For the in-depth study of the boycott in Cape Town, the =
monthly 'community newspaper', -Grassroots, was a'squrce whfch complemented
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the commercial press insofar as it had covered certain Timited aspects
of the boycott - such as the content of re]ated community meetings - in
greater deta11 than had the latter.

The second category of primary documentary sources used, consisted
- of a substant1a1 number of pamphlets which are listed amongst the documents
in Appendix II.

Some of the pamph]ets were collected during the boycott_and before -
this research was undertaken. The rest were collected during the latter
part of 1981 and the first half of 1982. How they were collected, was
through a'network"of contacts. This was a network which I already had at
the time tne research was undertaken but which was extended for the purposes
of conducting the research. Without this network it would probably have '
been impossible to acquire as substantial a set of the pamphlets which
were in'cireu1ation during the boycott as I did. The political context,
in which the research was conducted, constituted a serious constraint on
what a researcher - and particularly a White one -:would have been in a
_position to solicit from anybody to whom s/he was not known and by whom |
s/he was not in some measure accepted as trustworthy. Some of the pamphlets
had been banned. Possession of pamphlets; even if it had not been declared
an offence to possess them, would have'been felt by many to be possibly or
potentially incriminating, in spite of their having had nothing to do with.
pamphlets' product1on or d1str1but1on Copies of the pamphlets tended to
be in the hands of people who had been active - “nvolved in, and supportive
of, the boycott. A stranger, who asked such a person-whether they had
pamphlets in their possession and expressed the desire to borrow them, would
'have been regarded as behav1ng in a po11t1ca11y irresponsible - and, indeed,
suspect - manner. It is improbable that any pamphlets would have been
forthcom1ng in response to an approach of the latter sort. -  As it is, there
is reason to believe that the pamphlets which I did collect, const1tute at
~Teast a very large proportion of all those which were distributed in
connection with the boycott. One of those interviewed for this research
was a student who had been close to the centre of the main circle of student
teaders during 1980 and who had taken dpon himself the role of 'archivist'f
He was under the impression that he had a full set of the relevant pam-
“phlets and he would have had reasonable grounds for thinking that he could
be fairly sure of this. However, while there were a few which he had and
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which I had not yet found, there were others which I had and which he did
not. Furthermore, if there had been pamphlets which I did not have, then,
‘at any rate if they had been at all widely distributed, I would have been
1ikely to come across reference to them in the course of my research. '

The third category of primary documentaky materia]s'used - cyc]osty]éd
student magazines, song sheets and other materials used in the 'awareness
programmes' - were gathered in the same way as the pamph]éts were. A
selection thereof are listed amongst the documents in Appendix I,

The fourth category of primary documentary materials used, consisted
of the journals and ad hoc publications of various organisations. Some of
these were found in the same way again as were the materials in the latter
two categories. Some were sent to me tthUgh the post anbnymous1y. Some
were available in the South African Library. Finally, there were those
obtained by approaching the organisations which had published them. Where
appropriate, as, for example, in the case of a regu]ar'journa1; these sources
are.included in the general list of references. The rest are listed as
documents in Appendix II. ' : B |

‘The final category of primary documentary sourcéé conéu]ted consisted
of the Hansard records of the Debates in the South African Par]1ament S
* House of Assembly during 1980 and 1981.

- The single most important method df data collection employed 1in
-researching the 1980 Cape Town students' boycott was™ interviewing.
Selection of interviewees was made according to two sets of criteria.

Some were selected pkincipa]]y on the basis of having‘p1ayéd a particular
part in relation to the boycott as an individual and/or as the encumbant
of a position in a specific organisation, body or institutional structure.
The others were selected in such a way as to maximise - within constraints
impoéed by purely practical considerations of the extént of research
possible - coverage of a complex situation involving students and»thefr |
parents, teachers and principals in schools differentiated vertically by
lower primary, higher primary, junior secondary andrsenior secondary

- classifications and 1atera]1y by the three Government departments under
which they fell, by ‘the socio-economic levels of the communities from
which they predominantly drew their students, and by particular traditions.
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Application of the latter set of criteria could not alone have
lead to a set of particular indiViduals to be interviewed, only to
abstract categories of differentially characterised potential inter-
viewees. Allthings having‘been equal,_thé best procedure to have
adopted, would have been selection of a random sample within each
of the latter categories. However, the sort of political constraints
imposed by the political context, in which this research was conducted, '
are precisely about things not being at all equal. It is contended
“that this study would have been impossible had the interviewees been
selected on a formally random basis. The latter alone would have been
no basis for many people having been prepared to be interviewed‘ The
shadow of the security police is long and it"darkehs the doors of many
more ‘than just those whose attitudes and actions might conceivably
be construed by state authorities as undesirable. A Black person, who
is approached'out'of'the blue (an all to poignant pun) by an unknown
person probing for politically sensitive information, would probably -
particularly if the latter was White - sense reason for responding with
" reserve and refusal'to be interviewed. Furthermore, judging from the
“interviews, which were conducted as part of this research people want
moré than assurance that they have no reason not to be interviewed -
they want reason pos1t1ve1y why they should be prepared to be interviewed.
What -made many of the interviews for this study possible was again o
the network of contacts which I brought with me into the research and
extended for the purposes of the research. It was through this network
that the ‘interviewees, who were selected in terms of the second set of
‘criteria, were individually identified. The disadvantage of this pro-
cedure was that, although my aim was to achieve whatever degree of rep-
resentivity was possible'under the circumstances and although- I have
no reason to believe that I was particularly unsuccessful in this
attempt, I cannot f0rma?1y claim representivity as I would have been
able to do, had I employed a conventional sampling procedure. The
advantages of the procedure adopted necessarily outweighed any dis-

adVantages;‘howeverg'because on it depénded the very possibility of
' acquiring the qua]ity of data which is presented in the second part
of the thesis. Many of the interviews were contingent upon a high
level of trust and rapport such as could not have been established on
the basis of anything I might have said alone but only on the broader ,
basis of directexperience of me as a person or at least knowledge of
me through trusted others. None of this would have been possible as
a 'random researcher. ' ' '
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Nearly 80% of the'interv{ewees agreed to be interviewed only on
condition that their identities not be revealed While it is not
ideal to accept such a condition insofar as it reduces the poss1b111t1es
of precise rep]1cat1pn, had I not been prepared to guarantee anonym]ty
there would have been no study to reb]icate, precisely or otherwise.

The'interviews were conducted between February and May .1982.
Sixty-four persons were interviewed.in all. The interviewees are
listed in Appendix I.. Formal interviewing time totalled approximately
180 hours. Only two interviews lasted less than an hour and a further
s1x less than two hours. Two hours was found to be the effective |
maximum un1nterrupted 1nterv1ew1ng time possible in terms of the Timits
to people's powers of concentration. Most interviews of longer than
two hours were therefore broken by an interval in which there would
nsua]]y be informal genera] discussidn over tea or coffee. Seven of
the interviews were conducted over more than one session: four‘in two,
and three in three, separate sessions. ’ '

Selection of venues for the interviews was treated as a significant
but simple matter. It is significant insofar as the conditions, under
which an interview is conducted, can crucially affect the interviewee's
confidence and thereby how fu]]y,7free1y and frankly s/he feels in a
position to speak. The matter is a simple one in the sense that the
only general criterion of a satisfactory interview situation is that
there be contr01 exertised either by the interviewer .or, preferab]y'—
as the more power the interviewee has opposite the 1nterv1ewer, the
_ greater h1s/her conf1dence is ]1ke1y to be - by the interviewee, such that
all, or at Ieast positively unwanted, interruptions. can be excluded. .

For the rest, choice of venue should be left to the interviewee to make

in terms of the often complicated set of relevant subjective and objective
factors of which s/he alone can be aware. Fifty-six per cent of those in-
terviewed for this study chose their own homes Twenty-seven per cent of
the interviews were held in offices either of the interviewee or of an
organisation to which the interviewee belonged, including an office in

the Houses of Parliament, an office in the Pres1dent s Council, and the
office of a university rector. Ten per cent of the interviewees elected -
to be interviewed in my home and a further four per cent in my office at .
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the University of'Cape.Town.. Only three per cent of the interviews were
held on the premises of a school.

_ The content of the interviews was recorded.in one of two ways,
using either a tape recorder or longhand notes. The former was the
preferred means because not only does a tape recorder assure one of a
comp]ete~and accurate.record but, by freeing the interviewer from the
concerns otherwise connected to recording an interview, the tape
recorder allows her/him to concentrate on the content and conduct of
the interview itself. Use of a tape recorder also has its disadvantages,
however. Firstly, it can, for instance, affect the balance of inter-
personal power between interviewer and interviewee in favour of the
former. -Why such a tendency would be undesirable has been indicated
above. Secondly, some people are inhibited by the notion of being
taped. Thirdly, the political; context can be such as to render people
Justifiably wary of being irrevocably committed to what they may say.
Foufth]y, a tape recorder may malfunction without the interviewer _
noticing that the interview is not being recorder as, for instance,
when the batteries are too low to record but sufficiently strong to
keep the tape turning, albeit at reduced speed. Apart from the latter
technical consideration, the other 'disadvantages' of a tapé recorder
are not intrinsic but defined as such in relation to particular in-
terviewees and conditions, Thus, where an interviewee does not feel
disadvantaged opposite the interviewer by the presence of such a
machine, where s/he is not inhibited by it, énd.where the political
context gives no grounds for an interviewee fearing that there might
be repercussions of being committed on tape, then the advantages of a
tape recorder should be enjoyed. Even where there ar%/bossible grounds
~for fearing repercussidns, such fear can be overcome Af there is implicit
trust in.the researcher to deal reéponsib]y with the tapes. In app-
‘roaching the interviewees for this study, there were those for whom it
would have constituted a damaging faux pas even to raise the possibi]ity'”
of recording them on tape. A range of particular - including subjective -
considerations went into deciding when it was appropriate to ask an
interviewee.whether s/he had any objections to, .or negative feelings of
any kind about, use of a tape recorder. As it turned out, one more than
half of the interviews were recorded on tape. Subsequently, I transcribed
the recorded interviews, parts of them verbatim and parts of them
paraphrased. ' '
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The 1hterviews, which tou]d not be taped, were recorded first in
Tonghand notes taken during the interview. Selected werbatim
quotétions could usually be recorded without interrupting the interview
by taking advantage of ihterviewee‘s lack of fluency. Care had to be
exercised not to let the note-taking intrude to the point of distracting
the interviewee. For'instahce, rather than stop the ihterview in order
to ‘'catch up',-I would prompt unnecessary elaboration on a point and |
~ thereby create the opportunity to finish recdrding something necessary.
Nonetheless, I was rarely satisfied that the record made during the
interview was sufficiently full. I, therefore, always had the tape
recorder in my car so that, even while driving away from the interview
when my memory of it was still entirely fresh, I could supplement on
tape anythﬁng which-my notes had recorded too cryptic&l]y.-»On occasion,
I would park the car and, using my notes as a basis but elaborating on
them, I would tape a fuller record of the interview which I had just
conducted. At a later stage, I would then transcribe such tapes. Where
the latter procedure was not necessary to adopt, I would write a neater
and less cryptic record of interviews, which had not been taped, as soon
after them as possible and never later thah the following morning

In these ways did. I attempt to make up for the Timitations of tak1ng
| Tonghand notes as a method of record1ng 1nterv1ews

It remains to recount how the substance of the interviews was”
structured. The instrument employed, was a set of questions and’
question-pointers whi¢h was constructed in its original. form before
the first formal interview was conducted. -The basis on whcih this
instrument was constructed, was the data which I had already gathered
from primary documentary sources together with what I had learned
through my own experience of, and f-a]beitrlimitéd - involvement 1in,
the happenings of 1980 as well as what I had learned from the numerous
pérsons with whom I had discussed the boycott and ‘my research before ‘
embarking on the interviews. The phase of informal discussion with
“persons some of whom I was tq_fﬁfEFV?éW_ét'a"Tﬁiér Stage and others of

whom were not prepared to be formally interviewed, served effectively

the functions of a pilot study. It certainly contributed crucially to .the
Cbnstruci{bﬁ of the set of questions used to structure the interviewing.
This set of questions was not, however, a static one. As additional

o~
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data was gathered, certain additional questions were generated. Further-
more, the full set was used in no single interview. Each‘interView

was individually organised around a selected sub-set of the questions in
terms of what category an interviewee fell into and/or what his/her

- particular role in, or relation to, the boycott happened to have been.

@i’g_practica1 means of féci]itating this_procedure, each_question was
. ) ng
written on a separate card. The interviews were in-depth and open-

ended. No interview remained restricted to the specific questions
around which it had been planned. Nor were questions necessarily put

in the words of the formulation I had on the cards. In many cases the
Tatter would serve only to identify the substance of an intended
question which I would them formulate in terms appropriate to the
individual interviewee. Some of the cards specified areas for questioning
but not in question-form. Some of the more:abstract questions, which
the study was attempting to address but which it would have made no
sense to put as such to interviewees, were also included for the con-
tribution that they might be able to make ih giving direction to such
supplementary questions as needed generating during interviews.

Although care was taken to avoid leading questions in general, certain
questions did incorporate interpretations which I hoped.interviewees
might be able to help me validate or confound but which had to be put
‘to them.as such if there was to be that possibility. In contrast to

the sorts of questions which have been discussed so far, -the majority of
questions were very concrete and specific.

The secondary data used in ‘the first part of the thesis is as.
reliable as its collective sources are reliable and possibly more
reliable than any one of them above insofar as the information drawn
from them was cross-checked between those of the sources which contained
comparab]e data. Where there were discrepancies, which could not be -
resolved by reference to the available primary data, the information,
~which I accepted as most likely to be reliable, was that on which the
most sources agreed.

The reliability of such primary data as was drawn form sources which
themse]Yes constituted the data - such as, for example, the viewpoint of
an ofganisation as given expression through its official organ - need
not be at issue, bn]y my capacity'to copy accukate]y. ‘
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Primary documentary SOurces, such as Hansard records of Debates
in the South African Parliament's House of Assembly, which are w1de1y
respected for their re11ab111ty, need not be doubted.

The primary data based on reports in newspapers and periodicals
are as reliable as they can be, given the available sources. Wherever
possible, more than one source was used for any particular piece of
information, For the rest, S0 TQng as there was nothing to render
information improbab]e,'it was accepted, albeit with reservations, for
want of any alternative.

The data used in the second part of the thesis is almost exclusively
primary. As detailed above, they are based on primary documentary »
sources and interviews. It has already been noted that the re]iabi]ity
~of a source such as Hansard need not be doubted. ‘Many of the primary
documentary sources used for the second part of the thesis, themselves
constituted the data and could not, as used in this thesis, be regarded
as unreliable unless miSrepresented._ Such sources were the pamphlets,
the student magazines, song sheets and other materials used in the
. 'awareness programmes', and the periodicals and ad hoc publications oF
organisations. | ' '

Concerning the reliability of the data based on newspaper reports and
interviews, wherever possible, I compared and cross-checked the data which
I had derived from (a) multiple reports of the same happenings in a 51ng]e
newspaper, (b) multiple reports of the same happenings in different
newspapers, (c) newspapers and interviews, and (d) different interviews.
This process invo1ved both what are sometimes termed data triangulation
and method triangulation. ‘ '

Overall, the study's multiple methods and multiple sources give me
reasonable confidence in the reliability of the data produced.

Termino]ogica] note

" The terms Black, White, African, Coloured and Indian are used in
this thesis to refer to people Whobin South Africa are commbﬁﬁy
characterised as such. It is not assumed that the social categories
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respectively so labelled constitute 'races' but they are recognised as
historical realities which there is no denying. The labels themselves
are, of'coursé,]ideo]ogically conceived but what they label, suffer at
‘least some measure of material existence. '

" The significance of the distinctions and divisions between the social
categories in questioh is predominantly political. Historica]]y, the
~ major division within South African society has been between Whites,
"who used their economic and hi]itary power to entrench themselves in
a superordinate position, and the rest re]egated to subordinancy. The
latter are, therefore, in this thesis désignated collectively .Black and
the terms African, Coloured and Indian are reserved for where these
. sub-classifications are specifically relevant. Black is nowhere in the
" thesis synonymoué with African. The use of Black as a latter-day
synonym for African is rejected for the following reasons. - The designation
Black has been‘adopted by broad layers of those classified African,
Coloured and Indian to symbolise their unity in opposing the Whites'
system which oppresses them all, a]beit differentially. The same sentiment
had inspired the earlier notion of 'Non-White' but 'Black' was felt to be
preferable in that it positively identified them independently of Whites
where 'Non-White' or 'Non-European' had defined their identity negatively ,
in terms of a residua]—sounding.category contingent upoh those to whom
they have been subordinated. It was not long after the uprising of 1976
had demonstrated the currency which the contemporary concept of Black had
nationwide, that the Government - in a move which ironicé]]y was in-
~ terpreted as vaquely conciliatory - appropriated the term Black to replacé
the much-hated official designation of Bantu for Africans. To the extent
that many, who had previous1y rejected Bantu and had adopted Black as
referring to Africans, Coloureds and indians, have come to accept Black
in the Government's sense of referring to Africans alone, the ideo-~
logical thrust of the bigger concept of Black has been parried. In the
context of terminological options which are all ideological, the above
makes explicit the political grounds on which I opted for the terminology
employed in this thesis. | '

Lastly with regard to the terms White, African and Indian, it needs
noting that there have been historically, and still are to some extent,
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other terms which have been, or are, used ihterthangeab]y with these
three respectively. Such is the case with the term European to refer
to Whites. Indians are also éa1]ed-Asians.v Africans have been the
object of a number of names which at different times havevbeen_regarded
as more or less derogatory; notab1y‘Kaffirs, NatiVes and Bantu. These
other terms do appear in the thesis.but only as part of quotations.

A final terminological point arises from the fact that anything
written about people inevitably .comes up against the English Tanguage's
sexist conventions'governing usage of persoha] pfonouns. It is my
contention that the conventional use of the masculine form in the
generic sense not only reflects masculine biases but may reinforce
them. In this'theSis, therefore; wherever [ cannot evade gender by use
of the plural, I employ paired pronoﬁns - for example, s/he and his/her.
The latter I alternate with her/his. | | |
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"PART 1

THE HISTORICAL FOUNDATIONS OF THE

SCHOOLING OF BLACK SOUTH AFRICANS

. Early schooling in colonial 'South Africa’

Formal schools made their appearance in Southern Africa as

part of the new social relations introduced with colonialism. The
first school was opened on 17 Apri1 1658, at the Cape. This was
less than a month after the arrival of the original shipment of 170
slaves. The school was set up specifically for the Dutch East India
Compény's S]aves and, as far as is known, it took them in irrespective
of their ages. Van Riebeeck was allegedly motivated by a concern to
have,somethfng done for the slaves' intellectual and moral welfare.
(Du PTessis,‘]911 : 29 - 30)° From the earliest days of schooling,
the distinction has to be made between the aims .of schooling that
are declared and what is intended by those formulating educational
pb]icy."Furthermore, the intentions of policy-makers are not
necessarily matched by the objective consequences of what is im-
plemented in practice. It is safe to assume that the colonists'
real concern was that the slaves serve the purpose for which they
had been bought namely to labour for their masters. They would
have been able to do so more efficiently if they understood.a
Tanguage in which the masters could communicate their orders. ( The :
relationship between slave and master having beén a most unequal one,"
it was not the master who learnad the slaves' ]anguége, but the slaves
., who had to learn Dutch. Further, the more total the slaves' sub-

jugation was, the less they would have resisted the system of forced
labour in Which they were trapped. Having been ripped‘from their TT\
homes .in Nest and East Africa and the East Indies, they had already
been removed by thousands of miles from their physical base, but, so
Tong as they still had each other and their beliefs, their indepen-
dence would hot have been fully undermined. Yet, even that ‘minimal
ideological base of independence would have been removed if the slaves
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 were indoctrinated with their masters' religion. The slaves were
driven physically and psychologically into their masters' world. -
It is in the context just described that it may be possible to
understand an important part of why the early schooling, which was
instituted by the colonists, was intended for the instruction of
the younger slaves in the rudiments of the Dutch language and thev
Christian religion. In a regimented environment where elementary
academic matter had to be imbibed by rote and where 'respect’ for
new ‘superiors' and a new authority was beaten in, the slaves were
supposed to learn obedience and discip]ine. The colonists pre-
sumably hoped that the young slaves, thus schooled, could the more
easily be pressed into positions of servility and would become the
more efficient and pliant labourers.

Over and above what it would be reasonable to assume, there fs

- evidence that slaves did not accept their subordinate positions.

The resistance to being students displayed by $laves might have
ref]ected,iinter alia, resistance to being'prepared for such sub~
ordinate positions. The student-slaves' most effective mode of
resistance was flight. It hdppened‘Once that the whole school

~ stayed out for five days and went into hiding in a cave near Hout
Bay. The teacher was instructed to try and buy their attention

by rewarding what interest and diligence they might show with a
tot of rum and-two inches of tobacco each. But the slaves' resis-
tance was not so cheaply bought off and they continued to run away
until the school finally had to be closed. Thus, from formal
schooling's earliest days in the sub-continent, the authorities’
capacity to implement policy has been constrained where those to be
schooled have rejected the nature of the schooling provided and
have been to some degree successful in registering their rejection.

A second school was established in 1663 to provide primarily
for children of the colonists. It opened with twelve of their
-children, four young slaves and one Khoikhoi child. -The first
suggestion of segregatioh in schooling came from within the Church
in 1676. The recommeadation was not expressediin terns of separating
children of different colours but rather in terms of the desirability



I R ot e e

h ’ - 24

of hav1ng a separate schoo] for slaves. In such a way could the
class division between slaves and colonists be kept adequate]y
deep. In 1685, a school was estab]1shed exc]u51ve1y for slave
children under the age of 12 years and thenceforth the schoo]

which had been open to all since its found1ng in 1663, was reserved
for co]onfst, and other non-slave, children. Children were further
separated into girls and bpys for their lessons.. In addition to.

what they learnt at school, the young female slaves were instructed -2 "7

in 'domestic duties' by ‘women of standing'in the Slave Lodge*.
(Behr and Macmillan, 1966: 311) Furthermore, a few young male
slaves were selected to be taught trades.

