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ABSTRACT

This thesis covers the era of segregation, focusing on the years
between Union and the outbreak of the Second World War. It
highlights the English-speaking Protestant missions’ responses to
the intermeshing trends of secularisation, particularly in the
realm of both the content and control of education, and hardening
segregation policies, which affected African education. It
attempts to open up new areas for research into the history of

education in South Africa. Until recently, such history has been

narrowly conceived in terms of education’s specific relationship
with racial capitalism in South Africa. Such a focus has diverted

hi

secularisation in the provision and control of education, in
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and the State in this endeavour. The thesis traces the expanding
role of secular experts in policy construction around African
education, from both inside and outside the State, and its effect
on the "amateurs", the missions. The ideas that education should
no longer be controlled by the church, but that the State and
parent communities should have far more of a role in the
administration, appointment of staff and curriculum, threatened the
heart of the missions’ enterprise. In response, they asserted the
primacy of religious and denominational education under their
control. Essentially, two divergent concepts of education were

; .
culated during this period; a

concept drawing on Victorian notions of progress and transcendence,
individualism and elitism, and a secular concept based on notions
of science, efficiency, psychology and anthropology, which
emphasised group oriented education adapted to the existing social
order. The existing social order during this period was predicated
on the notion of segregation and the exclusion of Africans from
civil society. The significance of this was not lost on the
missions and it is an important element in understanding mission
hostility to secular ideas. Increasing mission and 1liberal
disenchantment with segregation was an important factor behind the
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missions’ desire
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clearly articulated in the 1935-6 Welsh Report, which, far from
being a segregationist interpretation of education, was the last

nt of a Christian, Victorian, individualist, voluntarist

concept of education;j a statement which was critical of the
implications of segregation policies for African education.




ACTYANNWT EDNYCIENME
ACUCDINU VY LU LCIVIEIN

Many people have supported me in the writing of this dissertation,
particularly during some difficult times of loss and illness. My
thanks might appear inadequate expressed on paper, but they are
heartfelt. My supervisor, Professor Bruce Murray, taught me self-
discipline and economy of expression as well as offering general
encouragement and meticulous attention to each section as it

emerged. Other people have taken time, above and beyond the call
of duty, to offer conceptual, emotional and material help. In

" ] ] ]
t’az Eieulaf, I -owe a gfeat deal to Brahm Fleisch and GYHEhia Kros-

Without them I would still be blindly scouring the archives. My
debt to my friend and mentor, Peter Kallaway, is di
measure. Above all he made me believe in myself. My colleagues in
the Education Department at Wits have provided a supportive and
stimulating intellectual environment. I would like to thank
Shirley Pendlebury and Penny Enslin for encouragement, which
included imposing firm deadlines when I lost momentum. For helping
me find my way around various archives, I am much indebted to
Anna Cunningham and Michelle Pickover, curators of the Historical
and Literary Papers Library at the University of the Witwatersrand,
and Sandy Rowoldt, Zweliyanyikama Zena and Celia Blight at the Cory

Library, Rhodes University.

For financial assistance in embarking on the research for this
dissertation, my thanks go to the University of the Witwatersrand
(through the Senior Bursary Scheme) and the Human Sciences Research

Council.

On the home front, my indebtedness is firstly to Norah Motsoaledi
for making order out of chaos to give me space and time to write.
My mother, Rosemary Philip and my parents-in-law, Hazel and

Steyn Krige, stepped in to field various crises, centred mainly on



child-care arrangements. My daughters, Cara and Jessica, showed
remarkable forbearance in the face of endless "“proposals and
papers". My greatest debt is to my husband Paul, who, with humour

and patience, helped me develop a great affection for the computer,
rescued my work when it let me down, and always gave me perspective
and unconditional love. He truly is "the wind beneath my wings".

inally, my thanks go to Janet Schwulst for her multifaceted help
in assembling the final product. Her intervention went beyond
typing the manuscript. It was a pleasure to work with her.




TABLE OF CONTENTS

PAGE NO.
ACKNOWLEDGEMENTS
INTRODUCTION 1-27
CHAPTER 1% “TRUSTEES AND AGENTS OF THE STATE"? 28-62
MISSIONS AND THE FORMATION OF POLICY
TOWARDS AFRICAN EDUCATION, 1910-1920
CHAPTER 2% "SOLVING THE NATIVE PROBLEM": EXPERTS, 63~96
MISSIONS AND AFRICAN EDUCATION 1920-1929
CHAPTER 31 SEGREGATION, SCIENCE AND COMMISSIONS OF 97-126
ENQUIRY: EDUCATION AND THE PLACE OF THE
“NATIVES" IN SOCIETY, 1930-1934
CHAPTER 4 “SHOULD EDUCATION LEAD OR FOLLOW THE 127-157
SOCIAL ORDER?" THE WELSH REPORT AND
SEGREGATION, 1935-1939
CONCLUSION 158-160
APPENDICES:
APPENDIX A: (FIGURES 1 - 9)
APPENDIX B: (FIGURES 10 - 13)
1-38

BIBLIOGRAPHY



INTRODUCTION

This thesis analyses the development of State policy towards

African education between the formation of the Union in 1910 and

the outbreak of the Second World War in 1939, with a particular

focus on the role of the missionary churches in this process. Its

concern is to highlight the responses of the missions to two major

and intermeshing trends which affected African education,

secularisation and segregation. 1In so doing, the thesis attempts

to broaden the study of the history of education in South Africa by
""""‘expinring%qﬁestions—whiehigybeyendfexistianuunmeQLfnnctigg§;i§§44447

parameters. These parameters have been dictated by a limited

concern with the articulation between African education and an

emerging industrial economy, divided along the lines of class and

race. Here the focus has been on the relationship between

education content and the needs of the economy. In being

responsible for most levels of African education, the churches are

portrayed as agents of the State and capital in tailoring schooling

to the economy and to the segregationist norms and patterns of

society.

A clear theme which emerges during this period, however, is the

desire of the missions to keep control of their schools in terms of

administration, appointment of staff and curriculum. Indeed, in

mission circles, debates about the control of mission schools
overshadowed debates about the content which was to be taught.

This concern with control has hardly been documented because of the
narrow focus on the content of African education. An exploration
of this concern as a mission priority can be understood in the
context of an issue which deserves much more attention:
encroaching secular ideas about education. The application of
nrincinlas of science and efficiency to education called into
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question the appropriateness of mission schooling. The demands of

the missions’ African clients for state and parent control of

education dovetailed with these trends, and were reinforced by the

explosion of independent African churches. The idea that education

1l



should no longer be controlled by the church, but that the State

In essence, two different concepts of education were being
articulated during this period; a Christian voluntarist concept
drawing on Victorian notions of progress and transcendence,
individualism and elitism, and a secular concept based on notions
of science, efficiency, psychology and anthropology, which
emphasised group oriented education adapted to the existing social

order.

This took place in the context of evolving segregation policies.
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supposedly scientific ideas about education for African "needs",
"adapted education" or education appropriate to African "culture”.
As such, they accorded with broader segregation policies of
"retribalisation", reserve development, the restriction of African
urbanisation and the exclusion of Africans from civil society. The
significance of this was not lost on the missions, nor on some of
their 1liberal colleagques, and is an important element in
understanding mission hostility to secular ideas. Increasing

mission and 1liberal disenchantment with segregation was an
important factor behind the missions’ desire to keep control of
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African education and to assert the primacCy O

denominational education.

Many of these issues are embedded in the first national
investigation into African education, the 1935-6 Interdepartmental
(Welsh) Committee on Native Education.! In existing literature the
Welsh Report is painted as a segregationist manifesto, a less
spectacular precursor to the Eiselen Commission of 1949-51, which

- » 7.7
-

! Interdepartmental Committee on Native Bduca
hereafter cited as the Welsh Report.
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the introduction of Bantu Education.

This interpretation appears to be supported by the fact that
Committee reported at the same time as the passing of the most
fundamental segregationist legislation, the 1936 Land Act and the

Native Representation Act. The Welsh Report, however, was rejected
by the United Party Government. This thesis demonstrates that it
was not simply a segregationist manifesto which prefigured the
Eiselen Commission. It was, in many senses, the last statement of
a Christian, Victorian,; individualist, voluntarist concept of

education; a statement which was critical of the implications of
hardening segregation policies for African education.

PART 1: LITERATURE REVIEW
(a) AFRICAN EDUCATION AND RACTAL CAPITALISM

Over the last ten years, the literature on African education during
the era of segregation has been dominated by attempts to show the
era. Insights about the relationship between Bantu Education and
the political economy of apartheid have been applied to the era of
segregation. In particular, a focus on the correlation between
African schooling and changing labour needs, both in terms of
skills and attitudes, has informed much of the existing literature.
This is particularly true of the collection of essays edited by
Peter Kallaway in the mid-1980s and by Mokubong Nkomo in 1990.°

In considering why African education was removed from mission
control, extended and centralised in 1953 as part of the Bantu
Education Policy, writers have tended to make direct links between
the development of secondary industry, mass schooling and skilling

2 g, Rose and R. Tumner, eds, Documents in South African Education

(Johannesburg, 1974), 228-~234; F. Molteno, "The Historical Foundations of the

sburg, . . Christie and C. Collins, "Bantu
Schooling of Black South Africans” and P both in P. Kallaway,

-
Education: Apartheid Ideology and Labour Reproduction”, )
ed., Apartheid and Education: The Education of Black South Africans,

(Johannesburg, 1984), 63-64, 168.

3 Kallaway, ed., Apartheid and Education; M. Nkomo, ed., Pedagogy of
Domination (Africa World Press, 1990).



of the urban African working class. Education was to provide for
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a form of social and ideological control as well as skilils

development. This was necessitated by consequences of economic
change from primary to secondary industry, which accelerated during
the Second World War. The State was faced with a crisis in dealing
with massive urbanisation, proletarianisation, social and political
unrest and an accompanying crisis of hegemony.5

As an extension of this debate, historians of education have turned
ir attention to the period between the formation of Union and
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the coming to power of the Nationalist Government, which was

responsible for the Bantu Education Act of 1953. Here they have
stressed two things. Firstly, they have remarked on the State’s

"hesitation in policy", "opposition to the promotion® of African
education and "tardiness in the growth of black schooling" before
1953.6 Secondly, they have focused on the content of the
education which was offered. Explanations of the neglect of
African education draw heavily on the writings which argue that
mass schooling for Africans was not functional for the cheap labour

needs of mining capital, either as a means of training and job
£ eocial control. Cross and Chisholm
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allocation or as a means
make use of the analysis by Shula Marks and Stanley Trapido of the

reconstruction period after the South African War in the Transvaal.
nery of the State
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They assert that the increasingly coercive mac

was the most efficient means of economic and social
n as a form of gsocial control and

control over

Africans, whereas mass educatio

4 por example, the early and influential article by Christie and
Collins, "Bantu Bducation® in Kallaway, ed., Apartheid, 160-183.
> - ing In’ : Bantu Education As Social
J. Hyslop, A Destruction Coming
Control" (Unpublished African Studies Institute Seminar Paper, 1989) and

nState Rducation Policy and the Social Reproduction of th:qgrgan Atrfc.n4 .
Working Class : The Case of the Southern Transvaal, 1955~-1976", Vol. 14, No.

3 (April 1988), 446-476.

6 2; Molteno, "The Historical

e and Tumner, Documents 202;
?oundatigz:ﬁ, 69; M. Cféﬁﬁ, "The !;undgtionl of a Segregated Schooling System
on the Witwatersrand, 1900-1924° (Unpublilhod M.Ed Thcli;i UnLYoraityko: the
Witwatersrand, 1986), 15; K. Hartshorne, Crisis and Challenge: Blac

Education 1910-1990 (Cape Town, 1992), 25.

A
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training was appropriate for the children of the militant and

segregated, State controlled, free and compulsory, while African
(o]
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education was not free, not compulsory and controlled by the

—church.” This explanation is also favoured by Molteno.® Regional

differences in the process of compulsion, accompanying segregation

and financial differentiation of schooling have been explored by

Andrew Paterson and Ken Harley.9

This "hesitation in policy” and "neglect" needs more careful
explanation than a general reference to the nature of labour needs
during this period. This thesis will show that, during the 1920s,
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paradigm. These initiatives were, however,
broader divisions in the State over the direction of segregation
itself. There was no clear blueprint for segregation policy during
much of this period, much less one for African education. And,
ironically, when segregation was more clearly defined in 1936, the
Welsh Report recommendations ran counter to the basic tenets of the
1936 legislation. This thesis will show that the Report drew on
the ideas of the liberal-mission lobby which had challenged not
only the neglect of African education, but also the policy towards
the minimal education which was provided.
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Regarding this policy, recent writers argue
which was furnished was either directly functional
in harmony with the reproduction of capitalist relations in the

to or at least

7 3. Marks and S. Trapido, "Lord Milner and the South African State"

(Unpublished History Workshop Paper, February 1979), quoted in L. Chisholm,
"Reformatories and Industrial Schools in South Africa : A Study in Colour,
Class and Gender, 1882- 1939." (Unpublished D Phil, University of the
Witwatersrand, 1989), 3, 381; Cross, "Foundations”, 8.
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istorical Foundations", .

% Molteno, "The H

"Neglected Origins of Racism in State Education Policy:

~ 0", (Unpublished
The Segregation of Schooling in the Cape Colony, 1890-19207,
Plpc:.grngggtgd at the South African Comparative and History of Education

res . Harley, "African
Society meeting, Kenton-on-the Katberg, October 1991); K. i ;
Educnt{on and gécial Control in Colonial Natal®", Perspectives in Education,

Vol 13, No 2, (Winter 1992), 27-52.

9 A. Paterson.
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context of segregation. They draw on a wider literature which
asserts that both segregation and apartheid were functional to
capitalist development.10 They argue that the "adapted”"” or

nature of African education provided before 1953

inculcated "habits of industry” and subservient social attitudes in
those "workers-to-be" who did go to school. This theme occurs in

R |

studies both of broad policy and of individual educational

institutions and personnel.'’

Much of the existing literature assumes an identity of interest
between the church, the liberals and the State over the direction
of African education, in relation to segregation and capitalist
development. There is very 1little attempt to consider the
interests of the missions and liberals and their relationship with
the State at central and provincial level. Studies of individual
mission institutions make very crude, but ultimately tenuous, links
to the broader political economy of segregation. They do not
consider the intermediate connections of the institutions with the
provincial inspectorates, Native Education Advisory Boards, and the

umbrella bodies of the missions and liberals to which the

institutions were accountable. In terms of institutions,
exceptions here are articles by Paul Rich, Tim White and Heather
Hughes on Lovedale and Inanda.*?

10 See, for example, H. Wolpe, *“Capitalism and Cheap Labopr Powordin
South Africa : From Segregation to Apartheid”, Economy and Socisty, I, 4 4
(1972); M. Legassick, "South Africa : Forced Labour, Industrialisation an
Racial Differentiastion”, in R. Harris, ed., The Political Economy of Africa
(Massachusetts, 1975); M. Lacey, Working for Boroko. The Origins of a
Coercive Labour System in South Africa (Johannesburg, 1981).

S aNvavVe

1 4. chisholm and M. Cross "The Roots of Segregated Schooling in .
Twentieth Century South Africa® in Nkomo, ed., Pedagogy, 43~9; M. Cross "The

ted Schooling in the Transvaal 1902-1924", History °f
ggﬁggzﬁtzn'vgg gg?t;gai {(1987), 263; Molteno, "The Historical Foundations”,
72; C. Nd;anduln »'7The Head of the Native’:Swiss Mission Education at Lemana,

1899~1955", Perspectives in Education, Vol 10, No 1 (June 1988), 43-52.

2 5 Rich, "Bernard Huss and the Experiment in African Cooperatives in

e e BLmdiman Rimtanrical
South Africa, 1926-1948", The International Journal of Arrican H1SToz-cs-

Studies, v°1'26, No 2 (1693), 297-317 and "The Appeals of Tu;t0900i9ggf;;30"
Henderson, Lovedale and the Fortunes of South African Liberalism, ’

1987)
' Journal of African Historical Studios,'Vol 20, 2 ( ,
Zﬁ? £2fornatigg:i-r s'A Lighthouse for African Womanhood’ : Inanada Seminary

&1 L=Tcy H. Buyiiww ) = 4= 104E 1 Nana

1869-1945" in C Walker, ed., Women and Gender in South Africa to 1945, {(Cape
Town, 1990), 197-220.
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While these in

sights regarding education and the political economy
have been illuminating, they have also defined rather restricted
parameters for the study of the history of education in South
Africa in general. They have done 1little to broaden what is

essentially a narrow concern with African education’s functional
relation to developing racial capitalism in South Africa in the
twentieth century. The areas of the aim and content, control and

finance of African education are all seen through this lens. They
have yet to take note of Dubow’s critique of functionalist
interpretations of segregation ideology and policies in general.
Dubow warns historians to be wary of seeing all the authors of
ecial pleaders for capitalist
interests". His argument that earlier analyses "conceive of
segregation far too narrowly in terms of the alleged interests or
'‘needs’ of capital® might be applied to literature about African

education.®

These studies are narrow in another sense. Very little use has
been made of Shingler’s 1973 pioneering work on education and the
political order in twentieth century South Africa, which predates
much of the revisionist work on the political economy of
segregation and apartheid. What is extremely important about

retly, hig treatment of the history of South

Shingler’s wor ent of the histor
African education as a whole and, secondly, his attention to the
importance of the changing intellectual milieu, in particular the
rise of science and its effect on education in South Africa. Here,
he suggests many of the ideas which are more fully explored in
Dubow’s work. Shingler’s history of education in twentieth century
South Africa, which weaves together the intellectual and the
material influences, has yet to be bettered. Kallaway’s
collection draws very slightly on Shingler, and then only on his
insights regarding the relationship between education and the

economy . Apartheid and Bducation is bolstered far more by

13 g pubow, Racial Segregation and the Origins of Apartheid in South
Africa, 1919-1936 (New York, 1989), 3, 8.

SRLIICER;, ==

% 5. shingler, "Bducation and the Political Order in South Africa,
1902-1961" (D Phil thesis, Yale University, 1973)
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"reproduction theory" from the United States and United Kingdom,
and revisionist South African historical studies.™ It also limits
itself to a focus on African education, which it defines as "Black"
~ _education. This is also true of the historical section of Nkomo’s
collection. The failure to move away from the treatment of
schooling in racial terms denies us a comprehensive, bigger
picture, as Michael Cross has pointed out, and may mean that some
of the ideas we take for granted might not stand up to serious

- - 3 14
analysis.

The situation is being rectified by the work of Chisholm, Kros and
Fleisch.!” Fleisch’s work focuses on the American influence on
South African education as a whole in terms of secularisation,
modernisation and bureaucratisation. While this thesis is not

informed by Fleisch’s work on global, general trends in education.
n awav from education systems and

13 v ia g - e e waw = S22 SYyoL

ldwide trends in e
ideologies based on private (often religious) voluntarism, towards
expert driven, secular State control and bureaucratisation can be
had a very powerful effect on the missions who controlled African
education. The fact that secular ideas and organisations emerged
in the very specific context of industrialisation, state formation
and segregation in South Africa, still needs to be acknowledged and
elucidated. The wider lens provided by analysis of the moves

towards the modernisation and secularisation of education in South

15 ] inti Schooling in
See for example : S. Bowles and H.Gintls, .
America (London, 1976); R Dale et al, eds, Education and the State, Vols I and
II (Lewes, 1981) ; Wolpe, "Capitalism”.

"An Historical Review of Education in South Africa: Towards

16
M. Cross, No 3 (1986).

a Reassessment”, Comparative Education, Vol 22,

» and "Class and Colour in SOUFh African

1886-1910", History of Education Quarterly,
" Rumblings’: Z.K. Matthews

Vol 27, No 2 (Spring 1987 1-27; C. Kros, "'Deep g

and Af;ican xéugatign bofé;. 1955" in Perspectives in Bducation, Vol 12, No 1

(Summer 1990/91), 21-40; B. Fleisch, wgocial Scientists as Policy Makers:

E.G.Malherbs and the National Bureau for Educational and Social Research, .
a h 1993), and "Science, Efficiency and

1929-~-1943" U blished ASI Paper, Marc
Education ; éh:pgouth African Dinl‘rtationu from To;ch:r:hso;i:g:, Cgiumbia
University, 1917-1924%, (Unpublished paper presented a ry

Education Society Meeting, Kansas City, October 1991).

7 Chisholm, "Reformatories
Youth Policy: The Witwatersrand,



Africa, however, provide for much fuller and more nuanced
explanations. of developments in education and mission responses to

these developments.

From the turn of the century, mission educators had been under
attack from emerging secular critics as well as from White
hostility to African advancement. A very important factor for

mission educators was the physical, as well as ideological,
encroachment of the secular and liberal Joint Council Movement from
1921 and, later, the South African Institute of Race Relations
(SAIRR), into the arena of African education. In terms of the
liberals and the State in the inter-war
years, the works of Rich, Couzens and Dubow are excellent
references, providing much of the context for the developments in
African education.!® The missions in general may also be found in
a broader literature on the liberals in South Africa, particularly
after 1920. Elphick has written an eloquent chapter on the
"liberal-mission network" of the inter-war years and points to the
close overlap of personnel and ideas between the mission societies
and Joint Councils.' Literature focused on the role and responses
of the mission churches in African education, however, is very
thin. In terms of responses to segregation, Cochrane argues that

- —_— —_—— - -~ ) e A 5] ”
the Anglican and Methodist churches were in fact servants of

power", suffering an "ideological captivity", because they did not
challenge segregationist legislation before and after Union.

Cochrane’s analysis of the churches’ role in African education is
almost non-existent, but he has attempted what others have not and

18 p, Rich, White Power for the Liberal Conscience : RlCil{'chrOgltion
and South African Liberalism (Johannesburg, 1984); T. cguzens,b Moi;i;:ing
leisure time’ : the transatlantic connection and black Johlnn:l urg 1918
1936, in S. Marks and R. Rathbone, eds, Industrialisation an Socia ange

in South Africa (Longman, 1982); 314-337; Dubow, Racial Segregation and "Race,

t discourse in the
civilisation and culture : the elaboration of loqrcq:figgiztigg':g"gggg nche

< _ — . D o L J
inter-war vears®™, in 8. Marks and 8. Trapiao, ®us, &&= ¢
and Nationili.n in Twentieth Century South Africa (Longman, 1987), 71-94

19 hi nMission Christianity and Inter War Libpral}sm" in '
J. Buﬁlifn‘ :l‘,’-,lp'f.ﬁ’\._k and D. Welsh, eds, pemocratic Liberalism in South Africa
: Its Hi-éory and Prospect (David Philip, 1987), 64-80.
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that is to consider denominational perspectives. There are a

h n individual mission institutions which have
attempted to capture the denominational flavour of institutions,
but they make very little reference to broader education policies

of religious bodies to whom the institutions under scrutiny,

belonged.?'

Shingler’s focus on both missions and liberals in the arena of
education and his treatment of "encroaching secularisation" and
"the dilemma of Christianity” in this period is excellent. Elphick
emphasises mission and liberal cooperation, but does not allude
much to the tensions inherent in the relationship between some of
the liberals and missions. This tension resulted from the more
secular and scientific approach of people like C. T. Loram and J.
D. Rheinallt Jones, who were both founder members of the Joint

Council Movement and the SAIRR. Loram also served African

education in both the provincial and national structures during the
inter-war years. Fleisch has shown how Loram’s vision of State
controlled secular mass education for Africans was totally
different from the essentially voluntarist, elitist, religious and
nception of education espoused by the missions.?

fola)
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As Dubow, Rich, Fleisch and Kros have ointed out, the emergence of
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anthropology as a science with "pr ctical" applic
the "Native Problem", drew together liberals like Rheinallt Jones,

2 ;. Cochrane, Servants of Power : The Role of English Speaking
Churches, 1903-1930 (Johannesburg, 1988), 156-7.

A.P.P. Mokwele, "The Grace Dieu Experience of the

21
For example, (Unpublished MEd Dissertation, UNIN, 1988).

Anglican Church, 1906-1958",

22 1 il aarco- 2= an assistant inspector of schools

e Loram began his caresr as an assistant lnspe
in Natal iﬁ:ﬁ;&%. In 19;1 he took leave of absence to study ;tgg.:Chor'
College, Columbia University. He was one of a number o£”50ut 4 rtign ¢ tne
educationists to do so at this time. His dissertation, "The Educa Zn i  the
South African Native", was published as a book shortly after his arriva ac

a1V meemd & husinass career.

.D. 11t Jones originally followsd & business career,
in South Africa. J.D. Rhe-ns related interests which brought him into

but he had many diverse "welfare”
ncluded the Witwatersrand Council of
contact with African education. Thosc.;dcth. Qe Nt which he was Secretary

Education, the Joint Council movement 8 SHunt Davis Junior, "Charlas T.

from 102Q o 1947, See Rich, white Power; . . - Ly o me_t __m s
T the A ) ducation in South Africa®, in

Loram and the American Model for African E a
Kallaway, ed., Apartheid, 108~126; Fleisch, ngcience, Efficiency”, 1.
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oernlé from the Joint Council movement

Monica Hunter and Winnifred
and apologists for Hertzogian segregation policies, such as P. A.
W. Cook and Werner Eiselen, in a "club" of experts whose scientific

training tended to blur political differences, and made the

harnessing of scientific and anthropological ideas to Government
policy easier to realise.® 1Inevitably, this set such liberals

— apart from the missions.?

ch has been neglected until recently has been the

)
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influence of African attempts to control education during this
period. The missions certainly felt beleaguered by the criticisms

can elite, both £

A
n area W

of paternalism made by the educated Afl
the mainstream churches and from those who had led or joined the
burgeoning independent church movement. While primary sources
abound on this topic, secondary literature on the educated elite’s
attitudes to, and involvement in, education under and outside
mission auspices, is mainly unpublished. Published surveys of the
educated elite, such as the work of odendaal and Walshe, emphasise

the obvious political aspects of their views on education. There

s almost no overview aside from Michael Cross’ broad survey on

"The Black Intelligensia",which lacks a sensitivity to historical
context. ® In terms of independent churches and schools, Jim
Campbell’s study of the African Methodist Episcopal Church (AML) in
the United States and South Africa contains a comprehensive

)
1

e

a3 Rich, White Power, Section 3, 54-76; Dubow, "Race, civilisation”,

80~1; Kros, "Deep Rumblings", 25-26.

2 £ Philosophy at the University of
Prof. R.F.A. Hoernlé was Professor o P

the Witwatersrand, who took a keen interest in African .ducn;iogg;gs w;;t:
member of the Transvaal Native Education Advisory Board in the i

he same
A.W. s Senior Lecturer in Social Anthropology at t
uaivaggzggt‘ ;;.ﬁoaica Hunter, author of Reaction to Congquest (London, 1936),
was an anthropologist and a Research Fellow at the Intornaiio2al i::t;ﬁg;:.:;r
African Languages and Cultures in the mid-1930s; Dr. W. Eiselen
e nbosch until 1936, when he

of Social Anthropology at the University of Stelle
became Chief Inlgzctor of Native Education in t:o Tr:n:;:a;&rﬁgﬁ.fgéh.w. Cook
was an anthropoiogist who bscams Ssnicr Researc er a
Educational nﬁg ggcial Research after completing his doctoral dissertation on
African education at Columbia in 1934.

in South Africa
The Rise of African Nationalism n South Africa

Vukani Bantu ; (Caps iown, 295, ;
Py r an Politics and Education in South

formation: Education, Culture and
1992).

25 p. Walshe,
(Johannesburg, 1987); A.
M. Cross, 'Th‘ Black Intelligensia, Afric
Africa, 1884-1976, in Resistance and Trans
Reconstruction in South Africa (Johannesburg,
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analysis of the AME’s Wilberforce Institute
independent schools run by African teachers. Andrew Paterson’s
work on African independent churches in the Cape colony between
1895 and 1920 is a fascinating account of African struggles for
independence, both from missions and education department
personnel.?® Shula Marks’ work on John Dube, founder member of the
___ African National Congress and Head of the independent Ohlange
Institute, suggests interesting avenues for further research. ¥
As Paterson notes, in general, studies of independent churches

"seldom make more than passing reference to the existence of
28

schools".

() DIVISIONS OF PERIOD AND REGION

It is important to periodise and contextualise the development of
African education after Union much more carefully, both in economic

and political terms. While Cross, chisholm, Paterson and Harley
he foundations of segregated

bt = T e -

have argued convincingly that

education were laid in the period before Union, little work has
been done on what was built on these foundations after 1910.%

P X ¥

-
L

late 1930s as a whole, economically and politically. This is also
true of studies, both of broad policy-making and of individual
education institutions and personnel. Cross and Chisholm do not

regard Union as any sort of watershed and treat 1902-1924 as one
most of their argument is concerned with the era

period, althot

§

26 J. Campbell, "African American Education in South Africa : A History

of Wilberforce Institute" in "Our Fathers, Our Children : T?ciAffican
Methodist Bpiscopal Church in the United States and South Africa”,
—e--3 1080): A. Paterson, "Contest and Co-option:

(inpublished B Phi . saaulv&uég;'ié;icnn Independent Churches of the Cape

The Struggle for Schooling in Ucr, 1992).

colony, 1895-1920" (Unpublished D. Phil,
e in South Africa. Class,
o)

Natal {Jchannesburg, 1986).

27 g. Marks, The Ambiguities otADqgchcpg
Nationalism and the State in Twentieth Centuly

28 paterson, "Contest and co-option®, 13.

it wThe Roots”, 43-9; Cro

cross and Chisholm, "The P ] P ol s i

in the Transvaal 1902-1924", H.l 'y a ,
ig?t;gaic?lggg??légg’ pPaterson, "Neglected origins"; K Harley, "African

Education”.

oss, "The Foundations of

xR
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before 1510.°° Since, as many commentators at the time emphasised,

the formation of Union was at least partly about the formulation of
a common "Native Policy", it is important to consider what impact
the Union settlement had on "Native" education.

This thesis suggests that the era between 1910 and 1939 may be
further divided up into periods which roughly correspond to the

decades 1909-1919, 1920-1930 and 1930-1939. The decade 1910-1919
ich there was very little attempt to address African

2 .
1< "“na » u CAlAdL =
-t WAL A Wwid WA v - - wwew QL5220

1
44% Al

education from a national viewpoint, and where the missions were
the only extra-parliamentary group occupying the arena of African

— A

welfare and education. Dubow argues that during the first decade

after Union, in spite of the passing of the 1913 Land Act,
segregation had not yet developed into a systematic political

~ doctrine, a clear ideological package. This only emerged after the

First world Wwar when the effects of nascent secondary
industrialisation and concomitant social dislocation were felt.

The formation of the secular extra-parliamentary Joint Councils and

the State Advisory Body, the Native Affairs Commission (NAC),

Between 1920 and 1929, the ideologlcal,

change and conflict.”
trusion of the Central State and Joint

financial and physical in
Councils on African welfare and education made the missions
and commitment to religious education.

in response to the devastating
funding, the

reassert their autonomy
During the decade which followed,
effects of the Great Depression on education

application of anthropological ideas to African education and the
firming gregation policy under the United Party Government,

firming of segregation licy

there emaerged a coherent mission defence of the status quo, based

on the notions of progress and transcendance, and assimilation.
The outbreak of the Second World War in 1939 heralded major
which disrupted the

political, social and economic changes, isz :
implementation of segregation policy and led to a crisis of major

proportions in African education.

30 Cross and Chisholm "The Roots”, 47.

n Dubow, Racial Segregation, 3; Rich, White Power, 18-20.
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It is clear that there were also regional/provincial differences
which have hardly been uncovered. Paterson, in challenging Cross
and Chisholm, makes the point that it is not accurate to assume
that the dynamics on the Reef, which underpinned the development
of a segregated schooling system after 1902, can be extrapolated
. ) I i ma) ] : ) id £
of regional imperatives in considering the origins of segregation
in education. * We might extend this argument to considering the
e ’ e decentralised nature o e

control of African education.

PART 2 : THE PROTAGONISTS

The focus of this thesis is limited to the English-speaking
Protestant missions who concurrently dominated both the provision
of African education and the interdenominational mission
associations. As has been noted, studies of the ideas of
denominational and interdenominational missions about African
education and their relationship with secular forces are almost
non-existent. To document this and to develop a comparative
perspective would be a huge task. This thesis represents an

attamnt +a hacoin to distil]l the views of a varticularlv nowerful
Gb\-culy\. [ &) ws&ll - R e W WP e e oy - - - - I 4 g )

interdenominational section of the missions. It focuses on the
level where they had direct contact with the Joint Councils and the
State, through provincial Native Education Advisory Boards and
European-Bantu Conferences, as witnesses to commissions and as
petitioners to members of the Cabinet. They were also in touch
with international missionary organisations, such as the
International Missionary Conference (IMC). The thesis should
provide a foil for comparative work, ranging from national

missionary conference level to the level of individual

institutions.

Many of the critics of mission education pointed to the negative
effects of denominational rivalry but, from the late 19th century,
the Protestant churches had tried to coordinate their efforts

32 Paterson, "Neglected Origins”, 17.
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through societies which brought together the missions at both the
a

colonial. nprovincial
..... s provincial

Protestant mission associations during this period were the Natal
Missionary Conference (NMC), the Ciskei and Transkei Missionary

Councils (CMC and TMC), the Transvaal Missionary Association (TMA),

and the overarching South African General Missionary Conference
(SAGMC) .3* The associations included a wide range of missionary
societies from Europe and the United States, but were dominated by
the English-speaking Protestant missionary societies. These
associations often provided common evidence to commissions of
enquiry which considered African education.

The major providers of
American Board Mission, the Church of the Province in South Africa,
the Bantu Presbyterian Church, the Methodist Church, the Church of
Scotland, the London Missionary Society, the Berlin Mission, the

Swiss Mission, the Roman Catholic Church and, to a much lesser
degree, the Dutch Reformed Church. While the majority of mission
schools were small, rural one-teacher primary schools, there were
a number of influential schools which produced trainee junior

ers from Standard 3 onwards and post-primary graduates
3 or the Cape Education

Drimarv teach

Fe—uRay - -

who wrote senior teacher training exams,

Department Standard 6, 8 and Matric exams. The majority were

boarding schools on the outskirts
The leading schools were:

n the rural areas.

-

~f avmea aY
A WA WEAIRF Wwa

CAPE

Lovedale (Church of Scotland),
(Methodist), St Matthews and Zonnebloem (CPSA), Tigerkloof (LMS)

Clarkebury and Healdtown

3 1n 1904, the Protestant mission societies formed th:-South African
General Wissionary Conference to ceordinate nlseionicd 0% ot C i oura
Southern Africa. Mission Societies represen Church of the Province in South

Mission, the Berlin Evangelical SOCiOtY;ﬂiggn Missionary Society, the Paris

- = s N — - . smb o cembm & ha

Africa, the Dutch Reformeda Cnurcii, wuaws Lw===

Evnngoiicnl Mission, Wesleyan Missionary Society, U?it‘gif:I:nCh“gg: g:dainCd
Scotland, South African Baptist Mission, and the s: '-Sumary ;f the General
African Minister from each society could be present.

Nissionary Conferences of South Africa, 1904-1932, Roneod publication,
n.d.,4.
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and Mariazell (Roman Catholic). With the exception of Zonnebloenm,

—these schools were all located in the Eastern Cape:

AWAMATY
I Y Y VY]

Adams and Inanda (American Board), Marianhill (Roman Catholic), St
Hilda’s (CPSA) and Ohlange (independent, founded by John Dube).

TRANSVAAL
Kilnerton (Methodist), Grace Dieu, St Peters and St Agnes, Khaiso

Lemana

(CPSa), Botshabelo (Berlin Missionary
Society).

Thav ware lacated 1

-

(Seiss Mission),
St Peters and St Agnes were the only urban schools.

ORANGE FREE STATE

Stofberg Gedenk Skool (DRC), Modder

ar__ .2

The following table shows which mission bodies
providers of African education by the late 1930s:

were the major

16

| ——
Mission Primary Teacher/ Indus/ TOTAL
8chools Secondary Dom#
Am Board 72 2 - 74
CPSA 615 10 2 627
(Anglican)
Bantu 294 - - 294
Presby.
German 299 4 - 303
Lutheran
- - 93
Amalgam. 93
Methodist 1,102 7 1 1,110
DRC 295 3 - 298 I
- 40
Church of 38 2
Scotland I
LMS 28 3 - 31 I
i - 48
Swiss Miss 47 -
Roman Individual figures not available 253
Catho .......--0¢ocooooo.ooooo-oi
R



* Separate Institutions

The 1

nends L uwrp Al

an homogenous group, as "friends of the native", the liberals had

ideas and, more importantly, organisations in common. They were
concerned to ameliorate the harsh effects of economic and social
_ change and defuse social conflict. In this, much of what they said

and did resembled and intermeshed with mission work driven by the
concept of the "social gospel" .3 However, in spite of professing
a range of Christian beliefs, leading figures were sometimes

informed by more secular rationales. Influential 1liberal
stakeholders in African edu theinallt Jones,
educationist and devout Anglican Edgar Brookes and prominent
Johannesburg accountant, Howard Pim, had developed what Dubow calls
a liberalism which was "in explicit opposition to its Cape
forebears".’”  Mission ideas still drew heavily on the Cape
liberalism of the late nineteenth century which, itself, drew
nineteenth century evangelical ideas. It was characterised by mid-
Victorian classical, liberal notions about civilisation, individual
and gradual assimilation, embodied in the Cape franchise.

A= TR - ———

In contrast, the "new" liberalism rejected such notions in favour

of concerns with racial groups and differentiation on the basis of

34 some of the secondary and primary schools had industrial or domestic
departments, but their numbers were small compared to the numbers in the rest
of the school. For example, St Matthews had 19 industrial students compared

N . 1. ==A B - A narv o] darv courses in
with 132 studying teacher training ana 58 in ordinary secondary cour
v x..G:ugb,q.d" The Christian Handbook of South Africa (Lovedale Press,

; i -1938, (UG
1938) and Report of the Native Affairs Commission for the Years 1937-1 ’
54‘3;), (Progoria, 1939), (hereafter NAC Report 1937-8), Appendix I.

35 g1phick, "Mission Christianity”, 70.

3 rbid, 66.

37 t with a philanthropic bent, who was also
Howard Pim was an accountan

deeply involved in Joint Council and SAIRR activities until his death in 1934.
Edgar Brookes was awarded a doctorate for his book The History of Native

J 4) and
Polij. Africa from 1830 to the Present Day (Cape Town, 192
aee;;{iént::uégair of Public Administration and Political Science at the
University of the Witwatersrand in the 1920s. He moved from being & supporter
of segregation, who had the patronage of Bortz?qutg.:ho mid;lgiozﬁ.tghgzgoT:
an eqregation by 1930. He was a 1o membe

1928?p°?:n§9g§ ;oqbogamo Hoag of Adams College in Natal and sat on the Natal
Native Education Advisory Board. See E. Brookes, A South African Pilgrimage
(Johannesburg, 1977), Chapters 3 and 4.
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culture. It was "strong on pragmatism but rather weaker on

principle®.3

Liberal as well as mission opinions were expressed in the
ecumenical Lovedale based journal, the Christian Express, which
later became the South African Outlook. From the early 1920s it
became the official newspaper of the SAGMC, and the main mouthpiece
of the Joint Councils. ¥ From the late nineteenth century, the
. 1 had g 3 {al 1 £ Fusi :

"reflect a narrow pietistic view of racial affairs" and its editor
during this period, D. A. Hunter of Lovedale, upheld this

- 9 -2

tradition. While the journal represented a Cape pespective, it

often included information on other parts of the country. Though
spe 5
Hunter often encouraged the expression of divergent opinions in the

interests of public debate.®

e

_____ 22 PPy
1L1C es,

Q

There was a liberal presence in State bodies concerned with the
administration of African education, both in the national and
provincial echelons of African education. In 1920, the Native

Affairs Act created a Native Affairs Commission, consisting of

Fhran Mavmar +a"® who would advise the Government, consult with
wilree M exper L % - Wil WAL A Y - 7

African leaders and mediate White legislators’ views to African

leaders. One of its briefs was the administration of funds for

African education.

Movement, and Dr A. W.
served on the Native Affairs Commission from its inception in 1920.

e v .

Roberts, who had been Head of Lovedale,

38 pubow, "Race, civilisation", 79-80; R. nyongeft, "The Cape Liberal

Tradition to 19107, in Butler et al, eds, Democratic Liberal

South African Outlook (hereinafter
67; Rich, "The Appeals

T d e an
A8, IV.

39 ce"
"General Missionary Conferen ’ L
SAO), Jan. 2, 1924; Elphick, "Mission Christianity",

of Tuskegee~, Z85.
ewart founded a bilingual English Xhosa

samaXhosa, at Lovedale. 1In 1876
and devoted itself to promoting

‘0 In October 1870, Rev James St

journal called the Kaffir Exproll/Iligidini

it changad itas name of the Christian Express, e My g -
angea 1 k in South Africa and the worid. In

an ecume sion of Christian wor

IQO:C D :igait:§ ia teacher at Lovedale and father of lnthropologé-tpugnii. .
Hunter, became .éitor, a post which he held until R.H.W. Shepherd, Principa
of Lov‘dnl., took over in 1932. F.Wilson and D. Perot, eds, Outlook on a

e st mm.im= 1870-1070 (Lovedale Press, 1973), xiv.
LInCUI’y 2 SOUTN ALIIiICE AvivT asiv =%
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There were provincial variations in the way African education was
administered. By 1920, three out of the four provincial councils
had established a separate administration system for African
education, including a separate inspectorate. The Cape had no

Native Education in 1921. The Welsh Report noted that the actual

administration of African education in the Cape was effectively "in

the hands of a special branch of the (Cape Education) Department."*!

(See Appendix A, Figure 10) From the late 1920s, the three Chief
Inspectors of Native Education of the Cape (G. H. Welsh), Natal
(D. McMalcolm) and the O. F. S. (H. Kuschke) were prominent in
church and liberal organisations such as Joint Councils and the
SAIRR. They formed half the personnel of the Welsh Committee.
Influential liberals, such as Pim, Brookes, Rheinallt Jones and
Alfred Hoernlé& were directly involved with the provincial Native

 Education Advisory Boards. They were also involved with the

European-Bantu Conferences, the South African General Missionary

of the leading post-primary schools were located (see pagelS) as
well as Fort Hare University, provided emerging African political

organisations all over the Union with leadership. Since

professions outside teaching and medicine were not available, it is
not surprising that, aside from overtly political organisations
ANC and provincial "Native congresses", most of the

educated African elite were involved in strong African teachers

h as the cape African Teachers Association (CATA)

associations, suc
and the Transvaal Native Teachers Assgociation (TNTA), and the

African Native Teachers Federation (SANTF).

overarching South .
John Tengo Jabavu, his son

Leading figures in education were:

D. D. T. Jabavu, D. G. S. Mtimkulu
Charlotte Maxeke, Eva Mahuma Morake and Zz. K. Matthews (Transvaal).
A large proportion of these people were educated in the US and were

(cape), John Dube (Natal),

4! Welsh Report, para 261.
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greatly influenced by the ideas of Booker T. Washington and self-
help models of Negro education.*?

The extent to which leading African educationists were linked in to
the liberal-mission network varied from province to province. The
existence of the Cape franchise had meant that the African elite in
the Cape had a long history of political organisation and were
regarded as members of a common society. As such they were
integral to discussions about the direction of African education
from the late nineteenth century onwards. The formation of the

Lamde Mamsrmmt Tow vemew 3 nif
4ile LVUUIIGLLAD wWad S4Yiliis

of the African elite into the liberal-mission network, particularly
in the Transvaal and O.F.S., and the European-Bantu Conferences

consolidated this process.

nt in {incArnar
E X XA 4 2 !IU&

Provincial Advisory Boards were significant places where State,
mission, African and liberal interests were represented together.
The Boards varied in composition, but by the early 19308 they
included Provincial Education Department officials, Chief

Inspectors of Native Education, mission representatives, Joint
Council members and African Teacher Association representatives.

me e s PN B [ PRy SRR = INTA DY waa roenra
ine Natlive AIlIrTalirs vepar el \ivearus WasS Tepie

Transvaal and OFS Boards, and the Chief Native Commissioner on the
Natal Board. The Boards were not established at the same time, nor
The Advisory Board in Natal predated Union.

gented on the

for the same reasons.

42 » graduate of Healdtown, J.T. Jabavu was influential in the founding
y Imvo Zabantsundu. In the early

of or of the newspaper
twozgizt:‘::nzsgy.g:twal a pow.rfulpfigur. in the Eastern Cape, in spite of
his conservatism and ambivalent attitude to the 1913 Land Act. D.g.T. Jabavu,
educated at Yale, was also based at For Hare, was regarded as the foremost
African spokesman on African education from the 1920s and Y‘F.Chfiﬁm'ﬂf?f the
SANTP in the inter-war years. John Dube, founder member of the :nu, was
educated in the US and was profoundly influenced by Noqio ;duc;:_g:l .
institutions such as Tuskegee and Hampton, which emphasised se P an
Institute along the lines of these

i . 9, he founded Ohlange
i:f:?f?ffff: é:.i?gfé- Maxeke was educated in the Eastern Cape in the 1890s

AHE-;;;E‘;;-éO .EGEQ'ZE-wIiS;:forc. University in Ohio, an AME inltiﬁutiin Eor
Negro education. She returned to SOuthdagrtﬁanB:gti982m:2§.b:::::.t°: go::h
female African social worker. She founde e

Africa in 1918. Eva Mahuma Morake studied at Teachers College, golumbi: .
University in thse 19202 and became the Principal of the AHEt::ac er training
college, Wilberforce Institute, in Evaton by 1934. z.xi M:h :;;0:.. ;t.r
graduate of Lovedale and Fort Hare who studied at Yale DnG s. utimk'I. ter
which he taught at Adams College under Edgar Brookes. .G.S. i ulu .
Headmaster of Adams College in the early 1940s after a long teaching career in

sum ma

the Cape and involvement in CATA.
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It was established in 1907, directly as a result of the Bambata
rebellion, and was aimed at keeping in touch with African opinion.
Initially it consisted of two African representa
representatives of the missions involved in education.” 1In the
Transvaal, the Advisory Board was established in 1924 after
considerable pressure was put on the Provincial Councils by the
Transvaal Native Teachers Association (TNTA) and the missions.* It

is interesting that the Cape Board was the last to be established;

it met for the first time in June 1929. Lack of funds was cited as

a reason for the delay, but, as W. G. Bennie, Chief Inspector of
first Chairman of the Advisory Board noted,

the missions, the African elite (including CATA) and the Cape —

Education Department (CED) had closely co-operated without the

rd.¥ This was

5 PN -

existence of a formal structure like an AGvVisor
clearly demonstrated in the 1919 Cape Education Commission. There
vere also two powerful mission educators’ associations in existence

in the Eastern Cape which predated the Advisory Board - the
Association of Heads of Native Institutions (AHNI) and the
Association of European Teachers in Native Institutions (AENTI).

Both associations had close ties with the White Cape South African

Teachers Association (SATA), as well as the CED and the Cape

43 1so Province of Natal : Report of the
Welsh Report, para 82. See a

Superintendent :; xéucation for the year 1918 (NP 4 - 1919) (Pietermaritzburg,
1919),(h0r.aftor Natal Education Report for 1918), 44, 46.

“4university of the Witwatersrand Archives (hereafter UWA), Record of
the South Atricng’lnltituto of Race Relations, Part 1 (hereafter SAIRR/1), AD

d of the Work of the
843, Xb 27.1., T.P. Mathabathe and I.R. Poho, Recor
Tra;-vaal A!rican Teachers Assoclation 1905 - 1927 (Caxton Press, 1928), 8;
dvisory Board members consisted of :

Welsh Report ra 124. The Transvaal Advisory

two Tnn‘szpr‘os:tatLVO" one NAD representative, two TNTA roptel:ntativ;s, and
at least four representatives from missions. The missions :or; a %:ga;;h
members in proportion to the number of schools they supervised.

ised less than fifteen
nominated one member to represent cociotie-“yffstntgg::; 09219-1924, (hareafter

schools. Report of the Transvaal Missionary Assccia
TMA Report 1919-24), 21-22.

45 University (hereafter Cory), MS16294, “Cape
Advisory czi::):{-dLifl:‘f;rﬂya'tiih:ds:‘;cation: M,yinutcl of the First l:“,t_,.i {'g,,},lf}?_ft-.fee
School Board Offices, East London, on the 6th of June 19;9-t G::: mqmz;r' wez

the Chief Inspector of Native Education, the Superintenden chiofrl
Education, one CED inspector, two CATA :.Pr...nt‘tiv.;'t::.minlion
(representing the Transkei Territorial Authority), an

representatives. The NAD did not have & representative.

o
.
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African Teachers Association (CATA).*% They sent their own

o A 2

PART 3 : A SURVEY OF AFRICAN EDUCATION 1910-39
: : . Afri Jucation during thi fod i

provided. This survey consists of an account of general trends
during the period 1910-1939, which will form the background to the

developments in each chapter. These include trends 1in the
structure and finance of African education and levels of school
attendance. Trends in White education are also furnished for the

purposes of comparison.

Figures 1-8 in Appendix A reveal that the basic legacy of the
colonial educational arrangements was hardly altered, and that
inequalities between the different racial groups were intensified.*
African education, unlike White, was neither free, nor compulsory,
and the funds devoted to it were minimal as a result. Figure 8
shows that there was a huge di
spending on White and African children. Figures 4-7 and 9 show
that there were great variations in the provincial percentages of
actual, as compared with possible school enrolment and in the

jcrepancy

amounts spent per pupil.®

These variations were linked to the related factors of how recently
African education had been established and the proportion of the

12 =

% cape Archives (hereafter CAD), BEK 25 CE 1
European Teachers in Native Institutions”.

ne n or
LU samwmVYTeSTSY

7 " rd Por Education : Minutes of
Co MS 16294 Cape Advisory Boa
urth Hﬁaé?g% Haeld at ;he ;:;ool Board Offices, East London, on the 10th and

'.cnr
11th of August, 1932".

Segregated schools were made

48 " »_ 49.
Cross and Chisholm, "The Roots®, he Transvaal and 1908 in the

law in 1894 in Natal, 1905 in the Cape, 1907 in t

O.F.8., and in all cases White education was fres and compulsory until about

ages 14-16.

49 " tion in the Union of South Africa®,
E.G. Malherbe Native Educa ! ' Af:
@arbook of Edﬁcatica,'1933, 605. Bulletin of Educational Statistics for 1939,
National Bureau for Educational and Social Researc

o~ b
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provincial budget spent on African education.?® In both the O.F.S.
and Transvaal, the Boer Governments had been hostile to mission
presence and to African schooling and, in the Transvaal, the first
grants~in-aid were paid to the missions during the Milner regime.
In the Cape, grants-in-aid to missions dated back to 1839 and in

Natal to the 1860s.

As during the colonial period, African education was 1largely

provided financial grants~in-aid which did not cover much more than

teacherg’ salaries. Erection and equipment of buildings and

maintenance was the responsibility of the mission societies. Funds
were obtained from overseas parent mission bodies and from school
fees. The provincial education departments exercised control by
inspection, examinations, certification of teachers and the drawing

up of curricula.

Figures for the number of mission schools before 1917 are difficult
to come by, as the Bulletin of Educational Statistics began with
the year 1917 in its survey of schools. The first mission
initiated union survey was done by Rev. J. Dexter Taylor in 1928
under the auspices o By 1920 there were 2,533
registered schools for Africans.’' By 1938 there were 3,796 mission
schools registered with the provincial departments. The NAC
estimated that there were a further 1,400 unregistered schools,

some run by independent African churches. There were 130 public

50 s.st orior to Union, the expenditure on Native Education in the
JUBT Prior LV wviaiavasy %8 2

vea

1.7% of the overall budget for education. Transvaal
2532::;:; ;:::2::3n:°: Report for the Year Ended 30th June 1909, (hereafter
TED Report for 1909), 36. Things dizlnog ::prozz mu;h af:or t9;0;h :h: 1913
Transv ducation Department Counc o ucation Report note a n
ﬁltiv.‘;éu:ation had tgkiﬁ up only 2.4% of the Province’'s total bill for .
education and that up until that point "maximum grants had rarely boon'givon .
Transvaal Education Department : Third Report of the Council of EBducation
Dealing with Native Education (OP 5944, State Library, Pretoria), (hereafter
Third Report of the Council of Education), 3. Bxpenditure on African and

Coloured education in the Caps in 1915 amounted to 18% of the Provincial
Education Budget. This percentage is calculated from figures in Paterson,

"Neglected Origins”, 13.
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schools under the provincial departments; 128 in Natal, one in the
Cape and one’ in the Transvaal.>®?

General trends in African education in the era of segregation
demonstrate the small percentage of children who actually went to
school, and the even smaller numbers who stayed beyond the first
two or three years. According to E. G. Malherbe, in 1920, 15.6% of
g age actually went to school.?®> This figure

=T

children of school goi

contrasts w e .

they worked on different estimates of the number of children of
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school going age in the Union. his disparity con nues for th
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years 1925 and 1931. For 1925, the percentages given are 16.5%
(Malherbe) and 21% (NAC), and for 1931, 21.2% (Malherbe) and 27%
(NAC) . Detailed percentages of possible numbers of children of
schooling age are not as readily available for the late 1930s. The
graphs in Appendix A are taken from information in the Welsh Report
and they illustrate the trends in increasing enrolment until 1935

in numbers for the provinces and the Union. Figures from the

4 vL LQUTACAV5NGA Po=Ss220ms ML LERE

used to complete the picture.®® According to Malherbe, 58% of
African children were in the first two years in 1931, and only 2%

were in std. 6.%

From the mid~19208 onwards, there was a substantial increase in the
number of African children attending school. This continued into
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NAC Report 1937-8, Appendix I.
Bureau of Educational and Social

53 founder of the

R d in 1929. He was among a
e:::fff?i ::S:E}}:E.uhn studied education administration at Teachers College,
olumbia University in the He pioneered quantitative research in

Columbi sity in the early 1920s.
educati;nU?:v;:u:hylfrica, beginning with the education section of"the 1929-32
Carnegie investigation of the "Poor White" problem. See Fleisch, "Social

Scientists", 1.

Commission for the Years 1932-3, (UG 3-

54 fairs
Report of the Native Af Native Education and the

34), (hereafter NAC Report 1932-3), Annexure "B",
Development Account.

cs for 1940, (National Bureau for

55 St 1
Bulletin of Educational Statist Malherbe, "Native

Educational and Social Research, Pretoria, 1940);
Education”, 605; NAC Report 1937-8, Appendix I.
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the 1930s, in spite of the Depression years. Although they both
agree on a substantial jump between 1925 and 1931, the percentage
increases shown by Malherbe and the NAC during this period do not

correspond either. Malherbe’s percentage increase for period 1920-
25 was 0.9, the NAC’s was 2%; Malherbe’s percentage increase for
1925-31 was 4.7, and the NAC’s was 6%. In terms of provincial
breakdowns, Malherbe’s figures show that the Transvaal experienced

1925-31, and the Cape the lowest."

PART 4 : STRUCTURE AND CONTENT OF THESIS
The chapters that follow are arranged chronologically, and cover
the period 1910-1939. Each chapter highlights the English-speaking

..... Ses ole Nne . Ermes!) ale 21U S Of
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affected African education.
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Chapter One covers the period 1910-1919. Between 1912 a
there were attempts in three provinces to reform the content of

African education, as well as an investigation commissioned by the

Central Government into the whole nature of Provincial Government,
which had implications for the control of all education. In each
the reforms were aimed at making African education less
and more adapted to African "needs". The

province
"literary" or "bookish",
chapter shows that the rationale for reform in all three cases was

informed by a general need to respond to increasing critiques of

mission education. Hostility to the content of African education
threatened even the minimal amount spent on African education by

ther intarnat
S de &MWA W

the provinces. These critiques were informed by 1
well as local, secular and scientific perspectives about the

inappropriate nature of African education, by political concerns
regarding the privileging of White education and by demands for
more control from the African elite. The degree of State, mission

0
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57 The NAC’'s year by year breakdown until 1932 showed the years of
greatest increase as 1924-25 (4.9), 1927-28 (6.8), 1928-29 ;9.8), 1?29;122?
(5.8), and 1931-1932 (4.7). The provincial figures were : ransvaal, 6.4%;

PO - 2. i 1 £ Aa ana 2= Annexure "B".
O.F.S., 5.6%; Natal, 5.2% and Cape, 3.6%. NAC Report 1932-3,
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and African involvement in curriculum reform varied considerably
from province to province. What is clear from the debates and
evidence presented, is that the missions were far more concerned

with the control of African education than with its content; ~ the
loss of control would bring with it the secularisation of content.
They saw that both general secular concepts of education and
specific segregationist proposals to tamper with central and local
control of African education, threatened the very heart of their

enterprise. This was often expressed in a commitment not only to
Christian but to denominational control of education.

Chapter Two covers the period 1919-1928. 1920 is a year which
marks the first real attempt to consider African education from the
viewpoint of the central State. This came with the establishment

of the Native Affairs Commission in 1920. 1920 also marked the
beginnings of increased secular influence on African education in
the form of the U.S. based Phelps-Stokes Commissions into education
in Africa and the Joint Council Movement.’® They encroached on what
n the exclusive territory of the missions, "native welfare".

y-V.%
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had b
This included African education. The ideas of science,
anthropology, psychology and efficiency threatened to undermine the

absolute, moral universe of the missions and their hold over their
pupils in increasingly conflict-ridden times. Hardening

segregation policies from 1925, which affected the control and

funding of education and the future of their African clients, may
of whom would lose the franchise, made them develop a more openly
critical attitude to segregation. Two international missionary
conferences in this period also encouraged them to restate their
commitment to a concept of Christian, individualist and voluntarist

O de 2 o
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34. During this

Chapter Three is concerned with the period 1330-
t t
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period "expert scientific opinion®™ was »Drougn
question of African education as never before,

ear on the
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in a context of

58 d in New York and was a major

The Phelps-Stokes Fund was base

foundation in the area of Negro education. It financodftwo commi-;:?:; into
education in Africa; one in 1921 and one in 1924. The or:ci :;- -mal{.r
devoted to South East Africa and the subsequent Report contained a

section on South Africa.
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economic depression and political upheaval and realignment. Such
opinion was ‘embodied in the Natives Economic Commission of 1932
commissioned by the Pact Government in 1930, which applied

Hertzog’s vision of segregation to education, drawing on
anthropological notions. Such ideas were debated at the 1934 New
Education Fellowship Conference, where mission education was
attacked and the adaptation and modernisation of African culture

was recommended as a basis for African education. This conference

clearly showed tensions between the more secular liberals and the
missions. The missions and liberals were united in opposition,
however, regarding threats to harness African education more
directly to the implementation of segregation policies. They had,
by 1935, developed a strong critique of fiscal segregation, NAC
control of funds and opposition to NAD control of education.

The strong critique of fiscal segregation, NAC control of funds and
opposition to NAD control of education all appear clearly in the
Welsh Report of 1935-36. The last chapter of this thesis is

concerned with the period 1935-1939. It deals with the genesis,
content and impact of the Report. It demonstrates that the
recommendations of the Report clearly mirror the critiques which

.Y - |

the liberals and missions had developed during the late 1920s and
early 1930s concerning Segregation policy in general, and African
education in particular. When the Welsh Committee members denied
that education should be an agent of segregation, rejected fiscal
segregation and NAD and NAC involvement in African education, they
were, in their own way, rejecting the basic tenets of the 1936
legislation. From 1936, State and other critics of the Report

dismissed it on these grounds. What is equally important is its

ammardd an  ~f  mcimmemse far mission controlled, Christian based
QLOoOTL LAVl QL BUPPUL \- LVE MALOD AW was e F

education and its almost complete omission of any references to
secular, scientific ideas, particularly anthropology. Attempts by
Malherbe to push the boundaries of the Report by attempting to test

post-primary African students and to quantify the results, were
The Report was indeed the last statement of the

unsuccessful.

Christian, Victorian, individualist, voluntarist conception of
education. The Eiselen Commission was very different in its
assumptions.
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CHAPTER ONE

"TRUSTEES AND AGENTS OF THE STATE"?
MISSIONS AND THE FORMATION OF POLICY
TOWARDS AFRICAN EDUCATION, 1910-1920

VY AR ST S A i A dm A S
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"The Commission .... (premises) its remarks by expressipg
the opinion that the best results are obtainable in
education as elsewhere from co-operation and that, in

acc ’
Churches become trustees and agents of the State whose
business it is to educate the people."!

During the first decade after Union, African education was the

subject of syllabus reform initiatives in three out of the four

provinces. The control of African education was an iss
debated as part of these reform initiatives, and was touched on by
commissions of enquiry into the provincial system as a whole. This
chapter analyses the nature of policy making and reform regarding
African education in the first decade after Union, and focuses on
the role of the missions in this process. It argues that the
process of syllabus reform in the Transvaal, Natal and the Cape was
informed not by the immediate labour needs of capital but by a
general necessity to respond to critiques of existing education.