The life-task for which the settler young were trained, was in

~a sense the converse of that for which the colonists. would have

wished the children of those they sought to subordinate, to be
moulded. Malherbe writes,

'While on the one hand, it is due to the strong church
‘(Calvinistic) influence that education often deteriorated
into mere formalism, it gave the people, on the other
hand, a type of education which was perhaps as well
suited to their needs at that time as any we could

devise today. It did not cultivate erudition, yet it
produced pioneers - men who had to break-in the country.
From their earliest youth boys were practiced in the w
use of firearms till they became.probably the best ~
marksmen in the world. This type of education helped

to preserve ‘them against sp1r1tua] as well as phys1ca1
dangers.' (Malherbe, 1925: 47) ’

It can be seen how early the character of schdo]ing for supremacy was
set. Much later, the rationale for its character was made explicit
by the Cape Superintendent-General of Education when in 1889 he de-
scribed how the Government assumed its first duty to be ...

‘to recognise the position of the European colonists
as ‘holding the paramount influence, social and political;
and to see that the sons and daughters of the colonists

. should have at least such an education as their
peers in Europe enjoy, with such local modifications
as will fit them to maintain their unquestioned
superiority and supremacy in this land.' (quoted 1in
Wilson and Thompson, 1975: 222)
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One of the D.E.I.C.'s concerns was to See to it that its men,
removed from the bonds of the home institutions, remained united

in a common ideology. Religious instruction at school contributed
by helping to perpetuate the set of dogmas to which all adhered.
This gave rise to excessive formalism, and the teaching of the |
three R's tended to be almost incidental to religious instruction..
Malherbe quotes M.E. Martinius as writing‘that"Under such ¢ircum-
stances a man was not_]ike]y to make an inspired teacher and the
work would be apt to degeneréte into a mechanical grind. This the
" Company overlooked in its desire to spfead the doctrines uncorrupted.'
(quoted in Malherbe, 1925: 29) Arising from the fear which con-
stantly haunted the colonists that 'false’ doctrines might be
disseminated, steps were taken at an early date to establish
central control over who should be permitted to teach and what
should be taught. (Malherbe, 1925: 34 - 35) ‘

It was clearly, from the outset,in thehinterests of the colonists
~ that a certain minimum of schooling was received by both_theirfown
~ children and the chi1dren of those being subordinated to their order.
However, in the context of the near bankruptcy and political dis-
integration of the D.E.I.C., a corrupt and weak Cape administration,
| political complications in Europe, an economicidepression, and -
epidemiés of smallpox, it is not surprising that formal education
was never a policy priority for the Company, the operations of which
~certainly did not depend on it. ~The colonial authorities did decree
in 1682 that all slave children under twelve had to attend school and
that older ones had to go for instruction twice a week, but this in-
junction was for the most part ignored, especially in respect of
slave girls, and no attempt was made to enforce it. This was in
part because the slave-owners were not prepared to forego the slave

- children's labour. More importantly, it reflected their fear that

any form of education might stimulate slaves to make demands above

their}sfation. According to, for example, Louw, 'the European

settler ... was disturbed at mounting signs of Native restlessness

and thoughts of manumission. Ascribing these latter to Western

influence, "the civilizing efforts of the Company soon dwindled ...
no

(and) the conscious effort to Christianize ... died away .
(Louw, 1958: 22) ‘ '
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Schooling made thus extremely slow headway in the 17th and
18th centuries. Apart from those for slaves belonging to the
D.E.I.C., a few elementary schools were established in Cape Town
and surrounding villages to provide for colonists' children and to
a lesser extent their household slaves, as well as ex-slaves who
had managed to buy their freedom. The 18th century also saw the
beginnings of missionary education directed at the a]ready conquered
Khoikhoi people. Thus, for example, in the Moravian Missionary
Society's school at Baviaanskloof (later to become Genadendal),
'The Hottentots were persuaded to forego their nomadic way of life,
and ‘made to realize the need for discipline and regular habits.’ '
(Behr.and Macmillan, 1966: 314) Boys and girls were taught separately
and,: while the fofmervwere¢trained in certain trades,'handitrafts
were emphasised for all. '

The type of formal education that arose in Southern Africa was
not based in indigenous social structures. . It was introduced as
part of the process whereby .colonialism brought the subcontinent
into the emergent world capitalist system. 'As a colonizing power,
it (the 'British race') has always sought to draw the aboriginaT
population of its over-the-sea territories into harness. ... the
Africans are bending their necks to the life-preserving yoke of
labour .... f (Christian Express XX (256) 2.11.1891::1) P.A.W. Cook;'
writing in 1949, described education for Blacks in South Africa as
having been 'for the most part, a purposeful process aiming at the
incorporation of dependent peoples into the structures of Western
civilisation.' (Cook, 1949: 348) It is not that schooling was at
every point designed-deliberately to promote the new colonial order
but its content and consequences were crucially conditioned by this
order. Conceptualising the process in terms of culture rather,
than imperialism, Cook explains how 'the missionary came to South
Africa to preach the Gospel and to dispel the darkness of the
heathen. But he taught elements of the same culture to which the
trader, the magistrate, and the farmer belonged.' (Cook, 1949:
348)
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Black schooling in the 19th century

The major wars, which ended in the Ngumi- and Sotho-speaking

people of Southern Africa being dispossessed of their land and
forced into the colonial order, were waged over the century bet- |
ween 1779 and 1879. It was in 1799 - twenty years after the
opening of the latter period - that the first school specifically
for Africans was established near what later became King William's
Town. Previously, only a handful of -Ngunii~ and. Sotho-speakers had '
had any formal education in colonial schools. From the turn of the
~ century, missions started setting up more such schools particulariy
on the fringes of settler penetration. The first school in the
Orange Free State was founded in 1823, and the first ones in Natal
and what became the Transvaal in 1835 and 1842, respectively. Thus _
- schooling p]ayed'a part in the process-of'conquest‘itse]f - albeit
a relatively minor one - as well as contributing to the social
consolidation of conquest and the control of the conquered. Schooling
in the 19th century contributed both to undermining the as-yet-
. Unconquered and incorporating the al}eady—undermined into thé_
 structures of the settlers. However, for most of the century it
continued to develop only very slowly. The extent of the contribution -
that schooling was able to make, was not such as to render it a
priority for the colonial government. Nevertheless, a Department of
Education was established, and the first Superintendent-General
appointed, as early as 1839 in the Cape Colony. Thenceforth, the
mission schools were formally under the jurisdiction of that
Department. Some state control was exercised through the grant of
funds, which first became available to mission schools .in 1841, but,
in the main, schooling was left to the churches and missionary
‘societies. Although the latter's financial resources were at times
supplemented by contributions from the Black communities, in which
their schools were situated, funds were always very limited. The
- standard of teaching was low, minimal secondary education was
offered except by the teacher training institutes, and only a
minute fraction of the child population received any schooling af
all.’ '
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It is suggested that such impact as schooling in this early
period had, was not, as in the contemporary era, achieved by direct
contact with any sfgnificant proportion of the children of the in-
digenous millions but rather through an 'elite' minority which it
helped to create. The latter was not necessarily by design. On
the contrary,'Dr (1ater‘Sir) Langham Dale, Superintendent-Genera]
of Education in the Cape, explained in 1869, for example, that the
aid given to mission schools, insofar as they supplemented the
public school system, was 'with a view of bringing elementary in- .
struction within the reach of the mass of the labouring poor,
especially those of the coloured races.' (quoted in Rose and
Tunmer, 1975: 207) Be that as it may, part of the effect. which
this early schooling had, was indeed the emergence of a new 'elite’
which was from the start potentially at odds with the'traditional
tribal Teadership. With their newly acquired 'knowledge', they
represented a threat to the traditional authorities and even a
possible challenge to their leadership. 'As Dale reported in 1891,
'The Kaffirs see in the school the agency that weakens and then
effaces all tribal bonds and customs. The levelling tendency of
popular instruction is not'consistent,withvtheir traditions, and
the Chiefs specially watch the growth of schools with suspicion.’
(Cape of Good Hope, Appendix 1, Volume III to Votes and Proceedings .
of Parliament for 1892, Report of the Superintendent-General of
Education for the year 1891 (G.9 - 92): 11. Quoted in Rose and
Tunmer, 1975: 211) Steeped in'the‘conquerors' ways of seeing,
.converted to their ré]igion, and generally accepting of the new
order, the schooled corps could help disséminate a system of ideas,
values, loyalties and authorities which were consistent with the -
colonists'- interests and which contradicted, and helped to under=~
mine, the framework that had given the people anbindependent
ideological base in their struggle to retain their land and live-
1ihood. Even a Government commission report contains discussion
of how ‘missionaries' teachings have acted 1ike dynamite on tribal
solidarity.' (Union of South Africa, 1936: 89, para. 464) A division
was created between Christian converts and adherents to traditional
religious beliefs. These are some of the ways in which schooling
contributed to weakening the indigenous people's resistance to
colonisation and helped to establish them, once conquered, in their
new place of subordination. '
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The year 1854 marked an important point in the development
of state interest in, and sUpport for, the schooling of Black
people since in that year there was appointed to the Governorship
at the Cape a man, Sir George Grey, who held education to be a
prime weapon in the subjugation of the indigenous popd]ation. It
was as a part of the Cape regime's 'border pacification' policy
‘that he motivated for state subsidisation of the missionaries'
educational efforts. Thus: | - |

'The plan I propose to pursue with a view to the
general adjustment of these questions (frontier policy)
is, to attempt to gain an influence over all the tribes
included between the present north-eastern boundary of
this colony and Natal, by employing them upon public
works, which will tend to open their country; by
establishing institutions for the education of the
children, and the relief of their sick; by introducing
among them institutions of a civil character suited to
their present condition; and by these and other like
means to attempt to win them to civilisation and
Christianity, and thus to change by degrees our present
unconquered and apparently irreclaimable foes into ‘
friends who.may have common interests with ourselves.'
(British Parliamentary Papers, Cape of Good Hope. .
Further papers relative to the state of the Kaffir
Tribes presented to both Houses of Parliament, July
1855, Despatch from the Governor, Sir George Grey,

to the Colonial Secretary, dated from Cape Town,

22 November 1854, page 38. Quoted in Rose and Tunmer, -
1975: 204) _ -

In 1868, Dale was urging,.’The spread of civilisation by school-
instruction and the encouragement of industrial habitsbamong the
Natives in the Border distficts, are of importance to the political
security and social progress of the Colony.' (quoted in Union of
South Africa, 1936: 12,paré,25) Twenty-three years. later he described
the Black schools as ‘hostages for peace' and argued that 'if for
that reason only £12,000 a year is given to schools in the Transkei,
Tembuland and Griqualand, the amount is well spent; but that is not
the only reason - to 1ift the Aborigenes gradually, as circumstances
permit, to the platform of civilised and induStria]']ife is the

great object of the educational vote.' (quoted in Union of South
Africa, 1936: 13,para.26) In sum, as expressed in the Eiselen
Commission's report, ‘edu;ation was regarded as one means among. many
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to be employed in the pacification of the Border.' (Union of South
Africa, 1951: 39, para. 208)

- The conquered, wrenched from their own material bése and
traditional social relations, were cast -adrift, as were the slaves
when freed. It has been argued that the need for more schools. be-
came urgent after the promulgation of Ordinance 50 in 1828, which
gave equal civil rights to the Khoikhoi people, and after the eman- -
cipation of slaves in 1833. (Troup, ]976: 9)‘ Almost half a century -
later, Dale, in an article entitled, 'Technical Instruction and
Industrial Training,' posed, rhetorically, the question, 'Do you
prefer to spend public money on police, prisons;ahd other repressive
and protective agencies, or on the workshop and the teachers of
handicrafts?' (Christian Express XX1 (260) 1.3.1892: 45 - 6)
'Schooling assisted in incorporating into the new order those set
loose from the tribal structures of social control in such a way
that they could be disciplined and made to serve the interests
of the colonists. Grey saw the integration of the African people
into. the Cape economy in terms of their becoming ‘useful servants, -
consumers of our goods, contributors to our revenue, in short, a
source of strength and wealth to the Colony, such as Providence
designed them to be.' (quoted in Majeka, 1952: 66) The schools
helped to make 'useful sekvants' of them by teaching them the basics
of their new masters' ]angUage and providing them with the limited
vocabulary that would be relevant to their role in the colonial
ofder and with an elementary level of literacy, as well as by
training them in the discipline and skills of manual labour. These
servants-to-be were supposed to be equipped also with an appropriately
servile mentality and a view of their relegation to a place of in-
feriority as natural. Dale argued, in the above cited article, 'To
teach, train and improve the present anomalous part of the community
so that their fusion and absorption into the ordinary channels of
industry may be steadily consummated is the practical and necessary
object of any true method of native education.' (Christian Express
XX1 (260) 1.3.1892: 46)

It was not as equal individuals that Black people were brought
into the colonial order but as a subordinate category which was
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integrated economically while kept outside politically and at a
distance socially."Some were schooled into an acceptance of the
new 'civilisation' at the same time as having any expectations,
which they might have developed, of being able to partake as equals
of the fruits of colonial society, suppressed. A few were taken

~ further than the rest to form a-small 'educated',c]ass of mainly
preachers and teachers who, schooled in the views and ways of the
colonists, could serve as intermediaries between the colonial

- authorities and the people.

Early responses: schooling resisted, demanded and adapted

~ Black resistance to schdo]ing'— primarily in the form of
outr1ght rejection and eschewal thereof - was -considerable for
most of the 19th century ~ For as long as Black people managed to
remain beyond the reach of the colonial economy - for as long, that
is, as the pre-capitalist mode of production remained relatively
intact - they would have perceived little, if any, benefit to be
derived from schooling and, at the same time, would have resisted .
sacrificing their children's labour. In 1848, a missionary wrote,
in a letter to the High Commissioner at the Cape, 'it is not so
difficult, to get the church filled with people, as it is, to get
the children to school, who are always by cattle herding prevented
from it.' (quoted in Du Toit, 1963: 41) A quarter of a century
~later, The Kaffir Express noted, 'The chief objection on the part
of heathen parents to sending their boys to sehoo], besides their
indifference to education,-is that they require them to herd their
sheep and cattle.’ It mentioned further that girls were 'kept from
school for different reasons', but didbnot elaborate. (Kaffir Express
1V (45) 1.6.1874: 1) Dale, in a report drawn up in 1869, obéerved,

S

'There is cons1derab]e repugnance on the part of heathen
Kaffirs to send their ch1]dren to school.

'Besides feeling that school instruction weakens
the hold which native customs and superstitions  have
over the mind, the Kaffirs say that they are very well
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content as they are .... They want nothing for them-
selves, and they wish their children to be as themselves.
Each parent expects his own child to herd his few goats
or two or three cows all day Tong.' (Cape of Good Hope,
Appendix 1 to Votes and Proceedings of Parliament for
1869, Report of an Inspection of schools in the Middle
and Eastern Districts by the Superintendent-General of
Education during the months of March, April, May and
June, 1869 (G. 31 - 69) pages 3 - 6. Quoted in Rose

and Tunmer, 1975: 208) '

In 1882, the Natal Native Commission recorded its view as follows:
'We think that there is little desire among ordinary Natives for
education, but we do not anticipate that there on]d'be opposition
to schools being placed in Locations.' The Commissioners betrayed
their 1mp11cit'misgivings, however, through recommendations con-
tained in the next sentence, thus: . 'We should recommend beginning
with tribes known to be favourably disposed; we should also further
propOSe that'schoo]s should be placed in some of the small tribes,
partly because any opposition would be of less moment, partly
because the distances for the children attending the school would
be more manageable." (Natal Native Commission, 1881 - 2, page 11
Quoted in Rose and Tunmer, 1975: 210) '

To the extent, however, that there were parents who did want
thQir children in school they sent them to obtain the sort-.of
schooling which - while their own society crumbled beneath their

feet ?they thought would provide an entrée to the colonial order

at a point above itS'mOSe debased. The.eduéation sought was an
.acédemic one and students themselves vigorously -epposed. its
“dilution with manual labour. At Lovedale, for example, 'all native
boarders’ wére compelled to engage in two hours of 'some kind of
work"every afternoon. In 1872, The Kaffir Express admitted that
students there entirely rejected this forced labour, Eharacterising
it variously as 'a sore point'; 'the bane of their lives' and 'an .
utter abhorrence'. The newspaper cited the case of ‘one young
'-savagé' who early one morning had run away and subéequently in-
dicated in a letter written from home that he had done so on

account of the latter imposition. (Kaffir Express II (26) 1.11.1872:
1 - 2) Parents and students voted for an academic form of education
in the only way open to them: with their feet. Thus, for example,
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in 1880 The Christian Express commented as follows:

' ... Roman Catholic missions have been a failure in
Africa when they attempt to satiate the African craving
for education with a few ounces of catechism, and
communicate nothing to elevate the individual, ...
nothing else was to be expected.' (Christian Express

X (115) 1.4. 1880 2)

A further illustration is taken from the 1892 report of the commission

appointed to enquire into education in the Cape Colony: 'The

heredities of the South Afriean aborigenes are not in the direction

of a lTove of bodily toil; consequently schools which allow the

four hours to be occupied with more or less of dawdling over

spelling books or school slates tend to be nUmerica]]y_the strongest.’

(Cape of Good Hope, Third and final report of a commission appointed

- to enquire into and report upon certain matters connected with the v
~educational system in the Colony, 1892 (G. 3 - '92) page 32. . Quoted

in Rose and Tunmer, 1975: 216) It was especially because of the latter

- that the missionaries - in a context of widespread avoidance of 'ed-

ucation' and contact with 'civilisation' in genera] - were not averse

v to providing the sort of schoo]1ng desired so laong as it brought

- children into their schools and thereby aided in the achievement of

- what was for most of them their primary obJect1ve to evangelise.

It aided the latter in another way too in that it was an appropriate

education for preparing children to read the Bible and participate

in re]igious ritual. It was in any case with an academic” form of

‘education that they would generally have been'fami1iar in Europe.

Furthermore, they themselves did-ﬁot directly share all the interests,

which were paramount for the colonists and which m1ght have otherwise -

oriented their educational obJect1ves, even though they in general . i

w1shed to serve them, as is 1]1ustrated by the fo]]ow1ng extract

from The Christian Express

'Missionaries are in no sense political agitators.

They desire nothing so much as that the relations of
the natives toward the Government, should be those of
perfect loyalty, and they invariably counsel the natives
to be law-abiding and peaceful .... ' (Christian
Express X (112) 1.1.1880: 1) -
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Meanwhile, fhe state's capacity to determine the extent and nature
of education in the'co]ohy was severely restricted, as is brought

out in the following quotation wh1ch at the same time illustrates

how contested educational terrain was even in those ear]y days of

formal schoo]1ng in the subcontinent:

'It may be desirable that education of the right kind
should be ‘compulsory for the children of aborigenes,
but at the present moment the introduction of such a
compulsory provision would be inopportune. If the
State cannot enforce attendance at school, it can at
least define the education for which it is prepared

to pay. There should be a definite regulation that
one-half of the school time required.of those in
- attendance shall be devoted to such manual training
as can best be followed in the locality. The 'literary’
instruction sanctioned in native day schools should be
purely elementary.' (Cape of Good Hope, Third and
final report of a commission appointed to enquire into
and report upon certain matters connected with the
educational systems of the Colony, 1892 (G. 3 - '92).
Quoted in Rose and Tunmer, 1975: 217)

Then again the fo]]ow1ng appeared in a ]906 issue of The Christian

Express:
LI the Native ... is too enthusiastic about mere book
learning and far too casual with respect to the accumu--
lation of wealth. ..... The way he frequent]y strips

himself to meet his educational expenses is indeed ad-
mirable, but this would be quite unnecessary, were he to
pay more attention to developing his means of livelihood.

. It may be urged that the education he is at present

- receiving .is not one to make money with, and there is
a good deal of truth in this, but he has all along
shown such a pronounced preference for the-European
curriculum that it has been deemed impolitic to refuse
him. It has rather been hoped that the craze would die
a natural death. But it will take long for education

. entirely to eliminate from his character that

- conspicuous defect vzz., his fondness for the royal
road, in other words his idea that ‘he is already fitted
for various positions at present occupied by white men
only. It is true that he is to some extent satisfied
with such posts as that of teacher, interpreter, etc.,
but, except in a few isolated cases, for any occupation
involving manual Tlabour he is at present strongly dis-
inclined.' (Christian Express XXXV} (427) 1.5.06: 125)

There were few openings in the colonial system'for B]ack'persohs
with any degree of schooling, however, and this was the case a fortiori
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for those with a relatively high level of education. According to
Revd J. Mountain, writing in 1884, ‘

'Owing to the colour-prejudice, the only occupations
absolutely requiring any education which are now available,
or are likely for some years to be available to natives
are those of telegraph messengers, policemen, railway

- porters, interpreters, school teachers, and ministers
of the gospel; and of course the demand from these
situations is very Timited.' (Christian Express X1V
(165) 1.4.1884: 60 - 1) '

These conditions frustrated'certain of the exbectations generated by
schooling. Giving evidence before the commission on education in
the Cape which Yeported in 1892, a settler observed, in arguing for
_the education of Black persons to be ‘industrial', ‘there is a very
large number of natives on the frontier who attend these m1ss1on '
schools and are taught to read and write, and they become real]y
unfit for other work, and ‘that class of person.is 1ncreas1ng, and
they are doing.... no good to the coUntry.' (Cape of Good Hope,
‘Third and final report of a commission appointed to enquire into
and report upon certain matters connected with the eduéationa]
“system of the Colony, 1892 (G. 3 - '92). Evidence of G.M. Theal.
Quoted in Rose and Tunmer, 1975: 214) In a memorandum submitted

as evidence to the same commission, the following view was -
expressed: | ' ' ‘ '

'As far as possible, I would at these schools teach
every occupation that a servant is required to do in the
Colony. Why is it that I have to employ the Red Kaffir
boy as my groom and gardener? simply because he demands
half the amount that the educated boy does, he does his
work as well, if not better, and is more amenable to
discipline. To have 20 000 or 30 000 of this class 1in
the Colony would be a serious matter. The present
system of education is not only a waste of money
(whether applied to blacks or whites), but money spent
in raising up an army of discontents, who sooner or
later would become a serious danger to the country.'