There were important regional imperatives, however, which fashioned

the particular modus operandi, rationale and content adaptations of
evel of mission

—3-351
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each province, and these influenced the lev

participation.
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Cross has argued that the Transvaal syllabus reforms of 1915 *would
meet the capitalist need for more productive black unskilled cheap
labour while safeguarding the monopoly of the Wwhite working class

in the skilled and semiskilled labour/ market". He claims that the

missions were "unwittingly ... gradually incorporated by the

! Cape of Good Hope : Report of the Education Commission on Native
Education, (CP 4-20), (hereafter viljoen Commission), para. 14.
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Government’s segregationist s‘t:rategy".2 Paterson portrays the
missions as weak and vacillating in the Cape Colonial onslaught on
integrated church schools in the first decade of the 20th century.3
This chapter challenges this narrow interpretation of the reforms
and the missions’ role in forumulating them. It indicates that the
reforms cannot be seen as directed at the African working class in
order to meet the needs of capital. Instead it argues that much of
the "education makes better workers" type of Jjustification for

change, and the content change itself was really rhetoric designed

to allay White hostility. The target of the reforms was the

L mmen T ddma el - o B =2 W

educated African ELLLG, whose de.LClOl'ls needed to be snapeu ll'l a

direction which did not challenge the existing social order. Only
the Cape reforms, however, appear to have moved beyond rhetoric in
providing a concrete syllabus for agricultural education for an
elite modernising peasantry and ancillary administrative staff. In
this sense, the reforms were at least compatible with emerging
segregationist ideas and policies. It is far-fetched, however, to
link the reforms with any grand design of "Native Policy" or with
the "needs of capital"

Missions’ involvement and impact in such policy-making varied
considerably from pﬁVlﬁCé to pr6V1nce. Only in the Cape were they
intimately involved with policy development, along with members of
the African elite. Consequently, the reforms proposed were not as
crude as those in the other provinces, and cannot easily be
categorised as representing a segregationist perspective. What
emerges clearly during this period is that issues surrounding the
control of __Aqf_'rican education, rather than its aim and content, most

concerned the missions. Decentralisation in the form of provincial
control and private control of the schools, allowed the missions to

Ull\—‘.va. R i a VR =Y = LSS

develop their own interpretation of provincial syllabi and preserve
their christian and denominational ethos and style. In this

3 e

period, however, incipient provincial bureaucra tisation, increasi
pressure for the secularisation of control of institutions and for

-
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2 Cross, "The Foundations", 268, 272.



the separation of African from other education, threatened this
relative autonomy.

PART 1 : MISSION INVOLVEMENT IN POLICY-MAKING

There were three major provincial curriculum reform initiatives
during this period. They were the 1915 Transvaal Third Report of
the Council of Education; the 1918 reforms of C. T. Loram as the

- -

Chief Inspector of Native Education in Natal and the 1919 Cape

Commission into Native Education. The 1919 Cape Commission
characterised the missions as "trustees and agents of the State",
which implied that it was their task merely to implement policy.

It is important, however, to consider the extent to which they were
party to reform and policy-making. How far were they unwitting
"agents of the State" or "servants of power"?

[
H

When fered widely in

the extent to which they involved members of the missions. In
Natal they were completely excluded and in the Transvaal they did

it came to syllabus reform, the pré@vinces d

A

little more than rubber stamp the process. In the Cape, however,
they initiated and dominated the development of policy. This was
the result of a number of factors, including strong differences in
the political economy of the provinces, individual styles of
administration, and in the missions’ own concerns. In the
Transvaal, the reform process was initiated by the Director of
Education, Sir John Adamson, who drew up a scheme with the help of

three inspectors. This was put before theCouncil of Education and
Wesleyan, DRC, Lutheran and

then submitted to th
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Swiss missions. These denominations were consulted as they ran
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teacher training sections, whose graduates were the target of some
of the reforms and who would ultimately implement the reforms.
According to Adamson, the missions gave the scheme their "cordial
general approval® and "made some suggestions with regard to details
which were subequently adopted". This was the first time the

missions were consulted about policy towards African education in
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the Transvaal.® Adamson made no attempt to consult African groups

such as the Transvaal Native Teachers Association, which had
existed since 1906.° The complete exclusion of Africans is
indicative of the lack of political power and smaller numbers of
the educated elite in the Transvaal, in contrast to the Cape.

The final Report, which was published in 1915, remained essentially
a product of the TED Director and inspectorate. The Transvaal
Missionary Association records made only passing reference to the
new scheme, while they devoted considerable space to the 1920
Report of the Education Commission on provincial control.® The
missions were far more concerned with the control of African

education, the focus of the 1920 Report. (See page 45). It is
also clear that at the time, the missions were preoccupied with the
drain on their resources, as a result of a minimal grant from the
province which precluded the registration of new schools and

The Natal syllabus reforms were not subject to a commission, but
were the product of one man’‘s efforts, Charles Loram, who became
Chief Inspector for Native Education in Natal in 1918. His
autocratic approach was not surprising. In his writings and
correspondence, Loram comes across as an arrogant and opinionated
individual. He returned to South Africa in 1917 determined to

4 Tranavaal Education Department: Report for the Year Ended December 31,

il of
1912 hereafter TED Report 1912), 94; Third Report of the Counc
Educ;téon, 1; C.T. Loram, The Education of the South African Native, (London,

- < X 2140 - m 11 ol DAumabi~An was Ariainallv
1917 137; Welsh Report, para. 11&. The Council OI BGQUCSTLIONR WaS OIiGinslly
founéad in,1895 to oﬁp&n& education for White English-speaking children on the

Rand.
5 Mathabathe and Poho, Record of the Work, 3.

6 province of the Transvaal : Report of the EBducation Commission, (TP 1l-

1l Conference of
1920), hereafter the Nalherbe Report; Report of the 9th Annua
the %}anlvaal Missionary Association, May 1913, (Mission Press, 1913),

manayaal] Miggionarv
Valdas

hereafter TMA Report 1913), 24; Report of the Irans 'y
innociation for tgo Years 1;18-1919), (Mission Press, 1920); Report of the

Transvaal Missionary Association for the Years 1919-1924, (hereafter TMA
Report 1919-24,) (Mission Press, 1925), 19.

7 TMA Report 1913; Report of the 10th Annual Conference of the

i i ission Press, 1916)
Transvaal Missionary Assoclation, September 1915, (M . '
(hereafter TMA Ropoit 1915); "Native Education in the Transvaal”, in

Christian Express, (hereafter CE), July 1914.
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apply the insights gained from his study of education
administration, psychology and Negro education at Teachers College,
Columbia University. Concerned as he was with developing a
secular, more scientific and efficient basis for African education,
he was ambivalent about the role of missions in African education.
This is clear in his book, The Education of the South African
Native. He castigated the missions for their destruction of

traditional African society and for providing Africans with

aspirations which alienated them from their own peop.le. When
discussing their control of African education, he said missions

He did not think it necessary to consult beyond "teachers in
training institutions" and, in fact, he limited his consultation to
Head Teachers and Inspectors. He completely bypassed the Natal
Native Education Advisory Board, which consisted of mission
representatives and two African representatives.’ Here we have the
first hints at Loram’s desire to secularise, bureaucratise and
professionalise the system of African education on the basis of

-— Y =

scientific ;:.rim?;:'Lp.Les.’o

In contrast, the 1919 Cape Commission drew heavily on mission and
I

® . Tese . m

African expertise. It was the result of a mission Headmasters
deputation, consisting of Rev. James Henderson of Lovedale, Rev.
Lennard of Clarkebury and Father Callaway to the Administrator of
the Cape, Dr. Kolbe.!' Indeed, it seems that the Cape mission heads
acted pre-emptively in the wake of the other provincial reforms to
forestall and direct State intervention. Paterson notes the
development of increasing gsecularisation of control of mission

schools in the Cape from the turn of the century. He emphasises

the extremely haphazard nature of the expansion of mission
From 1895,

schooling, which was plagued by denominational rivalry.

s Loram, The Education, 73-78.

9 rpid, 137.

10 pi1eisch, "Science, EBfficiency”, 6.

" viljoen Report, Appendix A 3 Minutes of Meetings, Umtata, 25 June
1919.
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the Cape Education Department attempted to systematise and

regulate, as well as segregate, mission schooling through financial
aid and a burgeoning bureaucracy. He notes that secularisation
"occurred simultaneously on two levels, namely the secularisation
of control over the schools and the secularisation of content of
mission schooling". Both these aspects were covered by the
expansion of the bureaucracy, particularly the inspectorate.
Paterson argues that the missions baulked at this, as they felt

- - 88 - .

*friends being

that their position as riends of the native®
compromised and their autonomy curtailed. One of their responses
was to set themselves up as advisors to the Department, and

Paterson argues that the agitation for Native Education Advisory

Boards had its origin in attempts to "institutionalise missionary
influence".'? The setting up of a provincial Native Education
Advisory Board was strongly favoured by the mission dominated Cape

Commission.

It is not clear what input the mission representatives had
concerning the terms of reference, which were: to formulate "a

— e = _ -w _ = ~J Py d E Ui PN [ N . PR S S mmem d am d em ~ansd b=
scheme of Native Education, including industrial training"™ and t

consider the control and organisation of schools, teacher training
and different curricula, "with due attention being given to the
industrial side of school work in all classes".” It consisted of
fiteen members, five of whom were members of "Native Educational
Institutions®, including Henderson and Lennard,
Mr. B. W. Mahlasela, Head of Mpukane Wesleyan Native School and
Chairman of the Transkei Native Teachers Association,
on C. E. Bulwer of St. Marks and Mr. J. H. Bowes of the Native

Can
AL

Training School in Umtata and President of the Association of
European Teachers in Native Institutions. Bowes (Convener),

S 1 Ts1m »afarm

members of the curriculum reform su

Henderson and Mahlasela wer
committee, along with two inspectors of schools.' The Commission

2 paterson, "Contest and Co-option”, 117-128.

3 viljoen Report, para 1.
" Ibid, Appendix B 5. The Commission was chaired by Dr. W. Viljoen,

tors, the
Superintendent-General of Education, and included two inspec ’
Seggetary for Native Affairs, the Paramount Chief of East Pondoland, two
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did not include members of the Catholic Church; an omission which
the Administrator of the Province noted. The Commission, however,

: 15
ly representative".

The racially inclusive nature and designation of the Commission
members indicates a desire to co-opt the most conservative,
enfranchised, educated African elite, including chiefs, who were
concentrated in the Eastern Cape, where most of the major mission
_ schools were located. There is also a strong sense that the elite,
through their "civilised" status, were regarded as part of the body
politic and, therefore, deserved to be incorporated in the policy-

representatives were designated as representing government
on Department and
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s, J. T. Jabavu for th Union Ekdu

chief Marelane of East Pondoland for the Native Affairs Department.
A graduate of Healdtown, Jabavu was a teacher at Fort Hare and
Editor of the newspaper Imvo Zabantsundu. He was still a powerful
figure in the Eastern cCape, in spite of his conservatism and
ambivalent attitude to the 1913 Land Act. Along with many other
members of the Cape educated elite, he was appalled by the
implications of the 1917 Native Administration Bill, which, in the
interests of a uniform "Native Policy”, ignored the hard won

"civilised"® status of the educated elite. In Parliament,

John X. Merriman commented that African leaders "regarded it as a

deliberate attempt to minimise the position of educated men and to

drive them back into the kraal®.'
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Particularly in this context, the educated elite was
attempts to differentiate African from White education an
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representatives from the Transkeian Territories’ General Ct::mncilc,l on.i
Provincial Council Representative, and one Union Department of Education
representative, J. T. Jabavu of Fort Hare.

5 7pid, Appendix A, Minutes of Meetings, Umtata, 25th June 1919.

16 native Affairs Administration Bill Debate, Cape Times, 31 March,

1917; P. Walshe, The Rise of African Nationalism in South Arrica
(Johannesburg, 1987), 59. This Bill represented one of the first attempts to

in the Union and
develop a uniform policy for the administration of Africans
implied the ultimate abolition of the Cape franchise. 1Its principles were
developed in the Native Administration Act of 1927.
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implication, to deny Africans a place in White society. There

appears to have been some alarm among the African elite over the
industrial education emphasis in the Commission’s terms of
reference.!” Dr. Viljoen, the Superintendent General of Education,
in an opening speech before the first round of evidence was heard,
tried to address these fears by pointing to the representative
nature of the Commission and to a sense of common citizenship:

"The personnel of the Commission and the immediate
representation on it of the Native population was a
guarantee that all interests were adequately
represented.... They were all animated by a genuine
desire to evolve a systenm which would produce the highost
and best type of citigzen irrespective of race and

colour."'®

The minutes of the Commission reveal that the Commission heard
extensive evidence from the Transkei Missionary Council and
Ciskeian missionaries. In keeping with its desire to get African
support, the Commission heard a wide range of evidence, mainly from
the Easter Cape. Delegations included the Transkeian Native
Teachers Association and local teachers associations, the Bantu
Teachers League and the Na

Province.

PART 2 : THE RATIONALE FOR REFORM

The timing of the reforms raises questions about whether the
provin rared a vieion about the aim and content of African

el -Y-1 - -
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education, particularly in relation to the broader political

economy. It is clear from an examination of the way they justified

reform that there are common themes which emerge, pa

inappropriateness of existing education and the need to ada
This chapter argues that this must be seen in a
Providers of

particul ar’lv the
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pt it to

"native needs".

context beyond that of generalised labour needs.

African education were under siege in terms of financial

constraints, which were directly linked to intensified ideological

attacks on the nature of African education. Therefore, much of the

Vil ’o.n RQPOIC, App.n x Ny RLUWLW
19 19 .

" rpid., Appendix A, Minutes, Friday 11th July. The emphasis is mine.
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rationale for reform can be seen as rhetoric designed to convince
critics that provision of education was compatible with the
maintenance of White supremacy. There is also very little sense of
fitting the reforms to match a national "Native Policy". Each
reform venture was quite parochial; there is no sense that the
provincial officials saw the need even to compare notes.

Africans per se was no longer under attack, and therefore reform
after 1910 was not concerned so much with defending the right of
- e . 2 - P - a $ a4 s s - 'y - a2 L ° e
Africans to education, but with its aim, content and methods.' He

underestimates, however, the extent to which the priority White
education enjoyed severely eroded the resources available to
African education, at a time when numbers were expanding. Union
averages reveal that spending on White education between 1915 and

1920 almost doubled from £10 per pupil to £20. At the same time,
spending on African education remained the same (just under £2) and
the backlog of unregistered schools which received no grants

increased I@an Amnandiv A Fiocure 8). Thegse constraints varied
silviTQOTCU . \oee ﬂyy@uu&n say & a&agwa

from province to province, but there is no doubt that those
concerned with the administration of African education at

provincial and local level felt besieged. Under the circumstances,
the rationale for reform had to be boldly and carefully

constructed.

Much of the spending on White education was related to making
compulsion a reality through extending hostel services, meals and

provision of books.?® This appears to have been successful by 1920.

The percentage of White children, of school going age, attending

b I in 1010 to 83.7% in 1920. (See Appendix
ovnool, jumpea from Dl.ls il ATAEV > =

A, Figure 2)2' Behind the need to improve school attendance lay a

great anxiety about the degradation of "Poor Whites" in the context
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of social change' engendered by emerglng inqausctriasiLisacion.
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Shingler, "Bducation", 158-163.

20 ghingler, "Education”, 60-1; Paterson, "Neglected Origins”, 13-1S.

21 Bulletin of Educational Statistics 191



Whites, by not attending school, were denied the skills which the
schools provided in terms of participating at a privileged level i

the industrialising economy. 2 Much of the rhetoric a i
"Poor Whites" was bolstered by theories of White racial supremacy,
which warned of the disastrous effects of racial mixing. By the
early twentieth century, the disruptive effects of
industrialisation had eroded faith in Victoria ideas of progress,

civilisation and gradual assimilation, which were encapsulated in

~_the non-racial Cape franchise. The development of segregationist

policies were underpinned by ideologies of Social Darwinism,
acism and emczenic:s.23 In spite of this onslaught, the

Q
"

enfranchised Africans, actively rejected their ntribal" backgrounds

and continued to aspire to eguality and as similation in White
society. The formation of the South African National Native

Congress, in 1912, which prought together this class on a national
basis, challenged the segregationist direction of Union policy. 1In
turn, segregationists saw the educated elite as the agents of
social dislocation and the thin end of the wedge in terms of
breaching the boundaries of wnatural® racial divisions and

hierarchies.

This fear underpinned much of the attack on mission education which

Shingler points to from the early twentieth century. Writers in

the United States, Britain and south Africa criticised the missions

for their unscientific approach to African education, particularly
its similarity to "bookish" White education, which encouraged
1T < mlsmd

Africans to aspire to assimilation.? The Cape franchise was linked

to an education as well as a property qualification, which meant
that mission education was seen as providing ideological support

for, as well as access to, White society. The franchise also

22 Shingler, "Education”, 60-1.
B 5. Marks and S. Trapido, "The politicl of race, calau and
nationalism” in Marks and Trapido, The Politics of Race, O.

2 Shingler, "Education”, 169, 184.
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prevented the application of the 1913 Land Act to the cape.®

Shingler cites secular work such as Dudley Kidd’s Kafir Socialism
and the Dawn of Individualism, published in 1908, and Maurice
Evans’ Black and White in South East Africa : A Study in Sociology
which was published in 1911 as being very influential. He argues
that major changes, like industrialisation, were only gradually
being recognised as one of the causes of the transformation of
African society and that education was the most conspicuous agent

to be blamed for such transformation.

In defence of their own position, there was a trend among mission
educators to adapt their ideas about African education to a

somewhat idealised picture of a rural home and focus for Africans
which would inhibit the breakdown of rural society, an education in
keeping with the "conditions of native life". Here they were fired
by a very real, Iif sometimes paternalistic concern for the
ring and dislocation resulting from what they saw as poor and
wasteful farming methods, coupled with the effects of cruel anti-
squatter measures associated with the 1913 Land Act.?’  This
adaptation of content was not confined to South Africa. The World
Missionary Conference of 1910 recommended that African education
should not be modelled on European, but should have substantial
components of agricultural and industrial education "adapted to the

needs of the native races".?

% In 1892, the Cape Pranchise and Ballot Act raised the property
qualifications and, for the firt time, directly linked the franchise to
education via a compulsory simple literacy test. See Davenport, "Cape Liberal
Tradition®, 32; A. Odendaal, Vukani Bantu! (Cape Town, 1984), 13.

2% shingler, "Education”, 162. The Prinvincial Adminiltrati:?
Commission of 1917 argued that education was one of the "most jotent”
influences on Africans. Report o; the Provincial Commission into Provincial
Administration, (UG 45-16), (hereafter Jagger commission), paras 59, 61, 128,
256. See also Report of the Department of Native Affairs for the Years 1913-
1918, (UG 7-19), (hereafter NAD Report 1913-18), 30-

%7 The anti-squatter provisions of the Act and resultant misery were

referred to numerous times in the Christian Express from 1913. See also TMA

Report 1912, 25; TMA Report 1915.

% ghingler, "Education”, 176-7.
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This did not imply, however, that the missions supported

segregationist critiques and visions such as that of Maurice Evans.
Evans advocated a segregated rural future for Africans, favoured
more appropriate education in line with this and argued strongly
for the abolition of the franchise. In the Cape, Hunter vigorously
defended the incorporationist vision implicit in the franchise. 1In
a lengthy review of Black and White in South East Africa, Hunter,
as the editor of the Christian Express, arqued that the rural areas

ct
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modernisers in the rural areas, having "left behind them tribalism"
and, as such, deserved a political voice. Hunter quoted
extensively from the book and called Evans a "close and fair ...

observer". In supporting the franchise, however, Hunter said he
felt that Evans had been "blinded" by his Natal experience, and
maintained that "[w]e are not two countries but one ... A State
which rests upon but does not incorporate a large subject
population is a house built upon sand".?

In South Africa, in the context of financial crisis and such

—~—d .._.._;_ mmmrri dara Af nrlnr-a'l-'iﬂn for Africans had to Aafond
DL‘L d4uesos, d.L.L PIUvauvi e Vva SUuvavava P e ricans naq TOC \-\—‘-\'.\-

their enterprise in the broadest possible terms. Their rationales
for reform were apologia for differentiated education designed to
answer this critique, and promote the idea that African education

was not incompatible with White supremacy.

Apart from Loram’s motivation for reform in the Education of the
South African Native, the authors of the provincial reforms made no
attempt to justify these reforms by overt references to a broader

body of literature. Nor is there a sense of common purpose; none

of the reform initiatives made any cross references to one another.

........ 1 Aamimanta wara haasd{~alluye nargghigl i_n_ thig
lne Lape anu LLCIIBVGGL QOCURENTE WeIre Tas8illa.y p&==

regard, and Loram had nothing substantial to say about the

Transvaal reforms in his magnum opus.

29 wyy Maurice Evans’ Book. Black and White in South East Africa.”
Parts 1, II and III, in CE, 1 May, 1 June and 1 July 1912.
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The lack of sense of common purpose may be linked to the absence of

much reference to overall "Native Policy"” as such. This can be
explained by the fact that provincial control militated against
cooperation, and reinforced differences. The lack of overall
reference to Native policy, however, can also be explained by the
nature of seqregation policies and the position of the Native
Affairs Department at the time. Dubow argues that during the first
decade after Union, in spite of the passing of the 1913 Land Act,
segregation had not yet developed into a systematic poli
doctrine. This emerged only after World War One when the full
effects of emerging secondary industrialisation and attendant

social dislocation were felt.® Only the TED delayed its new

syllabus proposals for African education, which had been drafted in
1912, for fear of being "inconsistent with the wider scheme" of
Native Policy. It put them in place, however, in 1915 because "no

such expression of Union Policy was forthcoming". The Bishop of
vinced that the reason for the delay was more

- A e e = 226

mundane - lack of funds.3' Administratively speaking, the NAD,
which might have exerted some influence on African education, both

(/]
0
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structurally and ideologically, was a "Cinderella department
weak, disunited and poor - a department "without honour”. There
was no full time Minister of Native Affairs until 1929.32

While historians of the period have not previously noted the lack
of reference to "Native Policy", they have given considerable
attention to apparent economic and labour related motives,

particularly in the case of the Transvaal. In 1912, Sir John
tionale for reform was that African education should be

A2 Aavvala
AVIIA LG &AW -

developed from "the point of view of the natives own possibilities,

needs and aspirations® and not along "European® lines. It should
2 A 2 e mde o~ am 33 i
be treated "as a separate and distinct problem”. The final

30 Dubow, Racial Segregation, 3.

3 rEp Report 1912, 92; Welsh Report, para 116; "Native Education in

the Transvaal®", CE, July 1914.

32 Dubow, Racial Segregation, 77.

3 1Ep Report 1912, 92.
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Report, however, which was published in 1915, devoted much of its

introduction. not on why native education should be separate and
distinct, but why it should exist at all. This rationale had a
decidedly economic focus. (The justification for native education
as sui generis was confined to a short section on the aim and
nature of native education.) 1In the Transvaal, education per se
was under threat. There had been a considerable increase in the
number of African pupils from 1912, particularly in the
Johannesburg area, but, by this time, the amount spent
education occupied less than 3% of the overall education budget.
This precluded the registration of new schools and meant that

existing equipment grants were abolished.?®* Provincial councillors

were even questioning the existing minimal expenditure. Missions
were accused of "spreading propaganda" and diverting funds for
"specific religious and political purposes."35 The report was
therefore at pains to justify why money should be spent on African
education It made much of the economic reasons: increasing
workers’ productive power, making more efficient workers, and
legitimating the amount of tax Africans paid.*® This should not be

read off as policy as reflecting the dominant inte

This was rhetoric designed to convince opponents in much more
general terms that education for Africans was, in fact, compatible
with White supremacy. As this chapter will demonstrate, the
reforms themselves were not a serious attempt to prepare workers

+ts of capital
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for work in the industrial sector.

There is a perceptible concern, however, about African urbanisation

3 a1, o3 4+~ ~amhat the evil effects of the city. Hence the

na the neeu L0 CUlUliwvaev wais
Report’s emphasis on the role of education in changing
inappropriate attitudes encouraged by existing education, which had
made the African "puffed up® and "an &asy victim for agitators".
Suitable "literary"” as well as windustrial® education had to be

% rwaA Report 1913, TMA Report 1915, "Native Education in the

Transvaal", CE, 1 July 1914.

» aticn Depar tment:
TED Report 1912, 91; Transvaal Educ
Year Ended December 31 1’914 (hereafter TED Report 1914) 39.

3% rhird Report of the council of Education, 2.
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provided, or Africans would obtain it ®"through less satisfactory

channels".3 . These might include the increasingly urban African
elite, many of whom were members of the Transvaal Native Congress
and the Transvaal Native Teachers Association, which had close ties
with the Congress;” The independent church movement was also a
threat, both to State and the mainstream churches. It provided an
alternative home to some of the educated elite who were alienated
by White ternalism in the churches. Reports of both the TMA and
SAGMC showed grea
The Cape reformers faced a different set of constraints. Because
of a long tradition of African education, they did not face the

same budgetry constraints as in the Transvaal. There were,
however, pressures which threatened the funding of African
education. Paterson shows that after 1910, huge disparities of
spending emerged which had not previously existed. By the late
1890g, Cape Colonial Administration embarked on a process of

segregating multi-racial mission schools and building "poor

schools" exclusively for poorer White children. This was a

*necessary prelude to markedly disparate allocations of funding and

resources". This process was formalised in the 1905 School Board

Act, but disparities in funding only became very significant after

= e dcad oy nté A
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1910. In 1895, 41% of the colonial education budget was spen
African and "Coloured" education. By 1915, the figure was 18%.
From analysing Paterson’s graphs for the period 1895-1920, it
appears that even less was spent by 1920.%

in its concluding (rather than opening) remarks, the

Cape Commission did "not feel itself under the duty of setting up

37 rbid, 11.

32 Mathabathe and Poho, Record of the Work, 6.

39 ference of the Transvaal Missionary
Report of the 12th Annual Con
Association, October 1917, {Mission Press, 1918), (ggreaftet TMA Report 1917),

7; Summary of the General Missionary conferences,
40 Paterson, “"Naeglected origins”, 2, 11.
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a defence for the fact of native education®.*' It concentrated much

more on the "lamentable effects in the attitudes of Natives towards
education and subsequent vocation® which resulted from the

“"scholastic emphasis"™ of the present curriculum. It emphasised
that education should fit the child’s "“future work and
surroundings" . The Commission’s answer for this was more

intensive agricultural education for the educated elite. It is
important to note the particular context for these remarks. The
majority of mission schools were 1located in the Transkeian

Territories and the initiative for the Commission came from Eastern
Cape mission educators. There is a sense that inappropriate

by Beinart and Bundy in the Transkeian Territories in the early

twentieth century.%

In general, the future and power of the inappropriately educated
and enfranchised elite were a cause for great concern. This was
expressed in Parliament shortly before the Commission was set up.

During the debate on the Native Affairs Administration Bill of
1 Party leader, J. B. M. Hertzog, stated that little

ional Party leader

had been done in the area of education "to advance the native"
because of White fears about the consequences of extending the
franchise.* This was also emphasised by Evans in hi
the franchise.*® In order to receive sufficient funding, the Cape
reformers had to show that education could play a part in

redirecting the ambitions of the elite, who would use their

political power judiciously. There was also, however, a dgenuine

concern amona educators such as Henderson, who was a first hand

“ viljoen Report, para. 107.

%2 rbid, para. 54.

43 p.terson shows that there was a big increase in school attendance in
. 8 mate ) mminad Awimina® 1E.1€&

Transkei during the first decade after Union. TR&GiSTLIE LIyans , <572%.

For a dilcuuaign of the political economy of the Tranlkoidgorrézoriozctni:ho

early twentieth century, see W. Beinart and C. Bundy, Hidden Strugg

Rural South Africa (Johannesburg, 1987), 10-11.

4 pative Affairs Administration Bill Debate, Cape Times, 31 March 1917.

45 ~Mr Maurice Evans Book, Part 111", CE, July 1 1912.
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4 The Cape reforms were

witness to the effects of rural decline.
therefore geared towards developing a modern rural peasantry and
administrative elite though an emphasis on agricultural, as well as

The emphasis on "industrial® education in the

1
F aw e=sa

terms of reference has strong elements of playing to the gallery

of the critics of mission schooling, and should not be seen as much
more than that.

Loram’s reforms of African education in Natal were also motivated
by a vision of a self-sufficient African peasantry in the
reserves.*’ Very little of the rationale for his reforms comes
through in the Natal Education Department Report, but he devoted
considerable space to justifying such reform in The Education of

the South African Native. Compared with other reform rationales,
his justification +he education of Africans reveals far more of

the influence of international ideas of scientific —racisn,

particularly in his references to the dangers of social ntegration

and possible miscegenation, and to intelligence testing. He also

justified a curriculum based on agricultural training in terms of
the reduction of racial friction, since it would channel Africans

away from competition with white workers, but here Loram Wwas
grandstanding to some degree.‘8 His main interest lay in developing

a more "scientific" approach to African education and in justifying

differentiation and a rural focus in these terms. In contrast to

the Cape and Transvaal, his critique of existing African education
s 1ei~" orinciples. He lamented the "absence of

invoked new "scientific" principiets. .
a scientific account of ethnology ... and psychology on which to

base education practice" and proceeded to cite his own work in

testing children to justify a differentiated syllabus for "slower"”

African children. All of these ideas led him to formulate
syllabuses with subjects of wpractical and demonstrable value",

g surveys of Ciskeli in Summary of the

4 see summaries of Henderson 1904-1932, 84, 99; Ri h, "The

General Missionary Conferences of South Africa,
Appeals of Tuskegee".

7 pleisch, "Science, EBfficiency”, 17-
‘“ Loram, The Education, Chapter 1 and 127.
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with an emphasis on agricultural future in the reserves.* He was

convinced of the centrality of agriculture in South Africa’s
economic development, and that Africans could secure their own
(separate) future by becoming self-sufficient.

DADT

PART 3: REFORMING THE CONTENT OF AFRICAN EDUCA

4& DA AN & BA N BABT N & - N

A central question here is what the reforms intended to prepare
Africans for in South African society. This chapter has argued
that there was some attempt to justify the differentiation of
African education, but that it is incorrect to read this
justification of differentiation as directed at meeting the needs

of "capltal"TBf‘?r‘§f6dUctive4unski1ie&—werking—e%assr——m%eugh—————ggf

there were common themes, there was some variation in the

motivations behind the reforms, and this had an impact on

content of the reforms. In considering the content of the reforms
in detail, this chapter will argue that they varied in the extent
to which they were a serious attempt to develop appropriate skills
and values for participation in an industrialising economy.

As we have seen, mission input on the content of the curriculum

varied from province to province. 1In general, mission societies’

attitud ntant were ambivalent or non~-committal, apart from

udes toO content V¥ ambi
advocating a strong religious base. This emphasis on a religious

base must be seen in the context of encroaching secularisation, in

the shape of increased attempts at regulation by provincial

education departments, through inspection and examinations, and in
the shape of demands by African clients for Sstate control. (See
page 58). This indifference to the reform of content was certainl

1 Missionary Association throughout this

true of the Transvaa .
in spite of

period, where the issue of content hardly ever came up,

the Council of Education Report. In fact their concern was with

schools of another sort. Between 1912 and 1923, the TMA spent a

Ldsa mawn wa 4

la'fqé amount of timé campaignin

and Chapter 5; Fleisch, "Science,

9 Loram, The Education, viii o4

Efficiency”, 14-18; Shingler, »gducation”,
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schools.® Diffidence about formal content reform comes across

clearly in the fact that there was little debate about content
evident in the discussions among the Cape Commission members , or
in the evidence heard. The TMC pushed hard for a strongly
religious base for education, with "Hygiene and Handicrafts" merely
tacked on. Otherwise there were two or three calls for more
"useful®™ education and "industrial"™ education but, unlike the
requirements for moral and religious education, what this meant was
not spelled out.?'