- (Cape of Good.Hope, Third and final report of a commis-
sion appointed to enquire into and report upon certain
matters connected with the educational system of the
Colony, 1892 (G. 3 - '92). Memorandum by Mr Levey.
Quoted in Rose and Tunmer, 1975: 215)
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_Some twenty-three years earlier, Dale - inzexpléining his inclination
'to discourage the special preparation of a few native lads here

and there, at a great expense, and to assist only in the training

of a sufficient number offnative teachers to occupy the various
school stations at the kraals' - reported as follows:

'Native lads have been well educated here, and have
completed their course in England, who, on returning
to this Colony, find no sphere or occupation but that
of teachers, at a salary of about £40 p.a. This is
distasteful to most of them; a long period of com-
paratively easy and refined life at school and at
colleges has led them to expect something better.
To the educated Kaffir there is no opening; he may
be qualified to fill the post of a clerk in a public
-office or in a mercantile house, but either there is
no demand for such persons, or prejudice operates
against persons of  colour being so employed. To
give a high education to Kaffir boys, and then to
leave them isolated from their own people in thoughts
and habits, and to some extent in language, and without
any prospect of useful and settled occupation in another
sphere of labour is only to increase the existing
temptations of the so-called school Kaffir to fall
into the vices of the low Europeans with whom they are
brought into contact. We require Native teachers
“without that over-refinement which elevates the in-
dividual too much above his fellows.' (Cape of Good
Hope, Appendix 1 to Votes and Proceedings of Parlia-
ment for 1869, Report of an inspection of schools in
the Middle and Eastern Districts by the Superintendent-
General of Education during the months of March, April,
May and Jdune, 1869 (G. 31 - 69). Quoted in Rose and
Tunmer, 1975: 208) o

~ While the colonial context may have limited the capacity of
schoo]ing_to7affect individuals' material prospects, it would
“appear to have provided at teast a leadership element with certain
linguistic, and other cultural accoutrements useful in articulating’
the grievances and demands of their people which, with the collapse
of military-backed resistance and the concomitant consolidation of
“conquest, had to be done increasingly on terrain defined by the
colonists. It was not, as many have chosen to believe, that ed-
ucation - through exposing Black people to new and broader horizons -
revealed to them what was wrong with the place to which tliey were
subjected in the colonial order and unveiled a previously uncontem-.
plated vista of liberty. No vision was needed to conjure up the
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latter since the experiencé of liberty was still fresh in people’s
memories" That people were clear on the former score, independent
of any revelatory power which education might have been assumed to
possess, was evidenced by more than a century of bitter resistance
to their colonisation and subjugation. -It was only as the economic
basis for an independent political stand disintegrated with the
dissolution of the pre-capitalist mode of production, only as

- people became impressed by the final failure of their resistance,
only as they found their feet anew on terrain which was no longer
theirs, and only as the settler authorities demonstrated their
power to dictate the terms on which future negotiation might be
conducted, that education began to be sought in place of shunned.

Even as early as 1873,1t.wa5'stated in an appeal by Lovedale
for monetary contributions, 'Among the natives the tide in favour
of educétion is fast rising, and as they have‘found their way
here, it is a pity to shut the doors agéinst them."(Kaffik Express
IIT (28) 2.1.1873: 2) Nine months later the same publication re-
ported, 'The tide in the direction’Of education among the nati@e
people still keeps steadily rising, and overflows the barrier of
fees, which it was thought at one time would seriously’ check this
desire, and limit the numbers of those who might seek entrance.
here at least.' (Kaffir Express III (36) 6.9.1873 : 1) A further
nine months after that it claimed, - c

‘the tide has set in even among the heathen Kaffirs in
favour of education. Many of the mission schools are
filled with the children of those who never go to church,
and the real difficulty in getting hold of the children
in a heathen location does not lie in the unwillingness
of the parents, except in some cases in regard to their
daughters, but in the natural aversion of the children

to the restraint of a school, and that heathen parents
cannot be got to compel them.' (Kaffir Express IV (45)
1.6.1874: 1) ' o

Tb conclude, in 1905, the South Afriéan Native Affairs Commission
reported, 'There is among the people themselves a growing desire
for education, which cannot and need not be suppressed.' (South

African Native Affairs Commission, 1903 ~ 05. 'Quoted in Rose and
Tunmer, 1975: 223)
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The rise of industrial capitalism-

Schooling for Black people in South Africa made no major ad-
vances through most of the 1800s. Its importance began to increase
from the second half of the 19th century. This can be induced in
part from the growth of state interest in 'Native education' as
well as from the growing numbers in Black schools. As the Eiselen
Commission was to explain, 'Bantu education as carried on by the
missionary bodies became increasingly the care of the government
concerned because the Bantu were.1ncreasing]y-affécting-the economic
and political life of the country.' (Union of South Africa, 1951:
34, para.169) Thus, in the Cape for instance, with the institution
of 'Representative Government' in 1854, state money was allocated
to the Aborigenes (Border) Department for- the purpose of subsidising
‘missionary institutions ... to train Bantu youth in industrial occu-
.pations ... (and) as interpreters, evangelists and schoolmasters ....'
(quoted in Rose and Tunmer, 1975: 206) In 1863, Dale proposed in-
creased subsidisation such as would ehcourage the teaching of needle-
wbrk to girls and carpentry, shoemaking and printing to'boys and
would also produce blacksmiths, gardeners and domestic servants.
(Rose and Tunmer, 1975: 207) In 1865, legislation was enacted to
provide for state aid to three types of schools: public, mission
ahd 'Native'. Furthermore, a state inspectorate of education was
established. While, in 1865, there were a mere 2 827 African

pupils enrolled in schools, by 1885 this enrolment had risen to
15 568 and by 1891 to 25 000. (Cook, 1949: 351) " In Natal, a
Commission of Inquiry was urging in T8537a1ready that Black youths
should be apprenticed to White farmers and. tradesmen through the
Resident Magistrates and recommended the establishment of Govern-
ment industrié] schools 1n each village, as well as compulsory
attendance for three years of all children, between seven and
twelve years of age, living in a Black location. AS it happened,
none of these recommendations was carried out. (Union of South
Africa, 1936: 19,para.61) However, an ordinance, published in.1856
made provision -for grants-in-aid to be given to mission schools and
also permitted the Government to establish and maintain public
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schools. It laid down that the subjects ofvinstruction were to be
religious education, 'industrial training' and instruction in the
English 1anguage.'(Union of South Africa, 1936: 19, para.64) In
‘1884, Black schooling in Natal was made the keSponsibi]itv of the
Council of Education, which had been established in 1877, and

placed under separate and specialist officers. . Two years later, the

first syllabi for elementary Black schools were issued."Hygiene
and traditional crafts were emphasised and a fifth of school time

- was to be épent in manual work which included carpentry for the'boys,
dressmaking, cooking and laundering for girls, and gardening for
both boys and girls. (Horrell, 1963: 19) 1In 1894, the Council of
Education was abolished and a sub-department of ‘Native Education'
under the Superintendent of Education was created. " Enrolment in
Natal's Black schools rose from 145 in 1855 to 10 618 in 1900.

- (Cook, 1949: 352) State subsidisation of the mission schools for
Black people started in the Orange Free State and 'Transvaal' in
1878 and 1903, respectively. Although such subsidisation often
amounted to Tittle more than occasional grants, it was accompanied -
by the requirement that mission schools register with the:admin~
istration. The authgrjties instituted inspection of schools, ac- -
quired a say in syllabuses and the training of teachers, -and in-
creasingly began to make demands on the schools. - o

These developments coincided with the’ establishment of
capitalist relations of production in agriculture and the mining
~industry. According to the Eiselen Commission Report ...

'the discovery of minerals, the building of railways.

and the Anglo-Boer War ... radically transformed the
political and economic life of South Africa. The new
conditions bred a new emphasis on Native policy and
particularly on the view of the state concerning the _
education of the Bantu. The new mines, railways, farms,
cities and industries cried out for labour.' (Union of
South Africa, 1951: 39 - 40, para. 210)-

And indeed the first half of the 20th century saw a slow but steady‘
increase in Black school enrolments and a, though slower, also . '

steady, rise - except for during the depression years of the 1930s -
in state expenditure on Black schooling. [t is clear that the
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.growth of schooling, at any rate that for Black péop]e, was not
initially stimulated by any need for skill training which might
“have arisen from capita]ist-production. Generally, the level of
skill required was low and both on the farms and in the mines,
what skills the workers had to have, were of a sort which could

‘most adequately be developed through training on the job. The
manual training that even those who went to school received,
tended to be manual labour rather than training in any specific
skills. The racist form taken by class ré]ations in the South
African context excluded black workers from developing trade and
other 5uch‘higher—]eve] skills. In 1936, the Interdepartmental
Committee on Native Education'was arguing as follows:

'On. the one hand ... any rational system of education
should make provision for vocational training leading

on to occupations which will give employment and a
source of livelihood to a considerable proportion of

the population. On the other hand any such policy ...
would in the present structure of South African economic
conditions, lead to competition of Native tradesmen

with European, which is at present prohibited ..., or

to a dead-end of unemployment for the Native.'

'Having regard to the present attitude of the
European towards the employment of Natives in industry,
where skilled or even semi-skilled labour 1is used, it -
seems inevitable that the educationist in South Africa
must pursue a "ca' canny"” policy in regard to the
training of Native boys and to this extent must turn
his back upon sound educational principles.' (Union
of South Africa, 1936: 114,para‘'s.575 - 6)

Schoo]ing and the making of the Black working class

It will not be argued that the gradual growth of Black schod1ing
froh the 1860s through to the mid-20th century was determined by the
development of a capitalist mode of production in the region. It is,
however suggested that schooling had some bearing on the way in which
capitalist class relations emerged. Stated most generally, schooling
was one, albeit minor, factor amongst many which went into’ the making
of a Black working class. It made, first of all, a limited contribu-

tion to the process of proletarianisation itself. It did so in the
* same way as did Christianisation of the indigenous people. The latter



41

was described in 1878 by The Christian Express, mouthpiece of the
missionaries at Lovedale, in the following remarkably explicit terms:

'This subject of work is a burning one in this
country. No comp]aint is more common ... from colonists
. ... than that there is a great deal of work to be done and
few trying to do 1t '

'We want to see the natives become workers. .....
And ... we believe that Christianity will be a chief
cause of their becoming a working people .... '

* ... how this ... comes to be is twofold. Christ-
janity creates needs. Generally speaking, every man
will work just as much as he requires to do and not
more. There will be a constant relation between the
time a man works and his necessities. ..... If you want
men to work; then, you must get them to need. Create
need and you supply stimulus to work; you -enlist the
worker's own will on the side of labour. Few men any-
where, and certainly no heathen men, ever work for the
mere pleasure of working. o

'Now, the speediest way of creating needs among
- these people is to Christianize them. . As they become
Christianized, they will want more clothing, better
houses, furniture,. books, education for their children,
and a hundred other things which they do not have now
and never have had. And all these th1ngs they can get
by working, and only by work1ng

'But Christianity also teaches the duty of working,
and denounces idleness as a sin.

'So. to Christianize a Kaffir is the shortest way, -
and the surest, to make him put his hand steadily and
willingly to the work that is waiting to be done.

This will make it both his interest and his duty to
work, will enlist, besides his bodily appetites, his
home affections, his mental powers, and his concience,
on the side of industrious habits.' (Christian Express
VIII (95) 1.8.1878: 1 - 2) '

In 1905, the South African Native Affairs Commission recommended, with
a view to driving a gfeater number of Black people into Wage Tabour,
inter alia, 'The encouragement of a higher standard among Natives by
support given to education with a view to increase their efficiency

and wants.' (quoted in Union of South Africa, 1951:_40 para 212) The
schooled minorityvhelped to spread ideas and practices which encouraged
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a layer of the newly colonised to want goods that were obtainable
only by means of purchase. Testimony was given to thevsame
- Commission as to education's ‘economic effect in raising the
standard of material comfort and thus creating wants.' (quoted in
Union of South Africa, 1951: 40, para.211) With a steadily dec-
lining proportioh'of the people able to support themselves on the
“land, let alone produce a surplus which they could put on the market,
~ wage labour became, for more and more, the only means of acquiring
the money which it took to satisfy any such 'new needs' as might
have been generated and even lTongstanding needs which had pre-
viously been met within a pre-capitalist mode of production. The
latter makes it clear that the above analysis does not attribute
any structurally determinant role to either Christianity or schooling.

The making of -the Black working class involved more than the
process whereby. people were ‘rendered dependent on wage labour. Some
employers. -of labour began to see schooling as part of - related process
whereby. workers might be rendered at least minimally.amenable to wage
labour and tractable. They started to recognise that it might be», |
in their interests to attempt to win from workers some measure of
acceptance of the social place towards which conditions propelled

- them. As one who-identified with such intere$ts, Pells argued that
- it was essential to school the new]y_prd]etarianised Blacks 'if they
~are not to be left profoundly dissatisfied and an ever-present
menace to society.' He supported his contention by citing the
experience of England where he claimed that it had been the pro-
vision of universal e1emen£ary'education which-above all else averted
" a bloody revolution. According to Pells,.

‘Once the Native is allowed outside of his Reserve ... we
incorporate him into our economic scheme and thus proceed
to educate him. But this education by contact with the
White man's Tife and civilisation is unreguiated, hap-
hazard .... By formal education and instruction ... we
must give him those standards by which we judge good and
bad .... The Bantu must be educated ... to have the

right sort of 'wants' and to be able to satisfy those
'wants'. Only thus can he become a contented and use-

ful citizen.'(Pells, 1956: 152)

Or, as the Interdepartmental Committee on Native Education argued in
1936,
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‘The Native is becoming Europeanised by more contact
. One cannot stop the process .... All that can be
done ... is to direct and control the process.

Al

‘The problem is, therefore, to devise a type of
education which will tide the black man over the period
during which his tribal sanctions are weakening, and
before he fee]s the force of the sanctions of European
civilisation.' (Union of South Africa, 1936: 89, para.. 465)

The latter aspect was spelled out still more specifically in 1943

by the Administrator of Natal who was repofted as'having said that
'the old ways with their foTkway§, Imores and disciplines which

were so characteristic of the behaviour of the Zulus were passing

away and it was therefore incumbant on the Bantu schools to develop

in the Zu]d’yOung the new controls, disciplines and behaviours of
Western civilisation.' (Inkundla ya Bantu 6(66) 30.9.43: 8) And,
indeed, from the earliest days of industrial capitalism in South
Africa, there was the attempt to drill into Black workers an —
acceptance of their place of inferiority, oppression and exploitation.
The report of the Interdepartmental Committee described the view
prevalent amqngst capita]ists that ... '

.~ 'we must give the Native an education which will keep

" him in his place' - 'if the Native is to receive any "&fﬂ
education he should have as his aim the idea embodied
in Dickens' version of the ancient prayer: -

"Oh, let us Tove our occupations, ‘ v
" Bless the squire and his relations '

Live upon our daily rations, :

And alwyas know our proper. stat1ons "

(Union of South Afr1ca, 1936: 86 - 87, para. 453)

The attempt was made to imbue workers with values and attitudes per-
ceived by employers as befitting those in wage labour as well as to
teach them the discipline that would be demanded of them as wage
labourers. According to the syllabus for Orange Free State primary
schoo]s, drawn up in ]945 'Rightly cons1dered the ultimate aim of
~all education and the purpose for which our schools exist, is to -
provide boys and girls with a training such as will enable them to
take their proper place in Tife when they leave school.' (quoted
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in Union of South Africa, 1951: 83, par 470) Expressed quite
bluntly by the Native Economic Commission, 1930 - 32, 'He (‘the
'Native') must learn to schoo] his body to hard work .... ' (Union
of South Africa, 1932: 12, péra.77) The interest of White employers
of labour in Black schooling was from the start, as put in the 1903
report of the Transvaal's first Inspector of Native Education, Revd
W.E.C. Clarke, to 'Teach the Native to Work.' The latter report,
_dealing with the objectives of the newvschooling scheme which had

| just been drawn up, put_forWard'the following view:

'No proposal for a plan of native education would be
l1ikely to commend itself to the great majority of the
people of this country that did not contemplate the
ultimate social place of the native as that of an
efficient worker .... The scheme prescribed makes
provision, therefore, in the first place, for the
combination of manual training with elementary in-
struction, and, in the second, for the shaping of that
elementary instruction so as to equip the native for

. a more intelligent comprehension of any industrial
work -that is set before him.' (Transvaal Education
Department, Report for school year January - December
1903, pages 62" - 3. Quoted in Rose and Tunmer, 1975:
220) ' .

Such a stance was taken up even in a,Catholic‘week]y, Um-Afrika,
which, published in Zulu from Marianhill, was obviously directing
itself neither at White public opinion nor at the government
po]icyAmakérs but at Black people’ presumably as a contribution to -
e]1c1t1ng their concurrence. The following is extracted from an
editorial in the sa1d pub]1cat1on

'The view that the African should be given education
based on the assumption that one day he shall cease
to be an employee of the whiteman is in conflict with
the facts. It would be like giving the African an
 Education with no foundation - a course more dangerous
than helpful. That type of Education would make him
lose that which he should have derived from his training.'
(quoted, in translation, in Inkundla ya Bantu 7 (92) '
18.12.44: 3)

Discussing the recommendations'of the South African Native Affairs
Commission, 1903 - 05, concerning Black schooling, the Eiselen
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Commission report pointed out ' how insistantly the economic

‘motive was making itself felt: the educated Bantu would be useful

in the economic expansion of the country.' (Union of South Africa,
1951: 40, para.213) In a paper first presented in 1918, Revd Albert

Leroy posed. the question, 'Does it pay to educate the native?' The

cleric summarised his conclusions as follows: =

'If education induces the best of them to go back and
work for the uplift of their people; 1if the educated
native is more temperate, works longer and more steadily
than the raw native; 1if the average educated native is
ranked by his employer as varying from good to very

good; .and from his wages is evidently worth from two

to four times as much as the uneducated man - then it
seems to us, to use Pariiamentary language, "The answer
to the question is in the affirmative".' (Leroy, 1919: 18)

Schooling, in general, contributed to separating socia]]y the

"~ Blacks and Whites who economica]Ty‘were increasingly, albeit un-
_ equally, integrated with one another. Thus, for example, one

objective of the Education Act of 1865 was to discourage missions

. from opening their schools to all irrespective of colour by per-

‘mitting state grants toschools which did so, to be used only for

paying teachers' salaries and leaving the missions responsible for.

_ all other expenses. Separate and unequal schooling helped to -

rigidify racist lines of division which up until the development

of capitalist industrialisation had still been somewhat loose.

Differential schooling for Blacks and Whites was aimed at moulding

the children into their respective dominant and dominated places.

As put in the report of the 1936'Interdepartménta1 Committee, ‘The
education of the White chiid prepares him for 1ife in a dominant
society and the education of the Black child for a subordinate
society.' (Union of South Africa, 1936:'87,.para.458) The same.
report explained well, from the standpoint 6f the White super-
ordinate classes, why the objectives of schooling for Whites could
not be the same as those of 'Native education':v '

'The two societies do not operate in two water-tight

compartments. "Geographically they are not segregated
and economically they are interdependent. These cir-
cumstances, however, do not give them equality of "

v
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opportunity. On the contrary. To frame pious aims,
therefore, for Native education, such as “fullness of
1ife for. each and all" ... is easy, but it is rather
futile if not actually misleading. Such an aim can
be striven after by education in the European society

which is homogeneous and democratic. ..... But South
- African society as a whole consisting of Europeans
and Natives is not a democratic society.' (Union of

‘South Africa, 1936: 88, para. 459)

Referring - although more than a quarter of a century earlier - to
a conception of education differentiated in prec1se1y the. same
racist terms, The APO wrote as follows:

'It means that education is to be of the kind suited to
the recipient's station in life. It has not even the
merit of that education which is clamoured for by some
businessmen for their sons.' VZz ‘'the mercenary man's
‘view' that 'education should be directed to giving its
recipients the power of getting on in the world, and-
getting on in the world simply means amassing lucre

N - But for the blacks' education even that low
motive is to be discarded. Their education is to be
such as will allow the other fellows, the whites, to

.. get on in the world by trampling on the blacks. There’
must be no unrest or disappointment felt by the blacks
of South Africa. No outlook is to be given to them.
..... They must stay where they are.' (AP0 17.7.09)

From the standpoint of the Black subordinate classes, a 1938 issue
of The Territorial Magazine - Ipepa Ndaba Lezifunda editorialised
as follows: | '

!In a country where there are definitely superior
interests, that is the interests of those who form the
ruling class it becomes increasingly difficult even to
the extent of embarrassment as to how such interests

are to be protected. This is the course which the
education of the African has inevitably followed. In
educating the African care is being taken that he is
given only such education as will fit him for a position
which is forever. subservient.' (Territorial Magazine -
Ipepa Ndaba Lezifunda 1 (4) 15.7.38) .

Schod]ing for Blacks - necessarily segregated if to be inferior -
provided a schoo]1ng in inferiority which helped to prepare B]ack
students. for the places of inferiority which they would occupy in
society. - '
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The content of Black schooling

There was a relation - albeit probably not a determinant one -
between the ‘form taken by B]aCk'échoo]ﬁng and the social places
for which Black youth were generally destined. In a memorandum to
the Council of Education, a decade before the turn of the century,
an Inspector of Native Education in Natal addressed the question
of what the 'scope' of Black schooling should be: “

‘I would define it as being to qua11fy the native youth
for the effective discharge of their probable duties in
life. These, for the present generation of school
children, are those connected with the stable, kitchen,
nursery, wagon or farm.

_'whatever may be said ... in favour of teaching the
use of tools ... the fact remains that a certain amount
of preparatory educat1ng of the th1nk1ng and observxng
faculties is necessary. _

'The inculcation of the habits .of industry is a
very important part of school work ... but in a very
effective degree it is quite possible without the

-teaching of any handicraft, and a trade may be taught
w1thout making the boy industrious.

'There is a great deal of difference between
1ndustry and industries; and the former is ... the
more important of the two for this people. '(Chr1st1an
Express XX (237) 1.4.1890: 51 - 2)

A Select Committee on Native Education, appointed in 1908, recommended
that the African pupils' language, ‘their home conditions; their
social and mental environment, their hereditary, tribal or racial
instincts, and their future position and work in the country' had

" to be considered. (quoted in Horrell, 1963: 14) In 1909, the APO
commented as follows on 'the pecoliar notions of the aims of

education which the members of the Cape School Board of the time
evidently had:

'With them it is not the drawing out of the faculties
of the child. It simply means filling his mind with
those facts which may be of service to him .in fulfilling -
the work he may be called on to perform; and the ' S
filling process of the coloured child's mind is to be P
carried on in a different building from that in which*
the white youngster's mind is operated on. If one
considers the composition of the Board, he would not
be surprised at such views being entertained by some
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of its unlettered members..... They-could not find enjoy-
- ment in anything beyond the computation of interest
or the value of bricks and mortar, or the addition of
columns of figures. A1l other knowledge is regarded
by them as useless lumber. They take the old clerical
adages as to the necessity for being "content with
that station wherein it has pleased a kind Providence
to place us" as literally true. Any education that
. would give a being a thought beyond his station in
life is accursed-in their eyes. It would, if they
had their way, consist solely in the inculcation of
the divine duty of drudgery. The black people are
the descendents of Ham, according to their ideas.
They were meant to be "the hewers of wood and the
drawers of water" through all eternity. Their education
should therefore be confined to the narrow circle of
learning to appreciate the honour they enjoy at the
hands of the white man, who allows them to live on
the face of God's earth.' (AP0 19.6.09)

In 1945, J.N. le Roux articulated the view in Parliament that the
schools ... '

'should not give the Natives an academic education, as
some people are prone to do. If we do this we shall
later be burdened with a number of academically trained
"Europeans and non-Europeans, and who is going to do
the manual labour in this country? ... I am in thorough
agreement with the view that we should so conduct our
. - schools that the native who attends those schools will
. know that to a great extent he must be the labourer
- in the country .... ' (Hansard, 1945: col. 4528)

To the extent that 'Native education' helped in praétice to
prepare Black children for a place as subordinate workers, it was
in part both through deliberate indoctrination with the ideas of
the White superordinate classes, in part through providing them
with an education which, insofar as it was equivalent at all to
what their White counterparts were acquiring, was vastly inferior,
in part through subjecting students to an experience of institutional
inferiority,-and in part through training them in the discipline and
obedience which would be required of them as workers. Thus, for
example, the following was written in 1946:

'To-day, the system of African education ... is such
as to prepare the African for an irnferior type of citizen-
ship. Take history. The history taught in our schools
drills into the mind of the African child the idea that
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in all our fights with the Whiteman, the Whiteman was
on the right and that our forefathers, who fought for
their independence and their freedom, were the villains :
in the whole story.' (Inkundla ya BantulIX (119) May 1946: 2)

Revd Clarke,in his first and programmatic report cited above, -
- wrote as follows: '

'Apart from ... specific subjects I look for substantial
results to be produced in the native by the discipline
of 'school life. Habits of obedience and cleanliness
and order are what he most wants, and these myst be the
foundation not only of the usefulness of his school
life, but of the 1ife for which the school is but a
training.' (Transvaal Education Department, Report

for school year January - December, 1903, pages 62 - 3.
Quoted in Rose and Tunmer, 1975 : 220)

Rather than a 'bookish' schooling, the 'mechanical arts' were
emphasised and students familiarised with manual ‘labour. In 1891,
Dale reported as follows: '

'What the Department wants is to make all the principal
day-schools places of manual industry, as well as of
book-instruction. It is not expected that all the boys
will become expert tradesmen; but it is something to
train them to use the spade and the hoe, the p]ane and
“the saw, the mason's trowel and the plumb-Tine.

(Cape of Good Hope, Appendix 1, Vol III' to Votes and
Proceedings of Parliament for ]892 Report of the
Superintendent-General of Educat1on for the year 1891 _
G. 9 - '92), pages 11 - 12 Quoted in Rose and Tunmer,
1975: 212) ' ' :

However,-actording to, for example, D.D.T. Jabavu, 'In our schools
“manual Tabour" consists of sweeping yards, repairing roads, cracking
stones and so on, and is done by boys only as So much task work
enforced by a time-keeper, and under threats of punishment.'
‘(Jabavu, n.d.: 95) Even a Government commission report had to admit
that the 'manual work' in Black schools had tended to lapse into
'triviality and mere mechanical drudgery with no educative value'.
(Union of South Africa, 1936: 92, para. 475) Characterising it
as having had 'no educative value' might have been an implicit
reference to what Jabuvu had identified as 'the invariable result’
~of the imposition of manual labour of ‘the kind described, namely
'that the boys grow to hate all manual work as humiliating, “skulk"
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from it whenever they can, and ever avoid it at home and in after
life' (Jabuvu, n.d.: 95) - the very converse, in other words, of the
effect which White educationists and employers of labour hoped it

would produce.

The scheme for 'Native education', which was put forward after
Union by the Council of Education and introduced with a curriculum
based thereon in 1915, laid great emphasis on 'training'. This
consisted of religious and moral training with the cultivation of
such habits as cleanliness, obedience, punctuality, tidiness,
ordef]inéss generally, truthfulness, honesty, respect, courtesy,
ihdustry,'se1?—dependence, self-restraint, tempekance and chastity;
physical training; social training, incTuding ideas of civic duty
and acquaintance with the laws specially affecting Black people;
and. industrial ‘training. Schooling also provided, through the . ‘

“'three Rs', an e]ementary trainihg in the basic skills of communi-
cation and cd]cu]ation. Most important was a working familiarity
with one of the "official" languages - that 'is, one of the employers'
languages, English or Afrikaans. As Clarke explained, 'The enor-
mous percentage of energy that is at present wasted or lost through
‘thé lack of a common medium of communication between white employer
and native employee shows the necessity of prescribing for all

native schools a knowledge of English as one of the elementary
subjects necessary.' (Transvaa]IEdUCation Department, Report for
school year January - December, 1903, page 63. Quoted in Rose and
Tunmer, 1975: 220) An increasing number of workers who could read,
write'ana»wofk.with figures were beihg sought on the labour market
and the schools were the sole source of supply.

‘Ideo]ogically and psychologically, schooling helped to mould
the yodng workers-to-be into the dominant social relations. There
was an attempt to sever them from their past identity and its base
" in traditional African culture. The early schools contributed to
" the students' demoralisation by physically removing them to the
world of the White colonists, teaching them to despise their own
history and culture, and ‘converting' them to the colonists’
religion. In the place of what was removed, a new world-view and
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new values were inserted. In this context, the Interdepartmental

Committee on Native Education, for instance, regarded religion as
'of paramount importance'. According to its report, 'by religion

is not meant merely the learning of the catechism and Bible history,
.. but also those emotional and spiritual experiences which deter-

mine a person's ideals and his attitude towards life. Under this

category are included also character building, morality and

“manners ....' (Union of South Africa, 1936: 90, para. 469) In

_religious_instructiOn Black students wére taught obedience, humility,

patience, fear, passivity,-and .contentment in adversity. There

was, however, amongst the indigenous population, even at the time,

keen awareness of the subversive implications of their people

being schooled in the settlers' religion. To illustrate this the

" following is extracted from a catalogue of 'Kaffir objections to -

- the Christian religion' described in 1871: ' '

' ... the Christian religion deprives his countrymen of
“their nationality. ..... No sooner does a member of
his tribe embrace the Gospel than he .conforms to habits
and modes of dress which were a]together unknown to '
his forefathers.

‘Moreover, when a Kaffir embraces the Gospel, he
disowns the authority of his chief, he ceases to be a
retainer at "the great place", 'he no longer spends his
time at court, ready at any moment to go errands ... for
his chief, he ceases to be a Kaffir subject. Every
Kaffir who embraces Christianity lessens the power and
authority and greatness of his chief. "Christianity
neither fosters nor encourages a spirit of loyalty
to the Kaffir chiefs, but rather the reverse. .....

Any custon ... which teaches the Kaffir such d1s]oya1ty '
ought never to be accepted by wise men who seek to '
preserve their country's welfare and the authority

of their rulers. _

' ... the Gospel has deprived him of his country!
..... Spies they (the missionaries) were, who came to
discover the fat of the land. They received grants of
land from chiefs for mission stations, but soon they
hailed their countrymen who came across the sea in
such numbers that the mission station merged into a -
town. ..... ~"And the unkindest cut of all is that,
though robbed of his country, he should yet be urged
to accept that which has proved the greatest fbe to
the nation!' (Kaffir Express I (6) 3.3. 1871 - 3)
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Tardiness in the growth of Black schooling

. In the Tight df what has been suggested, about the relation in
which Black schooling, up to the mid-20th century stood to the
development of capitalist class relations, what might be questioned,
is why the growth of Black schooling was so slow. Minimal interest
~in Black schooling was displayed by the state, capitalists or em-
ployers in general. Before 1945, Black education was but seldom
debated in the Union Parliement. Except for the Cape provincial
administration's appointment, in 1919, of the commission under
Dr W.J. Viljoen, the appointment, in 1935, of the Interdepartmental
Committee, and the Natal provincial administration's appointment of the
Thomas Commission - all of them to report on 'Native Education' -
there was little serious state concern with Black schoo]ing before
the mid-1940s. In'1920, D.D.T. Jabuvu contrasted the state of Black
and white_educafion in the following terms: '

‘The present condition of Native education ... is
one of chaos .... Natives here have a just grievance.
They see Government spending lavishly in putting up
majestic educational edifices for European primary,
secondary and University education staffed by highly
paid teachers, while they have to be satisfied with

~having their children taught in mission rooms with walls

- dilapidated and furniture rough and scanty, teachers
receiving miserable pittances, so miserable that a raw
and illiterate Zulu policeman in Durban today gets
better pay than the best paid Zulu school teacher.
Provincial grants -to Native education are very tiny
by comparison with those for white schools and infini-
tesimal as compared with the enormous revenue derived
from Native taxation.' (Jabavu, n.d.: 12 - 13)

In the mid-1930s, for example, the Government was spending on
education over 40 times as much per head of the White population

’as per head of the African population. In 1940, less than a quarter
of the African children between the ages of 6 and 16 were in school.
According to Pells, '

"In the case of those who did go to school, the time spent
and the work donethere was so meagre as to amount to no
education at all. For over half of them schooling
terminated in the sub-standards. Most of the remaining

40% only reached Standard 2. Only 1% of those who
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attended school reached Standard 6!

'The position by 1940 was that only one in every
1 000 Native children received a fair elementary edu=
cation. Native education was therefore failing to ’
make the Native 11terate (Pells, 1956: 140)

Why was the schoo]1ng of Black South Africans, on’ whom the economy
rested to so significant an extent, not much more of a priority?

‘ In the period pr1or to the general penetrat1on of cap1ta]1st _
relat1ons of production, the answer is not difficult to find. Dale,
in his report on an inspection of schools, which he conducted during
1869, wrote as fd]]ows:

'The absence of mechanical appliances to develop the v
resources ‘of the coyntry or to carry on local industries
serves as a check to general education, because skilled
and intelligent labour is of no higher value than that

of the raw, untaught savage. A people without manu-
facturing industries, 1iving chiefly by agricultural and
pastoral pursuits, must remain at a comparatively Tow
standard; the impulse to higher things is wanting, as
well as the necessity which ever br1ngs intelligence and ;
enterprise to the front.. .

'These general caases not only lower the value of
school instruction, but keep people poor and without the
means of lengthening the school-life of their children ....
(Cape of Good Hope, Appendix -1 to Votes and Proceedings
of Parliament for 1869, Report of an inspection of
schools in the Middle and Eastern Districts by the Super-
intendent-General of Education during the months of

‘March, April, May and June, 1869 (G.31 - 69) pages 3 - 6.
Quoted in Rose and Tunmer, 1975: 208)

In 1906, The Christian Express observed that 'the past figures of
Missionary institutions ... show greatly reduced numbers during
bad years (viz years of drought), while numerous letters are re-
ceived asking for a period of grace_wﬁth regard to payment of the

fees.' (The Christian Express XXXVI (427) 1.5.1906: 125) Furthermore, |

schooling of Blacks was actively opposed in certain quarters of the

~ settler community and many colonists specifically eschewed the em- .
‘ployment of Black persons who had had any schooling. Thus, for ’
example, in 1871 The Kaffir Express was complaining as follows:

i.
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! . for all except the very rudest kinds of work,

such as looking after sheep and oxen, and carry1ng loads,

or leading a team of oxen, the raw Kaffir is immeasurably

inferior to the trained native. But the red man is

preferred by many, because his ignorance passes for
~simplicity, and because he has not yet learned the

civilized lesson of self-assertion. ..... He ‘is

preferred by many because his wants are fewer, because

a worse hut will serve him, and coarser rations and

lower wages; and because he controls his feelings well.’

(Kaffir Express I (4) 4.1.1871: 1)

It must be borne in mind that a society's éducative apparatus
does not consist solely of schooling. From an identification of
certain 'functions' being served by the school, nothing can be
assumed abdut the relative importance of those 'functions' having
been served, nor can it‘be deduced that it Was-schooling which was
required to serve them. Only at a certain stage in the development
of a soc1ety s capitalist structures does the type of education
which m1ght perhaps most appropriately be prov1ded_by the school -
becdme critical. Before that, while schooling clearly contributes
to the educational process, it is but one amongst a number of vehicles
for education. In part, this was what the Native Economic Commission,
1930 - 32,.was driving at where its ceport states that ...

'for the regeneration of a primitive people there are
educational needs which preceed ord1nary school educa-
tion. European school education is based on a civilised
environmnet: for a great proportion of the Native pop-
ulation this civilised environment has still to be
created. It is an educational task, but it is not
solely the task of the ordinary school, although the
school can in a measure assist in carrying it out.'
(Union of South Africa, 1932: 91, para. 627)

The po1nt is illustrated by the fo]]ow1ng quotat1on from the Natal
Nat1ve Commission of 1881 - 82:

'"With reference to Industrial Education, it has to
be remembered that there is and has been for.many- years
much of it obtained by the Natives who go to service
either at farms or in towns. The former learn to plough
and harrow, and to sow crops at proper distances, and to
use various tools; the latter are taught orderliness in
‘domestic arrangements and to cook, and in a degree be-
come acquainted with and take part in many of the
developments and accompaniments of an advanced civilisation;
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and it is but fair to the Natives to say that many of
them are easily broken in to all this. Still, service
of this kind hardly includes instruction in what are
ordinarily called trades, such as masonry, carpentry,
and iron and leather work; ....' (Natal Native
Commission, 1881 - 2, page 11. Quoted in Rose and
Tunmer, 1975: 211) :

The conditions which had led to the introduction of mass
schooling in the advanced capitalist soc1et1es of England, Europe
and the United States of Amer1ca had not as yet arisen in South
Africa. In England and certain European countries, mass schooling
developed in substantial part as a response to the social and _
political prob]ems spawned by the Industrial Revolution. With the
breakdown of feudalism was broken down its framework of social
contro]. The context in which the labouring people had "known
their place' was removed and replaced by the relative individual
_freedom of capitalist démocracy.' Under these conditions, mass
schooling would appear to have played an important role in the
reassertion of class control by the newly dominant bourgéoisie
and provided a way of reproducing an appropriately socialised
labour force. Bowles and Gintis, for example, describe how, in
the United States, ... -

‘The process of capital accumulation drastically changed -
" the structure of society: The role of the family in '
production was greatly reduced, its role in reproduction
“was increasingly out of touch with economic reality. A
permanent proletariat and an impoverished and, for the
most part ethnically distinct, reserve army of the unem-
ployed had been created. Economic inequality had in-
creased. Small manufacturing towns had become urban
areas almost overnight. The expansion of capitalist
production had at once greatly enhanced the power of
the capitalist class and had inexorably generated a
condition which challenged their continued domination.
With increasing urgency, economic leaders sought a
mechanism to insure political stability and the con-
tinued profitability of their enterprises.' (Bowles and
Gintis, 1977: 159)

i

-Bowles and Gintis'thesis is that the mechanism, which they found,
was mass schooling. In South Africa, by contrast, the classes with
control had achieved it, in the first instance, by conquest. On
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that foundation and what it meant for the balance of forces in

‘the ensuing struggle, class control was initially able to be main-
tained mainly through direct repression. This involved the denial
of all political rights and’thg use of state power for the reg-
imentation and physical control of the lives of Black people by
means of the reserve system, the pass laws, and an all-covering

net of repressive legislation. Thus, while schooling might be

seen as having been part of the structures of social control, it
could in no sense be conceived as-havﬁng been 'necessary' to them -
under- the totalitarian conditions of South African society and
given the radically uneven balance of power. Furthermore, wheré,
in other capitalist societies, schooling was already important to
the process of allocating young persons within the socieal division
of labour, fitting them into the occupational hierarchy of capitalist
production, and distributing them into the social hierarchy, in
South Africa these functions were partiaﬁ]y served, albeit crudely,
by racist ideology.

' ~ Furthermore, there was calculated opposition to the deve]opment'
of Black schooling from within the dominant classes on the grounds
‘that it could be politically dangerous and even economfca]]y dis-
advantageous to capitalist interests. Even before the turn of the
century, this’position was being articulated. Dale was particularly
explicit in his report of 1891. There he treated the quéstion of
'diffusing elementary school instruction everywhere among the masses
of heathen' as 'a matter of social economy and of political interest’.
His argument isvsignificant and warrants quoting at some length: '

'Whilst the present cautious system is pursued, no social
inconvenience or practical danger can result, but if

some system of obligatory school-attendance were introduced
and thousands of Kaffirs were leaving school year by year
with sufficient school-instruction to set them loose from
tribal customs and modes of savage life, what would you do
with them? What agencies could be devised to direct
teaming thousands into the various channels of Colonial
industries? Labour, especially agricultural,is wanted;

but will the educated Native leave his home and take service,
especially in the western districts? If not, the crowding
together of educated natives, living without a trade or
regular habits of daily employment, must tend to m1sch1ef
and social disturbances.
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'The capacity to read and write is not in itself a

panacea for the abominations of savageism. ..... Know=-
ledge is power even to them, but it ‘may - ‘be a power for
ill.

'"Whether the festine lente policy pursued by the

Department for the last thirty years in the matter of

. Native education commends itself favourably to public
opinion or not, it has been a safe policy ...; and it
should not be lightly set aside for a showy and popular
system to suit the extreme.views of philanthropists, or
the theories of those who proclaim universal education
as the duty of Governments.' (Cape of Good Hope,
Appendix 1, VolumeIIl to Votes and Proceedings of
Parliament for 1892, Report of the Superintendent-
General of Education for the year 1891 (G. 9 - '92},
pages 11 - 12, Quoted in Rose and Tunmer, 1975: 211 - 12)

In 1936, the Interdepartmental Committee:agreed with Edgar Brookes in
summing up the general attitude of White South Africa to education of
~Blacks as haVing, in the past, been 'too humane to prohibit it, ...
too human to encourage it.' (Union of South Africa, 1936: 87, para. 453)
Wr1t1ng later still, Pells found it understandable that neither of

the main White political parties had shown any'gkeat enthusiasm for
the promotion of Black education, "since farmers, mineowners and
industrialists view them with alarm a process which, as present v
world experience shows, tends to stimulate the labourers to unreason-
able wage demands and uncomfortab]e social and p011t1ca1 asp1rat1ons
(Pells, 1956: 146) ‘

Opposition came also fromvthevwhite section of the wofking class
~ since the training of Blacks in certain skills threatened the near
monopoly on semi-skilled and skilled categories of employment which
White workers had won for themselves. Such opposition was already
being articulated in the late 1880s. In an article concerning state
support of 'native education', The Christian Express observed in 1888,

'The chief feature of the controversy at present is this -
an entire change of the reason why such aid should be
withheld. Formerly the Natives got too much school ed-
ucation, and were not taughtto use their hands, Now,
industrial education is in disfavour, because Europeans
are not taught the same, and because native industrial
work comes into competition with the European a:tisan.'
(Christian Express XVIIF (210) 2.1.1888: 1)
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Schooling as contested terrain

It has been suggested above that the schooling of Blacks con-
tributed, albeit in very limited measure, to certain aspects of
qapita}ism'svdevelopment in South Africa. Yet, the development

of education in the forms which it takes under particular his-

torical conditions is not determined mechanically by positted
systemic 'needs' nor evolved rationally on the basis of what
'Togically' might be most functional to capitalist interests:

the educational arena is contested terrain. Schooling under

capitalism is never just a machine processing the children of the
exploited to take their parents’ places in ‘the interests of the

-exploiters. While the political representatives of a class, or

of classes in alliance, may be at the state controls, there are
1imits to what they can manipulate - limits largely set by the level
reached in the struggle of the politically, and otherwise, dis-~
possessed and by the fact that the implementation of policy depends
on the collaboration of students and teachers, against the interests

- of whose communities such policy may be. A]thoUgh workers are ex-
"pTOfted by employers, it is the wages, which.fhey earn through
employment, that alone gives them access to the means of sub-
 sistence'which they need for their own and their families' sur-

vival. It is this - historically transient - mutual dependence
that lashes the exploiting and exploited classes together in an
antagonistic bind. Schooling, while preparing workers' children

for a life of exploitation, at least enhances the individual's

chances of finding emp]oymeht at a rate of remuneration relatively
higher than what theventire1y unschooled can earn.