If one considers debates which took place after 1910 in missionary
society circles in the Cape, there appears to be some confusion and

very little agreement on the issue of appropriate content. This
was related to the commitment of some missionaries to the
incorporationist and civilising notions present in Cape franchise.
In 1910 there was unease about how adapting subjects "to the
itione of Native 1life" could be done without

lowering standards or treating African education as a separate

entity.® The members of the TMC could not agree on the need for

a differentiated curriculum in 1916.% This, along with the

preoccupation with control, possibly accounts for the superficial
nature of the evidence provided to the Cape Committee about

content. It seems that the curriculum produced by the Commit

reflected the concerns of its members, who included mission

headmasters, rather than a general mission consensus.

In terms of syllabus revision, all three reports laid down

idelines which emphasised the importance of differentiated

30 . 5 o -ference of the Transvaal Missionary

> Report of the 8th Annual Coanrsrence® ©° =
Allociatio:’ for the Year 1912, (Mission Press, 1913), (h:rc;ft:r Tﬁﬁ.ﬁﬁfﬁiﬁon
1912), 18; éHA Report 1913, 24; Report of the Tran-vaai M .;H:nkzyort ociat
for the Years 1917-1918, (Mission Press, 1919), (hor;a t:;. Yoar:p1918—1919
18); Report of the Transvaal Missionary A:f?ffat.‘iggmorm '
(hereafter TMA Report 1918-19), (Mission Pre&ss, 25e¥ss =7<

& »Minutes of Meetings", 19-21.

viljoen Report, Appendix A,
‘n‘f{ﬁn". CB! Jun. 1 19100

& Bducation

52 "Butterworth Conference on Nativ

53 cap, cMT 3/629 60/3, "Report of Proceedings of Transkel Missionary

Council Native Education Conferencse, July 1916".
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education, which was more "practical® or ™"adapted"” to African

life®. 1In practice, this meant the introduction or expansion of
certain forms of training and the adaptation of mainstream school

_ subjects. The Transvaal and Natal were the most extreme in their

attempts to create a differentiated syllabus for Africans.

The Transvaal Report suggested a new curriculum based on the

distinction between instruction and training. It is interesting
that it equated religious/moral training with industrial/manual and
physical training. Activities such as hard manual labour were seen
as having an essentially moral purpose, including character

building. such training had to occupy “not less

1
school day" in the last two years at least, and almost as much in

the earlier standards. "The centre of gravity is training rather

_ than instruction" it stated grandly, and cautioned that training

was "far wider than industrial training". It offered this

"all occupations intended to develop habits and aptitudes
which will enable the native to live a better and more
healthy life and to render more efficient service".

The actual requirements for jndustrial training were extremely

vague. The report gave no course outline for industrial schools as

jl1l1-defined suggestions for industrial
In terms of teacher training,
the Natal syllabus pushed for

such and provided some
training within the primary school.>
secondary and intermediate schools,

an emphasis on "Agricultural and Manual Work", "native crafts®,
wood work, needlework and domestic science,
between ten and twenty-five hours a week. For primary schools,

Loram recommended increased manual training. The Cape Report laid

down that between six and seven hours out of the twenty-five
te ng hot in a week were devoted to wreligious and moral

teaching hours in )
instruction, manual and industrial training and hygiene, drill and
d half of these hours;

games". Industrial/manual training occupie

considerably less than the ratio recomnended by the Transvaal or

which could take

% Third Report of the Council of Education, 10.

55 rbid, "Appendix II: Courses to pe Followed in Native Schools®.
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Natal Reports.> Essentially, the focus of the Cape was on the

elite who had completed five years of schooling. Agriculture was
to be taken by boys only in the bigger institutions, in Standards
Four, Five and Six. It was the only course which had some
substance, indicating the Commission’s interest in refocusing the

ambitions of the elite towards the rural areas and in rural

rehabilitation.>’

In contrast, the Commission was vague about manual and industrial

training and about the difference between them. Manual and

industrial training appear to become more specific when related to

s i =tk 1inkad with the

the development of "village industries®, which linked up

Commission’s rural focus and the development of self-sufficiency in
the reserves. The Commission emphasised that the products of the

new system should be nuseful among their own people® but, again,

the emphasis was on a self-sufficient reserve economy rather than

the protection of White workers.?® It suggested courses in

carpentry, brickmaking and house construction, but gave no outline

as to what such a course should look like. R

as the TED report, it avoided the ijssue by saying that such

training should "be adapted to local circumstances and be carried

out on practical lines with atilitarian ends".®® There was more of
rly before Standard

an emphasis on "literary"” education, (particularly Sta
Four), than in the TED report, which recommended that half the time

was to be spent on training.

ather in the same vein

In all three cases, from the beginning of schooling, girils’

ne wae divided between sewing and knitting on one

industrial training was :
hand and domestic work on the other. By the fourth year, it would
f the domestic work

appear that the girls were expected to do much o
of the schools as part of their training

----- 79

56 viljoen Report, Appendix B, section 5, Report of the Curriculum

Committee.

e extensive use of "experts” in agricultural

57 mad
Ibid. The Commission {culture syllabus.

education who helped draw up the agr

58 viljoen Commission, para. 68.

9 Ipid, Appendix B, Section s, Report of the curriculum Committee.
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Various attempts were made to adapt mainstream education, often

generally called literary education or "the three Rs", or, in the
case of the Transvaal, "instruction". According to the Council of
Education Report, however, "only those topics which are likely to
be of use to the native and which he can appreciate and assimilate
included".® Pruning in Natal was even more alarming.
Algebra and Geometry were dropped at teacher training level and
replaced with Physiology, Hygiene and Nature Study. At primary
school level, "a revision on somewhat severely p
most subjects took place, along with the introduction of Nature

Study, Physiology and Hygiene. Loram’s pruning of both the teacher
___training and primary school courses is also a reflection of his

concern to extend primary education for Africans, rather than to
develop the skills of a small elite. The focus of primary
education was, however, completely rural. There was far less

emphasis on moral or religious training, in keeping with Loram’s
ective and the exclusion of the missions from the

maed AWada

In contrast to the Transvaal and Natal sy
the Cape Commission basically adapted the existing

hools, and retained much of its

entirely new,

Primary School Course for White sc
content. It would seem that the adaptation to Wnative needs" was

mainly in the emphasis on industrial education, and not in the
he standard components of the syllabus. For example,
there were no references to pruning or simplifying the geography or

arithmetic course for Africanneeds.62 This was probably the result

f + e.
of an African and mission presence on the Curriculum Committe

approach to t

f syllabus reform since they

Teachers were a particular target o
was accordingly

were to implement the reforms. Teachers

8 rhird Report of the council of Education, 9.

61 yatal Education Report for 1918, 46; Natal P”"i”l‘; N °‘;€,‘°1‘9‘210 Report
of the Superintendent of Bducation in "“‘1_52’-5“:.£Z:§ 1919;’(32 i )
(Natal wu—_n..., 1920), (hereafter Natal Education RepoOIt

62 viljoen Report, Appendix B, gsection 5, Report of the Curriculum

Committee.
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adapted to fit them to teach the new syllabus, in both a moral and

practical sense. In the Cape, trainee teachers were to take
compulsory courses in religious and moral instruction, hygiene,
civics, agriculture, domestic and industrial training.® The
Transvaal Report tied grants for teacher training to their taking

» K3
1 and industrial training courses, and students needed a

certificate at the end of their first and second year regarding
their "moral fitness and progress and industrial aptitude and
progress"™ to proceed to the next year.* Agriculture, Woodwork and
Domestic Science were all mandatory for trainee teachers in Natal,
and Loram recommended that teachers who did not teach gardening

_ properly in the primary school, should suffer "pains and penalties

for non-completion of the syllabus in this respect."65

In this case of the Transvaal, the coupling of moral with manual
and industrial training and the vagueness of the "industrial"

]
component, both suggsst that at most the reformers were hoping to

neutralise the inappropriate ambitions of their clients, and that
they were signalling their intention to do so to their critics.
The recommendations for industrial education in the Transvaal and
Cape were clearly not going to provide the basis of preparation for
Here Jim Campbell’s comments on industrial

He argues that industrial education

work in the real world.
education are most apposite.
"offered preparation for a life which never existed". It was "less
an explicit education model than a metaphor which conjured up a
range of images to different groups at different times". It

reassured Whites that African education was "compatible with White
ncoupling pedagogy to certain secondary

fo s
UMy -y =elay

docility and industriousness®.%

Yer

supremacy®, particularly
political attributes ....such as . .
As we shall see, however, the emphasis on moral education in the

tner
MY

63 1bid, para 81.

& rhird Report of the Council of Education, Appendix III : Course For

Training Native Teachers.
65 Natal Education Report 1918, para 8.

8 5. campbell, "African American Education in South Africa : A History

hildren : The African
of w tute®” in "Our Fathers, Our C f
Methéég::f:;i:cggzgéhﬁrch in the United States and South Africa”, (Unpublished

D. Phil, Stanford 1989), 331, 335, 337.
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Cape at least was also linked to the missions’ desire to control

28,

State control and local African control.

Writers such as Frank Molteno have noted that educationists saw the
inculcation of attitudes to work as more important than the skills
learned in industrial education. In this way it was compatible
with the reproduction of capitalist relations, rather than as
functional to it.® Both Cross and Molteno’s arguments assume that
African workers were to be the object of such education. But at
this time, the African working class was a migrant "semi-
proletariat®, most of whom did not go to school. By 1920, only

did, and most did not stay longer than two years. Aside from

Natal, the provincial reform initiatives did not seriously consider

major extension of African education, in spite of the suggestions
by the 1920 Transvaal commission that, at some stage, it was a

possibility. None of them saw compulsion even as a remote
possibility. The Cape Commission thought it would only alienate
68

rural Africans.

The moral/manual/industrial training targeted the educated elite,
the working class, since the emphasis of this training

was at a post Standard Two level. In the case of Natal, while

Loram’s reforms, with their lower primary focus, were less elitist
ot directed at an African

than those of the Cape, they werse
proletariat. How far the reforms moved beyond the 1level of

rhetoric is not easy to assess. It is clear from the TED Reports

after 1915, that the Transvaal provincial Council was not convinced
that the extension of African education funding was compatible with
the extension of White education, in spite of the aims and altered
content of the new curriculum. The finance necessary for the

implementation of the reforms was not initially forthcoming and
h By 1922 the Transvaal attempted to raise

D P -0 7 P

67 Molteno, "The Historical Foundations®,

e Viljoen Report, paras 95-6.



African taxes to extend education, rather than devote more of the

existing budget to it.® Substantial teacher and mission opposition

also emerged. In 1920, the TED report said that as a result of the

lack of funds and opposition to it, industrial education was a
" 70

. 1

reflected dominant capitalist interests is to give them a substance

In the Cape there was substantial debate about the implementation
of industrial education and the teachers in the leading schools
found it to be expensive, and impossible to sell the articles made.
They also resented being told to 1limit students to "native
~ _handwork”.”  The particular context and personnel on the Cape
Curriculum Committee, dictated that there was a much more

substantial and realistic attempt to develop a curriculum for
there was

Standard Four onwards in agricultural education. Here,
an attempt to bolster a rural elite with priorities
the effect of protecting

-

reserves. While this focus might have had the
White workers from competition, it was not its main intention.
There was a genuine concern among educators such as Henderson and
Jabavu about the decline of the rural areas, and the Native Farmers

Association strongly favoured agricultural education as a force to

combat it.

Loram’s reforms had a similar vision. He was convinced that

B P o o —

AMfricans, in this context, should "be taught to be good farmers".

i Malberbe, "Native Rducation®, 612.

7 rransvaal BEducation Department: Report tofr tht; Y}:Z;IE’::;: dD;C:cﬂ;iﬁbl; r31
ort for the
1915, 43; Transvaal Education Department: Rep Report for the Year Ended

31 1917, 83; Transvaal Education Department:
Decembeé 31'1919, 35; Transvaal Education Department: Report for the Year

Ended December 31 1920, 63.

n CAD, BEK 25 CE 126, »Agssociation of European Tou;herll ir; gr;azti‘;eo
Institutions=. See East London Conference Resolut ons, |’ W% y o0l "isis,
“illiqln (Hon. Sec.) to Superintendant Generali Oi =STuLR=ST ; 28 Augqust _,,i,
A ¢ advantage is in eye hand training,
Since in Native School Handwork, the chie T be accepted. "

any handwork, not necessarily native handwork
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His definition of "industrial training® was quite specific:

~ mingtruction.in agriculture and in Native Arts and Crafts".”

In contrast to the Cape reformers, however, he incorporated the
"gcientific”® ideas of Evans (who was originally from Natal) and

Kidd. He was also informed by racist ideas of intelligence and,

correspondingly, more ruthless and autocratic in his sense of the
kind of curriculum that could prepare people for their n
futures. The residual Victorian vision of gradual incorporation
had no place here, and neither did the missions. Fleisch argues
that Loram’s reform of the education system 1in Natal was
successful, in terms of bureaucratic organisation and the take-over

of a large number of mission schools by the province, but it is

44444—harder4to4eva1uate—the—suecessgofgthegsyllabi.n

D ATTIQ ARNT THE CQN'FROL OF AFRICAN

MADT A, {

FAR1 4 DEDAILED ADUUVi L2325 INLE
EDUCATION

According to the Union settlement, all education was to be

controlled by the provinces for a period of five years, which
implied that the provincial powers in regard to education were only
temporary.”™ White, "Coloured® and Indian education was to be
provided by provincial Government schools. African education
remained the preserve of the missions. The debates which raged

about the control of African education

considered on two levels : the issue of Union as opposed to

Provincial control and its implications for differentiation, and
the issue of mission as opposed to secular control of schools.

during this period can be

little has been written about what was at stake when the issue
and the fierce debate around the

been overlooked completely.

‘vle.f_
of control was discussed,

secularisation of education has
2= about the control and the aim

Shingler has pointed out that debates aocu ontrol and th
and content of African education are closely linked. He argues

2 Loram, The Education, 234.

L]
science, Efficiency”, 3.

[£ 2 3 i - -
> Fleisch, ~
e Rose and Tumner, eds, Documents, 1l1l.
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that those who favoured central control by the Union Education

Department (UED) (see Figure 10) in a separate Native Education
sub-department, or by the NAD, were those who saw African education
as something that belonged to "Native policy", and should be
entirely separate from the European Education Departments.
Therefore, they would also argue for differentiated content and
were hardline segregationists. Those who favoured provincial
control argued that education was not a racial matter and that

should be administered side by gide with White

~arn adinmaddaan
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and should not be substantially different from it. Shingler
describes such people as "gradualist assimilationists".” It is
likely that they supported the retention of the Cape franchise. A

survey of the debates at this time, however, shows that this is a
simplistic divide. Some members of the missions felt that the
neglect of African education was the result of provincial
miserliness and hostility, and that this could only be rectified by
the creation of a Department of Native Education in the Union
Education Department, but not the Native Affairs Department.
Commitment to Union control did not necessarily mean a commitment

The temporary nature of the provincial arrangement meant that there
was constant debate from 1910 onwards. In August 1510, the
discussing the control of African education,
directly connected with the

The whole

Christian Express,
commented that "no responsible person
actual work of Native Education urges a separate systen.

of missionary and native opinion is avowedly opposed to a separate
that African education should be

controlled by the Union covernment. African education, it said,

should reflect "the policy of the State as a whole, in a state in

which the Natives form the bulk of the labouring population, and

76
are taxpayers and citisens or potential citisens".

system". It recommended, however,

r4-4

& Shingler, “Education®, ©35.
7 wnative Education under Union", CE, August 1 1910. The emphasis is

mine.
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In early 1914, Mr. G. Hofmeyr, the Under-Secretary for Education in

the UED, proposed that Native Education be administered by the
Union Government because that would bring African education closer
to the NAD and national policy making. One anonymous writer in the
Christian Express welcomed the suggestion, noting that this meant
that "question of native education will be treated as a matter
quite distinct from European education; that a system of education
will be devised to meet the particular needs of the Natives, to be

~Mi1tiAarn~a AFf a
e O a

--------------

administered by a separate department and under the guidanc
special class of officials®™. The writer argued that "studies of
anthropology and ethnology” and "educational science" supported
this.”’ Apart from Hunter’s extensive review and critique of Evans’

Black and white in South East Africa, references to secular studies
and to science are rare in the Christian Express at this time, and
the presence of the article probably reflects Hunter’s policy of

including articles designed to stimulate debate.

The issue of State or provincial control came to a head at the
conference called by the Transkei Missionary Conference to respond

to the Commission into Provincial Administration in 1916. The

Provincial Administration Commission was appointed in 1915 to
In general, it was hostile to

reconsider the provincial system.

the provincial system and recommended changes along the lines of

developing a local Government system.” In considering African

education, the Commission appears to have consulted the TMC quite
thoroughly, but there is no evidence of any other mission based
Possibly this was because the cCommission was

consultation.
interested in the Transkeian Territories General Council system of

local government.

-3 . -
LS - 2

At the conference there was much support for

Provincial control, but some members supported the
of a Director of Native Education, introduced by Mr. G. Hofmeyr,

who attended the conference. Here he did not use the argument

77 erhe Future of Native Education - II", CE, July 1 1914.

™ Rose and Tumner, eds, Documents, 11.
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about a unified "Native Policy"”, but played on mission concern over

provincial neglect of African education. He advocated the
appointment of a man "who would plead at the right time and at all
times for the cause of Native education, so that it should not be

forgotten". Reverend Scott, Headmaster of St. Cuthberts, was wary
an arpointment. "Did this imply a definite break between

3 CARIRIW el AN S ™ ¢ S22 Ay
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European and Native education?" he asked. "The Native would become
more and more capable of receiving the benefits of European
education and the feeling was against the separa i

European education”. In the end the conference, seduced by the
idea of the possible impact of a special pleader for African

___education, came out in favour of Union control with a "Director of

Native Education”.”™

Following the 1line of debate put forward by the Under-Secretary for

Education in 1914, the Provincial Administration Commission queried

why the Provinces controlled African education, when a unified

‘native policy’ had been one of the objects of Union. Drawing on
debate at the TMC conference, it recommended that native education
ciih—department for “native

become part of the UED, under a special sub-department nati
however that all other education

education. It also recommended,
or 1913-1918 quoted the

become a Union affair.” The NAD Report f
Commission approvingly.® The commission made little impact. 1In
1917, the Transvaal Commission into Education (Malherbe Commission)
inveetigation into the provincial control of
d that it could see no reason for limiting or

By 1920, the provincial
82

began its own

education, and reporte
ending provincial control of education.

system became a permanent consti al feature.

The 1919 Cape Commission strongly supported Provincial control.

of one education system
Embedded in this was a sense of being part of on€ educa y
~ eedings of Transkei Missionary
I CAD, CMT 3/629 &0/3, “Report szlypiogis- ?l'nO emphasis is mine.

Council Native Education Conference,

% Jagger Commission, paras s9, 61,128, 246.

£ Native Affairs

81 Report of the Department o s

(UG 7-19), (hereafter NAD Report 1913-18),

8 Rose and Tumner, eds, Documents, 18.
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in "one country". 1t gave as its reason that Union control would
"cut [the mission schools) off from the main course of educational
development in the country."83 There was also an emerging fear,
which was more clearly articulated later on, that Union control

would mean that the Cape would have to subsidise what Shingler

calls "the legacy of indifference and hostility found in the
Transvaal and Orange Free State".®* The differences in provincial

spending are clear from Figure 9. The Cape spent more than double

than that of other provinces in 1915. It is also possible that
educational officials and educators in general were also concerned
about their own professional position, should they be incorporated

into the poorly funded, low status NAD. The issue of control was
hardly debated by the Commission, or mentioned in the evidence,
which supports the Commission’s claim that there was consensus

amongst interested parties.

By far the most dominant and most acrimonious debate about the
control of African education was regarding the nature of mission

control of institutions.
conference, in evidence to the Cape commission and to the 1920

Transvaal Report of the Education Commission. The major English-
speaking churches who provided education were not prepared to
dilute their control of education on the ground. Christian moral
educatian with a particular denominational flavour, was at the

“"ﬂ\-i\lll' WA WAl - g

heart of their enterprise, which moved beyond conversion, to the

Paternalistic protection of "native rights*, control of the African
elite and the general defusion of social conflict. This was to be
des in a

done through inculcation of appropriate values and attitu .
wgocial gospel". This was

ana

This was reflected in the 1516 THMC

time of social and economic change, the P c 1
expressed in the following way at the Fourth South African General

Missionary Conference of 1912:

»"The Rev. R. Henry Dyke spoke
of racial difference ...
societies have the very grave respor;:s pdies
the gulf between what have become tw

apout... the widening gulf

) . L —aeq +ha wmiescionarv
(and how] <tae IMIEBSEHE- V

ibility of bridging
posing forces.

& viljoen Report, para. 21.

8 ghingler, "Education”, 178.
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He then enlargedon the missicnaries’ task of protecting
P . "85
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Soon after Union, African teachers in the Cape and Transvaal had
begqun to demand State control of education, and more African

control at local school committee level. They argued that the
amount of taxes paid by them entitled them to free State controlled
education. The Transvaal Native Teachers Association, by 1916, had
made State control a major issue, arguing that African tax
contributions obliged the State to provide for free education, and

pointing to the divisive effects of denominationalism.¥® There was

also considerable resentment at the autocratic nature of mission

control of schools at a grassroots level, particularly in the

appointment and dismissal of teachers on moral grounds. This was
bolstered by the development of patches of African teacher
autonomy, both within and outside the main~-stream churches.

Paterson points to the development of "a small but substantial
tradition of government recognised African control in the mission
schools of the Methodist, Congregational and Presbyterian churches

By 1913, there were 28 African missionary superintendents

controlling nearly 200 mission schools in the Transkeian
of

Territories"™. In addition, it was often the practice

independent churches to set up schools in close proximity to the

churches and schools from which they had recently seceded. They

were not bound by the government’s "three mile 1limit", whi;h
constrained the main-stream churches’ establishment of schools.

t the 1916 TMC conference between white

Heated debate took place a
itudes.

delegates over the missions’ autocratic att _
f teachers and the

points.

and Africa

Missions’ autocratic appointment and dismissal o
lack of local African committees were sore
Rev, J. B. Morris remarked that vhe often had to fight against a
whole location who wanted a certain teacher who was unfitted for
the work". While African delegates favoured the amalgamation of

% Summary of the General Missionary Conferences, 67.

8 yathabathe and Poho, Record of the Work, 6.

8 paterson, "Contest and Co-option”, 130, 134.
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competing mission schools into non-denominational schools, White
delegates said "it would simply mean the ruin of the character of

AL e

_ the native people".?® The NAD Report for 1913-8 noted that there

was "a growing desire among a certain section of the native
population to secularise native education and to secure a larger
share in its management". This was "most marked in the Transkei

Territories®, the centre of mission school activity and relative
: can autonomy. S’

A€rmd mam - ande - om0
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Similar themes dominated evidence to the Cape Commission in 1919.
One Native Teachers’ Association delegate asserted that "the
mission school system should be relegated to oblivion and in its

place there should be established, undenominational public
__ schools". The Transkeian Missionary council declared that:

"true education and civilisation of the natives, young

and old, depends on the foundations of morality and

religion, and therefore religious teaching in the schools

and the appointment and dismissal of teachers should
still remain in the hands of the missionary".

£ this view. It was hostile to non-
ittee or school board

The CMC was equally convinced ©
denominational schools and to any local comm
which might interfere with the appointment of teachers.”

The Commission acknowledged the desire of African teachers for the
formation of local school committees, put did not think that there
was great support for State control.”? It condemned missionary

sectarianism and lack of contact with parents and other interested
groups, but still saw mission control as fundamental. Missions
were to be "trustees and agents of the state". It said that the

ideal was "combined control® where school committees would work

with the missionary superintendent, put on the initiative of the
trol the appointment and

superintendent, who would still con

—

of Proceedings of Tran S

88
CAD, CMT 629 60/3 "Roport
: 3/629 60/% July 1916".

Council Native Education Conference,

8  wap Report 1913-18, 31; Paterson, ~contest and Co-option”, 130.

s oraks R-‘v

Minutes of Meetings, 1 July 1919. The

% viljoen Report, Appendix A,
emphagis is mine.

o Ibid, para 17.
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dismissal of teachers. At a district and provincial level there

should be advisory committees where all the stakeholders could meet

regularly.

ct

During 1918, among members of
there was "a marked difference of opinion" regarding the

(S 3 —F 9

he Transvaal Missionary Association,
(o]

establishment of Government schools and amalgamation of schools of
different denominations. The Anglican Church, in particular, was

wedded to denominational education. The TMA was unable to reach
agreement on these questions, and decided not to give evidence as
an association to the Malherbe Commission.® The Malherbe

Commission itself noted these opinions and quoted the Anglican

position verbatim. It recommended the formation of elected school
committees, however, and the amalgamation of denomination schools

in areas that were oversubscribed.®
In“f’a

-
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, the secular nature of Loram’s approach, and his distrust

1l
of missions, was reflected in the actual take-over of some mission
schools as provincially controlled "government" schools which, he
said, would mark the beginning of a "Government" take-over of
African education.” This was made possible by the fact that Natal
was better off financially than some of the other provinces.
Figure 9 shows a major increase in provincial spending on African
education in Natal by 1920.% Loram’s vision of a secular State
bureaucracy controlling African education is in striking contrast

to the Cape’s commitment to mission control.

R rynia aras. 16-21, and Appendix A Minutes of Meetings, Umtata,

e -2y p—. ag., 1lo~=<l,

July 1, 1919.

% rNA Report 1917-1918, 6; TMA Report 1918-19, 15 - 16.

| Sy
128

—_
and i1t nsever

On the other
ded that a provincial school
and with a missionary

9% Malherbe Commission, paras. 498-502.
contemplated total African control, and recommen
be run by "a white man of strong moral character
spirit".

95 Natal Education Report 1918, 49.

% welsh Report, para. 83.
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~—— CONCLUSION

This chapter has challenged the assumption that provincial

educational reforms were directed at the African working class, and
that they were reflective of capitalist interests. It has shown
that the reformers’ emphasis on the work ethic and industrial
education was part of a response to general secular critiques and
White hostility to the existing content of African education, which
was seen as an agent in accelerating undesirable social change, and
a challenge to developing segregationist ideologies. Here the
target of reformed education policy was largely
African elite, not the working class. It has shown that the

the educated

A% e T

regional political economy of the Cape and Natal made for rural
~ focus, in contrast to the reforms of the Transvaal. Imperatives

regarding education on the Reef are not necessarily generalisable

to the rest of the country.

There were important ideological differences underpinning the
cus of reform in Natal and the Cape. Many elements among

the missions were still committed to voluntarist CcChristian

conceptions of education, victorian ideas of transcendence,
of the African elite. This is

i SB o W - _———s=e

civilisation and incorporation
implicit in the personnel, processes and recommendations of the

Cape Commission. Threats of secularisation via State and parent

control were countered by this vision.
nscientific® and related racist assumptions led Loram to ignore

both missions and the African elite in Natal, and to begin a system

Secularisation based on

of State education for Africans.

In general, demands for secularisation of content and control from
rol from

segregationist ideologues and secularisation of cont

alienated African pupils and teachers, forced besieged missions to

reaffirm their commitment to religious education and denominational
control. This is particularly true of the Transvaal where, in

addition, financial stringency overshadowed concern over the

details of content reform.

It is therefore simplistic to

-~

61



of power" during this time.
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CHAPTER TWO

"SOLVING THE NATIVE PROBLEM":
MISSIONS AND AFRICAN EDUCATION

- - -79 -— L a2 SRR s

920-1929

[y

INTRODUCTION

Until 1920, the field of so-called "Native Welfare", including
education, was almost exclusively the preserve of the mission
societies. In the wake of the changes which followed the First
World War, however, the missions found that they were no longer

—-—— e e P { P -~ P
areas. Possibilities of employment in emerging manufacturin

industries stimulated by the War, decay in the reserves and harsh
working conditions on White farms, increased the rate of African
urbanisation. Housing was inadequate, wages pitiful and inflation
was rampant. From 1918 there were two years of militant agitation
on the Rand including strikes and boycotts, which involved not only
workers, but also some members of the emerging African bourgeoisie,
who were products of mission schools.! Indeed, the process of
radicalisation seemed to have come full circle; Lovedale school

was the scene of a riot in 1920 which was blamed on the influence

of the "Rand disturbances".? Social conflict manifested itself in

both town and countryside with the rise of the Industrial and

Commercial Workers Union (ICU). It was urbanisation which focused
the minds of policy makers, representing, in a most concrete form,
the breakdown of segregation, posing a threat to racial integ
and White supremacy.

! p. Bonner, "The Transvaal Native Congress 1917- -1920: the

1@y .

radicalisation of the black petty bourgeoisie on the Rand™ in S. Marks and R.
Rathbone, eds, Industrialisation and Social Change in South Africa (Longman

1982), 274, 306.
the Years 1919-1921, (UG 34-22),

! Native Affairs Departmen
(hereinafter NAD Report 1919-21)



This chapter argues that the formation of the Native Affairs
Commission (NAC) in 1920 marks the first real attempt to consider
African education from a national viewpoint, and in terms of
segregation policy. 1920 also marked the beginnings of increased

secular influence on African education in the form of the Joint

Council Movement, which was deeply involved in consideration of the
theoretical and practical implications of segregation policy.

movement flirted to varying degrees with segregationist ideas, and

ve the State some of its intellectual Jjustifications for

segregation. He argues that Smuts’ and Hertzog’s conceptions of
segregation differed in their attitude to the African elite;
Smuts’ Native Affairs Act of 1920 made limited space for the
educated African elite, and, as such, enjoyed the support of the
"friends of the native" in the Councils and missions. After 1924,
however, Hertzog embarked on a much more "exclusionist" and
repressive form of segregation, embodied in the attack on the Cape
franchise and in the Native Administration Act of 1927. The latter
Act caused many liberals and mission members to reconsider their

support for segregation.

The preceding chapter noted how, in the previous decade, the
missions feared both State control and control by local African
communities, who were considered to be morally immature. Chris
denominational education was central to their work. From 1920 the
missions were increasingly besieged by secular ideas about science,
efficiency, psychology and anthropology which came largely from
liberals in the Joint Councils. These ideas threatened to
undermine the very centre of their absolute moral universe, and

their hold over their pupils in an increasingly uncertain and

conflict-ridden world. The idea of "adapted education” for

Africans was prevalent at this time, and it is assumed in the

existing 1literature that nadapted education" was generally
supported by all the stakeholders in African education.? The

. . . N . 2 A=
missions, however, did not accept the Jldsa THREES

3 see Chisholm and Cross, "The Origins®, 48;
Loram", 108.

64



particularly when it threatened to dilute religious education, and
when the central State, in the form of the NAC, used such ideas to
interfere with mission education. Both State and secular pressures
led the missions to restate their commitment to an education with
. Hardening segregation policies from 1926, which

African clients in society, as well as intimate, albeit uneasy, co-

______ P . " o w

operation with the Joint Councils made the missions develop a more

critical attitude to segregation. This mirrors the general process
of liberal disenchantment described by Dubow, and it was to gain
momentum in the 1930s. The "gadfly" in this context was Loram, who
straddled both the State and Joint Council spheres of influence.
The chapter focuses on Loram, as the major exponent of "adapted
education", to highlight the missions’ responses to secularisation

and segregation in education.

PART I : THE INTRUSION OF THE STATE AND EXTRA-
PARLIAMENTARY GROUPS ON AFRICAN EDUCATION FROM 1920

The escalation of social conflict, concomitant with increased
African urbanisation, pushed the Smuts Government to produce two

........ Tad+ad amoar
o AAA Y e

important pieces of legislation which encapsulated
segregation policy; the Native Affairs Act of 1920 and the Native
Urban Areas Act of 1923. The Native Affairs Act made provision for
a series of district councils for Africans - a type of local self
government system - and a consultative "Native Conference" of
African leaders to meet annually in Pretoria. A Native Affairs
Commission was created, consisting of three wexperts® who would
advise the Government, consult with African leaders and mediate
ws to African leaders. Loram regarded

having studied anthropology

White legislators’ vie
himself as an objective authority, who,

"long and deep at the feet of Radcliffe Brown ... was looking

forward to this Commission solving the Native Problem by taking it

out of politics and by enlisting for its study a body of experts. "

E.G. Malherbe Paperl, KCM

4 xillie Campbell Archive, (hereafter KCA), E xbe
57030, File 619/1 (70), C.T. Loram Circular Letter, 30 July 1931.
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The implications for education were manifold. Education was itself

ital i Y traind _— ” tioni i ¢
the local councils. The local councils and the Native Conference
were regarded by the Smuts Government as providing a sa
controlled outlet for the educated elite.’ What was most
significant for African education was the composition of the NAC.
Two of its three members had been directly involved in African
education, Loram and Dr. A. W. Roberts. The third member was
General L. Lemmer, a wealthy farmer who, Brookes argued, "was put
in as a make weight to the two English speaking liberals or semi-
liberals".® The formation of the NAC meant that African education

was to be considered from a national viewpoint, particularly in

tation 1 tion, for the first time.

- " Latwry wraleral far +ha aducateaed el 'if'ﬂ was
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Smuts’ concern for & "sa y va
mirrored in the formation of the Joint Council Movement at more or
less the same time.” The visit of the first Phelps-Stokes
Commission into Education in Africa in 1920 was a catalyst in the
formation of the Joint Council Movement. This was followed by
another tour in 1924. Rich has noted the concern which American
missionaries, as well as other philanthropic individuals, felt over
the impact of urbanisation and industrialisation on Africans and
the resultant conflict, particularly on the Rand and in the

Eastern Cape. Attempts to form inter-racial groups which sought to

5 Native Affairs Bill Debate, Cape Times, 27-5-20. South African Party
member Webber echoed Smuts’ concerns about the role of educated Africans and
the councils in 1923. ~The question of the educated native constituted a
difficulty which was growing day by day... some outlet should be provided for
them. Local councils and local self government OI NATIVES gave LpsuLiys UL
the energies and abilities of these educated natives". Cape Times, 8-5-23.
See also Report of the Department of Native Affairs for 1921. (Ue 15 - 22),
(hereinafter NAC Report 1921), Chapter Three : "Native Education”.

¢ xca, Malherbe Papers, KCM 56986, File 620/2, E.H. Brookes, "A
Neglected Figure in South African Education”, Neon 24 Sept. 1977; E.H.
Brookes, A South African Pilgrimage (Johannesburg, 1977), 26. Dr. A.W.
Roberts had been Headmaster at Lovedale for many years. He was a talented

mathamatician and astran~mas-
matinemat.clall anc aslireononmer.

7 The Joint Councils were regional groups of White liberals and members
of the educated African elite, modelled on groups in the American SOutp. The
South African Institute of Race Relations was formo?‘in 1222 02 fhrnigt:frtivo
of Loram, to coordinate the work of the Joint Counciis fﬁu to ,u-.-;-_gm_i
pressure on the Government through the presentation of objective actua

material. Rich, White Power, 18-19, 23-27.
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militancy, were given a major boost by moral and financial support
from the Phelps-Stokes visitors. The presence of Ghanaian, Dr.
James Aggerey, Wwas partly responsible for initial African
enthusiasm for the councils, which promised equal representation,
contact with influential Whites and a possible place from which to

pressure the State.®!

Shingler ascribes the origins of the Phelps-Stokes Commission to a
need felt by the colonial powers and missionary bodies in the U.S.
and Europe to reassess the role of education in Africa. This

occcurre A mam +ha IT © was avnanding ite interest and influence in
wLwlulitSCu QAo wiis Jendoe WS wapraiimaasy - Sl W e w  weaawa e e A A  Ass
"international philanthropy". e elps-Stokes nd was an

important funder of Negro education. The first Phelps-Stokes
Commission’s Report, written by its leader Thomas Jesse Jones,
focused on the aim, content, financing and control of African
education. While Jones was the Educational Director of the Fund,
he wrote extensively on Negro education and was heavily influenced
by the Tuskegee and Hampton models of Negro education in the
American South, which promoted education "adapted to Negro needs".’
Jones’ African report was based on what he called the "four
essentials" of education: health, appreciation and use of the

development of the home, and recreation. He

AA T A
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environment, effective
advocated that, based on the four essentials, African education be
adapted to meet local conditions and to develop community

consciousness. He stressed

"the overriding importance of sim;:le i:\md:_strial ham;l
- = N » I oy W . | ~ o~ ar P ¥e nA
agricultural training, the need Ior »etter SCROOL
sgpervision, the necessity for co-operation between
missions and governments for African education, and the

need to differentiate hcatweenl education for the masses of

PR P |

Africans and their leaders.

s "American Influence on African
Rich, White Power, 18-20; E.H. Berman, L .
Education : &ho Influence of the Phelps-Stokes Commissions®, Comparative
Education Review, Vol. 15, No. 2, June 1971, 139-140.
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5 Shingler, "Education", 200-1; Hunt Davis, *Ch
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10 Berman, "American Influence"”, 135.
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Embedded in these proposals were assumptions about an increase in
State and bureaucratic control and the decrease of mission autonomy
and academic elitism. It is therefore not surprising that Jones
held up Natal as an example of a province attempting to put
adaptationist principles into practice. He criticised major
mission schools in South Africa for providing academic rather than
community oriented vocational education, and for neglecting

—— 2 =1 = - %aa ~rvds erd &-hnno-

industrial training. Lovedale graduates, he wrote, "go out without

a sense of their responsibility to the communities in which they

are to work".!

In what ways did the major mission societies respond to this
intrusion into their territory? They appear to have been
consulted, along with individual school teachers, by the Phelp-
Stokes team.? It is difficult to get a sense of mission opinion
on the ground to the visits of the Phelps Stokes Commission and the
subsequent publication of the Report, Education in South East
Africa in 1922. The South African Outlook’s editor, Hunter of the
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much criticised Lovedale, devoted a great daeal
extolling the virtues of Jones’ educational philosophy and the
importance of the implementation of adapted education model along
the lines of Tuskegee and Hampton." His particular hobby horse
was the development of village industries, which would incorporate
the Tuskegee idea of making "book learning" and practical education
equally important. He did not look beyond the issue of the
content of education, or confront the secular implications of the
parallel to that of Henderson, appears to

leport. Hig concern

> -

1 n. Jesse Jones, Education in Africa: A Study of West South and
the African Education Commission (New York, Phelps~Stokes

guatorial Africa by the Alr ducation Commi

ator
und, 1922), 120.

LA

2 rMa Report 1921-24, 20.

3 gee "The African Education Commission”, sAf,hApx:l 1 192i;
"Dr. Aqgery’s Address”, SAO, May 2 1921; "A Man with a Message :
James g? xzcgyir Aggor§“, sio , July 1 1921; “Native Education in South

Africa. Is it on the Right Lines?", SAO, Sept.1 1922. The book was dealt
with in "Tha Drobhlam of ggtivg nduc;t;gn: and "As Others See Us", SAO, March 1

YW wii Al ALIIW K & Jarswrass ~ S8t

1923.

" ’ " d organiser of Bantu

See Hunter’s plea for a "developer of an ganit a
industries and a bureau of Bantu village industries” in The Outlook", SAO,
Oct. 1 1922. See also “A National Policy"™, SAT, rFeb. 1 1924.
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have been with education as a means for rural reconstruction in the
Eastern Cape. In general, the missions took a while to consider
the implications of the Report and it only came under scrutiny
after the publication of the second Report in 1925.

The mission societies publicly welcomed the formation of Joint
Councils, but at least one of the mission societies, the Transvaal
Missionary Association, noted that a decline in its own meetings
and reports could be ascribed partly to the competition from the

~ T domd Maccm 1 1S msmer wd mmiam adivmvadianm
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to have eagerly joined the Joint Councils and become influential in
them. The American Board Mission, the Methodists and Anglicans
were particularly well represented.'® They were also involved in

positions of leadership in the SA General Missionary Conference.

Some provincial inspectors concerned with African education, many
e Joint Councils. The

most influential of these were Herman Kuschke, who was Chief
ucation in the Free State, and D. McMalcolnm,

Inspector of Native Ed4

Chief Inspector in Natal. By the late 1920s, mission lobbying

around education issues was mainly co-ordinated by J. D. Rheinallt

Jones and Howard Pim who were centrally involved in the Joint

Council movement.

A

Extensive participation in the Joint Councils and in
liberal and mission European-Bantu conferences in 1923 and
the SAGMC’s attitude to African

had important impact on
The Outlook noted that for the

representation and participation.
first time the SAGMC had invited "Native speakers and Native
including a lady™ to its 1925 triennial conference.

iy In 1928 it even went

5 rMA Report 1919-1924, 1.

16 Examples include Rev. James Dexter Taylor and the Bridgemans °i_ir.
ABM, Rev. E. Bottrill of the Methodist Church and Boad of Kilnarbon aed
College. Prominent Anglicans connected wit rican ’ iy
JOin:g:ougziT:nI:cludgd Father Latimer Fuller, founder °fdtg:agh:§c:h2£x;2:lo
Province in South Africa Training College (Grace pieu) .: ther Francis Hill of
High School, the Bishop of Johannesburg, Bishop Kaf¥ay 'H- "0 .o 0%

the Community of the Resurrection, who was on the MR A O e f s n
education, a:xd Father Stephen Carter, Superintendent of Angiican Airican

education on the Reef.
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so far as to invite Clements Kadalie of the ICU to brief the

conference on the ICU’s aims.!

The extent to which Joint Councils can be constituted as having a

____ _"secular" character, beyond the fact that they were not formally

linked to any religious group, is a complex question. Elphick
arques that, on the level of ideology, overtly Christian values
underpinned the Joint Councils and were central to the reason the
churches co-operated with them.' The Outlook was both the
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Joint Councils.!?” Most of the Joint Council members claimed to be
practising Christians, and ranged from Anglicans to Quakers. The
development of science and the claims of "objective experts® who

applied their ideas to both education and segregation policies,
however, caused some ambivalence in relationships between the Joint
Council personnel, whose base was still a missionary society, and
those who were not accountable to such a base. This became much

clearer in the 1930s.

State (NAC) based expert, C. T. Loram, was also an influential

ment f T+ - 1t e md ) MaAavamant and ha_d _s_trgna lin_ks with the
memper Or The JoOolnNnuU LUUIIVL4 FIivVysiiwiis A=

giant Phelps-Stokes and Carnegie Corporation’s funding divisions.
He made use of these contacts to influence the direction of debate
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about State policy among the extra-parliamentary lobby groups,

including Joint Councils and the missions. He was regarded as the

foremost expert on wNative Education" and exponent of "adapted
mainly as a result of his book The Education of the

education",
n in Natal.

South African Native and his reform of African educatio

His place in the liberal mission network from 1920 onwards is a

complex one, for a number of reasons. Firstly, as previously

indicated, in his reform work in Natal he was concerned with

—

Rev. Z.R. Mahabane, D.D.T. Jabavu,

J. W. L. Hofmeyer, "The
Rev. B. 8. and Mrs. Charlotte Maxeke. Rev.
Gen‘-’rgl r-s‘;isgi;g:é, Conference of South Africa® in SAO, March 1 1925; Summary
of the General Missionary Conferences, 96, 117-8.

" They included John Dube,

1 Elphick, "Mission Christianity”, 65.
Y wGeneral Missionary Conference", SAO, Jan 2 1924; Rich, "Ti
of Tuskegee"”, 28S.
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developing a secular, more scientific and efficient basis for
African education, and he was extremely ambivalent about the role
of missions in African education. In this sense, Loram was much
more of a consciously secular force than some other members of the
Joint Council circles. His own religious views were never clear.
While he never denied the importance of ri
stabilising force, his cultivation of the Dutch Reformed Church had
no religious basis; it was part of a definite political strategy.

(See page 77)

It is pertinent, at this point, to consider the views of the major

 missions on the establishment of the NAC and the appointment of
Loram to it. At the SAGMC Fifth General Conference in July 1921,

 Reverend J. Lennard, expressed strong approval
for all aspects of the Native Affairs Act, saying that the NAC

would mean that "the Native people are no longer inarticulate in

the higher councils of our land" and the Councils "may do much to

advance the material welfare of the people". He expressed concern,

however, at the general laevel of "moral and ethical standards"

among the general African population, and hoped that “"higher types
of leaders™ would be developed, particularly through the agency of
Fort Hare.?® The editor of the Outlook was fulsome in his praise
w_ .. new initiating and directing force in
21 Many members of the liberal

for the Act as a
progressive Native Legislation ...".
network were optimistic that education would get the

appointment of Loram and Roberts.

mission
attention it deserved, given the

e NAC, Loram immediately put

n he devoted a substantial

JUppT. NS ~f
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Clearly the most dominant member O
African education under the spotlight whe
portion of the first NAC report to recommendations for the
reorganisation of "Native Education".
should be seen as one of the most importan
Government native policy would be put into practice - "the most
important developing factor® - and that, therefore, it should be

e o e d = hat adnn~adinan
-1 07

He elﬂpndalbed cniat e€qQuca

t ways in which

20 Summary of the General Nissionary Conferences, 82.

21 w1920 - A Retrospect®, SAO, Jan. 2 1921.
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the responsibility of the Central Government. Here, he cited
— African demands for centra i
1 State control. He did not , however,

think African education belonged in the Union Education Department
but in the Native Affairs Department, because it was crucial to the

development of a—cmtraﬁsed—lna&ve—peheyi-zz—ﬂel&'—he—‘@@ at

odds with mission thinking which, while it was divided on UED or
provincial control, opposed NAD control.® In that sense, Loram was
certainly not a straightforward ally of the missions, nor indeed of
other liberals. Differences between his conception of African
education and those of members of the iiberal-mission network
emerged more clearly from 1925 onwards. And yet the network

regarded him as an important ally and contact point with the

other major recommendation in the NAC Report began the

process which Dubow has called "fiscal segregation"; in other
words, that Africans should pay a separate tax from which they
would fund their own development. To motivate for this, Loram made

use of mission and African dissatisfaction with the provinces’
neglect of education and, in particular, the attempt by the

Transvaal Provincial Administration in 1921 to raise extra taxes

from Africans to pay for African education, rather than cut its
spending on White education. He recommended that the power of

direct taxation of Africans should be taken away from the provinces

and that the Central Government should create a new tax on

a and not general revenue, would be used to
jon of African education. This would ensure, he

Affairs Commission for the Year 1921, (UG 15-

2 Report of the Native
Chapter 3, »Native Education®, Section I,

22), (hereafter NAC Report 1921),
para. 6, and Section II, paras. 7-8.

23 i e 1~ amusnnar+d far TED
hapter One. It is interesting how mission SuUpPpPOXT 2% 5T
See Chapt incial Council. Members hostile

cont in the Transvaal Prov

to Aigic:ﬁf:§§:it?;§'§:;t that UED control would be far too liberalising. Mr.
Joubert of the National Party argued that "{1]f the Union Government took
over Native education it might be run along the same lines as ic c?ge; He
would rather see the province retain control so that the Native would b kept
in his place". "The Outlook®, SAO, Sept. 1 1922.
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argued, that African Education would receive more generous

treatment .

The promulgation of the Financial Relations Act of 1922 in some

“““ =1 3 &= P o2 "N

ways reflected the recommenda ions of the NAC; it removed the

power of direct taxation from the provinces and made grants for
extensions based exclusively on African tax contributions.? The

debate in the House of Assembly around the Act in
while the Native Affairs Commission saw separate taxation for
extension of African education as a positive move to rescue it from
provincial miserliness, certain Members of Parliament favoured it,

because it was a way of making sure that Whites would not have to

£u
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fund African development.?

Both the Provincial Finance Commission of 1923 and the Native
Affairs Commission were alsc unhappy with the implications of the
1922 Act, even though it had removed taxation from the Provinces.
In its 1922 report, the Native Affairs Commission deplored the
pegging of expenditure to the 1921-22 1evels and said that, given
the existing backlog in some provinces, any new developments in
education, especially along the lines of agricultural instruction
"and village industries suitable to natives" , would be made almost
impossible. More money nheeded to be raised.” 1In 1923 the amount

iven made no provision for "much needed development"” and

"expansion" and the projected salary scales for teachers could not

%4 wThe funds for native education should come from native sources ...",
NAC Report 1921, 23, Chapter 3, paras. s and 11.

3 phe Act forbade the provinces to levy any direct taxes and laid down

the minimum to be spent by the provinces on education, £340,000, which was the

amount spent in the financial year 1921-22. The Governor General couid make

grants to the provinces over and lbov: this mtném::i.d::w:.::iﬁqttg.: :::;
nterprete

taxation of Africans. The Provinces P o8 b e”extension and

Nnauvaw had &+~ ée more th.n 'p.nd th. minmm’
E Danart nara. 220.

improvement would come from the Union Government. welsh Rsport, para

% Heerden, noted the expanding
South African Party Member, Col. Van ' >
African population in the Transvaal and said it would be f;mggzlible for the
people of the Transvaal to pay for native eéuggfion, and th' ?zaauzg .
compelled them to do 8O, there would be trouble”. Debate on e Financial
Relations Bill in Committee, Cape Times, 4 April 1922.

7 posort of the Native Affairs Commission for the Year 1922, (UG 36-

N AL » wo

23), (hereafter NAC Report 1922), 6.
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be fully implemented.? 1In 1924, grants had been allocated to the
provinces on the understanding that the total amoun

£100,000, particularly for the upgrading of teachers’ salaries.
The Government unilaterally reduced the amount to £60,000.%

In attempting to find the extra funds needed for African education
and development, the NAC recommended that the NAD and Department of
~_Inland Revenue should investigate creating a uniform system of
taxation for Africans throughout the Union. This enquiry was to
with taxation proposals which would provide enough money to

come un
ome up

meet what was already being spent on education; as well as more —

money to extend it.® F. S. Malan told the NAC'’s annual Native

Conference that the Government was COmmitT 1
Africans should fund expansion of education, and th
was needed for this to happen.’

']
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What eventually emerged was the Native Tax and Development Act of

1925. It provided for a Native Development Account or Fund (NDF)
which was administered by the Minister of Native Affairs in
consultation with the NAC. The NDF was earmarked for African
ucation and health. It confirmed the principle
tions Act, that Africans would

Loram pushed the idea of
eang of extending African

laid down in the 1922 Financial Rela
have to fund their own development.

segregated taxation as a positive =m

2 Report of the Native Affairs Commission for the Year 1923, (UG 47-
23), (hereafter NAC Report 1923), 10-11. The NAC'S coneszn about the

inadequate spending on African education was echoed by the Provincial Finances

Commission of 1923. It referred to shortages in the number of schools

available, and to overcrowding in existing schools. Pupil teacher ratios were

unacceptabie and teachers’ salaries were "extremely low". Report of the ~

Provincial Finances Commission (UG 19-23), para. 338. For example, in 1921-22

the Transvaal spent £2677318 on education in general, and £489498 on African
and Expenditure”.

education, 1.8%. "Statements of Provincial Revenue

B Report of the Native Affairs Commission for the Year 1924 (UG 40 -

25), (hereafter NAC Report 1924), paras 23-26.

% Nac Report 1923, paragraphs 67-69.

3 blunt about the reasons
As the conference progressed he became more
for making the extension a:,hfrican responsibility. nThe Government was faced
with falling revenue and had decided that any money requirgd for the expansion
of Native education should come from the natives." Ibid, Minutes of a Native
Conference summoned under Act No. 23 of 1920, and held at te. Raadzaal
Pretoria on the 24th September, 1923 and the following days”.
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development in the face of White apathy. The fact that the money
for it came from Africans alone would mean that Africans would no

Ionger have to pe satisfied with small portions of "White

revenue".*®

Loram was frustrated in his attempts to bring African education
under NAD control. African education remained under provincial
control. Finance Minister Burton’s reason for not changing the
system was related to the fact that such a move might have been
seen as an attack on the provincial system as a whole. A later NAC
report confirmed that the issue of provincial power was a reason

for continued "dual control".¥® To ensure some centralisation in
the NAC set up an annual conference of the NAD, NAC and

el 3~y
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representatives of the provincial departments of Education. These
meetings took place until the early 1930s.*

Loram was obviously very busy in his official capacity as NAC
commissioner in the period 1920-5. He was also central in
activities involving the liberal-mission network over this period
of time. A consideration of his involvement in, and the nature of,

these extra-parliamentary conferences and attempts to lobby the

Government will throw light on the relationships between the

liberals and missions and the Government over issues concerning
African education. In its reports, the NAC spent some time

and the Government’s relationship with the

considering its own
etting up of a

missions, and Loram was intimately involved in the s

32 The money in the fund consisted of:
+ An annual contribution of £354,000 from the consolidated Revenue Fund
provinces in 1921-22). This

(i.e. equal to the amount spent by the
amount was fixed.
*One fifth of the revenue derived from the

Africans.
NAC Report 1%24, Minutes of the Native conference,

General Tax placed on

October 1924, 34.

B committee stage of debate on Financial Relations Bill. Cape Times,

4th April 1922; Report of the Native Affairs commission for fq: Year1'1927-
1931, (uG 26 - 32), (hereafter NAC Report 1927-31), Appendix "C", 9. "It has
been suggested that the main argument in support of this was that the European
section of the State would also demand that European education should be
entirely controlled by the Union Government and the country was not prepared

to take this step.”

M NAC Report 1923, 10-11.
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number of church based, or church linked, interracial conferences
which had education on their agendas. The NAC also consulted with

e Join o to
the annual NAC Native Conference.¥ It is, perhaps, misleading to
he

lump all the NAC commissioners together, or to see what was

essentially Loram’s involvement as NAC involvement. Like the
Scarlet Pimpernel, he was everywhere, wearing whatever hat suited
him at the time.

The NAC Report of 1923 spent some time on the issue of co-operation
with missionary bodies, and said that it regarded "the missionary
effort as part of the administration of Native Affairs", though it
could not lav down any hard and fast rules about the nature of co-

N R AN I P § was S3227

operation. It intended to keep in touch with missionary work by

attending missionary conferences.* 1In particular, the calling of

the first European-Bantu Conference by the Federal Council of the

DRC in 1923, focused attention of NAC members on their relationship

with the missions and other bodies concerned with "native policy",

as well as with "leading natives”.

It is not clear what prompted the Federal Council of the Dutch

Reformed Churches to call the first European-Bantu Conference in
September 1923. As members of the SAGMC, they had shown little
imbaract in +ha broader political issues of the day until that

interest in tns Jro=Css |
time. And yet the Conference nhad an overtly political agenda.

Reverend P. G. Meiring, one of the DRC convenors, was confident

that the meeting would *help in forming public opinion and in the
It seems that it might have

bringing in of wise legislation".37 ;
been called in order to pre-empt the English-speaking Joint

3 uUwA, Records of the Joint Councils of Eurfp;an; Al;n;ohlf;;/cza;/.ﬁo,
(hereafter Joint Council Records), AD 1433, Cj 2. &o&%ail S he
letter to the Secretary of the Johannesburg Joint ti;o squesting the suly
nomination of one African representative for the NAC Na ,

1923,

% NAC Report 1923, 9.

¥ cape Argus, 5 Sept. 1923.
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Councils from calling such a conference.® One of Loram’s guiding
principles was that the DRC was the best extra-parliamentary lobby
group to pressure the Government. Aside from the obvious reason
that the DRC claimed numerous members among leading State
officials, the Reverend Prof. J. Du Plessis, the DRC’s leading
expert on missions and their role, mirrored many of Loram’s views
on the need for differentiated and "adapted" African education.

Early on, Loram made sure he was a moving (and manipula

behind the conference. He was involved in DRC plans for the
Conference long before his colleague in the Joint Council movement,

———Rheinallt Jones, even knew a RC
bout it. It seems that the DRC may

have deliberately ignored Rheinallt Jones, and asked him to be
local secretary of the Conference only at Loram’s request.”

Loram felt that initiatives driven by the Afrikaans churches could
be more effective and urged that he and Rheinallt Jones "work with

our Dutch friends if possible"”.

Loram appears to have orchestrated the whole conference. He

persuaded the DRC to hold the Conference immediately after the

annual NAC Native Conference and to invite the "twenty leading
natives" already in Pretoria to attend the DRC conference. He made
strong suggestions about the composition and proportions of the
church and Joint Council representatives. officially, Loram and

ever wae members were supposed to be wpresent at, but take no

the other NAC membere wel
part in, the proceedings of one oI more days of the session”. 4
he wrote to Rheinallt

Regarding a possible conflict of interest,

Jones:

» UWA, Howard Pim Collection, A gsl, Fa 9/b, »Joint Council ©
Europeans and Natives. Annual Report, 1923".
Loram to Rheinallt Jones,

3, Loram to Rheinallt Jones,
out about the Conference in

¥ 30int Council Records, AD 1433, Cj 3,

2.
16 May 1925, Rheinallt Jones to Loram 26 Hay
5 July 1923. Rheinallt Jones said he had fou

the South African Outlook.
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EL ]

nd

.-l

“ joint Council Rscc 1433 C3 2.1.3, Loram to Rheinallt Jones,
16 May 1923.

4 7pid., Loram to Rheinallt Jones, 20 June 1923.

2 Nac Report 1923, 9.
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"There are still many difficulties in the way, the chief
of which is that I do not know the Government attitude on

this conference. If it is known that I have had a share
n ition will

’
spring from. Help me by your advice and by keeping the
matter dark."*

— The Conference attracted a wide range of people from secular and

missionary organisations. Among the mission groups, the Anglicans
were particularly well represented, including the Bishop of

ParcicCu.ar.y waell TYrepres

Pretoria and the Archbishop of Cape Town. Prominent Joint Council

members included Edgar Brookes, Rheinallt Jones, Howard Pim, Selby

Msimang, Mrs Maxeke and Selope Thema. The last three were among

the "twenty leading natives® imported from the NAC conference.
others included D. D. T. Jabavu, S. M. Molema, John Dube,

Reverend Z. R. Mahabane, M. Pelem, and T. M. Mapikela.

Segregation and its implications regarding land and the urban
but the madministration and content of
The teachings of

areas, were on the agenda,

Native Education" also featured prominently.

Christianity were expected to inform all the debates. The
agree on what was meant by "segregation as

conference was unable to
a fundamental plank of Native policy" and Mahabane’s carefully
round table conference

phrased resolution requesting a round

"representative of the Government, the Churches, the European
community, and the Bantu population to consider and report upon the
question- of the advisability, desirability or feasibility or
otherwise of segregation of the races .."» was typical of the

45
resolutions reached.

P24 A L ik

pers on education, D. D. T. Jabavu and
result of intensive debate in
nly on the issue of how

Two speakers presented pa

Reverend Du Plessis. possibly as a

the NAC Native Conference Jabavu focused mai

4 Joint Council Records, AD 1433, CJ 2.1.3., Loram to Rheinallt Jones,
20 June 1923.
fairs
“ i ap 1433, Ac 1.2., Conference on Native Af
{1 Records, AU <& ’ ) lative ALZd
convened J:; n:h.CO :::.rnl Counci:]. of the Dutch R;io:::d gl;::‘::::;u:;nut-- of
Conference held in the Wesley Hall, President Str ' '

September 27th, 28th and 29th, 1923.

4 1pbid., 9.
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much Africans paid in tax and how 1little African education
benefited. On the issue of content he reflected prevailing wisdom

——(—influenced in part at least by the Phelps-Stokes Report and
Loram) concerning the need for more "utilitarian" education for the

masses, which included training in agriculture, industries, civics

and hygiene. Du Plessis was intrigued by secul

debates at the time, particularly the theory of evolution.*

Clearly drawing on these debates, Du Plessis made a strong plea for
entirely different education which did not cut African students off
"from their own culture", as existing education did not take
account of the African people’s "present stage of development”.
African education should therefore come under NAD control.

A debate, which was not reported in the official minutes of the

conference, was one which blew up specifically over the question of
whether Africans were in a "state of child development" or not.

wWilC LIiIT€L MNidiwaGuo = ===

The Rand Daily Mail, however, gave the argument some prominence.
The issue was raised by Bishop Furse, the Anglican Bishop of
Pretoria. He questioned the implications of cer tain s
claims that Africans were "in a state of child development" and
psychologically inferior, for the Christian view of equality before
God.¥ The intrusion of claims for a need for a more secular and
scientific approach to African education was evident resolutions of
the conference. There was a strong call "for a special place in
the curriculum for biblical and simple doctrinal knowledge, which
should form a subject of examination, for the Conference is of the
opinion that there is no force like religion for raising the
Native".® This resolution was given special prominence by the

Outlook’s report on the conference.¥

DRC Synod and the Theological

4 pu Plessis came into conflict with the
Professor, over his views on

Seminary at Stellenbosch Univerlity, where he was

e blical interpretation. He was expelled
volution and its implications for biblica Dictionary of South

from the University of Stellenbosch for heresy in 1928.
African Biography, Vol I (1968), 264-5.

47 Rand Daily Mail, 28 Sept. 1923.

4 1oint Council Records, AD 1433, Ac 1.2., Minutes of Conference on

Native Affairs, 4. The emphasis is mine.

1923.