The latter is-part of what might expTain the'popuiar en-

‘thusiasm'for even inferior education, which gathered momentum
from the final quarter of the 19th century.; In 1880, The Christian
Express observed, : |

'The thirst for education, and the sacrifices we find
‘parents making to give their sons a good education,

are unexampled except in portions of the Home country,
where education is made the road to success in life -
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the same use to which the African turns.it.' (Christian
Express X (115) 1.4.1880: 2)

A year later the same newspaper told of a man who had said that he
'just panted' for education for his children, commenting, ‘and .
we are sure that he does not pant = alone.' The article continued,

"Behind all this Ties another history which we
only very partially know, a history of effort and self-
denial, chiefly on the part of parents. ..... - One
young man walks all the way from Natal to get to the
school he has set his heart upon, and perhaps we see
the whole in his case clearly. But there are twenty
other cases where the real amount and extent of effort
is probably even greater, on the part of parents and
friends, and there is not seen but a half-hidden frag-
ment of it.' (Christian Express XX (248) 2.3.1891: 1) -

In 1938, The Territorial Magazine - Ipepa Ndaba Lezifunda asserted
in an editorial, ' ' ’

'"Education amongst Africans will continue for a long
time yet being the standard on which the economic wel-
fare of an individual is judged, and any attempt to
deprive him of those opportunities whereby he may
attain to such a standard, is murderous. ..... This
is the time when they ('Africans') should be gathering

- their forces against the threatening illiberal clouds."
(Territorial Magazine - Ipepa Ndaba Lezifunda 1 (4)
15.7.38)

v Anothef'aspect of the context in which to understand this
demand for education, which B]ack.people have consistently put
forward from the earliest years of the 20th century, was the in-
fluence of that part of liberal conventional wisdom which has had
it that change would come ‘'naturally' when people were educated.
As articulated by Dr D.G;S. M'Timkulu, for instance, Africans 'seek
for integration into the democratic structure and institutions of
the country. To them one of the most effective ways of achieving

- this is by education - an education essentially no different from,
or inferior to, that of other sections of the community.' (quoted
in Herbstein, 1978: 85 - 6) Or, as spelled out more specifically
by Isaac A. Mdoda in 1943, ' B
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‘The Teadership of any race anywhere in the world
today should concentrate on EDUCATION, as its primary
factor in preparing it for its new defensive position.

‘The political position, for the African, is grave.
Geographically he has no foothold. He has become the
ward of a suspicious, malicious and heartitess civilisation.
. he is hemmed in with a 1imit on his movements. He can
go thus far and no farther.

_ ' ... how can he get out of this? It is not by
foolishly fighting back, to be clubbed to death econo-
mically and politically, but by diplomatically man-
oeuvring himself out of the situation with credit to
himself. '

'Every African in his sphere must have himself
educated to the highest degree, so as to be able to
deal with his prejudiced competitor on the spot.
Therefore, it is the duty of the African to develop
a high state of intelligence superior to his adversary's,
and use that education for the means of extricating
himself from the hole in which he is placed.' (Inkundla
ya Bantu 6(69) 30.12.43: 1) ’

“Some Black people believed that White workers énjoyed the relatively
‘comfortable conditions, which they did, as a result of their having
been educated. Thus, for example, in a paper presented to the

Natal Missionary Conference held in July ]920, in Durban, D.D.T.
Jabavu stated, :

-

. white employees and clerks everywhere are being
paid in accordance with the times, either as a con-
sequence of strikes, threatened strikes, or other’
persuasion. This is all due to the fact that the
European, being well educated, knows how to speak out
his sufferings, plead his case intelligently in the
press, organise to the point of perfection, enlist
public opinion in his cause, and finally force the
hands of Government.' (Jabavu, 1920: 2)

- Furthermore, it could be seen that most Black leaders werenow being
drawn from amongst those whom schooling had equipped with certain
of the skills they needed in order to be able to lead 'effectively’
‘on the new terrain of political struggle delimited by the White
rulers. Those leaders, in turn, supported an educational policy
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which, és characterised by Shingler, ‘accorded with their political
vision by calling for universal compulsory education on European
lines. Such an educatfon'WOu1d,they believed, enable African .
children to enter a common society.' They saw education 'as pro-
viding a language of global pre-eminance, as a means of partici-
patihg in the structure which had been imposed upon them and of
‘obtaining familiarity with a literature and ideas, skills and

- techniques which were the source of wealth and power.' (Shingler,
1973: 54) | | ‘

Black people's faith in education's‘potent1a1 to affect their
life-chances as individuals and collectively were confronted by
the harsh realities of racist capita]ism.' The following is ex~-
tracted from a letter to the Editor of The Christian Express, which
was published under the sub-title, 'Why have you educated me?'

'0f the many promising ('Native') men, thus trained
(viz for ‘'industrial' purposes), who have gone out
into the world to make a living, some can be traced
who are more or less usefully occupied; but sad to
relate, the majority are not now engaged in the trades
they learned. Many of the latter are to be found on
the Reef and in other p]aces ... associating with the
lowest class. ' v :

‘... this sad failure, in many cases, is to a
large extent attributable to the Colour Bar.. The
Trade Unions in South Africa hold a genera] prin-
cip]e “employ whites".. ..... There is therefore no
opening for a Native tradesman.

'It is useless to send our chi]dren to school to
learn trades when work, the means of livelihood, is

denied them, ... we Natives are reluctantly compelled
to raise our voices in protest aga1nst this gross
injustice.'

'With the present state of unrest among the Native
people it would not require much to turn the four
Provinces of the Union into boisterous little "Balkan
States". Then the real "Black Problem" would emerge.
We have no desire to appear to threaten; but wise men
look facts in the face. Unrest cannot die down while , -~
the causes of unrest continue. The Native is loyal
but his loyalty is too severely tested when the only
answer to his cry for industrial justice is "Parnicious
Agitator".' (Christian Express LI (610) 1.9.1921:

146) : ' .
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~ Not all Black people believed blindly in education. Many
had their faith undermined by the conditions to which the corres-
pondént quoted above was referring. An alternative attitude to
education was suggested by a remarkable editorial in Inkundla
ya Bantu which warrants quotation at length.

'Many of us firmly believe that education will
solve the European Problem (it is not a Native Problem)
in this country. Fort Hare has only to turn out thous-
ands of graduates and lo and behold the European
problem will vanish like darkness at the break of day.
Where exactly the magic of education lies is a question
we are seldom bothered with. Yet is is absolutely
necessary for the development of our people to know:
the possibilities and limits of education as it is
practised today. When we consider that only 30% of the
Native children of school-going age are at school and
that over 50% of those are in the Sub-Standards, there
is reason to be alarmed at the slow progress of Native
Education. Surely it is time that some form of com-
pulsory education was introduced. Such a step would
immediately increase the literacy of the Natives, with
beneficial results to the development of Bantu lit-
erature, which at present is in sore need of a reading
public. But reading alone doth not make a full man.

“Man has to eat to live. It is eating rather than
reading matter that is fundamental to the existence of
man. Nowadays education has very largely become
vocational. It has become a matter of life and death.
It is the means whereby human beings may live in comfort
and security. With this knowledge let us ask ourselves

- the question, "to what extent would intensification of
Native education better the economic position of the
‘Natives?" the answer is, "Very little indeuad.™ In the
first place owing to the poverty of the Natives very
few children would receive the benefit of a vocational
‘education. Those Tucky enough to go to college would,
on completion, find that there were no jobs for them.
evees .. 1t is fundamental to the policy of cheap
Native labour that the Natives should not be admitted
to skilled professions. The whole fabric of South
Africa's industry rests upon cheap Native labour and
vocational education of the Natives meets with strong
disapproval and hostile legislation. To be approved
by dominant White South Africa Native education must
fit the Native ever to become the servant of the
White man. . ..... ... the Natives must be educated to
become good servants of the European.

! . Native education alone especially as we find

it today is not going to solve the European problem.
Let our professors and teachers engaged in Native
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education realise that they are doing a commendable
thing namely, getting a comfortable existence in a
* hard and cruel world. But let them have no illusions
about being the spearhead of that body of men who see
visions of the Native people taking a respectable place
in the body-politic of South Africa.' (Inkundla ya -
Bantu 4(42) September 1941: 2) : -

It is in these terms that it may- be possible to understand -
in spite of the popularly expressed desire for educat1on and the
'marg1na11y better-off pos1t1ons for which those in school hoped they
were headed - significant aspects of the uneven history of Black .
~ students' resistance to some of what they were taught and, more
particularly, to how, and the conditions under which, they vere
taught. Parents, teachers and the Black community at large were,
-at various points, all involved in this resistance, the history of
‘which has been Tittle researched. Of course, the history of Black:

. students' resistance includes forms which have been manifested in

White schoo]s as well. There is no 1mp11cat1on 1ntended in the
5record of res1stance presented in this thesis to the effect that
Black students were in all, or even most,cases motivated by
po]iticaT'opposition to whatever they might have'eonsidered
responsible for their schooling beidg as it was. _Furthermore, j
aspects of what is included as 'resistance' on the part of Black
students may be more appropriately conceptualised in some other
way, just as it may be meahing1e55.to conceive of all childish
indiscipline as'being reSistance to the objectives of schoo]ing‘

As descr1bed above, resistance to schoo]1ng goes back to the

very first formal school: the’ young. s]aves, for whom it was in-

tended, ran away with such frequency that it had to be closed. The
earliest form of resistance to schooling was, indeed, simply

keeping clear of it a]together.iﬁHowever, in the final quarter of
the last century, there were indications of increasing resistance

on the part of those in schodls. Diet appears to have been an
almost perennial issue at the boarding establishments. For example,.
referring to Lovedale, The Christian Ekpress wrote, in ]876,,that';
'here as everywhere else, the food question becomes at times a |
"vexed question".' (Christian Express VI-(70) 1.7.1876: 2 - 3)
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When students were unable to achieve improvement through negotia-
"tion, they would resort to boycotting the food. In 1873, a section
of the students at Lovedale protested against 'Kaffirs and Fingoes'
being ‘not treated with the same justice', the discrimination

having allegedly been in favour of the Fingoes. Five meetings
between the Lovedale authorities and the students were held on the
matter, two of which ended at two o' clock in the morning while the
fifth lasted eight hours and only finished at four o' clock on a
Sunday morning. The outcome was the expulsion of fifteen students.
Accordihg to a report in the Kaffir Express,

'Though 47, who are as truly Kaffirs as the.loudest of
the complainants, have declared that no distinction is "
made, these 15, with a degree of insolent and in-
fatuated insubordination persisted in maintaining this
falsehood and in endeavouring to stir up il11-feeling.'

" 'Those ‘who were ... dismissed were requested to stay
if they wished, till their friends were communicated
with. This offer with a good deal of strained bravado,
they refused to accept ....' (Kaffir Express IV (40)
6.1.1874: 7) S

As a further indication of growing,kesistance by Black students,
even before the turn of the centufy, Lovedale's Report for 1893
identified as 'a serious evil' then 'pressing'; ‘a perceptible
increase of wilfulness and se]f—assertion showing itself in im-
patience of,restraiht and sometimes even, as all Institutions can
testify, in curious fits of rebellion in numbers.’ (Christian
Express XXIV (281) 1.1.1894: 3) '

The overall picture in the first half of the 20th century
was of sporadic collective action restricted to single institutions.
Most of the concerted resistance arose in rural secondafy schools .
and teachers' training colleges. Boarders,vas obposed‘to day~
students, tended to be in the forefront and the ages of those who _
played an active role ranged from the mid-teens to the early twenties.
The occasion for, if not the ‘cause' of, student resistance was
genera]]y'provided‘by some immediate issue or set-of issues. The
most common was the food question. According to a letter written to
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Student’,

'The conditions of living jin many of our colleges

are very poor. ..... Some schools have no proper

. water system. . Nearly in all of them, the diet is bad,
being unscientifically weighted with carbohydrates.
Now and again you find that the food is poorly cooked
and inadequate supervision is exercised on its prepara-~
tion. Sometimes no proper facilities exist for the
cleaning of utensils. ... I know of quite a famous
college where students carry their spoons in their
pockets wherever they go.' (Inkundla ya Bantu 8 (102)
30.6.45: 2 - 3) . .

A month previously the same publication had noted, in an editorial
concerned with 'the frequent occurrences of strikes‘in colleges for
Africans', that 'In the majority of these disturbances, the food
question is always associated in one way or thé other with the strike.'
(Inkundla ya Bantu 8 (101) 31.5.45: 2) o

Another‘gource of strife was the oppressive authority which
staff wielded over students. Punishment constituted a particularly
sore issue. To quote an article which appeared in The Territorial
Magazine - Ipepa Ndaba Lezifunda in 1938,

‘the relations in ‘'schools between the teacher and the

taught border on acute antagonism. What progress- :

can be expected where teachers instéad of being guardians
. and Tlegitimate advisers of their students are

turned to be tyrants imposing their will, regard]ess

of its being illogic, on the students, failing whose

obedience, punishment follows.

The article referred to ‘the question of Punishment’ not on]y as 'a source
of annoyance both to the inflictor and to the person on whom it is in-
flicted' but also as serving 'to place teacher and student in two dia-
metrically opposed camps.' In addition to the often inappropriate

reasons for punishment being_administered, the 'kinds of punishment
employed ... enlarge the gulf between teacher and student. The first

and commonest is abusive language "Silly Asses", "Dbgs", and the rést =
of them. ... students ... resent the application of vu]garA]anguage _
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to them.' Other forms of punishment mentioned in the article in-

v

cluded 'flogging, clapping, kicking' and 'the worst' was expulsion.
(Territorial Magazine - Ipepa Ndaba Lezifunda 1 (9) December 1938:
6 -7) | B |

Related to the latter set of issues was another constituted by
the emp]oyment'of White staff who seemed less than sympathetic to,
if concerned at all about, their Black wards. The following is ex-
traced from an article written in 1940 by 'Another Victim':

'Native institutions fail in their duty to produce the
best trained men and women fit to do their bit. This
is attributable to two factors. First that the teaching
staff dishing out information to them is composed of
a white majority who do not understand the conditions
‘and the background of the African and secondly the
Matrons and Lady Superintendents who are supposed to
mother the women students are always white ladies.
..... These Matrons, naturally knowing 1ittle about
the African and caring very little for them act only

- as policemen to read students' letters and mete out
punishment ....'

The writer's part1cu1ar grounds for protest on this point are
espec1a1]y noteworthy since they contain an implicit expectation
that education could serve Black people in the struggle for 1ib-
eration. The piece proceeds, o

‘This needs rectifying, the sooner the better, for the
-.good of the African woman who now fails to stand side by side
with the African man in the struggle for liberation
because she leaves school hopelessly equipped. African
progress is hindered by unenlightened womenfolk. A
typical example, Boys at Clarkesbury Institution
organised a strike fairly successfully, though we are
not sure whether they are now provided with better
‘meals, the Girls remained quiet as though all was well;
no. wonder, poor things, their initiative is thwarted,
their creative power is misdirected ....' (Inkundla
ya Bantu 3 (28) July 1940: 2)

That students had no control over their education or, more
specifically, their schools, was also raised as an issue by them.
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This is indicated by, for instance, the following, albeit antagonistic,
extract from an article which appeared-in a 1945 issue of The Southv'
African Outlook:

'About the end of March we had at one of our
. Native educational institutions another of those riots
that from time to time have so disturbed their life
in the past 25 years. It was not marked by much
destruction of property ... but the evidence points
to an attempt on the part of some to do grievous -
bodily injury to at least one member of staff.'

_ 'Those responsible for the College in question are
satisfied that it was an attempt on the part of the
students to usurp authority. It seems unthinkable
that any body of pupils should have claimed the right
to govern, or thought themselves capable of governing,
an educational institution in any of its internal
affairs or in regard to appointments to the staff,
but it is just these unthinkable things that are -
happening amongst some African students today.'

(South African Outlook 75 (889) 1.5.45: 70)

Others of what were issueé for students ihc]uded assaults by WHite
staff on students and on Black staff and forced menial labour on farms,
roads and school premises.

Over the years, students at their various institutions
organised, protested and demonstrated over the above sorts of issues.
Generally, they undertook more concerted collective action only .
after they had made representatiohs to the school authorities and
after discussions had been conducted. Further action took several
forms. Students boycotted the food, chapel and classes. On occasions,

~ they withdrew the menial labour exacted from them. "When sufficiently

provoked, they confronted the authorities with sticks and stones and
set fire to property. The most common collective action came to be

- that combination of the latter forms brought together in what was

known as a ‘strike'. Following a 'strike' which had involved violence
and destruction by student apprentices at Blythswood Institution on
17 February 1929, The South African Outlook commented thus: ' |
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.

'The "Strike" idea among Native students had its origin
in reports brought back from the Rand by Native labourers
of the methods followed there and of the reckless violence
of the riff-raff of Johannesburg in labour disputes, so it
has from the first been conceived of not merely as a

. quitting of work, but of blows to be "struck" and damage

- to be done. As this up to date method of getting
grievances righted. it has in the course of the last
ten years or thereabouts been applied at every one of
the large Native training institutions, and, as was to
be expected, the procedure has become increasingly
lawless and dangerous. This Tast incident at Blythswood,
which apparently arose out of nothing more serious than
a grievance about bounds ... outdoes 1its predecessors
in that it seems to have been from the beginning an -
organised attack upon the staff, with the intent to do
them serious, if not fatal injury.' (South African
Outlook 59 (694) 1.3.29: 41 - 2) _

To illustrate something more of what strikes By Black students
in the first half of the 20th century involved, an early example of
one, which occurred at Lovedale Missionary Institution is described
below. '

-Loveda]e,v19201 :

Lovedale had been losing money, according to those responsible for _ti
Institution, - In April, 1920, the authorities decided, as one measure
to reduce running costs, to substitute conventional wheat bread with
a bread which was made partially from mielie meal. Two years pre-
viously, when a similar change had been attempted, the male students
‘had gone 'on strike,' smashing windows. Although one consequence

1. This account is based on reports which appeared just after the
. strike on 25 April 1920 in Grocott's Penny Mail (XCVIX (7919)
28.4.20: 5; XCVIX (7920) 30.4.20: 2) and, more substantially,
on a synthesis of evidence given by students and staff of
- Lovedale in the subsequent trial and appeal of 198 of the
students who had participated, as reported in The South African
Outlook (L (595) 1.6.20: 85 - 7; L(597) 2.8.20: 119 - 21) and
Grocott's Penny Mail (XCVIX (7925) 6.5.20: 3; (7925) 6.5.20: 3;
XCIX (7926) 7.5.20: 3; XCIX (7972) 30.6.20: 3). |
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- of their action had been that some of them were expelled, another had
been that the Institution had reverted to ordihary bread. In 1920,
even before the new bread's introduction, one or more students had
written up inside the boy's urinal and elsewhere, 'Why not strike:

on the 19th?' This was a reference to 19 April when the first
experimental loaf was scheduled to be baked. Dissatisfaction over
food had in any case been rising. A month earlier, the boys had.
complained that their diet included insufficient meat and, periodi-
cally,they would complain to the monitors about the food in general.

On 22 April, 1920, Dr McVicar.addressed all the stddents in the
bdining hall and explained that the new bread would be just as good as
cdnventiona] bread. The students generally did not‘accept his ex-
planation and interrupted him as he spoke. Three grades of fees were
paid by Lovedale boarders and only those at the highest paying. '
tables were prepared to eat the mielie meal bread that day. After
the doctor had 1eft,_the monitors advised the students not to eat

~ the bread and called a meeting of all the boys. At the meeting, it
was decided to send the monitors to the boardihg’master in order to
complain about the bread which had been issued. The next morning,
another meeting was held at which the monitors reported what the '
boarding master had said. Not satisfied with the reply, the boys
instructed the monitors to see the Acting Principal, Lennox. After
they had done so, a further meeting was held at which the idea of

a 'strike' was put forward. ‘Our parents are paying for what we .
get and we shouldn't eat the pigs' food the Eng]ishmen:want to feed
us on.' The meeting agreed that they should gather after'suppef at
the Technical Building. During the meal that evening Lennox came

in to describe how the bread was made but also to promise that they

- would have ordinary bread the following day.