-

4 nJjohannesburg Conference”, SAO, December
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Unlike Professor Du Plessis, the English-speaking missions felt
some ambivalence towards "scientific" theories which implied
 african intellectual inferiority and towards anthropology and the
relativism inherent in it. Liberals closely connected with African

with anthropo1ogyT4—3ones—was—iﬂve%ved—ingrunninggBantngstndigngggggggi

courses at the University of the Witwatersrand.®® The missions

i
feit, at Dbest, that such insights might provide tools in
understanding the "Native Mind", but were wary of compromising
their Christian beliefs. At the 1921 General Missionary
Conference, there was a section devoted to "The Technical
Missionary Training in Linguistic and Anthropological Studies".
Here, Professor W. A. Norton argued that "the sciences belong to
God and should be used in his service" and that missionaries should
therefore "make use of specialised training". He noted, however,

that the churches "are far from keen".! In 1924, the oOutlook

reported that UCT anthropologist Radcliffe-Brown had appealed to
missions to add "systematic and scientific study of Native life" to
The outlook was guarded in its response.

...... a1
e

their missionary zea
It noted that "mission work is varied" and "there is ample room and

scope for the simple evangelist as well as the missionary scientist

and for those of many grades in petween".? On the other hand, in

the same year, the Association of European Teachers in Native
Institutions had invited Dr Beach, Professor of Bantu Studies at

UCT, to give a series of lectures at its annual conference.” The
SAGMC conference in 1925 invited D. D. T. Jabavu and Loram to speak

on the matter of "Bantu Psychology and Ethnology in its relation to

the presentation of the Gospel". Here, both Jabavu and Loram
attacked missions for their destructive effect on African customs.

Loram urged them to study their clients nanthropologically".

0 ni~n white Power, Section 3, 54-76. Dubow "Race, civilisation", 80-
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1. Very little has been done to explore denominational responses and
differoryxcel concerning ideas of »culture” and its relationship to Christianity
and education. Kros has begun work on the Berlin Mission in this regard.

5! Summary of the General Missionary Conferences, 92.

2 wrne Outlook®, SAO, Feb. 1 1924.
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Nevertheless, the keynote address of the 1925 SAGMC conference was

concerned with rethinking the nature of the social gospel, with a

Reverend Dexter Taylor argued that "... social reconstructions are

furrows throuah which are turned the life agivina waters of the

——————— eee Wy =20 =82S =S =T == =< (2 84—

Spirit of Christ®. coming from the harsh realities of the
countryside surrounding Lovedale, Dr. J. Henderson’s paper, which
reflected his painstaking work on rural poverty in the Eastern Cape
and its effect on evangelisation, made a poignant defence of the
existing definition of the social gospel!:

"Among Bantu Christians attention is on the hereafter
.... This situation is dishonouring to Jesus Christ, and

i+ 3a hannd un with +tha land cuestion. We missionaries
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are to blame for this emphasis on the future life."*

Henderson’s paper also contained an attack on the 1913 Land Act,
taxation and the colour bar.*® It appears that he worked with the
historian W. M. Macmillan in the area, and that some of his views
would be strengthened by Macmillan’s attack on segregation in
1927.% The churches’ attitude to the emerging science of
anthropology and the meaning and application of the social gospel
was by no means clear in a rapidly changing social, economic and

intellectual milieu.

ntu Conference had appointed a committee to co-

mi a
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hie 1823
operate with the SAGMC and Joint Councils to influence public
opinion, monitor legislation and "bring influence to bear on the

n Dacr

Government to safeguard the rights of the natives". Revere
Mahabane’s attempt to include "Native Associations" as groups with

5 Summary of the General Missionary Conferences, 98, 100, 104-105.

5 - £ the Union of South Africa in
The Economic Life of the Natives o
ion to their Evangelisation. Principal Henderson 22 ;ho SOuEh g:;ican
al Missionary Conference"” and "General Missionary nference”, '
Aug. 1 1925. See also Rich, "The Appeals of Tuskegee”, 183, 287.

56 Rich, "The Appeals of Tuskegee", 289; Dubow, Racial Segregation,
67_8 .
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whom there should be co-operation, was defeated.” In October
1924, the Joint Council movement, coordinated by Rheinallt Jones,

Affairs conference. Compared with the 1923 conference, a wider

range of churches, members of Joint Councils and "Native

organisations", Government officials and academics was invited.®
While the main focus was on the 1923 Urban Areas Act, African
education was an important part of the agenda.¥® At the
conference, mission speakers again made a strong plea for religious
education as central, and the Anglicans, in particular, defended
denominational and academic education. The Anglican Dean of
Johannesburg attacked "adapted" education which, he argued, took no
cognisance of the realities of life. He warned that employment in

the trades was limited because of White working class and employer

opposition as well as prejudice. He also had no time for people
ouaht to be taught the dignity of manual

=g es=

who said that African
labour; he described this as "mere clap trap coming from the lips

of those who know little of the dignity of manual labour

5T uvwa ~i1n+ Oouncil Records, AD 1433, AC 1.2., Minutes of 1923

Uwa, Joint Councl

Cconference, 5. Conference members appeared to be wary of the ANC and its
provincial branches even though individual members were at the conference.
Mission conferences had previously expressed disapproval of the ANC indirectly
by referring to what they regarded as questionable morality among some of its

leaders.

% The major protestant mission groups were there, as well as two
representatives from the Roman catholic Church. Some Africans came as Joint
Council members - I bud M’Belle, T. B. Mathabathe (also of the Transvaal
African Teachers Association), Rev. A.M' Timkulu, John Dube, Rev. M. Maxeke.
The NAC members attended, as did the Secretary of Native Affairs, and location
superintendents. Profsssor Macmillan presented a paper on Eho Lgnd fft;,,fhe
ANC was allotted nine representatives. UWA, Joint Council Records, AU 1%33,
Ac 3.2, Agenda and Delegates; »Johannesburg Conference on Native Affaire",

SAO, Dec. 1 1924.

% phe issue of the status and role of educated Africans had come under

the spotlight when the Native Urban Areas Bill was debated. The question what
level of education should entitle an African to exemption from registration
raised the issue of to what extent the State should differentiate between

that
Africans or try for a "uniform” policy. Smuts objoctod"to suggestions
Africans who had reached "the sixth or seventh atandard” should be granted

exemption, because he said that too many Africans would begin to qualify in
the not too distant future. He wanted to "keep 2 watchful eye on the
population as a whole". He agreed to exempt certain categories of People :
ministers, headmen, teachers and interpreters, for example. Cape Times, 8 May

1923.
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themselves".®® The outlook, however, was not overly impressed by
this accusing Dean Palmer of "not presenting much fresh

14
thinking®".%
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he 1924 Conference took place against the backdrop of

»
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political change: the victory of the Hertzog-Creswell Pact in the
May 1924 general election. This shift was to have serious

consequences for African education.

PART 2: "RETRIBALISATION" AND AFRICAN EDUCATION POLICY

1925-1930

By 1925 the Pact Government was beginning to make clear its

from Dubow sums up what he sees as the differences between the
approaches of the Smuts and Hertzog Governments, and the effect of
the changing concept of segregation of the NAC.

"During the 1920s the fluid and implicitly
incorporationist brand of segregation proposed b‘y’.Sh‘ﬁ:its
gave way to a sterner and more exclusionist
interpretation in the hands of Hertzog.

Administratively, this was evidenced in the demise of the

1920 Native Affairs Act with its provisions for the
extension of local councils, the establishment of an
annual native conference and the creation of the NAC...

Moreover, the 1927 Native Administration Act consolidated

anA mamdmalicad +ha anthoritv of the NAD. entrenched the
Al Celitralidtu wviii® Quviiva vy Y= = AL,

principle of Government by executive proclamation, and
actively embraced the strategy of

'retribalisation’."®

The Native Tax and Development Act of 1925 emerged after the Pact
Government came to power. Although it drew on principles
established before 1924 and was constructed by bodies created
before 1924, it acquired a Pact flavour. Hertzog had made much of
his commitment to a firmer, more directed "native policy", and the

60 UWA, Joint Council Records, AD 1433, Ac 3.3.19., "Native Education”,

Address by Very Reverend Dean Palmer.

8! wJohannesburg Conference on Native Affairs", SAO, Dec. 1. 1924.
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%2 pubow, Racial Segregation, 126. Thé smphasi

83



uniformity” in "native policy". This is evident in the debates
nd it in 1

(S

ament. Dur

e

aroun

ng the debate on the Tax and

¢ g
)
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Development Bill, members again criticised existing mission
education as being inappropriate, particularly secondary education.

Hert 209 assured members that the NDF money would not be spent

"merely upon ordinary book learning" but that the funds would be
utilized for "agricultural, industrial and irrigation development®.
Africans would be "taught to make better use of [their] land".%
Col. H. P. Creswell, the Minister of Labour, addressed the Pretoria
Native Conference on the issue in 1924. Here, he defended the
Colour Bar policy by referring to the aims of the NDF. He pointed
to the fact that "large sums of money for agricultural education
and instructors" were going to come from the new tax system. This
would ensure that African workers did not come to the urban areas
to compete with White workers.®* The Native Development Fund,

adsrmad nAatr ~lTaariu

including its input into education, was now clearly seen
vehicle for the development of the reserves, which process would,
in turn, stem the flow of people to the cities and direct the
educated elite away from assimilationist ambitions. This was the
first step in, what Dubow has called, the "retribalisation" aspect

of the Pact’s segregation policy.

~Y-%¢) ae a
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It is clear that NAC members developed an education policy which
dovetailed with these ideas. When the NAC was given the task of

administering the NDF, it decided on some "lines of policy" for

African education. These lines of policy were the product of the

annual Native Affairs Commission conferences with the heads of

provincial education departments and the NAD. They have the
distinct imprint of Loram’s ideas and of those of the Phelps-Stokes
Commissions. In sum, the NAC aimed to extend primary education and
limit and rationalise secondary education. All syllabi at all
levels were to have a "practical" bias, and v]imited" post primary
education would concentrate on teacher training, vocational

training, agricultural (men) and domestic (women) training, with

8 House of Assembly Debates, (hereafter Hansard), 9 July 1925, Col.
578S.

6 Nac Report 1924, 57.



some provision for preparation for entrance to Fort Hare. It also

aimed to improve and make teachers salaries uniform.%

However, the seeds of dissent between the NAC and Hertzog were
. One of their causes was the Pact Government'’s

reegen

already p it

commitment to the Colour Bar, and the passing of the Minesand—
Works Amendment Act in 1926. Both Loram and Roberts opposed it.%
Loram and Roberts were also increasingly uneasy about Hertzog’s
attack on the Cape franchise embodied in his four “Native Bills" in
1926.5 The NAC’s national tour to sell the idea of replacing the
franchise with a Union Council of Natives to Africans had revealed
the extent of African opposition and this, coupled with their close
contacts with the Joint Councils, made them reluctant to support
the Bills as they stood. The NAC urged the Government not to be
rigid in this, but to consider alternatives which did not tamper

e franchise itself.%

P
with the C

In direct opposition to the incorporationist principles implicit in
the Native Administration Bill

wnnade
yub

the cape franchise, Hertzog
before Parliament in April 1927. Dubow argues that it "embraced
a comprehensive strategy of ’retribalisation’®, and "marks a
decisive moment in the State’s attempts to reconstitute and embalm
tribal authority". The NAD, through the Governor General, was to

be "Supreme Chief of all natives"” outside the cape.® 1In this

65 Report of the Native Economic Commission (UG 22-32)

’
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Holloway Report), para 597; H. Rogers, Native A ministratioi
South Africa, (Johannesburg, 1933), 257.

(hereafter the

<
Pt &

6 pubow, Racial Segregation, 109.

87 1n July 1926 Hertzog, &8s holder of the portfolio of Native Affairs,

tabled four Bills : a Native Land Act Amendment Bill, a Representation of

Natives in Parliament Bill and a Union Council Native Bill. The latter aimed
he Cape, and set up a

to remove African voters from the common roll in t
Council of fifty Africans, of whom thirty-five would be alected countrywide.
The fourth Bill concerned the listing of "Coloureds” on a separate roll, but
with a view to their being represented in pParliament by Whites. T.R.H.

Davenport, South Africa, A Modern History (Third Edition), (Johannesburg,
1987), 292.

******

68 Report of the Native Affairs Commission for the Year 1926 (UG 17-27),
(hereafter NAC Report 1926), 44-6.

& Dubow, Racial Segregation, $7, 115.
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reassertion of the power of the NAD, the NAC had little place.
Indeed, in support of the Bill, George Heaton Nicholls launched a

WwitwiAnld~n atda~ls Am ha MASD and
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The NAC as
an institution came in for abuse as a body which undermined "the
tribal system more than any other institution we have". Nicholls

attributed this to the presence of "the two school masters on this

Native Affairs Commission" who "seem to be intent on building up,
with the aid of their o0ld scholars, a politically conscious class

~ _which is entirely out of touch with the tribal natives". The
Government had neglected to educate the chiefs, while encouraging
the education of "commoners", who became "articulate native
politicians®™. He attacked mission schools, particularly in the
Cape, for encouraging the "breaking down of tribal restraints" and

a ugeless educated elite with

inappropriate aspirations towards democratic participation in
politics and integration in White society.”

Other indications that the NAC was waning in influence were that no
Native Conferences took place between 1927 and 1930, and the Native
Affairs Commission made only one report for the years 1927-31. 1In
1928, the Director of the TED, H. S. Scott, commented on the lack

n Heaton Nicholls was SAP Member of Parliament tqr ZQIuland‘f{pm 1920.
He became the foremost exponent of "trusteeship®™, a notion integrali to
Hertzgg'l concept of l.qrggation. Dubow defines trusteeship as the idea that
"Africans were the wards of their white ‘trustees’ under whose benevolent

guidance they would be encouraged to develop autonomously”. He was a

vociferous opponent of the franchise and even opposed the Unign_gouncil Native

Bill. He dominated the Joint Select Committee on the Native Bills between
1930 and 1935, and was appointed to the NAC in 1935. Dubow, Racial
Segregation, 1, 131, 145-6.

an i= a product of Lovedale. The native chief is
' we, when we take the native into our
him up with preconceived ideas
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a product of our own neglect .....h:w c.:ill
schools, destroy every tradition and we _
which d‘ltroyl every natural aspiration that might be of service to his race?

but what use are they to the rising Bantu
Tacesr '"%3592‘.duc.t‘d ittt 201:. 2027-8, Col. 2925. Nicholls was

_______ AB Remaal 1 1927
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lupport‘d by H.L: Malan, who called for appropriate education to .dugato t?o
native along the right lines”, because "a wrong education is a qroas ;gg:r .
He accused some mission schools of "doing an amazing amount of harm". id,

Cols, 2966-7.
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of influence of the NAC on the Government.”?” Both Loram and
Roberts were. becoming increasingly disillusioned with the NAC.”

i
1920s is important for an understanding of the dynamics of missi

Miprwa WRiae Ve Ka2

relations with the State and the Joint Councils. Driven by the
lack of impact he was having in the NAC, Loram increasingly
involved himself in extra-parliiamentary attempts to influence
policy, and to control the direction of extra-parliamentary
lobbying. This process culminated in the establishment of the
South African Institute of Race Relations in 1929.* He also

became involved in international and local mission conferences.

The International Missionary Conference gatherings were an
important influence on the South African missionary associations
1910. In 1926, there was a huge gathering

of missions from around the world at Le Zoute in Belgium. All the
delegates faced the question of Church-State relations, and the

from +ha
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social gospel in times of social change. One of the main ques
asked was "What should be the relations between the organised
activities of the Christian Church and those other powerful forces,
political, economic and cultural, that are making their impact on
the life of the African peoples ee..".” Loram managed to be the

-
L

prime mover in the section on education.

laced Thomas Jesse Jones’ "four essentials" at the centre of
about the content of African education. Some conference
members felt, however, that the "four essentials" underplayed the

N
o]
2,
o
8
c

importance of religious education. The resolutions of the
conference recommended that “religicus teaching and moral

instruction should enjoy equal standing with secular subjects"

T ywA, SAIRR/1, AD 843, B 65.4, H.S. Scott to Pim,1 Feb. 1928.

Bpubow, Racial Segregation, 109-110; Rich, White Power, 28.

™ Rich, White Power, 28.

TSwInternational Conference on the Christian Mission Conference in
Africa. Le Zoute, Belgium. Sept. 14 to 21, 1926", SAO, March 1 1926.
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because "religion colours the whole curriculum". They emphasised
that African education should remain a joint partnership between

’ i i i [
of the central influence of Christianity. They stressed the

o me e o 2 A ders = PEY P ek d mle e o -t o

q e e o V- - mamer Ydom o ) 28 P -y, | o A e
dmportallv IOliEe Ul AUVILIDULY DUAGLUD Wwilivll 1ropleosTiiveu m.Lan.GuaJ.j

opinion. By implication, the conference also rejected fiscal
segregation, a cornerstone of Loram’s policy, by stating that: "the
best policy is to regard the general revenue of the country as the
main source for educational grants and expenditure ...".”

A Transvaal Missionary Association Conference called in October
1927 to respond to the Le Zoute conference, showed that missions in
the Transvaal hardly considered the "four essentials". Rather,
they honed in on the inadequacies of the funding system, based on
the NDF , and asserted the need for religious education and mission

fact that

oram was one of
A2 ¥ Al T - - -

control. This occurred in spite of the

the initiators of the Transvaal conference. Loram had recommended
that the TMA should invite "inspectors, supervisors, mission
superintendants and the best of the Native teachers®.” A list of
delegates is not available but the Director of Education in the
Transvaal, Scott, and inspectors of the schools did attend.
Loram’s designation at the conference was not clear.”

Reverend A. Kidwell’s paper on missionary control reflected a
reassertion of missionary rights to control a large part of African

education. He argued that the missionaries were strategically
ds of peace and harmony" for the next

important in Su%ing
two decades. Anglican speakers, Fathers Carter and Winter, were

mainly concerned with immediate circumstances and acerbic in their

N owing "the saa
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comments. They did not seem to be particularly

1
with the Le Zoute issues of content. Carter’s paper concentrated

7 g.Ww. Smith, The Christian Mission in Africa : A Study based on the
work of the International Conference at Le Zoute, Bolgium,"(Now York, 1926),
Chapter 7; "The Conference Recommendations and Rosolutiong , SAO, Nov. 1 1926.

7 uwA, SAIRR/1, AD843, B 65.4.1., Loram to Rheinallt Jones, 24 May
1927.

™ ywA, SAIRR/143, B 37.10.1., Transvaal Missionary Rssociation : Notice
of a Conference on Native Bducation, 19th October 1%z7/.
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on the finance of African education in the Transvaal, and painted
a gloomy picture of 1large numbers of unregistered schools

Transvaal by the NAC.”

By the end of 1927, the limitations of fiscal segregation were
becoming clear, as there was a huge increase in the numbers of
African children wishing to attend school. All the provinces,
except the OFS, experienced a major influx of children in the late
1920s. The Transvaal showed the most spectacular growth in
numbers, from 29,500 in 1920 to 40,000 in 1925 and 73,000 in 1930.
Figure 7 in Appendix A shows that the actual number of African
children at school rose from 10% in 1925 to 16.4% in 1931, though
this was still below the Union average.¥ The Welsh Report of
1936, remarked that, even during the first four years of the NDF'’s
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existence, when income exceeded expenditure, estimates o
fell far short of what came in. It acknowledged that the Fund had
made possible a huge increase in enrolment after 1925, but
questioned the resulting quality of the education provided in
existing and new schools during the period before 1930, when
expenditure began to overtake income. Many new schools were unable
to get grants-in-aid because of this shortfall.®

0
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The missions’ critique of the financial aspects embodied in "fiscal
segregation” and assertion of their own agendas in education, were
probably bolstered by the influence of the 1927 European-Bantu

£ o L e 2 e Mitlamir mawle 1097 as 2 kev veary in which prominent
Conference. Dubow marks 1927 as a Key Year 1n whl D

liberals such as Pim, Rheinallt Jones and Brookes broke with
Hertzog over his conception of segretation. Important in this wvas
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the European-Bantu Conference (called this time b

® UwWA, SAIRR/1, AD 843, B 37.10.1 Transvaal Missionary Association

Conference on Native Education, October 1927; B 70.1.1., Pamphnlet entitled
"The Pinance of Native Education in the Transvaal, A Paper to be read by
Rev. §. Carter at the Transvaal Missionary Association Conference, October

19th, 1927".

% Malherbe, "Native Education”, 605; Report of the Native Affairs
Commission for the Years 1932-1933, (UG 3 - 34), (hereafter NAC Report 1932~

3), Appendix "B", 16.
$i welsh Report, para. 246.
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January of that year. The conference was called to respond to the
Hertzog Bills and the Native Affairs Administration Act. It is
significant that even here Loram’s influence seemed to have
declined. Loram was left out of the plans for the conference and
was very upset to learn that the Anglican church had been talking
to the DRC about setting up such a meeting, without consulting the
other mission bodies. "It will throw the Wesleyans and other

churches into opposition straight away", he wrote to Rheinallt
; i isti ced".

Whether he was genuinely concerned about a united front or the
decline of his own influence is not clear.® At the conference,

Macmillan’s attack on Hertzog’s plans and lucid argument that "the
essential interdependence of Black and White rendered segregation
impossible®, had a profound influence on many liberals and
missions, with the apparent exception of Loram. Indeed,
Henderson’s surveys of agriculture in the Ciskei were invaluable to

Macmillan in bolstering his argument.®

In December 1927, the executive of the SA General Missionary
Conference agreed that Henderson, who was then Chairman of the
Ciskei Missionary cCouncil, should head up a national campaign
regarding the finance of African education. In fact, the campaign

was about far more than the lack of funding. There was growing

dissatisfaction with NAC attempts to dictate education policy
1927

arwnen e = A 2

through its control of the NDF allocation of funds.
the NAC threatened to cut grants to Cape post-primary training
schools and secondary schools. This was part of NAC attempts to
enforce some uniformity in spending on Native education across the
provinces, to limit secondary education and to channel more funds
into primary education. Loram was clearly attempting to extend
what he had done in Natal, and to implement the ideas developed in
1925. He wanted to amalgamate certain kinds of schools, increase
ers of African teachers and supervisors, and decrease the

Trn lateo
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82 yywa Joint Council Records, AD 1433, Cj.2.1.6., Loram to Rheinallt
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Jones, 22 Sept. 1926.

8 pubow, Racial Segregation, 48-50, 67~-8. Dubow also cites the impact
of African opinion in the Joint Councils on the liberals.
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number of White teachers and the number of inspectors in the
Cape.* Since African teachers were paid a great deal less than

’

response, Henderson advocated a "thoroughly strong and
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Native Affairs.¥ A very heated meeting followed in January 1928
between the NAC and the Association of Heads of Native
Institutions. The meeting was ostensibly about the proposed cuts
in grants, but it inevitably addressed the wider implications of
the NAC’s policy. At the meeting Loram accused the Cape of being
extravagent, particularly in its salaries to White teachers who
were concentrated in post-primary training institutions and
secondary schools.

The NAC met with strong opposition from the Heads. Most mission
h
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amalgamated schools would lead to the dilution of religious

instruction. The majority of White teachers were employed at post
primary schools and mission opposition to increasing African staff
was related to their attempts to control the education of elites
emerging from post primary schooling. The Heads were also afraid
that attempts to get national uniformity would be at the expense of
the Cape, particularly in the area of post primary education. The

“ UWA, SAIRR/1, ad 843, b 65.4., Henderson to Pim, 16 Dec. 1927.

¢ The NAC's proposed salary scales for teachers in 1528 dsmonstratad
the differences in race and gender:

African
Men Women Men Women

£ € £ £
Degree with
professional training 285 200 175 120
Matric with lower
professicnal training 195 175 136 90
Buropean Primary Lower
or Native Higher Primary 150 130 100 72

1 titled

1
es for Teachers™.
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Commission. Proposed
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% uywa, SAIRR/1, AD 843, B 65.4., Ciskei Missionary Council Circular,
16 Dec. 1927.
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NAC’s role in allocating funds without being responsible to anyone

ct

, done, was also criticised.”

[
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The Heads agreed on a March deputation to the Minister of Native

Affairs to represent "the whole union®. They intended to protest

about "the cutting off of native finance from principles governing
white and coloured education finance" and to ask for more of the
general tax money to be paid into the NDF.® Loram attempted to do
some fire fighting. He tried to persuade the organisers not to
attack the system of finance in its entirety but to ask that the
whole of the General Tax be paid into the NDF.¥ He also tried to
muscle in on Pim’s campaign around the issue of finance for the
Transvaal. This campaign originated from the 1927 TMA conference
and Pim’s contact with Henderson, Kerr and W. G. Bennie, Chief
Inspector of Native Education in the cape.”

Pim met with TMA, Johannesburg Joint Council and Transvaal African
Teachers Association members and obtained their approval for a
combined deputation with the CMC. The Ciskeian Missionary Councilil,
mandated by the SAGMC, then began organising the deputation in
earnest, between February and May 1928. As part of this, the CMC
prepared a substantial memorandum on the finance of African
which argued that it was difficult to justify "the

education,
differential method of financing African education" since:
"( S.Juch a system deprives the poorest class of the

community of any share in the progressive well being of
the country to which, with the other classes of the
community, it may be held, by labour and 1in other ways
very substantially to contribute."
It recommended that African education be financed on a per caput
basis (i.e. an amount based on the number of children ac

school), but that if this was not practicable, the amoun
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¥ uwA, SAIRR/1, AD 843, B 65.4, Notes of a Meeting of Heads of Native
Institutions with the Native Affairs Commission, 19th of January 1928, at East
London.

8 1pid.

% uwa, SAIRR/1, AD 843, B 64.4., Kerr to Pim, 23 Jan. 1928.

% 7pijd, Loram to Pim, 23 Jan. 1928.
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the NDF should be increased.” The Outlook was extremely
supportive and reproduced the memorandum in full.” An end to
fiscal segregation and per caput finance became the basis of
mission demands until 194s5.

In August the SAGMC was ready to request an interview with the

Minister of Finance and the Prime Minister, but the request was

flatly rejected. The Secretary of Native Affairs,
. . 7 i i "

purpose would be served by the interview". The existing meeting

between the head f education in the provinces and the NAC was

enough to inform the Government of education requirements and no
money was available from the treasury to increase the Union

subsidy.®

All the groups associated with the campaign were taken aback at
Hertzog’s response. The CMC and SAGMC decided to hold a meeting in
Johannesburg in October 1928 to discuss what should happen next and
to "consolidate mission opinion in the four provinces". In
addition to the representatives nominated for the abortive
deputation, the Conference invited Education Advisory Board

members. The NAC members, however, including Loram, were
conspicuously absent.® The conference was chaired by Bishop
Karney, President of the SAGMC, and Rheinallt Jones. The debates

. N R Py a4 e

during the conference revealed deep dissatisfaction wi
It was described as the dictatorship of a body of three,
particularly in its control and allocation of funds. The existing
policy, which linked African education to the general tax, was
described as "morally wrong, inexpedient and unwise". A budget
should be drawn up on a per caput basis after each province had

21 th +ha NAQD
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9 UWA, SAIRR/1, AD 843, B 70. 1.1., Memorandum entitled "Finance of
Native Education®.

2 aphe Outlook" SAO, Dec. 1 1927 and Feb. 1 1928.

% uwa, SAIRR/1, AD 843, B 65.4., Secretary of Native Affairs, Herbst,

Snamanesy -2 =

to Rheinallt Jonas, 18 Aug. 1928.

™ UWA, SAIRR/1, AD 843, B 70.1.2., "Missionary Conference on the
Finance of African Bducation".

93



been carefully surveyed, though the Cape was wary of any attempts
to push iformity at the expense of its standard of

education.” The Cape’s fears were reflected ina resolution which

described proposals to unite educational administrations under the

Union Government as "premature®. Noneth s, the Cape missions
96
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oard of Education.’
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approved the idea of a Union Advisor

-

Such a Board was clearly seen as a means of countering the control

and influence of the NAC, and support for the establishment of a

Union Advisory Board grew in mission and liberal circles from 1928

onwards. Opposition to NAC attempts to control African education

was also clear in the conference resolution which asserted that:
wThe content and direction of Native Education in the

several provinces shall remain the responsibility of the
Departments of Education in these Provinces, acting in

consultation with the Provincial Advisory Boards"

In a statement which flew in the face of the Loram/*adaptati‘ﬁii»
approach on aim and content, the Conference resolved that:

"In Native, as in all other education of whatever race,
adaptation to local and community needs is required, but
since all education is essentially one, and since the
present practice of Native Education has grown out of the
application of world wide educational science and, under
Christian influences, out of jocal experience tested by
time, it maintains that no radical change of educational

policy is called for."”

The Conference resolutions stated a commitment to the employment of

White teachers and emphasised the need for "an effective

combination of Native and non Native forces".”® A committee was

% 1pid, B 65.4., Rheinallt Jones’ personal notes on the 1928
Conference.

% 1pid, B 70.1.2., »Raegolutions passed at Conference at Johannesburg

(2nd to 3rd October, 1928), convened under the auspices of the General

Missionary Confersnce on the Finance of Native RBducation”. See also B 65. 4.,
fSawmir "rhe

Henderson to Rheinallt Jones, 3 sept. 1928. Henderson was not in favour "tihe
overhauling of Native Education generally" as it would lower the standard of
education in the Cape: "The forces operating in Native Education on the
official side do not want Native Education to be of the same standard as

European education.”
97 ypid, B 70.1.2., "Resolutions passed at Conference at Johannesburg”.
The emphasis is mine.

% 1pid.
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elected to forward the resolutions to the NAC, "with a view to

nrnsentlpn them to the Mi
hd L} & AV A8 \-v -dd &

The NAC received the SAGMC delegation in November 1928. Its
members appeared to be less on the offensive than they had been at
the Heads of Native Institutions’ meeting. They agreed to the

Conference’s resolution that there was no need to "review the

content and aim of Native education”. They stalled on the issue of

finance; they agreed that the existing system of funding was
inadequate and could not be supplemented by further taxation. They

formula for assessing African educational needs and to use the per
of staffing the NAC seemed committed to
cost cutting by increasing the numbers of African teachers at a
post primary level, saying that there were enough qualified African

teachers.

The NAC advised the delegation not to send the resolutions to the
Minister of Native Affairs until after the 1929 election, and
promised to make a report of the interview to the Minister.!® as
a member of the deputation, Henderson was not sure that the
deputation achieved much at all, but hoped that the NAC had been
impressed by the united front presented, and the strong convictions

of the people the depu 1
CONCLUSION

After the bitterly fought "Swart Gevaar" election of 1929, both
Loram and Roberts indicated that they were going to resign from the
NAC. Dubow observes that "it was the first occasion since Union
that the ’‘native question’ emerged as the foremost issue during a

national poll". Loram told Malherbe that the NAC was no longer of

¥ 1bid.
100 o1 2.3 semvocmme L AF Manara 1 Miamisnarv Confaerence Interview with the
J-D].u, "REpPOIXT O USNGIas fieeliLiiss Y Q

Native Affairs Commission”.

0l ywa, Pim Papers, A 881, Be 79, Henderson to Pim, 30 Nov. 1928
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any use once Hertzog had made "the Native Question .... a matter of
politics".!® . His perceived role as objective expert was over. He
was given a post as Superintendent of Education in the Natal, which
he abandoned in favour of a professorship at Yale University, after
it became clear that he would not be allowed to serve on the 1930

Natives Economic Commission.