. After supper.on Sunday, 23 April, all except two cripples and
‘some co]oured'boys', who had not been invited to the meeting, moved
off to fetch their blankets and overcoats from the dormitories and
~then congregated at the appointed place. Having collected sticks
and stones, and carrying a red flag, the students commenced their
strike by putting the Institution's power plant out of commission so
that all the 1ights went out. After *smashing up' the Technical Building,



70

dining hall and bookstail the students were on their way to certain of
the dormitories when confronted by Lennox and McVicar. Some of the
boys started running away when they saw them but were called back by

- two of the leaders who proposed that the vice-principal and doctor

be stoned. Lennox was struck on the forehead and injured. One of

the Black teachers, who had shouted to the boys to do no more damage,
was also pelted with stones before being grabbed and given a few

cuts with a stick. The students proceeded to the dormitories, which they
smashed, as they 'did the main educational bui]ding. Some of them
set. fire to the straw in the grain store which was gutted and wrecked.
By the time they were through, almost every window in the éstabTiSh—
ment, including those of the church, had been broken. A1l this took
about an hour after which, having declared their intention of retur-
ning in the morning, they retired up nearby Black Hill where they

held a meeting. A student, who was one of the Crown witnesses in

the subsequent trial, wrote 'minutes' of the latter meeting which

he presented as part of his evidence and from which the following is
taken: '

‘Let us sign a petition and write all our grievances ....
Choose no spokesman. '
Don't allow the Magistrate to ask you one by one.
Tonight we should make another strike (Monday

evening) at the Girls' School so that we should

all go home. Since we are hungry we should go

- for mielies from the fields and destroy the whole
night.' (quoted .in Grocott's Penny Mail XCVIX
(7925) 6.5.20: 3) ' v '

o~~~
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The Institution was guarded'ddring the rest of the night by
police, the Lovedale staff and White residents of Alice; they were
later reinforced by-én inspector ahd 13 policemen fromKing William's
Town and still more from out-stations. -In the morning, the students
- marched 1in a body, numbering some 250, to the Magistrates office in
Alice where they were arrested. From there, they were transferred for
~trial to Grahamstown where the Tocal newspaper commented wryly,

'The accommodation at the local goal will... be severely
taxed, but the authorities have made arrangements to
overcome this difficulty. A deduction to be drawn from
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this is that the war is not withoutbits lessons.
Barbed wire may yet find a further usefulness'.
(Grocott's Penny Mail XCVIX (7919) 28.4.20: 5)

When the students appearéd on 5 May in the Grahamstown Goal
for preparatory examination on charges of public violence, arson and
malicious injury to property, 'in order to simp]ify didentification
every prisoner wore a large numbered card round his neck- ....' '
(Grocott's Penny Mail XCVIX (7924 5.5.20: 3) Fifty had the charges
against them withdrawn, while the remaining 198 students were all
found guilty of 'geweld, or public violence'. Fourteen of them were
singled out as ringleaders for heavier punishment and were each
‘sentenced to 3 months' imprisonment with hard labour and a fine_of
£50, or in default of payment, a further 6 months' imprisonment
with labour. The rest received a fine of £15 ok, in default of
payment, 3 months' imprisonment with hard labour. - The students'
appeal was dismissed by the Grahmstown Supreme Court. )

No evidencé has been found of students having attempted,
'during the period under review, to broaden their resistance into
'the community. Generally, it remained restricted to the bounds of

individual éstab]jshments. _Jhere appears to have been minimal X
.student-invo1veMent in political organisations. However, Black
students do seem to have been responsjve both to the conditions
in society at large and particularly to struggles against thpse
conditions. In an editorial arguing that, despite the frequency
with which the food question cropped up in student strikes, ‘the
problem does not start and end with food', Inkundla ya Bantu
stated, 'The strikes indicate a new sentiveness to treatment meted
out to African students by those schools which have had trouble;

a natural reaction when the entire African community has began to
see their problenis in the light of their future as full citizens.'
(Inkundla ya Bantu 8 (101) 31.5.45: 2) The Committee of Inquiry
which was appointed by the Lovedale Governing Council to inves-
tigate the causes of the student 'strike' at the Institution on

7 August 1946 included in its Report the following summary of the )
grievances which students had aired four days before the strike at
a mass meeting called by the Chairperson of the Students' Rep-
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resentative Council to hear complaints:

a) The sugar ration had been cut since the beg1nn1ng of
the session.

b) The bread ration had been reduced

c) Shortages in beans and samp. ‘

d) The students were not notified of these cuts.

e) Failure to implement a promise by the Principal that
substitutes would be provided.

f) The way in which the food was cooked was not appetising.

g) Dirty conditions of the lavatories.

h) Closing during certain hours of the woodyard from which

hot water was supplied to the students.
) At the Bookstall, Croxley pads were no longer sold to
)

-

the students. o v
That the Principals of the High and Training Schools
"did not respect the senior students, and that the
o former did not listen to complaints”.
(k) That the free supply of paper to typewr1t1ng students
from the High School had been discontinued.
(1) That members of the Students' Representative Council
should have more privi]eges than the prefects.
(m) That the Students' representatives should be con-
sulted in cases of expulsion for misconduct.'
(as reproduced in South African Outlook 77 (909)
1.1.1947: 6) : _

(
(
(
(
(
(
(
(
(i
(

J

The Committee's findings, however, were that 'the real causes of the
- disturbance' were not these grievances but rather were traceable to

factors enumerated in its Report as follows:

“'(i) - General state of unrest throughout the world;
~(i1)  Race Consciousness, evident not only in South Africa,
- - but in other parts of the world - in India, Java, the
- Middle East, and African Colonies and elsewhere;

(iii) The tendency on the part of the students to assert
their freedom of action, and the urge to: do things

) ~for themselves;

(iv)  The Colour Bar and the Economic Disabilities of the

~ African people;

(v)  Resentment of authority and weaken1ng of d1sc1p11ne

: - during the war period and the breakdown of tribal and
parental control;

(vi) -Political 1nf]uences,both within and outside the
Institution, political propaganda, the distribution
of inflammatory literature, and undesirable contacts
during the vacations.' (as reproduced in South African
Outlook 77 (909) 1.1.1947: 13)

Elaborating on the latter point earlier in-its Report, the Committee of

Inquiry stated,
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it should be emphasised that there is a growing middle
class comprising. the advanced elements of the African
people, which is becoming of great po]1t1ca1 significance,
and which has its most active expression in demands for -
the abolition of laws specifically affecting Africans
and for increased.representation on public bodies and
in the Legislature. Their views are represented by
the Native Representative Council, by organisations
of considerable influence and by a number of news-

papers and political pamphlets and bulletins.

'This interest in politics has extended to the
schools, and it was stated that even at the High
'School stage students take a keen interest in the
political situation.

~'Some witnesses suggested that the facts of life
were sufficient to influence the minds of the students,
while others drew attention to the danger that has
arisen from a flood of inflammatory Titerature, that
has found its way among them.' (as reproduced in South
African Outlook 77 (909) 1.1. 1947 12) :

Significantly, the Report also brought out ...

'the fact that the disturbance synchronised with the
unrest that ended in a strike of African mine workers
on the Witwatersrand Gold Mines on 12 August, 1946. ¢g¢wq4k,
The movement organised by the ‘African Mine Workers :
Union actually began on 19 May, 1946, and the decision to
strike was taken on 4th August. Meanwhile the organisers
of the strike were actively engaged in making propaganda,
and there is little doubt that the strike bulletins
that reached Lovedale during this period and the
" atmosphere brought back by students, some of whom came
from the Reef, after the June-Ju]y vacation, contri-
buted to the general disaffection.' (as reproduced in
South African Outlook 77 (909) 1.1.1947: 12)

b_)o(bf

Another source of res1stance w1th1n the school system was a
section of the teaching corps. It is probably impossible ever to
 determine the extend of attempts by teachers to undermine that
system through what,and how, they taught under cover of closed
classroom doors. Overt resistance on the part of Black teachers
in the first han of the century was Timited in all respects. When.

- they did raise their voices publicly it was most commonly to demand
higher salaries and better working conditions for themselves. On

6 May, 1944, for example, teachers along the Reef staged demonstration
in support of their demand for improved salaries. Teachers and
community members process through the streets of Johannesburg singing
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'Mbreha’Boloka' and bearing banners on which their demands - which
also included free universal education and more schools - were
inscribed. After the demonstration, a large rally was addressed by
numerous leaders of groups and organisations including the President-
General of the ANC, Dr A.B. Xuma, who p]edged'Congress' support for
the teachers and pleaded for unity in their ranks as the only way
of struggling through to victory. (Inkundla ya Bantu 7 (78) 17.5.44: 5)
‘As a result of concerted agitation around the issue of teachers' pay, a
commission was appointed in the Transvaal to investigate the matter.
(Inkundla ya Bantu 7 (80) 17.6.44: 3) Also invMay, 1944, 'Indian’
teachers at Sastri College in Durban decided to.strike for higher
'salaries and better working conditions (Inkundla ya Bantu 7 (79)
31.5:44: 3) In June of . the same year, a 'mammoth meeting' of
the United Cape African Teachers Association, held over four days
at Willowvale in the Transkei, threatened militant action if the
Government did not respond to its salary demands. (Inkundla ya
Bantu 7 (82) 17.7.44: 3) To the extend that teacher resistance was
taken further in organised form, this was done mainly by three
organisations:  the Cape African Teachers' Association (CATA), the
Transvaal African Teachérs' Association (TATA) and the Teachers'
League of South Africa (TLSA), which were all affiliated to the
Non-European Unity Movement (NEUM) - the former two via the All
African Convention (AAC) and the latter via the Anti-Coloured
Affairs Department Movement (Anti-CAD) - which, from its inception
in 1943, had placed education high amongst its priorities.

Resistance:céme also from outside the school system, in
particular from parents' and political organisationﬁ; A parents’
association was formed in'Nata] as early as 1939. Another was
formed in the. Transkei during the 1940s. Parents opposed Native
Education in its structure and in its content, in its component
parts and Zn toto. Amongst the resolutions adopted unanimously
at the first conference of the Bantu Parents Association in Natal,
held on 30 June, 1939, in Durban, were the following:

'That this Conference condemns the new method of
instruction to Native children, that is the medium of
instruction to be Zulu from Std I to Std IV.'
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'The Conference holds that the Official Languages
of the Union must for the purposes of Native Education
be recognised as the medium of instruction in our
Native Schools, and that lessons must be in either or
both of the Official Languages.

'Zulu to be used in the early stages on]y as a
part subject.'

‘ 'Wh11e this Conference is in favour of the Union
Government taking over Native Education from the
Provincial Administration, it strongly opposes the
transfer of Native Education to the Native Affairs
Department. ..... :

‘We urge very earnestly on the Minister of Native _
Affairs (Education) not to establish a precedent that
is totally opposed by all parents of Native children.'

'This Conference would like to see all ‘schools
controlled by the Government direct, and that Govern—
ment Aided Schools be transferred accordingly.'
(Territorial Magazine - Ipepa Ndaba Lezifunda 2 (18)
September 1939: 3)

In January 1944, the same body held a meeting in Ladysmith 'with
a view to enabling all parents in Natal to present a firm front
against Native Education.' (Inkundla ya Bantu 6 (71) 31.1.44: 3)

The fo]]ow1ng is extracted from an article which appeared in
a 1943 issue of Inkundla ya Bantu:

'This "Native Education" seems to-day to mean a special
~type of inferior education which is meant to Tull the
Native into the old sleep that has weighed him down for
decades already; and to keep the Native lingering in
the vestibule of know]edge, wallowing in the quagmire
of the slash and ooze of ignorance. Cui bono? The

big dog,of course, reaps the benefit thereof.'

'"We must do away with this "dummy sort" of educat1on
It is as cruel or rather as generous as offering a
stone to an unsuspecting ignorant child who craves
for bread.' (Inkundla ya Bantu 6 (68) 30.11.43: 5)

Two months later, the same publication asserted, 'The African does _
" not want Native Education and he is determined to wage a ruthless
struggle to give to his child that education which will make him the
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equal of any other SoUth African, White 6r Yellow.' (Inkundla ya
Bantu 6 (71) 31.1.44: 3) Further, it interpreted the Natal provin-
~cial authorities' appointment of a commission of inquiry into Native
Education as 'a Government reaction to the fact that Bantu parents
in this province have publicly challenged the principle on which
Native Education is based - the principle of African development
a]ong'séparate and inferior lines. African parents demand education
for full citizéhship and not for servitude.' (Inkundla ya Bantu

7 (80) 17.6.44: 3) . |

The 1939 conference of the Natal Bantu Parents Association
expressed its opposition 'to the system of teaching children only
over-sea history in the Primary Schools'. (Inkundla ya Bantu 2
(18) September 1939: 3) In 1946, Inkundla ya -Bantu took history
as an example of what had to be oppoSed-in Native Education on
the level of the curriculum, stating, 'Our history, in our schools,
seeks to perpetuate this doctrine of White superiority and it 1is
time we raiséd'bur voices in protest against it.' (Inkundla ya
Bantu IX (119) May 1946: 2) Professor Z.K. Matthews, in a review,
which he wrote in 1946, of Native Education over the previous 25
years, stated, '

'opposition has come in the main from the African
people themselves. They have pointed out that there
- was ‘a-danger of their children being given a form of
education which might be more of a handicap to them
than anything else. They have demanded for their
.children an education which takes due account of the fact
that they are 1iving in the modern world, in.an environ-
ment which includes both Western and African elements
linked together indissolubly. Their view has been
that they will not tolerate any course which purports
to prepare their children for a purely African environ-.
ment when they know that such a thing no Tlonger exists
in South Africa. Without advocating a slavish following
of the curricula requirements of European schools, '
they have insisted upon the necessity for constructing
our curricula in such a way that all children can, in
accordance with their varying talents, be led into the
common heritage of man in all fields of human knowledge
and skill.' (Inkundla ya Bantu 76 (905) 2.9.46: 140)

Parents and others demanded consistently that the quality of
education be improved, that it be offered free, and that it be made-
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~ compulsory. In 1909, the APO, through the colums of its official
organ, urged ... ' '

'further attention being paid to, and fuller pro-
vision being made for, the education of the coloured
children of the (Cape) colony. ... justice demands it.
The coloured ratepayers bear their share of the burden
of government, and are justly entitled to fuller
facilities for education; and we are convinced that
~the only solution of the education problem will be
found in making primary education free, secular’, and
compulsory for coloureds as for whites.' (APO 3.7.09)

Another of the resolutions adopted by the conference of the Bantu
Parents Association mentioned above was as follows, 'The Parents
Association requests that schooling of Native children should be
free and should be on the same basis as other schools of Non-
Eufopeans made compulsory.' (Inkundla ya Bantu 2 (18) September
1939: 3) In 1944, Inkundla ya Bantu referred to 'the rising tide
of African agitation for better Education.' It observed, 'On the
education front Africans are gradually marshalling their forces
~ for united action. ..... The struggle for better education and |
higher salaries is a national affair and part of the national
- struggle.' (Inkundla ya Bantu 7 (80) 17.6.44: 4)

The most fundamental question to be raised by those strictly
outside the school system was that of its control.The 1939 con-
ference of the Bantu Parents Association recorded its conviction .
that 'the time has cgme when the Authorities in charge of Native
Education should consult the parents of the Bantu children in any
change in school syllabus and other changes that vitally.concern.
the Education of the Native children.’ (Territorial Magazine -
Ipepa Ndaba Lezifunda 2 (18) September 1939: 3) 1In 1944, Inkundla ya
" Bantu . asserted 'the eternal right of the African parent to say - '
- what form of education shall be given to his child.' (Inkundla ya
Bantu 6 (71) 31.1.44: 3) Either out of naiveté or for polemical
purposes, the same publication interpreted the -inclusion of Africans
in the commissions appointed by the provincial authorities of the
Transvaal ‘and Natal to repoft on Black teachers'salaries and Native
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Education, respectively, as indicating,

'an acceptance (by the Government) of the principle that
the Black man must have a voice in the making of the
laws which affect him, and, therefore, a first assurance
that after all the foolish experiments with Native
Education, it (Native Education) will cease to be a
political instrument used by the Whiteman to curb
the free development and training of the African's
intellect and therefore an instrument to make the
Bantu satisfied with an inferior position in the

~ State.' (Inkundla ya Bantu 7 (80) 17.6.44: 3)

A few attempts were made to circumvent state control of schooling
by setting up independent schools supposedly beyond the reach of state
policy. The Second Annual Congress of the Cape Trade Unions held:
during 1920 in Cape Town resolved 'not to leave the children of the
workers in the Cape any longer at the mercy of Capitalist Public

Schools, but to get busy in estab]ishing a Labour College in Cape
wTown, at the earliest possible moment.' It was proposed to teach
initia]?y the following subjects:

‘(1) History (from the workers' and materialist points
( of view) : _

(2) History and Development of Trade Unionism

(3) Sociology

(4) Economics.'

(Bolshevik . 1 (8) May 1920: 7)

" Attempts which did come to limited fruition were those of Black
parents in the Transvaal where by 1948 there were ‘shanty’ secondary |
schoo]s,'as'they were known, in Orlando, Western NativevTownship,
Brakpan,'Atteridgev111e and ATexandré.(Lodge, 1980: 43) Finé]ly;
there were occasions when parents attempted to intervene in the school
system directly. One such instance was the boycott of Brakpan's '
Amalgamated Mission School in 1944. To protest the Department of
Education's dismissal of a politically active teacher, mothers of

some of the school's 900 students picketed the school entrance and
persuaded the students to return home. (Lodge, 1980: 44)

- The various forms of resistance which had been arising in and
around the schools by the time the National Party came into power
contained the seeds of what were for the dominant classes ominous

1

- potential developments from below.
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I. The introduction and development of Bantu, Coloured and Indian:Edgcgtion

The National Party brought tdvgdvernment a new emphasis on
Black schooling. There was the almost immediate appointment, in
JanUary 1949, of the Commission on Native Education headed by Dr
W.W.M. Eiselen. The Commission reported in 1951 and, pursuant to
its recommendations, the Bantu Education Act was passed in 1953.
A Commission on Coloured Education was set dp in the Cape 1in 1953
although it was only in 1963 that the Coloured Persons Education
Act was passed. The latter provided for the control of education
for children classified Coloured to be transferred from the provinces
to a Division of Education within the Department of Coloured Affairs.
This transfer of control was effected in the Cape and TransVaa] on
1 January, 1964, and in Natal and the Orange Free State on 1 April,
1964. " The last legislative bricks were laid in the wall of seg-
regated schooling by the Indian Education Act of 1965 which
similarly, provided for the transferal of the control of educatien
for people classified Indian from the provinces to the Department
of Indian Affairs. Its provisions were app]ied'fhrohghbut Natal
“and to the Transvaal College of Education for Asiatics as from 1
April, 1966, and, a year later, it came into operation in the
Transvaal generally. The Act.came into operation in the Cape on
1 April, 1970. ‘

Opponents of the system of Bantu, Coloured and Indian Education’)

-+

have tended fO'portray it as having been an entirely néwfapproach to
Black schooling, which, as the brainchild of Nationalist ideologues,
who ignored what was functionally required for continued ecpnomic.
growth, deviatéd from the enlightened direction of the mainly
mission Native Education which it superceded. Such an intefpretation,
however, is misleading. First of all, it involves a distorted notion
of what the schooling of Blacks consisted in prior to the introduction||
‘of Bantu, Coloured and Indian Education; secondly, it overlooks all
of what the National Party carried over into Bantu, Coloured and Indial
. Education from the educational system which it had inherited from
previous regimes, the fact being that there were both continuities and
discontinuities; - and, third?y, its assumptions about what was
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functionally required for 'economic growth' are unsubstantiated.

~There had nevéﬁ previously been a coherently formulated
educational policy integrated into overall state strategy. The
Eiselen Commission proposed one. Various changes followed. the

'imp1émentation'of the Bantu Education Act. Black schools were taken

out of church and other non-state hands and control was centralised
in Pretoria. Syllabus revision became centrally dictated. The
primary school syllabi, which were finally enforced in 1956,
streséed obediehce, communal loyalty, ethnic and national diversity,
acceptance of allocated Sociq] roles, piety, and identification with
rural culture. Teachers were to be as rigidly regimented as prac-
tically possible. Schools were as far as_possib]e'reorgénised on a
fragmented sectionalist or 'tribal' basis. Theybwere 'Bantu-ized'
in personnel and, to a certain extent, in medium of instruction.

» Schooling was to contribute to the revival of 'Bantu Culture' and

brought into 1ine with 'Bantu Social Institutions.' At post-
primary level the schoo]s were as much as possible Tocated away

from the urban areas. ‘Community participation was introduced

via partially elected committees and.bOards under the aegis of
*Bantu Authorities'. Greater numbers were to be brought in for at
least an elementary schooling. At the same time, cost per student
was reduced by means of, inter alia, shorter double sessions daily,
employing more underqualified teaéhers, paying minimal salaries to
Black teachers, discriminating even further against women teachers,
pegging the amount of the state's financial contribution, extracting
more from the African communities themselves, taking away school
feeding'serviceég and the abolition of caretakers' posts making the
students responsibie for school cleaning. Finally, it became illegal

to operate a school not registered with the Department of Bantu Affairs.

The question is what the developments were that led to this new state
interest in, and modified approach to, Black schooling and what type
of respdnse to those developments Bantu, Coloured énd Indian
Education représented. ’ '

One important development coinciding with the period in which
the new regime was fashioning its educational policy was the rise of
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manufactur1ng 1ndustry This led to increased demand for workers
with some level of 11teracy and numeracy as well as semi-skilled and
skilled workers. In contrast, the growing numbers of Black job-
seekers with clerical-type skills could not be absorbed within the
particular racist structure of employment which prevailed. Yet,

the training of any substantial layer of Black workers in the skills
which were increasingly being sought; could not be undertaken at

that time by the National Party government without threatening the
White workers' priviliged position as 'labour aristocracy.’ It is [
suggested that part of what Bantu Education was initially to do, was f
to reduce the number of Black people with medium-level academic
qualifications to that minimum required mainly as teachers and j
functionaries in the Bantustan bureaucracies. ‘At the same time, it

was to increase the number of workers with skills 1im1ted to a level
which would not threaten the White working class but be suffieientiy
high for them to move into the growing number of semi-skilled jobs

being opened up through the process of deski]]ing'and job fragmentation.
Bantu Education was also to beg1n expanding the number of workers w1th
basic literacy and numeracy. : : e ‘ '

While not wishing to diminish the significance of what has
been put forward so far, it will now be argued that Bantu Education, '
along with Coloured and Indian Education, were first and foremost
part of a broader state reaction to factors other than the ‘purely -!
economic' demands of the labour market. | S |-

Accelerated capital accumulation - as a result of the expansion
of the manufacturing industry and the opening up Of the new.gold fields
in the Orange Free State and uranium mines in the West Rand and Klerks-
dorp areas - meant a growing need for labour. Taxes imposed to smoke
“the people off the remnants of their land combined with an accelerated
rate of economic collapse in the reserves to produce an ever faster
flow of Black workers to the urban areas. The potential political
consequences of the development of a massive oppressed. and.u]ira-b - /7

- exploited Black proletariat concentrated around the cities were \. A
recognised by the National Party ... and feared. . Already in the [t //
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years following the end of World War II the political consciousness
of Black South Africans was rising rapidly. - The spirit of African
nationalism was asserting itself with unprecedented force and the call was
out for the unity of all oppressed people. Encouraged by the impact
that anti-imperialist struggles were having in the colonised | )
.countries of Africa and Asia and the success of the people's war

in China, a new feeling of solidarity and power was gathering.
momentum and being expressed in open struggle. The workers in the
cities were making increasing use of strike,action which included
most notably the bloodily suppressed African Miners' Strike of

August 1946. In solidarity with the mine workers' stard, the African
workers of Johannesburg attempted to organise a general strike. At
the same time, resistance to the authorities' rule in the reserves.
was widespread and determined. The Government could not but have
recognised these developments for what théy were: a most grave
threat to their very economic foundations. The Cape Times asserted
in an editorial on 17 October ]946; 'The race problem today is worse -
than it has ever been throughout our history .... Relations between
European and Non-European were never nearer breaking-point.' (Cape
‘Times 17.10.46) '

The Natidna] Party saw that the Black nationalist movement,
in the process of consolidating ﬁtse]f, was either going fo become
controlled by the liberal agents of'imperialist5"anti-apartheid'
capitalism or would accept the 1eadership of the Black fraction of
the working class. For the National Party, representing basically
the alliance between the White fraction of the working cTass and
domestic agriculatural, manufacturing and finance capital, neither
could be counternanced. Its leaders realised that merely to continue
. the repression of revolts and the suppression of political organisa--
tion could not in the the Tong run suffice to save the racist .
structures of exploitation and domination. It was in response to
these conditions that a new strategy started to take shape.