While he served on the NAC, Loram represented the intrusion of
secular forces, both in and—autside—the—centralgstaLekggggggggggggggi
mission dominated arena of African education. It is clear,

however, that historians of education have neglected to note that

-

he was not particularly successful in carrying out his ideas about— — —
"adapted" primary mass education supported by a special tax. There
are a number of reasons for this. He was hamstrung by the limits
of his own system of fiscal segregation and by the changing
conception of segregation policy which marginalised the NAC.
Equally worthy of note is the missions’ strong opposition, both to
Loram’s attempts as a central State official to control African

education and to Loram’s secular ideas, which underpinned these

NAM WIS wawan (-2 84

attempts to control African education.

12 pubow, Racial Segragation, 142; KCA, Malherbe Papers, KCM 57030, File
619/1(70), CT Loram Circular Letter 30 July 1931.
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CHAPTER THREE
— SEGREGATION, SCIENCE AND COMMISSIONS OF
ENQUIRY: EDUCATION AND THE PLACE OF
"THE NATIVES" IN SOCIETY
1930-1934

INTRODUCTION

ones, V 1C

In September 1932, Reverend T. M. J
t "[(t]his country seems to revel

Dieu Training College, remarked tha
in Commissions".! Adam Ashforth, in his work on the politics of

.. at critical junctures in the formation of the South

African State the so-called "Native Question” has come to
the fore in political debate. During these periods, when
new alignments in the structures of power, new
understandings of the place of the "Natives" within the

political economy had to be devised .... At these times
the main institutions to which political

.... One of

leaders turned was the commission of enquiry."®

The period under consideration is one where economic pressures

undermined existing political alignments and led to the formation

of the Fusion Government and United party, which paved the way for
the passing of the 1936 Land and Native Representation Acts. 1In

this context, between 1930 and 1935, three State initiated

commissions were set up, all of which had a direct bearing on

the 1932 Natives Economic Commission, the 1933

African education:
erdepartmental

Provincial Finance Commission and the 1935-6 Int

Committee into Native Education (Welsh Committee) . As the latter

pointed out, " irataver aim is formulated {for African
’ T RO 3 LICA WP Vv e .

education] it will of necessit by implication, the

in the political and

position which the Native has to occupy

y involve,

' UWA, SAIRR/1, B 37.15.2., RevV.
27 Sept. 1932.

c.M.Jones to Bishop S. Woodfield,

wie af Official Discourse in Twentieth Century

2
2 . Ashforth, The Politics of O-% -
South Africa (Clar.;don Press, Oxford 1990), 2.
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economic structure of South African society".,? 1In addition, there
was a significant privately funded commission which had an indirect

. . . ’

Bureau for Educational and Social Research, was involved in the

aAdrmadrisamal amman~ e AFfF ha

1
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investigation of the "Poor White" problem.

In considering the 1932 Natives Economic Commission Report and the
1933 Provincial Finance Commission Report, this chapter will
continue with the theme of the impact of secularisation and
segregation policy on missions and liberals involved in African
education. It will dembnstrate links between these commissions and
wider debate about science and African education, which took place
at the 1934 New Education Fellowship Conference. This chapter is
a prelude to the consideration of the Report of 1935-6 Welsh

[ o P S o Ry g Sy S ) 9P -~ X
Committee. The Welsh Report was, in many senses, the last

statement of the Christian Victorian liberal perspective on African
education, in the face of the secular influences of experts in
science and anthropology and hardening segregation policies.

This chapter will argue that when "“expert scientific opinion" was
brought to bear on the question of African education, the missions
asserted the primacy of religious education, in which were embedded
mid-Victorian classical liberal ideas about gradual assimilation,
and a Eommitment to the franchise which was under threat at this

time.’ The cultural relativism and emphasis on group identity of
» offended the more prominent English-speaking mission

ammanm Y e
va *W, UL&“II‘U“ CiiS Mwa W pra 2% P A2 2]

personnel. They saw Christianity’s value system as providing a
firm moral basis for, and control of, African society in transition

= 4 =
o

and education had to be underpinned by this. Their objections
scientific intervention based on anthropological ideas, however,
also lay in an understanding that these ideas were being

3 welsh Report, para. 455.

4 pleisch, "Social Scientists"”, 5; E.G. Malherbe, Never a Dull Moment
(Cape Town, 1981), Chapter 11.

5 For a full discussion of these ideas see Dubow, "Race, civilisation”,
79-80.
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appropriated by hardline segregationists, as was demonstrated by

the Report of the Natives E n. Hence, they were

wary of Rheinallt Jones’ obsession with anthropology and culture
contact at the New Education Fellowship conference. In this, they
had support from liberal Joint Council members in the inspectorate,

particularly, but not only, in the Cape.

PART 1 : EXIT LORAM

Africa in 1530 gave Rheinallt
attempt to dominate debates about African education. Loram’s
departure is also indicative of the decline in the influence and
independence of the NAC as an expert advisory and mediating bedy,
and its concomitant transformation into a vehicle for the
"trusteeship" ideoclogy that underpinned the Hertzog Bills. By
1930, the NAC was no longer a centralising force and lobbying point
for African education. In spite of the fact that there had been
conflict and tension between the missions in the SAGMC and in the
Association of Heads of Native Institutions, and the NAC, the

presence of Loram and Roberts was seen as vital to the interests of

ucation. The resignation of Loram and his subsequent

African e

exclusion from serving on the Natives Economic Commission, was seen
; 3

by many educationists as a blow to African education.

PR YR R Ve ~
(¢ 9

Increasingly, the NAC was perceived as either apathecic

potentially hostile to African educational and other interests.
The South African oOutlook of February 1930 summed up this
impression when it commented on the proposed retirements of Loram

and Roberts:

"rtheir retirement] deepens the apprehension with wh}gy
so many patriotic South Africans are watchlng the
development of the Nationalist Government’s native
policy. We cannot doubt that in the present troublous
times, the continuance of their services could have been

mdemmd J4-M

secured if only the Cabinet had genuinely desired it@.

2
a

It went on to say that the newly appointed Commissioners were:

6 xcA, Malherbe Papers, KCM 57030, File 619/1 (;0),t:-7& toiam Circular
Letter 30 July 1931. " I was bitterly disappointed when the ata
Adminiltratioz would not allow me to serve on that Commission. See al;oncu
56986, File 620/2, Brookes, "A Neglected Figure". Brookes argues that E.G.

Jansen cynically removed Loram to Natal to neutralise him.
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"not associated with an area in which Natives live in
other than servile conditions and where the ’Native
Problem’ is not mainly that of securing an abundance of
cheap labour for white employers".’

As it turned out, Roberts remained on the NAC until early 1935, and
served on the NEC, for which he made a significant minority report.

In the context of the lrought, it seemed that

sreat Depression and

aa ~ s g

the resignation of Loram could not have co
time for African education. The Depression and the drought had

s Tada 1070 anrnd a
A

devastating effect on African education. By late 15295 and

1930, the total expenditure on African development began to exceed
the revenue of the NDF, and by 1933 the NAC declared the Native
Development Fund to be bankrupt.® The consequences of making
African education dependent on a group least able to pay and in a
time of severe Depression, were becoming very clear.

That African education would suffer after Loram’s resignation
ppeared to be confirmed by the statements of the first full-time
Minister of Native Affairs, E. G. Jansen. In late 1930 and early

1931, Jansen eventually made some statements about the financial

crisis. He was firmly committed to the principle of fiscal

segregation and regarded this as a viable means of supplying money
for the NDF. He made it clear that he would not allow general
revenue to be used to fund African development, as this would mean
that Whites would be funding African development.’ This was a
particularly persuasive argument in the context of the Depression
and concern about the "Poor White" problem. Jansen went so far as
to state that there would be no increases in the amount of money
given to the provinces for mainstrean education, because money was

9 21

needed for separate agricultural education and developnment.

7 srhe Native Affairs Commission®", SAO, Feb. 1 1930.

' welsh Report, para. 250.

9 wI would like to ask the Hon. member if he would be prepared in his
constituency or in the Transvaal to advocate the taxation of Europeans for

1 provision to be
native education .... Those Hon. members who wish additiona i
made must face the position that it would mean additional taxation." Hansard,

12 March 1931, Cols 1513-5.
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"If we are going to meet the desire of the natives for
being in their own areas it will be necessary for us to
provide them on the one hand with more land and, on the
other hand, we shall have to see that they make better
use of the land which they have ....I want to point out
to the Hon. members that the financing of that side of
our policy [agricultural education and development] in
regard to the natives has also to come out of the Native

Development Account, and it 1is for that reason, because
we feel there should be more development in that
direction .... we have told the provinces that in future
we cannpt make greater provision for them than we did in

1929."

The missions bitterly resented this. In October 1931, the Ciskeian
Missionary Council remarked that "capital expenditure for
agricultural development was being made out of .... the same
General Tax, while only 22% of native children of school going age
in the Transvaal were in registered schools".'' Preliminary letters
concerning the SAGMC Conference on Native Education in July 1932
also reveal a concern about the impact of expanding agricultural
education and development on mainstream education and its funding. "
Professor A. V. Murray noted how missions in Africa, in general,

were facing a decline in funding from parent organisations by the
second decade of the 20th century.'3 The Depression played further

havoc with this funding. A SAGMC memorandum remarked that "losses

on the exchange are ... colossal®.'

At the time Jansen made his speech about the Government’s
commitment to agricultural development, he also argued that he
could not address the crisis until the Natives Economic Commission
had made its Report. The promulgation of the Report in May 1932
made no difference to the financial crisis. It made

0 rpid., col 1519.

"' UWA, SAIRR/1, AD 843, B 42.5., Ciskei Missionary Council, Minutes of
the Sixth Annual Meeting, 28th of October 1931.

2 Ibid, B 80.1.1., Letter of Rev. J. Dexter Taylor (Acting Hon. General
Secretary of the SAGMC), May 1932.

3 a. .V. Murrav, The School in the Bush : A Critical Study of the Theory

o= agi = ne Scono

and Practice of Native Education in Africa, (London, 1929), 265.

% UWA, SAIRR/1, AD 843 B 70.1.2., SAGMC Memorandum on "The Finance of
Native Education”, October 26, 1932.
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made no difference to the financial crisis. It made
recommendations which were based on the concept of fiscal
segregation. Despair at the Government’s failure to intervene at
all prompted the SAGMC to organise a deputation to interview Jansen
in October 1932. He told a SAGMC deputation that he could do

~_ _nothing until the Hertzog Bills were passed.” The SAGMC

deputation’s memorandum expressed alarm at Jansen’s reply, saying
that the Land and Franchise Bills had nothing to do with the

- e fa] isiss
"To postpone relief until the problematical passage of
measures that show no signs of emerging successfully from
the Select Committee .... is to bring despair to the
hearts of all concerned with Native Education. It defers
hope to the Greek Kalends."'

In broader terms, members of the liberal mission network were
alarmed by the close relationship of the NEC Report’s ideas about
the finance, control and aims of African education to the wider
strategy of retribalisation.

2 : SEGREGATION, ANTHROPOLOGY AND SOCIAL

EDUCATION: THE NATIVE ECONOMIC
COMMISSION REPORT OF 1932

PA

The NEC Report confirmed what Jansen had said in early 1931 about

the centrality of agricultural education and fiscal segregation.
the key to the development of the

cinieé K&eY the develg

The NEC focused on education as

reserves.'’ Ashforth maintains that the NEC was informed by
demands that the "Native Problem" be approached scientifically,
which included the use of economic experts and the insights of
anthropology. The NEC contended that the principal locus of the

"native problem", and undesirable and uncontrolled urbanisation in

5 after joint sittings of Parliament failed to pass the Hertzog Bills

in 1929 and 1930, they were referred to a Joint Select Committee, which
presented its report in 1935, Davenport, South Africa, 309; Dubow, Racial

Segregation,
142-3.

AD 843, B 37.10.2., SAGMC Memorandum to the Minister of

UWA, SAIRR/1, AD 843, B 10. ) vl
Native Affairs, October 26 1932; B70.1.3. SAIRR Report of Interview with the
6, 1932.

Minister of Native Affairs, October 2

16 .o -

17 ashforth, The Politics, 85, 93.
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particular, was in the reserves The reserves therefore had to be

developed as-a home for the Natives where they could, in one of the

&4 ass e I L,

most enduring cliché&s of the day, "develop along their own lines™.

Ashforth also points out that there was an assumption of

SRR SRR S R Y 2 ERre Y Ammlad +ha

nomogenelty in the African population which implicitly denied the

legitimacy of the African "middle class struggle to defend and
extend their limited rights of citizenship" and reinforced demands
for the abolition of the franchise. It saw the African elite’s
failure to use its talents in the reserve areas as a cause of
reserve decline, and blamed mission education for this.!® It said
that at all levels, mission education was fundamentally

inappropriate, as it failed to prepare Africans to develop the
rural instead it encouraged urbanisation and the

[
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development of unsuitable social and political expectations.
Implicit in this is the important sense in which education was seen

as providing the ideological underpinning for the franchise, as

well as access to it. It was the franchise which prevented the
application of the 1913 Land Act to the Cape and the development of
a "common political status" for Africans.?

Drawing on anthropological notions, the NEC had isolated the
"primitive mentality" of reserve based Africans as the cause of the
wasteful farming'methods and the attendant poverty which stimulated
urbanigation. In a direction which was not originally indicated in

its terms of reference, the NEC focused on education as a means to

transform this mentality. Money for development would be wasted

+ } : e S PRy T - i e t
othervise.?® The remedy proposed was the provision of a differen

kind of education which would promote the development of the
reserves and appropriate political and social aspirations: "social
aeducation

education®. The NEC’s section on the aims of social education
encapsulates its anthropological assumptions and its critique of

8 rpid., 78.

¥ rpid., 72.

2 wag regards the ideal of a well organised State, it is essential to

sides, to introduce

t the ruination which is taking place on all ]
g:on; :ﬁ:pnigivel a leaven of social education which will gradually, .Egp by
step, free the masses from their anti-progressive social heritage;" Holloway

Commission, para. 79.
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mission education. The aims of "gocial education"® are worth

quoting at length:
"It should aim at freeing the mass of Natives from their
reactionary conceptions - animism and witchcraft, certain
phases of the cattle cult, and "doctoring" of lands as an
alternative to proper cultivation .... which are the real

PR TR, P Tha »amnawval

reason rfor thelr backwaraness. The removal or

Education; "It should not pursue a course which makes the
Native dissatisfied with everything in his own

113 mw ed from the foundations of

AL

background, but it should proceed from the
native—societyT—and—bui}d—upT—giviHQ—the4Natlvegagprlde
in his own people..; It should aim at making the
educated native a missionary to his own people, 220

instrument in advancing their material progress...;"

The NEC envisaged two tiers of education for Africans. All would
undergo a "social education" course, but a minority would then be
given a more conventional school education to provide a limited
professional elite. The NEC saw this as the logical extension of
the NAC statement of aims in 1925. The NEC envisaged much of the

post primary training advocated by the NAC statement no longer as

the responsibility of schools, but of NAD agricultural colleges and

hospitals.? This idea that African education should be removed

from the missions and be located far more "on the job", was
foreshadowed by Jansen’s support for the earmarking of more NDF

money to non-mission based education.

The NEC’s definition of its own version of adapted education,

"social education", consisted of vague platitudes and observations
about rural society and the proper place of the educated elite.

"For the tribal native there is a great deal that
procedes the three R’s and that is definitely more
important than the three R’s. The great bulk of the
Native population will derive much more good from
teachings on simple hygiene, elementary agricultural
methods and comprehension of the fact that spirits ... do
not account for their good fortune, rather than from

ordinary school teaching."”

A rpid., para. 628. The emphasis is mine.

2 rpid., paras. 628, 632, 636.
B rpid., paras. 630-631. The emphasis is mine.
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The Commission noted that "social education® would cost additional
money, but it seemed unclear as to how this "social education"
fitted with existing schooling. On one hand it said that "Native
school education" was growing and that extra funds would be needed
to fund "social education", since funds could not be diverted from
_ mainstream education.?  On the other, it argued that native
education needed to be transformed by the integration of social
education into mainstream education. Presumably, in this scenario
no funds would have to be diverted.?® The Commission acknowledged

that the NDF funds were limited and could not "finance any great
e NDF’s

expansion of native education®. But, it did not question th
sources of revenue. Instead it rather ingeniously touted social
education as the key to the creation of additional wealth in the
reserve areas. This increased wealth would provide greater revenue
which would, in turn, be used for education and development. The
Commission recognised that changes in education were dependent on
intervention and control by the central State. Therefore, the
Commission recommended that Native education "be controlled from
one source .... an officer of the Union Government"”. It avoided
saying what department this official would belong to, the UED or

NAD.® Ashforth argues that by advocating Union Control " a

unified approach to the ’‘Native Question’ could be developed with

proper attention given to the cultivation of the whole native race

in a mode fit for their place in the future".”
The NEC Report was not unanimous. The only educationist on the

Commission, A. W. Roberts, was the predominant author of the

minority findings, especially on education. In their minority
report, Roberts and F. A. W. Lucas objected strongly to "social

education® and presented a minority report which defended the

% rpid., para. 643. 1In the following psragraph, the Commission

explicitly spoke of how the State would have to decide on "the allocation of
expenditure between these two types of education”.

B rpid ara. 630.

n
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% rpid., paras. 637, 640.

Zpahforth, The Politics, 86.
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existing content and approach of mission schools.?® Roberts and

Lucas were the only Commissioners who questioned the principle that

Africans should fund their own development. They argued that money

for African education should not be limited to the NDF, but should

come from general revenue as well, Since Africans contributed in
——————many—indirect—waysgtoggeneralgreyenne.” Reflecting the concerns

of many people involved in social welfare at the time, they pointed
0 the importance of expanding education in the urban areas to
create "useful members of the community", defusing social conflict

and controlling youth.® This was in contrast with the majority

t
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report’s concern w

The fact that the NEC had not originally been asked to consider

deln ~ AT

African education meant that many educationists felt that the NEC
was unqualified to comment on African education. Indeed, the
Report’s critics challenged its claims to be "scientific". When
the Report of the NEC was tabled in May 1932, the South African
outlook’s editor called into question the competence of the
commissioners to comment on the area of African education. The

outlook indicated that it fully supported the minority report,

particularly in education.’! On the issue of finance, the journal

supported Roberts’ critique of fiscal segregation, and went so far

as to say that the NEC estimates of African contributions to the

revenue of the country were based on "guesswork". It rejected the

majority reports’ critique of the methods of existing mission

education as "based on insufficient or unrepresentative data", and

defended the existing content. It dismissed the idea of social
education preceding the three R’s as ridiculous.” At the 13833

gocllovay Commias F.A.W. Lucas was a senior advocate

and Chairman of the Wage Board until 1936. More research needs to be done on
his attitudes to African education. This also applies to the other members of

the Commission.

B pyollowavw Cnmi-.i.gﬂ'. pltl. 656.

_ .

® rpid., para. 657 and 660.

on

% rpid., paras. 649, 663.

3l wphe Native Economic Commission Report: Native Education", SAO,

Oct. 1 1932.

»“The Native Economic Commission:

32 wNatives Economic Commission", and
penditure”, SAO, Dec. 1 1932.

The Share of Natives in Public Revenue and Bx
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European-Bantu Conference, the Chief Inspector of Native Education
of the OFS, .Herman Kuschke, rejected the argument that mission
education had been responsible for the breakdown of t
society, and cited the many other economic and political forces
behind this process. He also accused the NEC of being confused and

unrealistic in its support of social education.® The Education

Committee of the Fifth European Bantu Conference of 1933 was
generally dismissive of the whole section of African education,

_ saying that this section was so inadequate that "it is evident that

the ' Commission found itself faced with a problem beyond its
powers".* It supported the aims of social education, but could

not take the idea of "social education" seriously. Here, it echoed

the Cape Education Native Education Advisory Board members who
minuted that they
mwould dissent from the views expressed and the

fundamental assumptions made in paras 603-644 of that
report ... We are equally anxious that education should

be related to the daily life of the masses, but we
believe that this cannot be confined within such narrow

limits as are suggested."¥

.
1 education®

This attempt to affirm the aims, b
reveals the dilemma of mission educationists at this

solution,
time. They did not want to appear to be believers in immediate
assimilation - i.e. as "radicals". They needed to make it clear

that they believed that some differentiation was necessary, for the
time being at any rate, and that syllabi for Africans would have to
be "adapted" to their needs. But they were anxious to disassociate
themselves from a particular form of differentiation which they

v as ridiculous and impractical, but also as associated

saw, not only a
with hardening segregation policies. This dilemma led to some
there should be no

convoluted arguments that "in principle"”

Question: Selected Addresses Delivered at

3
ts of the Native
Some Aspec Bloemfontein, July 5-7, 1933

the Fifth National Buropean Bantu Conference,
(Johannesburg, 1933), 145-55.

B 40.4.10., Memorandum entitled "SAIRR : Fifth

34
IRR/1 AD843
sy / 'f.r.nco: Findings of the Education Committee”.

National European-Bantu Con

% e o 2smas ene Advisorvy Board for Native Education : Minutes of
Cor M8 16254, Caps ACvisOLy DO&-

Fourth Moetzxg Held at’tho School Board Offices, East London, on the 10th and

11th of August, 1932. The resolution was put forward by D.D.T. Jabavu and

Reverend P.L. Hunter. Paragraphs 603-644 contained most of the majority

report on African education.
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differences in the way African and other children were educated,
 _but that the differences had to come in at the level of context

Somehow, however, as this extract from the Outlook illustrates, the
race a child belonged to was regarded as an equivalent variable
with whether s/he lived in a rural or urban context.

"In brief, we believe that the educational content must
vary in detail, according as a child comes from a
cultured or a poor home, from an urban or a rural area,
from one geographical region or another; it must also
vary according to his race but only in details. "%

By 1934, it was likely that fusion and founding of the United Party
would make possible the resolution of the stalemate in the Joint
Select Committee on the Hertzog Bills, and that segregation policy
 would soon be clarified in legislation. Debates about the aim and

content of African education have to be seen in this wider context.
Many of the ideas which were so crudely expressed in the NEC were

explored in a much more sophisticated way in the New Education

Fellowship Conference in 1934.

PART 3 : ANTHROPOLOGY AND EDUCATION ADAPTATIONS:
THE NEW EDUCATION CONFERENCE OF 1934

The NEF conference debates reveal the way in which some liberals,
in the name of applying science to educational problems, flirted

with anthropological ideas. It highlights how a commitment to

anthropology made for close links between 1liberals, such as
Rheinallt Jones and the Hoernlés, with apologists for segregation
such as Werner Eiselen and P. A. W. Cook.” This caused a split
between educationists involved in African education, for the
significance of these ideas in relation to segregation policies was

not lost on mission members and on educationists in general. This

was particularly true in the Cape where Christian, individualist

3% wphe Native Economic Commission Report”. In his own assessment of
the NEC on African education. Z.K. Matthews was saying something similar when

he approvingl oted Edgar Brookes as follows: »...the Bantu ought to be
qivoﬁpoducagigngg facilities equal in degree and not markedly dissimilar from
those which we should approve for white South Africa.” "The Native Economic

Commission and Native Education", SAO, Nov. 1 1932.
37 see Dubow, "Race, civilisation®, 81-2.
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education was linked to a commitment to the idea of one education,
one society and the franchise.

The NEF Conference is particularly interesting in its concern with
science, culture and anthropology and the applicability of "culture
__ _contact" ideas to African education. In published form, the report

of the New Education Fellowship Conference could be read as a
triumph for the anthropological perspective, but its pages conceal

education, and what its aim and content should be. At the end of
the conferencs, a "Joint statement of Anthropologists,

Educationalists and Missionaries" was produced. This was the
result of, what Rheinallt Jones described as, "private meetings" at

£ A comnmeon

which the stakeholders ¥wrestled to fina commor
operation®”. Revealingly, in the letter from which this quotation
is taken, Rheinallt Jones had written "common" over the original
"any". The Joint Statement conceals the "wrestling"” which took
place during the Conference as a whole, as well as over the
statement itself, and it overemphasises consensus about the need
for an anthropological departure point. The closing statement has

no reference to Christianity as a major component in education,

important for stabilising African society in transition, though

this was a widely held view, not only by the mission but also by
officals in African education. Instead the statement concluded

that:

ndue recognition must be given to those elements.in
indigenous African culture which are not only 1living
social forces at present but are also capable of

development and re-fashioning ....%

The statement listed the elements in African culture as: tribal

organisation, the family, kinship ties, village organisation, the

neighbourhood, age sets, the clan, respect for religion, arts and
drama and economic organisation. It qualified this a little by
saying that:

"Special consideration must be given to those groups

living under conditions in which these institutions no
longer function, so that a knowledge may be obtained of
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the changes that are taking place, and guidance given in
the development of new forms of social organisation."®

In July 1934, the New Education Fellowship organisation hosted a

major education conference in South Africa. It was a consciously

secular movement which sought to include all creeds and beliefs.¥

Its theme was "Educational Adaptations in a Changing Society". The
Conference took place in Cape Town and Johannesburg, with the
Johannesburg sessions following immediately on the end of the Cape
Town sessions. African education was, from the first, considered
as an entirely separate section to the Conference.

Originally, the convenor, E. G. Malherbe, who was seconded from the
ureau for this purpose, gave the African Education Conference to
40

Rheinallt Jones to organise. As it turned out, Rheinallt Jones
had nothing to do with organising the Cape Town African education

discussions. An irate section of the New Educat
organising committee in the Cape objected to Rheinallt Jones
involvement in the Cape and he withdrew. This conflict appears to

have been the result of a misunderstanding on Malherbe’s part, as

there was a Cape organising committee in place. But the
correspondence also reveals a Cape dislike of "northern" or
"backveld" interference and "“imperialism". This had two

consequences. Given the resources available to Rheinallt Jones
through the South African Institute of Race Relations and his own

A4 u\, as il -~

personal influence, the Johannesburg conference was a much bigger
and more prestigious affair, and much more focused around

3 p.c. Malherbe, ed., Educational Adaptations in a Changing Society
(Johannesburg, 1937), 520.

¥ The New Education Fellowship was a British based organisation founded

in 1915. According to the introduction of the record of the proceedings of
New Pducation Fellowship "was an international movement

the Conference, the New Bducation Fsilowsnhl P

intended to unite those who believed that the problems threatening our
civilisation were basically problems of human relationship which demanded a
new type of education more responsive to the requirements of a changing
world”. It held international conferences every few years, and the Conference

in South Africa was one of thess. Malherbe, ed., Educational Adaptations.

0  ywa, Records of the South African Institute of Race Relations, Part
2, (hereafter SAIRR/2), AD 843/RJ, Kb 10.1 (File 1), Malherbe to Anson Phelps-
Stokes 6 Nov. 1933, and SAIRR Circular 33/10.
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anthropology in terms of content.* The Cape Town event’s lack of
anthropological emphasis, however, provided a challenge to the

focus of the Johannesburg con

It is clear from the correspondence surrounding the conference
that, in the name of a more scientifically and anthropologically
based approach to African education, Rheinallt Jones tried to
exclude the main stream English-speaking missions and prominent
African speakers. In this he had the full support of Malherbe.
There is no doubt that the expense of the conference substantially
limited the participation of missions on the ground. The funding

of overseas speakers meant that the conference was expensive at

£2.2.0 per person, Wwithout travel or accommodation. Expense,
ssions were not well

was waas 21 =22

o e o mde  dole o >

however, was not the only

represented on the ground as delegates. Except for the Dutch————

Reformed Church, none of the missionary organisations were formally
invited. On a typed list of organisations and people i
attend the Conference, Malherbe had written; "Seeing we have
invited the DR Church, should we not invite the other churches? 1If

so, which?"®

Rheinallt Jones’ efforts to drum up DRC support also extended to

Southern Rhodesia, from which a strong official contingent was

4 1pid, Xb 10.1 (File 1), J. Burger (Chairman of the Organising
Committee of the NEF in Cape Town) to Rheinallt Jones, 7 pec. 1933; KCA,
Malherbe Papers, KCM 56982, File 505/6/1 (55), B.O. Vaughan (Gen. Secretary of
SATA) to Malherbe 23 Apri 1934: "what was the idea of reserving the fuller
treatment of Native Education to the Backveld Conference? [ Members ] are
grousing at the richness of the feast on the table at JHB and the boarding
house fare at Cape Town". The Johannesburg Conference had 50 papers, and the

Cape nine.

2 phere were many requests for reduction of fees from Africans and
Whites connected to the missions and outside them. In dealing with one such
request from W.B. Ngakane of Kilnerton Training College, §h:inlllt Jones
argued that, "some of us concerned with the Conference haa to overcome i
objections on the part of some Europeans to the admission of non-Europeans
and so, he argued, once Africans attended the Conference, there could be no
differential treatment. UWA, SAIRR/2, AD 843/RJ, Xb 10.1, (File 4), Rheinallt
Jonee to W.B. Ngakane, 26 April 1934.

4 1pid, Xb 10.1 (File 2), Typed list of organisations and people
invited to attend the Conference; Kb 10.1 (File 2), Rheinallt Jones to E.D.

Hanson, 30 Jan 1934.

111



coming. He particularly mentioned DRC support.# He appears to
have become. concerned at the lack of response from mission

institutions and missions as the Conference got closer, and he made

a last minute attempt to increase mission participation.™

What is more significant is that both mission and African speakers
were under-represented. In the case of the missions, one of the
main reasons appears to have been a deliberate attempt by Rheinallt
Jones and Malherbe to move the debate around African education away
from the churches into the mgcientific" or "anthropological"
Malherbe wrote as follows to Anson Phelps-Stokes:

"In order that we may get a lead on the more purely
scientific (i.e. anthropological) side of this section,
we have invited Dr. Malinowski from London. "%

"""KII‘RﬁéiﬁéITt‘3cnes*—draf%—p@egzammesgplacedghgavy emphasis on

"indigenous life", and wcultural change" which Rheinallt Jones saw

as an essential context for discussion of African education. In a

letter to Professor Malinowski, he said that this discussion of

context would take up more than half the conference. As a
£

0

result, a large number of people related to the discipline
anthropology spoke at the Johannesburg Conference. Malinowski was

guest of honour, but ke was supported by Professor R. F. A.

Hoernlé, Mrs. A. W. Hoernlé&é, Dr. I. Schapera, Dr. W. Eiselen, Dr.
P. A. W. Cook, Dr. Monica Hunter and Professor G. P. Lestrade.®

4 1pid, Xb 10.1 (File 2), Rheinallt Jones to Jowitt, 26 Feb. 1934,
S March 1934.
began pressing the Chief Inspectors of Native

Education to check that all mission schools had been informed. 1In late March

he sent circulars all over the country and put inserts in the newspapers "most
likely to reach those in native education”. He had also advertised in church

newspapers, including the outlook. See Kb 10.1., Files 3 and 4.

4 1n pPebruary 1934, he

46 1pid, Kb 10.1 (File 1), Malherbe to Anson Phelps-Stokes, 6 Nov. 1933.