The underlying strateg1c concept1on .was based on the belief
of the National Party that no political r1ghts could bé\granted to
Africans within a common South African framework without inevitably
provoking the demand for full political rights within that common
framework and without setting in motion a process over which they
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would eventually lose control and_which»wou]d then resQ]t in open
civil war or comp]eté capitulation. The Government-recognised that
the granting of any political rights to Africans as national citizens
could only foster the further development of African nationalism.

The process of withdrawing from Africans what minimal political

rights they had, was completed by the Promotion of Bantu Self-
Government Act of 1959. 1In debtaing the latter piece of legislation
before enactment, the Minister of Bantu Administration and Development

"~ argued that if the principle of African representation was accepted,

en the Bantu would ‘have to accept this Par1iament

as his
struggle in which he would demand representation in this
House on _at _least the same basis as the White man, Ihat is
the trouble which awaits South Africa .... ... 1T there are
people who say that the Bantu will always be satisfied

to be represented in Parliament by a few people, 1 say to
them that they are 1living in a fool's paradise. No nation
in the world wou]d agree to it, and still much less the
proud Bantu.' (Hansard, 1959: para. 6009)

This is what the more liberal section within the superordihate classes
seemed to have failed to appreciate. ADuring the House of Assembly
debate over the Transkei Constitution Bill in 1963 the Leader of the
Opposition argued as follows:

de. Villiers Gpaaff They (the Nationalists) believe that
there are only two policies in South Africa.  The one
policy they say is complete separation, and the other
policy, they say, is comp]ete 1ntegrat1on, comp1ete
equality, one man one vote.

A Natzonalzst zntergector :'Tell us, -how are YOU going
to stop that?

‘de Villiers Graaff: 'If the ... Prime Minister thinks
that he can keep the entire mass of the Bantu population
1iving permanently in the Republic which controls our
destinies, how can he deny that we (the United Party)
can do something much smaller ... and restrict the rep-
resentation that we intend to give them in Parliament?
Our policy at least has a safety-valve. It gives a

degree of representation ... eight representatives of
the Bantu people in Parliament wi]l be far less dangerous
than eight sovereign Black states (Hansard, 1963, -

paras. 2265, 2272)

J



—_— e ——

84

The Nationalists, however, knew from their own history what

~ potential lay in the fusion of working class consciousness and

nationalist ideology - it had helped propel their own party into
power. They knew that, for their own future, the working class had

to be fragmented and the basis of a national (black) consciousness

broken. Thus, central to their strategic objéctives was the defusion

—

of African nationalism through a systematic attempt to retribalise
African consciousness in such a way that the resultant fragmentation

into tribal splinters would obstruct its further development.: It

was primarily for these purposes and in order to entrench the status
of the bulk of the oppressed as literal non-citizens by placing them

-politically in a sphere completely removed from that of South African

citizenship, that the Bantustans were devised. The political dead- -

end of the Bantu Authorities were intended to divert African nationalist
demands away from the White Parliament as the formal seat of political
power in South Africa. '

i

The same strategic conception lay beneath Verwoerd's introduction

of Bantu Education and provides the key to understanding the critical

“new dimension in the schooling of Black South Africans. The Black -

oppressed had to be put outside the sphere in which the wealth of the
land was owned and controlled. In Verwoerd's notorious words:

[ *There is no place for him in the European community
above the level of certain forms of labour ... for that

* reason it is of no avail for him to receive a Training
which has as 1ts-aim absorption in the European com-
munity, where he cannot be absorbed.  Until now he has
been subjected to a school system which drew him away
from his own community and misled him by showing him
the green pastures of European society in which he was
not allowed to graze.' (Verwoerd, 1954: 24)

—

Bantu Education was to prepare young Africans psycho idealogi-

ca]]y for where the Bantustans placed them physically and politically.
To that end, Bantu Education, according to Verwoerd, 'should stand ’

with both feet in the reserves and have its roots in the spirit and

- being of Bantu society. ..... The basis of the provision and organi-

sation of education in a Bantu Community should, where possible, be
the tribal organisation.' (Verwoerd, 1954: 23) The Bantu Education
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Act wavaassed by Parliament two years after the Bantu Authorities
Act. Where the latter was intended, inter alia, to create a
separate 'Bantu Community', the former was aimed to fit African people
into it. The Bantu Authorities were designed for indirect, but rigid,
rule through Government-recognised (or Government-created) chiefs -and
headmen; it was under the control of these very Bantu Authorities
that the Bantu Education Act placed the control of so-called »
}'community schools'. The emphasis of the Bantu Authorities Act on
tribal divisions was reflected by the Bantu Education Act particu-
larly in its provisions concerning language medium and the exclusive
tribal composition of schools. At every point, Bantu Education was
designed to -back up the Bantustans. Where there was a limit to the
 capacity of Bantustans and 'group areas' to remove all Black people
all of thé time physically from the context in which the wealth of
the land was owned and controlled, Bantu, Coloured and Indian

Education was designed to help remove them psycho-ideologically .2<

and 'resettle' them in their separate 'places’ of subordination.

State response to the resurgence of Black resistance and the
rapid rise of an urban working class was not restricted. to the
broad political strategy described thus far. New mechanisms of
~ control were introduced and old ones overhauled. Through the Native
and Coloured Affairs Departments, the labour bureaux, the pass laws, .
the Tocation system, group areas, and a web of restrictive leg~
islation, the lives of Black people were regimented in effectively
évery aspect. Where this regimentafion was in the main physical,
the system of Bantu, Coloured and Indjan Education was aimed at the

mind. The regime recognised what was akgued in an ANC document at
the time, viz_that the people's ... ’

'surest guarantee for ultimate victory in their struggle,
and the greatest threat and danger to white exploitation
and domination is the political consciousness of the
masses of the oppressed people, their contact with

current world events and trends in international relation-
ships, their acquaintance with and knowledge of the histary
of the Tiberatory movement in other parts of the world,

and their unity of purpose with all democrats in this
country and abroad - a unity which transcends racial or
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ethnic differences and strikes at the very foundations
of the social, economic, and political structure.’
(Memorandum on Bantu Education with Special Reference
to the Decision of the 42nd Annual Conference of the
ANC. Undated. Quoted in Feit, 1967: 150 - 151)

The system of Bantu, Coloured and Indian Education was designed
to control the direction of thought, to delimit the boundaries of
knowledge, to restrict lines of communication, and to curtail contact
across -language barriers. It aimed to dwarf the minds of Black
children by conditioning them to servitude. Like the segregated and
inferior schooling before it, the system of Bantu, Coloured and
Indian Education was intended to prepare Black children for the
subordinated positions that awaited them in such a way that they
were appropriately equipped with Timited skills as well as ready to
resign themselves to their exploitation. White suprematy would be
secured if the Black product of schooling was, as expressed in the
same ANC memorandum, 'a person who accépts'in full the Nationalist
policy of Apartheid, of White domination of the'master—sérvant
relationships as between White and Black; a perédn ... whose
highest aspiration will be to'assert the superiority of his own
tribe over other tribes ... a creature whose mind will have been

thoroughly regimented into willing acceptance of the status quo.’
(quoted in Feit, 1967, 151) :

The more direct 1inking of Black schooling with the Native and
Coloured Affairs Departments was designed to achieve a stricter and
more rigid, a more efficient and effective, a more completely _
totalitarian control of student and teacher both in and out of school,
than had been poésib]e with the less direéf link through the provincial
and church administrations. According to the Minister of Education, in
1957, 'Control by the government was needed as it was'necessary to
prevent undesirable ideological developments such as had disturbed the
non-white institutions not directly under the charge of the government
and as the Bantu authorities had not developed to take over this
control. " (Hansafd, 1957: 27 - 9 May)' Coqggo] seemed clearly to have ¥
been the operative objective. As the production of skills was rela- '
tively unimportant,'standards'could safely be sacrificed; this accounts
for how it was possible to increase the numbers in school so greatly
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with minimal increase in expenditure. The goal was to bring greater
numbers of Black youth into the ambit of direct control. Thus,
although the system of Bantu, Coloured and Indian Education

certainly perpetuated and extendéd the educational starvation,
religious indoctrination, and inferiority of previous Black
schooling, it was never intended as a simple denial. of educational
opportunities but represented a more calculated attempt to subvert
the political and economic aspirations of Black South Africans. And,
as has been seen, it was an attempt tightly articulated with a
broader political strategy developed by the political representatives
of the superordinate classes to defénd their threatened order.

Opposition to Bantu, Coloured and Indian Education

v§tudént resistance during the nearly seven years which elapsed

between the National Party's victory at the White po]]s on 26 May, 1948,

and the formal introduction of Bantu Education on 1 Apr11 1955, con-
t1nued in much the same form as it had been manifesting itself before.
For instance, in February, 1950, forty students of St Matthews College

1n the Cape were convicted in the Keiskammahoek Magistrate's Court on
charges of public violence. Later in the same year, student 'strikes’
- in the form of boycotts, not violent attacks - at two institutions
in the Transkei, St John's College, Umtata,and the Shawbury Methodist
Institute, occurred within six weeks of each other. The latter
institution was closed for two days, during June, following the 'strike’.

- The female students, objecting to the food served, had boycotted the

dining-hall. They had gone to a nearby hill and, refusing to return,
they had been joined by their male counterparts. The police had been
called and they stood by before, finally, 400 students were sent home.

In September that year, 200 students were dismissed from Adams College,

Natal, for breach of discipline. They had refused to eat their lunch,
stayed away from their afternoon classes and refused to attend chapel.
They were accused of having been planning to destroy schoo1‘property
and injure 'loyal' students. In July, 1952, 74 students from the
Mfundisweni hostels of the Faku Institution, near Flagstaff, were

found guilty of violence arising from a 'disturbance' in which the

boarding mistress of the girls' dormitory was attacked. Thevfo1]owing
month, 84 students were arrested for 'rioting' at the Bensonvale
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Training School near Aliwal North in the Herschel district. A1l the
institution's thatched buildings were burnt down, food supplies

were destroyed, and windows were broken. “When the police arrived,
they were heavily stoned while firing shots into the air. The
studehtsvwere protesting against ‘the dismissal‘of one of their
teachers as well as alleging that there was no co-operation between
whité and Black teachers at the institution. Towards the end of the
séme year, there was intra-student conflict at Orlando High School
aftef three of its teachers, having been sacked, set up a school of
their own. Students 'stoned,.stabbed and battered' other students

~of the school and even shots were said to have been fired. On 14

May, 1953, 184 students at Bethal Traihingvfnstitute, near Coligny

in the Transvaal were arrested after they had stoned, and used gallons
of petrol to set fire to, classrooms and the principal's house. Their
grievances included bad food, weak milk, overcrowding, insanitary
conditions, and the fact that one étUdent_had been dismissed after
allegedly returning from a footbaal match drunk. Six days later,

42 students .at Indaleni Training College, near Richmond in Natal,

were arrested after they had burnt down two offices and a classroom.

(Drum, July 1953) -

In October 1953, students at the HealdtownANative Missionary
College near Fort Beaufort in the Eastern Cape mobilised around a
number of issues about which. they were dissatisfied. - They demanded
the improvement of certain conditions which they:c]aimediwere inter-
fering with their studies. They complained that, since the appoint-
ment of a new boarding master, the seniors. had been deprived of the
privilege of electing their prefects. The dignity of the seniors had
. been further impaired by placing juniors in positions which seniors
had previouS]y held. The senior students also objected to the standard
of the food, to being compelled to take turns- working from 3 a.m. in
the bakery, to having to wash dishes, to being used in the repairing
of roads, to being debarred from visiting the girls' hostel and to |
being prevented from visiting relatives. The students submitted a
written Tist of suggested improvements to the boarding master but he‘
refused to consider them. Approximately a hundred senior students
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" then embarked on what they called a strike, refusing their meals or

. even to be seated in the dining hall. After two days of their
passive resistance campaign, the College authorities ordered them

to leave. Initia]]y, the students refused to comply but, when a
police detachment, gathered from Cradock, Bedford, Adelaide, Fort
Beaufort and Alice, arrived to expel them forcibly, they left with-
out further resistance and boarded trains for their homes in Cape
Town, Johannesburg, Port Elizabeth, parts of the Transkei and other
centres. (Rand Daily Mail 30.10.53) - S

No evidence of overt sutdent opposition to the Eiselen Commis-
sion's proposals or the Bantu Education Bill was found. They would
not seem to have been at issue even in a 'disturbancef during May,
:]955; at Xedwaleni Training School which resulted in the expulsion of
thirty student leaders. .

It 'was teachers who mounted thé first concerted resistance and -
they did so principally through three organisations: the Cape African
Teachers' Association (CATA) and the Teachers' League of South Africa
(TLSA) - both affiliated to the A1l African Convention (AAC) - and the
Transvaal African Teachers' Association (TATA). Not long after the
Eiselen commission had been appointed, TATA's journal, The Good
Shepherd, attacked its raison d'etre in the following terms: 'It wants
to-find out how it can give the African the training necessary to
make him-anvefficient worker, without giving him any real education,
for the simple reason that it would be dangerous if the oppressed
sector of the population were sufficiently advanced to fight for their
freedom.' (quoted in Lodge, 1980: 47) .According toﬁLodge, ‘A group of
" Orlando teachers, who were elected in 1951 to leading positions on the
TATA Executive, began to campaign quite effectively aiong the Reef,
organising meetings of teachers and parents to explain and condemn
the findings of the Eiselen Commission. ..... From 1952 TATA began
organising anti-Bantu Education teachers' conferences in Johannesburg
and the East Rand ....' (Lodge, 1980: 47) 1In June, 1952, CATA's
annual conference condemned the Eiselen Commission's Report and called
on its members to 'organise the people and explain to them the recommen-
dations of the report'. (quoted in Lodge, 1980: 46) In his address to



90

the same conference, CATA's president stated, 'A this moment every
attempt is being made to cut us off from contact with the stream of
ideas from the outside world. You must have noted how;'according to
the recommendations of the Eiselen Commission, ever-increasing use

is to be made of Bantu languages in our schools ... (sic) we are

systematically being exculded from the world culture and ideas to
which we gain.access only thrdugh English.' (quoted in Stradling,
1976: 6) The TLSA, in attacking the proposed Bantu Education at
its annual conference which was also held in June 1952, declared
that 'the tribalisation of the African people in and through the.
'prdposed (bantuised) educational system, which forms the central
feature of the Report,vis intended to fit in with the Bantustan
planned for the African people in the Bantu Authorities Act, and it
was therefore the purpose of the Commission to fit the education of
the Africans into the outmoded "Bantu Society".' (quoted in Stradling, .
1976: 6) The year 1952 saw CATA and the TLSA form the Cape Teachers'
Federal Council in order 'to consolidate the campaigns against
tribalised schools and to prosecute the struggle for equal education.
in a democratic South Africa.' (Stradling, 1976: 6) During 1953,

CATA and the local VigiTance Association'together called a public
meeting in Langa, Cape Town, to protest against the proposed leg~
islation. (Lodge, 1980: 46) CATA's 1953 annual conference called

upon ‘teachers and'parents to do everything in their power to oppose
the Herrenvolk schemes for their enslavement’. (quoted in Lodge,

-1980: 46) MWith the pasSing of the Act, the Cape Teachers' Federal -
Council issued a manifesto against Bantu Education. Later in the v
same year, CATA called upon all teachers 'to demonstrate their
readiness to fight for true education' by attending what was p1anned :
as a mass conference to protest against the Bantu Education Act in
Queenstown on 14 December. Eiselen, Secretary for Native Affairs,
warned teachers not to attend the conference. The conference con-
venor, N. Honono, responded in a public statement as follows:

'This attempt by the highest official of the Native Affairs
Department go muzzle African teachers is a foretaste of
things. to come. The blanket of silence, which the apostles
and perpetrators of apartheid would throw over the issue

of the control and content of African education is a sure
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indication of the evil designs behind the Bantu Education
Act. : _

'Even after African education has been transfered to
the Native Affairs Department we shall not countepance
anything which cuts across the universally accepted aims
and guiding principles of education.' (Rand Daily Mail
11.12.53) _

In defiance of Eiselen's warning, some 200 teachers attended the
Queenstown conference. Teachers were also active in the formation of
Parent-Teacher Associations. CATA and the TLSA would seem to have
been more successful in this than TATA. Progress in the Transvaal was
slow, according to Lodge (1980) - by late 1954, Parent-Teacher Associa-
tions had been formed only in Johannesburg's South West Townships, Lady
Selbourn and the East Rand. ' '

-~ Teachers might have been thé.first in the Black community to give:
organisational expression to their oppositibn to Bantu Education, but,
from the outset, Black people in gehera] were imp]écab]y opposed to it.
From even before its implementation, people perceived Bantu Education
“as part and parcel of the 1mposit16n of passes, Bantustans and the
whole repressive apparatus. Resistance to the introduction of Bantu
Education was widespread. Even in the remote rural areas, it was
intense - as especially, for example, in the Sekhukhuniland and Zeerust
- regions.  In the period around Bantu Education's dnitial implementation
- parents played a particularly prominent part in the popular opposition
mounted against it. Many refused fo send their children to Bantu
Education schools. = In places, people burned them down. Such actions
demonstrated dramatically the depth of resentment against.Bantu
Education in view of, as pointed out by one leader, how much Black
people had generally been willing to sacrifice in order to have their
children educated. (Tabata, 1960 : 14) It can be imagined how those
flames devburing the schools might have: symbolised for people their
consuming desire to rid themselves of the dreaded new system. It was v
parents, not students, whom the African National Congress (ANC) attempted
to mobilise in supoort of its campaign to resist Bantu Education. The
story of the latter campaign has been adequately documented elsewhere -
notably in Feit (1967), Karis, Carter and Gerhart (1977) and Lodge (1980)
as well as receiving some_treatmént in, inter alia, Tillema (1974) and
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Hirson (1979) - and wiT], therefore, not be repeated here. However,
the debate within the ANC over what tactics to adopt in opposing
Bantu Education and the conclusions which the leadership drew from
the fate of its campéign, demand at least some consideration.

The ANC conceived thechoice before it as lying effectively
between two forms of opposition: on the one hand, a symbolic protest
expressed through a temporary (say, one week) demonstration boycott
of Bantu Educatioh schools (which, in terms of the Government's
programme of imp]emehtation, meant intitially the primary shcools),
and, on the other, total non-cooperation with Bantu Education through :
a permanent boycott'1nvo1ving»withdrawa] from the schools until such
time as this system had been replaced by one acceptable to the people.
The initial step was taken by the ANC Annual Conference of December
1954 which adopted the following resolution:

'Conference insists that the correct policy to be
observed towards Bantu Education is one of fighting an
‘uncompromising consistent battle against the implemen-
tation of the_Bantu Education Act and therefore resolves
upon total rejection of Verwoerd's evil Act as the moral
and spiritual ensTavement of our children. To defeat
this Act it calls upon African parents to make prepara-
tions to withdraw their children from primary schools
indefinitely as from April 1, 1955, until further
directive from the National Executive Committee.’
(quoted in Feit, 1967: 144) ‘

The ‘subjective' dimensions of the context in which the choice
had to be made, were critical. For example, at least in the first half
of the 20th century, it was the ruled, not the rulers, for whom »}v'
‘education' had greater priority. As expressed in the minutes of an
ANC Women's Section meeting, "It is the supreme desire of the vast
- majority of urban (African) parents to give their children the oppor-
tunities of an education .... Educétiona] achievement is synonymous
with success, and success spelis money.' (quoted in Feit, 1967: 144)
Money, in turn, meant to those ‘urban parents' the only access to
means of subsistence and on higher wages hung perhaps 1ess-1nhuman
conditions for their children. Feit quotes a young man from Moroka
Township: ‘'Today we live in the age of money. That is why we go
to school in order to acquire a higher education in order to get
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higher wages ....' (Feit, 1967:144) At the beginning of every
year parents battled to have their children admitted to the hope-
~ lessly too few places in school. An article in Bantu World cap-
tured the typical scene: ' '

'Weeping mothers and tired children trudged in the heat .
from one school to another, only to be turned away by
dejected headmasters whose schools were packed to
bursting .... Several mothers stayed away from work
so that they could hunt for schools for their children.
Not all of them were successful .... Headmasters were
between two fires. The educational authorities lay
down a strict limit to the number of pupils who may
attend a school and a headmaster who exceeds this
amount may get into serious trouble .... Some head-
masters could not stand the sight of weeping mothers
and took on more pupils than they should have.'

~ (Bantu World 23.1.54) o

~ An ANC document already cited, entitled ‘Memorandum on Bantu
Education with Special Reference to the Decision of 42nd Annual
Conference of the ANC', outlined the arguments for and against -
both a temporary and a permanent school boycott. The grounds for
févouring a short demonstration boycott as the tactically prefer-
able alternative wére that the conditions did not exist for a |
permanent boycott to command the immediate popular support it would
require for success. Parents who had been‘lucky enough to find places
in schools for their children knew how easy it would be for them
to loose those places to otheks not in school. It was argued,
inter alia, that parents were more likely to be willing to withdraw
their childrenfor a.limited period than to support indefinite with-
drawal. If being out of school for an extended time meant that the
children would be idle and open to mischief, parents might return
them to the classroom. Furthermore, a permanent boycott would
directly jeopardise the livelihood of teachers who might in con-
'sequence actively oppose the campaign. More positive arguments in -
favour of a limited period boycott revolved around how it would
pave the way for a permenent withdrawal. It would show what
people were already in a position to support as well as how much
Aorganisation was still needed for full mobilisation to be achieved.
Finally, it was argued that participation in a short boycott weuld
~help parents for longer-term withdrawal of their children and also
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that children returning to school after the initial boycott could
persuade those who had not supported it to join them in the later
indefinite withdrawal.

~ The arguments against a short boycott included one that, in

view of the ANC's unqualified condemnation of Bantu Education, it
might appear contradictory ‘to absent the .children from school for
a week and then return them to imbibe the "poison“.' (quoted in Feit,
1967: 159) Another held that, due to inadequate preparation, not
enough students would withdraw even for a limited period to con- .
stitute an effective protest. 'But', it was suggested, 'the same

- number of children may represent a resounding victory in a campaign .
for permanent withdrawal.' (quoted in Feit, 1967: 160)

The main argument in favourvof a permanent boycott rested on
.the understanding that Bantu Education was first and foremost part
of the rulers' strategy to smash the rise of African nationalist
consciousness. 'Looked at from this point of view, the fight against
Bantu Education ... is the sharpest point of conflict' between the
people and the regime. (quoted in Feit, 1967: 158) As presented in
~ the Memorandum: | -

'The withdrawal of children from schools is not merely
an attempt to save the children from the destructive
effects of Bantu Education, but it is a denial and
- * frustratration of Verwoerd's facist control over the.

lives of African children. In the course of this

 struggle the political situation in this country should
be discussed and handled at the child level. Political
consciousness would not merely be a bone of contention

- but would be placed in conditions in which it would
develop the very qualities that the Nationalists want
to destroy.' (quoted in Feit, 1967: 158 - 9)

As to whether these children would not sérious]y suffer by being
withdrawn from formal, albeit bad, schooling, the Congress Youth
League leadership called for the rejection of 'this non-political
nonsense that talks of the "poor children" as if they were separate
from their parents. The African children have no Separate destiny
from the African nation. If Verwoerd is oppreséing the African
-people with pass laws, low wages, etc he cannot be an oppressor
of the parents and a benefactor to the children.' (Executive Report
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_ to the 12th Conference, of the ANCYL, May 29, 1955. Quoted. in Feit,
1967: 163) | | ‘

Another document, entitled 'Suggested Programme', pointed out
that 'Every Government requires thousands from the oppressed to run
the oppressor system - civil servants, police, clerks, semi-skilled
Tlabourers, etc. Furthermore, "education" of some sort enables the
‘ruling classes to maintain an ideological contact with the governed.'
'(quofed in Feit, 1967: 161 - 2) It seems that it was at no point
suggested that total withdrawal from state schooling was impossibie.
On the contrary, the Suggested Programme contended that if the majority
of 'Africans' could be organised to participate in such a with-
- drawal the situation could become so impossible for the regime as
to force it 'to beat a retreat.' (quoted in Feit, 1969: 163) Could
the people have been so organised and was indefinite withdrawal an _
historical possibility  in that phase of the struggle? _ -

In January, 1955, the ANC National Secretariat issued detailed
directives for the holding of a series of meetings and the appoint-
ment of local action .committees which.were to submit regular progress
reports. The Transvaal Youth League's Anti-Bantu Education Committee,at a
meeting held on 9 January, 1955, ca]ied for a thousand volunteer teachers
for alternative education programmes. Many meetings and conferences
were held during the first months of that year in different barts of
the‘country. But when the National Executive Committee (NEC) met in
March 'to consider reports on the progress of the campaign in the
various centres, no such repbrts-were available and there was no
evidence that the country would be ready for the withdrawal on
1st April.' (Report of NEC, ANC Annual Conference, December 17 - 18,
1955) The NEC, therefore, decided to defer withdrawal and for the
moment proceed only with a boycott of Bantu Education school commit-
tees and boards. At the same time, 'ultimate withdrawal' was re-
affirmed as the objective, and a committee - which became the African
Education Movement (AEM) - was set up under the chairpersonship of
Father Trevor-Huddlestone to plan alternative education. The NEC's:
reversal was rejected in the Transvaal and Eastern Cape where with-
‘drawals began on 12 April. On that day, the first of the new school
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term, certain schop]s were picketed, classes entered and dismissed,
~and large numbers of mostly women and school students marched through
the streets of Benoni, Brakpan and Germiston carrying ANC posters
against Bantu Education. ‘

The regime retaliated with an ultimatum issued on 15 April by
Verwoerd. Unless boycotting students had returned to school within
ten days of his statement - namely, by 25 April - they would be
permanent]y‘excluded from school. " Even a single day's absence, if
shown to be part of a boycott, would lead to immediate expulsion
while the places thus opened up would be given to athers previously
unable to gain admission. In view of the store set by parents on-
getting their children into school and the perennial difficulty doing
50, Verwoerd's move was, as Feit points out, 'even more potent as
a means of breaking the ranks of the boycotters than closing the
schools, for the boycotters would simply have given up the places
of théir children to others.' (Feit, 1967: 174) Six thousand nine
hundred and forty-eight students who had not returned to school on
-25 April, were duly expelled and 116 teachers were served with a month's
notice. (Drum, June 1955) ' -

‘Sporadic and uncoordinated actions continued in different parts
of the country at different times, some involving prolonged with-
draWa]s, bUf effectively the boycott was over before it had been
able to gather momentum. Most of the 6948 students who withdrew from
school were initially, along with some 4000 children who had not
found places in school for 1955, drawn into the alternative ‘schools"
~ styled Cultural Clubs. to circumvent the prohibition on unregistered
schools - which were set up under the aegis of the AEM. No 'education’
was permitted and even blackboards and chalk on club premises Were_
‘used as evidence of illegal teaching. Activities had to be restricted
td‘such as singing, story-telling, plays, quizzes and games. The clubs
operated under conditions of extreme adversity: hopeless shortages of
funds, equipment, premises and qualified leaders as well as unrelenting
police harassment in the'form of raids often involving assaults on
children and leaders and the arrest and banning of committee members
and club leaders. In October, 1956, there were reported to be still
'seven clubs with 1517 children and 22 1eaders,(Karis et al, 1977: 34)
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'Increasingly the AEM had to concentrate on co]]ectfng money for bail,
fines and lawyers' fees until it and the clubs finally collapsed com-
pletely during the 'state of emergency' declared by the regime in |
- the wake of Sharpeville. | ‘

The attempt to organise a permanent boycott of state schools and
a form of alternative education was atandoned. The struggle against
racist and inferior schooling continued. Lessons emerging from the
campaign were quickly grasped by the ANC leadership Amongst the
points made in the NEC's report to the 1955 Annual Conference were
the fo}]owing:

]

‘ . education is essentially a slow process whose
mass effects may take generations to become noticeable.

An evil system of education therefore cannot be effectively
attacked by means of sensational, dramatic campaigns of
short duration, except where such campaigns flow system-
atically from, and are part of a steady, deep-rooted

and enduring campaign, planned and conducted on the

clear understand1ng that it involves a long and b1tter
struggle _

‘It is impossible to over-emphasise the fact that
where there is no organisational machinery, any struggle
must ultimately perish.' .

' . there seems to have been failure ... to realise
that Bantu Education is intended and calculated to under-
mine the entire liberatory struggle and is therefore an
open target and should be the object of persistent
attack in any meeting or assembly of freedom-loving
people. To this extent the campaign against Bantu
Education should not be handled in isolation from other
campaigns as if it were something which has its own. -
beginning and its own end. :

'We must Tearn that it is one thing to wish to see
a complete national withdrawal of all children from
Bantu Education schools. It is another thing to achieve .
this; organisationa] preparedness does not happen over-
night. It is the result of steady, even s]ow, patient,
persistent work ....

'There is no doubt about the long-term aim which is
to prevent the functioning of Bantu Education by a
boycott. But talk of permanent boycott in the isolated
areas where the people are carrying out this slogan will
eventually end in disillusionment and dropping of morale .
if the campaign remains isolated and localised. We must
beware of creating the false impression that by isolated
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local boycotts the Bantu Education Act can be defeated.
The struggle is a long one and the people must see this
campaign as all others, as a stage on the road to victory.
..... The total boycott will not be "proclaimed" by a
certain date chosen on the calendar, but it will develop
from local actions that spread, that join up and grow
nationally. At the same time we must not deceive our-

- selves or the people into believing that in the imme-

“diate future we can, with our own resources, substitute
a national education system. We have no state budget
behind us.' .

'The  fight against Bantu Education must go on. We
must build steadily, ... achieving the boycott of the
school boards and committees, adapting the form of
protest to the state of preparedness in the area and
the local conditions there.' (Report of NEC, ANC Annual
Conference, 1955) S

Resistance to Bantu Education did go on and the long-term aim
remained to prevent its functioning. However, there was a shift
away from any idea that this could be achieved by means of a per-
manent boycott.' Insofar as any general strategy emerged, it was to
stay in the schools but refuse to collaborate with the system's
methods and objectives. Teachers, by refusing to indoctrinate their
students with the ideology of the rulers, aimed to undermine the
possibility of schools operating according to the Government's design,
Parents, by boycotting the Bantu School Boards and Committees, re-
fused to collaborate voluntarily in helping to run a school system
that was oppressive. Students in school and university sustained
a simmering rebellion, whicﬁ surfaced variously at different times
and in different places. Some instances follow. '

The principal of the primary shcool in Dinokana, Zeérust, came
out during 1957 in support of'passes for women. According to a report
in Drum, 'The people went mad. They thought that he was in cahoots with
the police and the Commissioner.' They burned down his house and
organised a boycott of the school. On the first day of the boycott,
" only 146 students - out of the 1200 enrolled at the school - attended.
The principal informed the Commissioner who relayed the matter to
Pretoria. The authorities' reaction was swift and harsh. The fo]]owingv
day orders came back from Pretoria that the school be closed down on
the current roll immediately, the teachers be transferred, and the
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names of the boycotting children be taken down and circularised so
that they could be prevented from receiving education for the rest
of their Tlives. (Drum, July 1957) '

Phyllis Ntantala, in an article published in Africa
South (4 (2) Jdanuary - March 1960: 42 - 7), notes that people in
the Cape were generally too hostile to Bantu Education to elect _v
School Boards, while many, who were appointed to them by the
Government, refused to serve. She records people's rejection of
ministers of religion, who 'broke the people's boycott of the BAD
School Boards'by agreeing to serve on them', and of church leaders
who, without consulting the communities, which had built and main-
tained the schools and placed them in the hands of the churches for
management, agreed to lease them to the Government for use as
Community Schools under Bantu Education. For instance, members of
the Peddie community, in Eastern Cape, locked up the schools, which
they had built with their own money and 1abour, ahd'told the minister-
in-charge to build his own schools if he wished to hire them out to
the Government. In Port Elizabeth, members of a certain congregation
called upon their minister, who had accepted the chairpersonship of
the local Bantu School Board, to resign, reminding him that he depen-
ded on them for his livelihood. In Mt. Ayliff, East Griqualand,
people burned down the schools they had built rather than lease them
~to the Government, and then told the minister, who had agreed to the :
 lease, to hire out his own schools. (Ntantala, 1960: 45) - “

_ Ntantala also describes the deterioration suffered by'the v

“schools after their transference to the BAD. . In the boarding schools,
maintenance personnel, with the exception of the cooks, were dismissed,
and their work given to the students, who had compulsory manual work

to do before and after classes every day. According to Ntantala,
‘corporal punishment provides the only discipline and a whole "gestapo"
system has been introduced, by which - profiting from the poverty of |
the African people and their desire for education - the authorities
are offering schd]arships to some students on condition that they spy
on their fellows. ..... ... in any one institution there are usually
three, four or more of such paid spies.' 'Inevitably,' she continues,
‘these boarding schools seethe with student discontent and staff
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représsion;' Ntantala cites several examb]es thereof. In 1957, a
student was shot during a 'disturbance' at the Ndamase Secondary School
in Buntingville. The principal'admitted in court during the sub-
sequent student trial that he had fired shots to 'frighten' the
students. Soon thereafter he shot himself. In the same year, some
30 senior female students at Shawbury in the Transkei were sent home
and about 200 male students at St John's College, Umtata, were ex-
pelled on the eve of their examinations. In 1958, Adam's College,
in Natal, sent more than 200 students home. Such was the situation
at Lovedale that early in 1959 over 300 students chose to go home
(Ntantala, 1960: 44) B

The connection between the expression of student dissatis-

faction in the schools and the demonstration of oppdsition to the

political order outside the schools would appear to have begun, by

1960, to draw closer. Noting that there had been 'disturbances’ at

various African schools prior to 1953, Horrell states that 'such
disturbances have increased in number and in severity.' (Horrell,

1964 : 86) She argues, however, that this cannot be accounted for

by the ‘introduction of Bantu Education alone - 'although the dissatis-’
.faction it created among many teachers and parents, and in the con-
trolling mission organisations, naturally permeated to the student
bodies.' It appears to Horrell that 'in recent years normal discip-

linary problems have been aggravated by the mounting spirit of unrest
émong Africans in South Africa, for which 'unrest' numerous factors

besides the policy of "separate development” in education were res-
ponsible. In this regard, she points out that African students in the
higher standards were in general older than students in White schools and )
were 'Likely to be more aware of events outside the school room.' Horrell
proceeds to illustrate the coincidence which she identifies between the
pattern of student 'disturbances' and 'periods of marked unrest in the
country generally.' (Horrell, 1964: 87) After the initial wave of resis-
~tance around the introduction of the Bantu Education Act which is discussed
above, the pattern displays heightened student resistance ip the form of
'boycotts or riots' during the period in 1960 when there were mass
demonstrations against the pass laws leading to the police killings at
Sharpeville and Langa, declaration of a State of Emergency, and the banning
"of the ANC and PAC. Then, ‘again in 1961, there was a wave of 'disturbances’
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African secondary institutions during the period of widespread
demonstrations against South African becoming a republic, which was
also a period of particularly militant mass opposition to the
authorities in the Transkei and certain other areas. There were
further instances of student ‘disturbances' in 1962 which saw the
‘emergence of Poqo and Umkhonto we Sizwe as well as the first cases
of sabotage and the Paarl uprising. Another wave in 1963 coincided
with increased activity by Pogo and more sabotage (Horrell, 1964:
87 - 9)

The Secretary of the South African Institute of Race Relations
(SAIRR) Southern Transvaa]lRegion; Patrick McKenzie, in a Report on
'Disturbances in African Schools', which he prepared in 1964, re-
garded it as 'significant' that ...

'the disturbances in the early part of 1963 followed
each other in quick succession giving the impression
of some connection between them. The troubles at
Wilberforce in March 1963 were followed within a

few days by those at Lovedale and then Healdtown.
Those at the Faku Institution and the Bethal College
followed w1th1n a few weeks.

'I am informed that there was a definite plan
-behind these disturbances. During discussions that
I have had with pupils, some have admitted that the
storm centre of the disturbances has been political.
Most of the disturbances have been sparkedoff by a
genuine. complaint and then fanned by a small group
within the school, and on occasions there has been
additional help (or one might say interference) from
outside.' o L

Earlier in his Report, McKenzie'states categorically,

'In recent years there has been increased political
activity within the schools. This has been confirmed

by all sources as well as by the conv1ct1on of pupils
by the Courts.' (Document 8)

Evidence is for the most part 1acking as to whether students
were conscious of any connection that there might have been between
their own actions and political activity in the broader society.
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Amongst the institutions which experienced overt student
resistance in the period 1960 to 1963 were Amanzimtoti Zulu
Training School, Bensonvale Training School (near Aliwal North),
Bethal College (near Butterworth), Botha Sigcau High School (Flagstaff),
Emmarentia High School (near Warmbaths), the Mfundisweni hostels of
the Faku Institution (near Flagstaff), Freemantle Institution
(Queenstown), Healdtown Training College (Fort Beaufort), Kilnerton
Institution (néar Pretoria), Lovedale High School and Theological
College (Alice), Maria Trost Catho]ic Boarding School (Lydenberg),
Mariazell High School (near Matatiele), Moroka Training Institution
(Thaba 'Nchu), Ndaleni High School and Training College (near Rich-
mond), Pax Institution (Pietersburg), a Presbyterian Church hostel
‘attached to a high school at Bulwer, Sekitla High School (Hammans-
kraal), St Francis College (Mariannhill), St John's College (Umtata),
Swartbooistad School (Hammanskraal), Tigerkloof School (in the Cape),
Wilberforce Institution and Zimutu Mission School.

The only directly political issue, over which students pro-
tested, was South Africa's withdrawal from the British Commonwealth
and becoming a Republic in 1961. The most common issues concerned.
food and forms of punishment. There was opposition to corporal
punishment but what students objected to most strongly was expulsion,
which was used frequently, often for petty transgressions. Also
retated to the maintenance of discipline was the issue of the police
being brought onto the campuses of certain institutions, or,:as in
one case, a principal's threat to call them in to deal with 'schoolboy
agitators'. In another instance, students were incensed by police
arriving to Search their personal belongings, ostensibly for dangerous
weapons; when they resisted, the police removed their trunks and
‘conducted the search at the police station. Students protested over
numerous other issues. Hostel facilities were primitive. Many teachers
were incompetent. Administration of the schools was poor. Students
opposed the enforced introduction of Afrikaans. They resisted the
manual work which they were compelled to do and complained that
there was too little time to study. They objected to the strict
segregation which there was between White and Black members of staff -
and despised the Black teachers for being prepared to serve under
such conditions. Furthermore, students' complaints were never
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~seriously considered and they had no vehicle for the expression of
opinion since many student organisations had been suppressed and
contact with ex-students discouraged. Finally, there were single-
instance issues such as relatives and friends being refused admission
to an institution’'s annual drama night. -

Student res1stance took various forms, the most frequent
'however, having been boycott1ng c]asses and setting fire to class~-
rooms or the principal’s office. There were boycotts of chapel, of
the dining hall, and of manual work. There were ﬁgik-outs and staya-
ways. Students stoned school buildings and on occasion the home of

a staff member to whom they objected particularly strongly. In one
case, they attacked physically the matron of a girls' hostel. |

The reacfion of the authorities to student resistance was in -
all cases repressive. Many hundreds of students were expelled, never
to be re-admitted. Of those suspended, some were allowed to apply

for re-admission - of those who did, many were refused. Certain schools

were temporarily closed down and the students all sent home. Many
students were arrested and taken to court on charges of arson,

malicious damage to property, public violence, or addressing, ho]ding,
or being present at, an illegal gathering. (Document 8; Horrell, 1964:

86 - 9; SAIRR1959 - 60, 1961, 1962, 1963; Cape Times 1.6.60, 9.6.60,
18.8.60, 31.8.60; Bantu World 13.6.61; Contact 1.6.61, 29.6.61,
27.7.61, 24.8.61, 21.9.61, 26.7.62) '

"~ The period 1960 - 63 was followed by mbre'than a decade of relative

quiescence - if only qualified compliance - in the African schools al-
though intermittent instances of student resistance, similar in form to
that detailed above, did continue. Resistance to Coloured and Indian

Education was given organised expression mainly by the TLSA and a net-

work of Parent-Teacher Associations which had been built up primarily
- for that purpose. The consensus, however, was that ‘teachers should

stick at their posts and continue to teach and refuse to inddctrinate,

as ... required of them. They would not leave voluntarily. They
would not sack themselves. They would leave the sacking to the rulers.

¥
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They themselves would defend true education regardless.' (Stradling,
1976: 7) Indeed, some had been sacked aTready. As early as 1956,
officials of the TLSA had been dismissed from teaching for their
opposition to segregated schooling. In 1961, 16 officials, execu-
tive members and Teading speakers in the organisation had been
banned under the Riotous Assemblies or Suppression of Communism

Acts and, in February 1962, they had been forced to resign as ' ,
teachers. Many more were to be dismissed in the yeafs that followed.
“Prior to 1976, very few reports are to be found of overt student

resistance in Coloured and Indian schools. Most of what few protests

were reported were over the detention or dismissal of teachers.
(Argus 24.7.63, 4.4.68, 30.5.68, 3.6.68, 4.6.68) .For the rest, such

resistance as there might have been, occurred under cover of closed

e ————

classroom doors.
C1assroom Toors
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‘PART 11

THE 1980 CAPE_ TOWN STUDENTS' BOYCOTT'

AN ACCOUNT

1 The first term : before the boycott

1.1 Rumblings

In August, 1979, the vice-chairperson of the Transvaal Regional
Edueation Committee, Ralph Peffer, told a'meeting of inspectors of
schools under the Department of Coloured Relations (DCR), that
- Coloured Education was about to collapse. According to him, the
| number of unqualified teachers had risen shérp]y because of the

shortage of qualified teachers - among teachers being used were

some who had failed Standard 8. Matricu]ation»ahd Junior Certificate
failures had increased - there had been no improvements in the numbers
of matriculants in’the previous ten years. Poor salaries and working
conditions had led to a teacher brain-drain. Student dissatisfaction
with an inferior educational system was on the increase. Promotions -
and job security for principa]s and teachers were rooted largely

in the latter tacitly accepting the dictates of the DCR without
question. Students who protested against irregularities:were being
victimised and teachers who rebelled or were in sympathy with pro-
testing students faced being transferred to 'bundu' towns or dis-
missed. Approximately a month later, a memorandum, drawn up by Peffer -
and containing a warning that Coloured Education was 'in a mess and |
headed for collapse', went through official channels to the Regional
Board of the Department of National Education in Johanhesburg. In the
memorandum, the Transvaal Regional Education Committee recommended that
an investigation by a commission be set up from the Departments of
National Education and Coloured Relations and from the various regional
~school boards and committees. The warning was dismissed and the
proposal rejected. (Argus 24.4.80) ' '

1 In Part II, where a particular sentence or paragraph is not followed
immediately with a reference, it can be assumed that in every such case

the next set of references to be cited are the synthesised sources of all
that has appeared in the text back to the last stated refer