4 1pid, Kb 10.1 (File 2), Rheinallt Jones to Professor Malinowski,

26 Feb. 1934. -

alinowski was Professor of Anthropology at London
fessor of Social Anthropology at UCT and

NAD’s ethnological section from 1925 and
See Dubow, Racial

4 prof. Bronislaw M
University, Dr. I. Schapera was Pro
Prof. G.P. Lestrade was head of the
later became Professor of Bantu Languages at UCT.

Segregation, 81.
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Malherbe tried unsuccessfully to ensure that the Cape Conference
included Cook.*

To speak on what Malherbe called "the more practical and applied
side", Rheinallt Jones invited officials from the education
_ departments in South Africa and "experts" in "native affairs" in
the British colonies in Africa.® The English-speaking Protestant
missions, that were responsible for most of the "practical" side of

African educEti6nf“‘gweregghardly——representedf————iromggthegggggggf

correspondence surrounding the Conference, it is clear that some

mission representatives were included as an afterthought, and it

was, again, the DRC which was encouraged to contribute speakers.
In terms of provision of African education, the DRC was a latecomer

—————— PPN

compared to the other churches. In March 1934, three months before
the Conference was due to begin, Rheinallt Jones told Jowitt that

Malberbe

"is very anxious that we should draw the Dutch into the
native education section, partly because he thinks it
would be very good for them, and partly because he has
been severely criticised in several quarters because of
the overloading of the Conference Programme with English
speaking persons from overseas."

v eavinag that he felt that he would also

Rheinallt Jones continued by saying
like to draw more missionaries in general, because "at present my

programme is overwhelmingly official ..."" It was getting rather

late in the day to have such second thoughts, however, and when he
did try to expand on missionary speakers, he concentrated on those

from the DRC.%? Sometimes Rheinallt Jones attributed the desire to

9 XCM 56982, Pile 505/6/1 (47), Malherbe to
KO hosa, Foas. persoon wat ek dink julle nie moet

J.F. Burger 3 Feb. 1934, ~Daar is &sn psrsoon
vergeet gio in verband ;.t julle Naturelle afdeling nie, en dit is Dr. P.A.W.
Cook".

% ywA, SAIRR/1, AD 843/RJ, Kb 10.1 (File 1), Malherbe to Anson Phelps-

______ ‘f PAuimadinn at

Stokes, 6 Nov. 1933. Professor Fred Clarke was Professor Oi sducacion at
London'Univ.ruity. Colonial experts included H.E. Dumbrell who was Director
of Education in Bechuanaland, H. Jowitt who occupied a similar position in
Uganda, and had been Director of Native Development in Southern Rhodesia, J.H.
Farquar who was Inspector of Native Development in Southern Rhodesia.

5l Ibid, Kb 10.1 (Pile 3), Rheinallt Jones to Jowitt, 5 March 1934.

2 Ipid, Kb 10.1 (File 3), Rheinallt Jones to Malherbe, 3 March 1934.
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include the DRC to Malherbe, but at other times he pushed as his
own policy.® There might have been other reasons for the wooing

of the DRC. Perhaps Rheinallt Jones and Malherbe felt that th

was more sympathetic to the "cultural"® focus of the
anthropologists.* They were probably also influenced by the idea,
articulated by Loram in the 1920s, that the DRC would have more
influence over the State than would the English Churches.*

The lack of missionary input drew criticism from Professor A.

Victor Murray, who was based at Hull University, but had long

teachina experience in Africa. He was the author of the School in

--------- g Sapee - £

the Bush which contained a critique of notions of adapted education
and anthropology from a Christian perspective.“ Murray himself

was not initially invited to speak, and basically invit

in March 1934. Rheinallt Jones tried to palm him off on the Cape
Town Conference, but was unsuccessful.” Murray responded to

Rheinallt Jones’ draft programme by saying that:

"We are told on all hands that African education must be

based on Religion, meaning by that, for the most part,
the Christian religion, yet there is nothing about that,
as far as I could see, in the programme. I know it is a
terribly thorny subject and there is all this
denominational nonsense, but still the facts being as
they are, I don’t see how you can cut it out entirely,

and I think there could be something on the contribution

3 1pid. See, for example, Rheinallt Jones to Herman Kuschke, 26 Feb.

1934. "I do not want the speakers to be all official representatives and I
also do want the DRC missionaries to have a look in."

The DRC’s attitude to Native education began to emerge in the ;Pto
1920s, but became much clearer after the iabiingJot th: W:l:: R;ggrt;' in
Septemb the General Mission Journal o e ,

Tan or 1930, Ole Mar e commented that mission education did not create

t r Kerr
Tanslated by M whic N ive can develop on his own merits and can

"an atmosphere in which the Nat
ffffff osPhe -!-’ sride! Why must the native educational system 8o

perpetuate a national prias: . - .
degenerate the Native as to make of him a mere imitator? Cory, Alexander
Kerr Papers, PR 4088. After the tabling of the Welsh Report, the Outlook

reported that the DRC was in favour of education which »did not detribalise

and denationalise". The Outlook quoted this with some disapproval. "The

Reorganisation of Native Bducation”, SAO, 1 Sept. 1937.

55 see Chapter Two.

56 Murray, The School in the Bush, particularly Chapters 9 and 14.
3), Rheinallt Jones to

57 10.1. (File
UWA, SAIRR/1, AD843/RJ, Xb { n the Native Education

W. Mears, Chairman of the Cape Town Sub-Committee O
section, 16 March 1934.
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of Christianity (not just religion) to the future of the

African people .... While I greatly sympathise with

Malinowski I do not think that vague approval of

"Religion-in-general® is going to be nearly good

enough."*
He recommended that Rheinallt Jones ask Edgar Brookes to speak on
the "contribution of Christianity" to balance the programne.
Possibly as a result of this, Rheinallt Jones appears to have
invited Brookes to speak only when the programne had already been
finalised.¥ Even with Brookes’ contribution, the issue of
Christianity and education was to be iimited to two speak o
"Moral and Religious Teaching." The other speaker was S. R. Dent,
Inspector of Native Education in Natal.®

=
A

Rheinallt Jones’ stated reason for the lack of African speakers was
that there were not many African educationists who were of the same

standard as Whites, and he did not want to embarrass them or lower

the standard of the Conference. An exception was Z.K. Matthews,

who as Kros argues "consciously phrased himself as a student of

‘culture contact’". He was studying in Loram’s programme of Studies

in Race Relations and Culture Contact at Yale University.

Rheinallt Jones had favoured inviting Matthews, but Matthews was

unable to attend.® He ended up inviting Dr. A. B. Xuma, Mrs. E.

M. Morake and Reverend K. T. Motsete of Tati Training Institution

in Bechuanaland.® D. D. T. Jabavu and D. G. S.

% 1pid, Kb 10.1. (File 4), Prof. A.V. Murray to Rheinallt Jones,
26 April 1934.

» . Memorandum entitled "New Education Fellowship
Ibld, XD 10 raeeba Jones’ third and final draft

Regional Conference Johannesburg®. Rheinallt Jones’® TRLE
programme does not include Edgar Brookes.

® Malherbe, ed., Educational Adaptations, 427-8.
61  gros, "Deep Rumblings”, 26-9.

62y4A. SAIRR/1, AD843/RJ, Kb 10.1. (File 2), Rheinallt Jones to
of u.h.{ c.rn.f '7 robruaré 1934. See also Kb 10.1. (File 3), Rheinallt

P
2 £, Mabel Carnay. / FOLDIUALY 4790 I Farn@yv Wa Denfasanr of Rural

Jones to D. McMalcolm, 5 March 1934. Mabel Carney was PrOiSsSsSor Rur
Education, Teachers céllogo, Columbia University. She was one of the main
guests at both conferences and it was at her behest that Rheinallt Jones
invited Eva Mahuma Morake, who was an ex student of Prof. carney and the
Principal of the AME teacher training °°11'99'.WL1?‘rf8r°: inlt:tuto. Dré
A.B. Xuma had just returned from medical training in the U.S., Hungary an

U.X. Walshe, The Rise, 116.
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the Cape Town Conference, but they were not on Rheinallt Jones’
~ list of competent Africans. As in the case of mission speakers,

Rheinallt Jones seems to have had second thoughts about the lack of
African speakers as time went on. Again he asked the Chief
Inspectors of Native Education to recommend African speakers, but
in somewhat diffident manner. "I do not know of any Natives of the

- e - -~ 63
necessary standard, do you?" he wrote to Herman Kuschke.

A comparison between the Cape and Johannesburg programmes is
interesting. The Cape Conference was organised with little or no
reference to Rheinallt Jones, who received a belated draft
programme from its organisers in March 1934. While it made use of

~ schapera and Malinowski as speakers, there is no sense that an

anthropological viewpoint was being pushed, and its focus was
basically descriptive and practical. It is interesting to note
that Eiselen had been scheduled to speak in Cape Town on "Should
the Content of Native Education be on academic or practical
name was scratched out.* The anthropological

1imac2M
iiness ", but h

input was to take one of the six days of the Cape Town Conference,
whereas Rheinallt Jones was intending to spend five of the ten days
putting African education in an anthropological context.® 1In Cape
Town, an African voice was far more evident. There were only nine

Kb 10.1. (File 2), Rheinallt Jones to Kushke, 26 Feb. 1934.

o »Native Section: New Education
Ibid, Kb 10.1. (File 4), Ts manuscript

Fellowship: 'Capc Town (Kootinq;." Schapera and Malinowski shared a slot with
D.D.T. Jabavu, who was in fact the first speaker.

6 rhe "THB Conference provided for an introductory symposium on:

*Indigenous life”

*"Cultural Change”

Education and Cultur:éiggango;i e
It then moved to "Bducability”, erential Development in Native SCucatiOon
and "t:c Medium Question™. gontont as such was to be dilcull.e in thf-
context. There was also discussion of =Community organisation”, and "Possible
Developments in Education Administration®.
In cgnggzat, the Cape Town Programme gave very }%ttlo space to an
anthropological viewpoint and moved quickly on to:

"Influence of Primary education”

Technical and Agricultural Education” )

The Use made by Natives of their Education

The Medium of Instruction” i . o

Should the Content of Native Education be& O A&

lines?”

Nat+ive Rducation”
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papers in all, and no sense of any organising theme. All the local
_ speakers were from the Cape.*

A report on the NEF Conference was edited by Malherbe and published
in 1937. The section on African education was edited by Rheinallt
Jones, who combined the proceedings of the Cape Town and

) RN ~
burg Confer

e
all put together in a section called : "The African Child and What
School Makes of Him", which basically did not interfere with the

_____ T

anthropological focus which Rheinallt Jones had w

The Cape Town contributions were almost

The Report contains a sustained attack on mission education by a

_ _range of anthropologists. The debate was couched in similar terms

to those in the NEC Report. The destruction of African social
systems and the decline of the reserve areas informed much of the
debate about the appropriate or inappropriate nature of the content
of mission education.” This was reiterated when relations with
briefly discussed. Malinowski presented an

e > - 5

indictment of schooling "out of harmony with real conditions". It
was important to help the African to adjust to the "invading
culture"” but, in so doing, he should wtake full advantage of his
cultural endowment to help him retain his respect for his own
tribal dignity and racial characteristics and to assume his natural
place in that society". Educationists needed to ascertain

remained of African culture and to see what ought to

oln o de
iias

preserved.®

Reflecting most strongly the criticisms of mission education

d by the Natives Economic commission, Eiselen, Cook and Dr.

expressed by t!
John Holloway himself, advocated "adapted" curricula which would

were to be given by Africans: D.D.T.
le and Chairman of CATA, and D.G.S.
appear to have delivered a paper.

66 rhree out of the nine papers

Jabavu of Fort Hare, C. Kabane of Loveda
Mtimkulu of Healdtown. Kabane does not

Educational Adaptations, Chap XV, "The Changing African

¢ see Malherbe, -
»Bducation as a Reintegrating Agency”.

Society” and Chap XVI,

% rpid, Chap XVI, *Education as & Reintegrating Agency”, 425.
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fit most Africans for life in the reserves.® While Eiselen
_ favoured a broader curriculum which included "Bantu history, folk

lore and songs" (as well as practical arithmetic and industrial
training) which aimed to create "Bantu national sentiment", Cook

......... g) whic
and Holloway saw a severely practical curriculum to create "sturdy
peasants® in "social schools" which were not concerned with
side by side with

literary education, but which migh

existing mission schools.™

L o a du

This caused a major reaction from Victor Murray and Jowitt,
gave a defence of Christian basis for education. They argued that
it would be foolish to reconstruct old institutions which had

 _declined because they were no longer appropriate. They contended

o sk
139

that African society was far from homogenous and many of the old
institutions were not relevant to people’s lived experience. They

emphasised the positive benefits of Christianity and Christian
education which, rather than being divisive, were cohesive and

At the Cape Conference, G. H. Welsh, the Chief Inspector of Native
e

Education, was openly critical of the attempts to adj

education "on the strength of some new prophecy of the Native’s
economic future in some dreamland of adequate reserves".” He made

system".” In Johannesburg, D. McMalcolm, Chief Inspector of
Native Education in Natal, had made his position clear by

® Holloway was Director of Census and Statistics and Chairman of the
NEC.

™ rpid., "Education as a Reintegrating Agency”, 429-30, "The Content of
African Education", 482, "The Economic Environment”, 418. Originally,
Holloway had wanted to present a paper on »what the Purpose of Native
Education Ought to Be", saying that he still held firmly to the views he had
held in the report of the NEC. UWA, SAIRR/1, AD843/RJ, Xb 10.1 (File 3),

Holloway to Rheinallt Jones, 12 March 1934.

ducational Adaptations, »gducation as a Reintegrating

1 Mzlherbe, ed.,;

Agency", 427-8.

7 rpid, "The Influence of Primary Education”, 437.

B J.w. Macquarrie, "The New Education and the KNa
1934.
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recommending that funding should come from general revenue, be

_ controlled by the Union Education Department and that education, in

general, should be controlled by a central advisory board. Going
even further, he recommended that all "departments of State should

be available to the native population"™ which would mean the
abolition of the Native Affairs Department.™

It would appear that Rheinallt Jones set up the section on "The
Educability of the Bantu" as an attempt to showcase the "cultural"
approach and to show up the limitations of the scientific racism
inherent in Dr. M. L. Fick’s work. Fick was, as Fleisch points

out, "the most outspoken defender of white intellectual

superiority".” Dubow notes that "it was the pluralism and

relativism characteristic of anthropological thought which offered
a way out of the evolutionist constraints of biological
determinism" inherent in scientific racism, which was equated with

repression.™ Professor Hoernlé argued that differences in
therefore different content

amma Wl a Awva o culture; QY

intelligence were due to
could not be justified on the basis of racist ideas about
intellectual inferiority.” Fick’s work was directly challenged by
Mr. G. R. Dent and a general conference discussion of th

and cultural specificity of tests.™

In contrast to the NEF conference, the European-Bantu Conference of
1933 was not informed by anthropological ideas, and as we have
seen, its Education Committee reacted very negatively to the
proposals of the NEC. The Conference not only provided a central
place to develop a consolidated critique of the NEC, but also a

74 Malherbe, ed., Bducation Adaptations, "Relations Between Education
and the Native Affairs Departments”, 514-5.

7 pr. M.L. FPick was a Harvard trained psychometrician who worked on'
intelligence testing in the Bureau from 1929. Fleisch, "Social Scientists”,
9-110

7 pubow, "Race, civilisation®, 80.

7 Malherbe, ed., Educational Adaptations, "The Educability of the
Bantu", 446.

™ rpid., 466; Fleisch, "Social Scientists”, 10.
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place for the 1liberal-mission network to unify its evidence
concerning the financial crisis to the imminent Provincial Finances
Commission. Out of this came a clearly articulated critique of

fiscal segregation, the NAC and possible NAD control. This was
strongly reiterated in the Welsh Report.

PART 4: CHALLENGES TO FISCAL SEGREGATION AND THE
NATIVE AFFAIRS COMMISSION: THE SIGNIFICANCE OF
THE PROVINCIAL FINANCE COMMISSION OF 1933

The most immediate and pressing problem for the missions was not
that of the aim and content of African education, but that of
finance. The missions became rather exasperated with the
nvestigation[s] of social questions" while they

suffered from the effects of the financial crisis.” As-a result
of recommendations of the Carnegie commission, funds were

channelled at a greater rate into White education to improve the
holding capacity of schools, mainly through school feeding schemes
and the development of rural boarding schools and transport
networks.® Between 1931 and 1935 there was a significant increase
in spending on White education. 1In 1935, the provinces spent over
£23 per White pupil, compared with just under £2 per African pupil.
Spending per African pupil had dropped from 1931, when it was over
£2. (See Appendix A, Figure 8) In this context the State’s
commitment to fiscal segregation was even more unlikely to change.

The formation of a coalition Government between the National Party

and the South African Party in March 1933, made people involved in

African education hope that the new Government might at least

address the financial crisis in a more constructive way than its
predeces-or.“ Rheinallt Jones, in a document recommending joint

™ J.w. Macquarrie, "Some Needs of Native Education”, SAO, Aug. 2 1937.

Roots”, 52; Malherbe, Never a Dull Moment,
140.

81 to Rheinallt Jones,
UWA, SAIRR/1, AD 843, B 70.1.3., A. Cragg
22 March 1933; B 70.&.5, Appendix C to the Minutes of the OFS Native

Education Advisory Board Meeting of 27 April 1933; Letter from Rheinallt

iculated in
Jones to OFS Advisory Board, 25 April 1933. This feeling was art
meetings of both th:yNatal Advilory Board for Native Education and its folt
counterpart in the Transvaal. Both boards, independently of each other, fe
the time was ripe for a delegation from the advisory boards to the new
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action from the provincial Native Education Advisory Boards, argued
that:

"It is generally understood that .... the previous
cabinet as a whole, and the Minister of Finance in
particular, did not appreciate the gravity of the
situation. There is now a new Government, some of whose
members have in the past expressed sympathy with the

demand for further funds for Native Education. This may
well prove a most favourable opportunity for pressing
anew for the relief so urgently needed."®

Attempts to "press for relief"™ were préiémpted‘by*the—estab%ishmentf———————f
of a Provincial Finance Commission in April 1933. Its focus was:

The financial relations at present existing between the

Union and the provinces ...." and "the present financial

position of the several Provincial Administrations L L
Rheinallt Jones, using the infrastructure of the SAIRR, appears as
a key figure in the co-ordination of mission evidence, both in
terms of the missionary societies and the provincial Native
in fact, address the crisis in African education is evidenced by
the huge amount of work the missions and SAIRR put into preparing

evidence for it.%

The Fifth European-Bantu Conference of 1933 provided stakeholders,
both in and outside the provincial education departments, with an
opportunity to prepare and co-ordinate evidence for the PFC.%

Herman Kuschke’s paper appears to have been very influential in the

Government .

2 ypiq, B 70.1.5., Appendix C to the minutes of OFS Advisory Board
Meeting.

8 pesort of the Provincial Finance Commission of 1933 (UG 46-34),

N L

(hereafter PFC Repor

;934), Terms of Reference.

[,

% por example, the Transvaal Missionary Association, with the help of
the SAIRR, attempted a survey of all the African schools in the Tranlvnal.l
UWA, SAIRR/1, AD 843 B 81.1., TMA Survey of Native Schools in the Transvaal; B
70.1.3, Memorandum of the Transvaal Missionary Association to the Chairman of

the Provincial PFinance Committee.

8 yn June and July of 1933, the last European-Bantu Conference was held

in Bloemfontein. It was arranged by the SAIRR, and had 232 dslsgates from a
wide range of organisations, including mission societies and churches, Joint
Councils, the ICU, the Bantu Youth League and municipal advisory boagdl. ANC
members also attended as individuals or JC members. Report of the Fifth

Natimnal Ruronean Bantu Conference (SAIRR Press, Johannesburg, 1933).
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findings of the Conference and in the memoranda presented by the
Advisory Boards to the PFC.%

Apart from the OFS Advisory Board evidence and the Joint Advisory
Board evidence, it appears that the evidence to the PFC took the
form of extremely detailed accounts of the effects of the financial
crisis.” The evidence of churches, related organisations, the
Chief Inspectors of Native Education and of the individual and

Joint Advisory Boards, all strongly favoured a per caput grant
instead of the existing block grant given to each province. This

Manyu witn
W o wa

was a long-standing demand. Many egses

Associations and Advisory Boards favoured an increase in the amount
to be paid into the NDF from the General Tax as the quickest way of

e d dede ha

dealing with the crisis.® The Education Committee of the

European-Bantu Conference had moved beyond such immediate
firefighting suggestions and had roundly condemned fiscal
segregation, and a similar argument was strongly put in the Joint
Advisory Board memorandum to the PFC. This memorandum contained a
lengthy critique of the NDF and of fiscal segregation, and the

- raaty wes g LA et S

divorce of executive and administrative functions between the
provinces and the central Government. It concluded its gloomy

picture of native education by saying:

"The parlous position of Native education shows that the
financial provisions of the Native Taxation and
Development Act are not only totally inadequate, but are
based on a wholly wrong principle..."”

¥ some Aspects of the Native Question, 145-55.

5 A. Kerr, "Native Education: Evidence Led Before the Provincial

Commission, August 1933", SAO, Oct. 2 1933; J.W. Macguarris, "Native
Education and the Provincial Finances Commission®, SAO, Feb. 1 1934.

8 uwA, SAIRR/1l, AD 843, 70.1.3., Memorandum on the Finance of Native
Education, Submitted by the Natal Advisory Board on Native Education; OFS
Education Department: Native Education. Memorandum Presented to the
Provincial Finance Commission, 1933, by the Native BEducation Advisory Board of

the Orange Free State.

¥ 1pbia, B 70.1.3., Memorandum entitled "Ths Pinance of Native
Education. Joint Statement by Native Education Advisory Boards of the Cape of
Good Hope, Natal, the Transvaal and the Orange Free State to the Provincial
Finance Commission"; Fifth European-Bantu Conference, Findings, Part Vv, Native

Taxation, 80-81. The emphasis is mine.
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As regards the future control of African education, there was

control would be sensitive to regional diversity and encourage
local initiatives. He was opposed to NAD control, and to the

Ppiy S IS

an education from educational poli

possible separation of Africa
general, if it fell under Union control. He recommended a Union
Native Education Committee, on which the NAC and the Heads of
Education in the provinces could sit. This would formalise what
had happened up to 1930. (The meetings of the Provincial Heads of
Education with the NAC had ceased after 1930.) Here, he had the
~ support of the Chief Inspector of Native Education of the Cape,
G. H. Welsh. The idea of a Union Education Committee was similar
to the recommendation made by the SAGMC in 1928.”" Both these
items of evidence contained a condemnation of NAC involvement in

controlling allocation of funds to the provinces.

Y in

o]

The Joint Advisory Board memorandum on the subject of control went
much further, and reflected the escalating hostility to the NAC.
It characterised the NAC as lacking the necessary expertise and out
of touch with African educational needs. It argued that this was
particularly true since the demise of the annual meeting with
Provincial Heads of Education. It accused the NAC of wearmarking
grants and threatening to withdraw sums if they were not devoted to
purposes of its own choosing". It concluded that the framing of
educational policy should be done by a Union Advisory Board which

included "those who are in touch with the education needs of the

people, and have knowledge of the actual problems of

administration”. It said that:

%0 "union Control of Native

Ibid, B 70.1.5., Memorandum entitled

Education". 'rrom the céﬁtontl it is clear that the author is Kuschke, and
that it was prepared for the PFC. B 70.1.3., OFS Education Department: Native
Education. Memorandum Presented to the Provincial Pinance Commission, 1933,

m e Praa State.

by the Native Education Advisory Board of the Orange Fres State-

1 J.w. Macquarrie, "Native Education and the Provincial Finances

Comm " 1 1934. See UWA, SAIRR/1, AD 843, B 70.1.2.
i"i?f_'_ffei":f Conference at Joh;nnonburg (2nd to 3rd October, 1928),

Rssolutio e &v o
convened 3;d£;-:ho auspices of the General Missionary Conference on the

Finance of Native Education.
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"The Commission is not a suitable body to frame
educational policy and to direct educational
organisation."

€ memoran ini i i

which included the provinces being "free to plan out their own

provincial programme", and that funds should be in the hands of

"those who have Xknowledge of the special problens of each
province". "Diversity in unity" should be sought . %

The PFC Report itself devoted very 1ittle space to African
education and was a great disappointment to those who had put so
much effort into compiling evidence. The Outlook editorial of
February 1935 summed up the feelings which greeted the publication
of the report. It portrayed the section on African education as

"""‘iﬁédéqﬁaté‘and‘a1most—iaughab%ef——As—in—the4casegofgtheguEQ+4iL44444447
called into question the competence of the commissioners to deal
with the subject of African education. It took the PFC to task

over its lack of consultation with Africans. It accused the PFC of
diluting, misrepresenting or omitting much of the evidence given.

— P T A
w

This criticism was valid. The PFC devoted consi
Kuschke’s testimony at the expense of other evidence, particularly
that of the Cape. It also flew in the face of much of the evidence
(including Kuschke’s) by recommending Union control.” In its 1932-
33 Report, the NAC again made a case for control by the NAD, given
the dire financial position and the problems it saw in content; it

described native education as waimless".%

eport had taken note, if too briefly, of the volumes of
It said

mh ne
The PFC R

detailed evidence on conditions presented by the missions.

that the NDF was bankrupt and painted a graphic picture of chaotic
peor'pupil-teacher ratios and

conditions of overcrowded classr

MAMS
Y BAA S

0

’

%2 ywA, Pim Papers, A 881, Fa 9/5, *administration: Joint Statement by
’

Native Bducation Advisory Boards of the Cape of Good Hope, Natal, the
Transvaal and the OFS."

9rhe PFC blithely stated that African opinion on these issues was "a

closed book to the Commission”. »The Provincial Financs Commission", SA0,
Feb. 1 1935;

PFC Report, para. 169.

% NAC Report 1932-33, para. 50.
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grossly underpaid teachers. The Commission appears to have devoted
most of its .attention to Kuschke’s concern for the extension of
African education, particularly in the urban areas, and how this

could be financed.”® This concern had been clearly articulated by
Roberts in the NEC, and implied a recognition of a permanent and
expanding African urban community, in contrast to the
retribalisation focus for education advocated by the NEC and in
debates at the NEF Conference. Motivated by this concern, it was
Kuschke who suggested a comprehensive enquiry into African

education, which he had first mooted at the Fifth European-Bantu
the PFC recommended that

54 Al R .- § Llle L1

~ PR, 96 3
Conference. In direct response to this

the focus for such an enquiry should be on the extension of African
education in the future, including the possibility of compulsory

..... Al mAantandt
i

education, and how this should be financed. The issue of conten

was not central in the terms of reference, and control was not

mentioned.”

The South African Outlook wearily speculated that the PFC’s
recommendation for another commission meant that the State could
simply postpone addressing the crisis in African education once
again.® Members of Parliament and the Minister of Finance,
howev cuopnorted the idea of a commission of enquiry recommended

nowever, supplives i1d4de

by the Provincial Finances commission.” The appointment of J. H.

Hofmeyr as Minister of Education in the UP Government gave him the

power to set up such an enquiry in early 1935. The terms of

reference, however, were not the same as those suggested by the
PFC. The focus shifted to the aim, content and control of African

lmer mawly 102K
T

education. This shift was related to the fact that, by early 1 ,

at a local level municipalities
school buildings, indicating
169-70.

% phe PFC also felt strongly that
should take on some responsibility for providing
its concern for urban education. PFC Report 1934, paras.

% pifth European-Bantu Conference, rindings, Section 6, 81-2.

Y prc Report 1934, para. 171.

% wrhe Provincial Finance Commission”, SAO, Peb. 1 1935.

9 pansard, 28 March 1935, Col. 3933-4.
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it was clear that the "Native Bills" were likely to become law,

el 8Y. N8l B §
LN ‘J‘JJSIGN

By 1935, the missions were under fire as never before. They faced
a concerted attack from all sides, including from within the
liberal-mission network itself, on what their critics perceived as
the unscientific, alienating and destructive nature of the
education they provided for Africans. These arguments were made
with varying degrees of sophistication in the NEC and at the NEF

Conference. The missions realised that the proposed alternative,
"cultural® lines, implied the end of

ol alaAanes
a.vuu, - - -— -_a=s

education differentiated a
individualist education based on absolute moral concepts; andthe ———

end of mission control of the process of the African’s passage into

the modern world. It also accorded with broader seg 1
legislation which stated that this passage would not be into a
common modern society. As they prepared their evidence, a question
which must have occupied mission minds was the extent to which the
Welsh Committee members might align themselves with prevalent

secular ideas, which could both erode the central ideas of the

mission enterprise in education, and harness education to the

implementation of segregationist legislation.
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CHAPTER FOUR

"SHOULD EDUCATION LEAD OR FOLLOW

FYTYY OONANTATY NADNEDTDON

1HE SUUILIAL UNRNULUIN.

THE WELSH REPORT AND
THE POLICY OF SEGREGATION, 1935 - 1939 '

INTRODUCTION

In April 1935, the Welsh Committee was set up as the first national

commission into African education after Union. It reported in

March 1936, at the same time as the passing of the Native Trust and
Land Act and the Native Representation Act. Its timing alone
demands that it can be taken seriously in considering the
relationship between policy towards African education and
segregation. In the literature about African education during this
period, very little attention has been paid to the nature of the
Welsh Report’s connection with the legislation of 1936.
Commentators on the period assume that the Welsh Report reflected
United Party Government thinking on African education. The Report
is interpreted as supporting greater differentiated education for
spectacular precursor to the Report of the Eiselen

|08~ S T L=t T

In this sense it is cited as evidence of

Africans, a less
Commission in 1951.
continuity between policies towards African education before and

after 1948.°

The contention of this chapter is that the Welsh Report was not a

"_nor w1

segregationist manifesto for African education, nor a simple
precursor to the Eiselen Report. By considering the genesis,

1 A substantial part of this chapter has appeared as a refereed article
in the South African Historical Journal, No 28, May 1993, under the title

" Should Education Lead or Follow the social Oorder?’ The Welsh Report and the

Policy of Segregation, 1935-19407.

2 pose and Tumner, eds, Documents, 228-234; Molteno, "The Historical
Foundations"; Christie and Collins, "Bantu Education®, 63-64, 158.
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that, to a° large degree, it was in direct opposition to

segregationist thinking at the time. Even the much quoted section
on the aims of African education re nfused, lib

mission disenchantment with Hertzogian segregation rather than a
blueprint for differentiated education. When the Welsh Committee
was set up, it was clear that the issue of African education was,
itself, a vehicle for the much broader question of the future place
and role of Africans in society. This role was being debated
through discussion of the "Hertzog Bills"® in a Joint Select

Committee which represented its last report to Parliament in April

3
evidence, "ﬁUbIic‘debategintensified—markedly".

the Welsh Committee members denied

’ aANe e mwas O 1

When, in their final Repo
that education should be an agent of segregation, rejected fiscal

segregation and NAD and NAC involvement in African education, they

were, in their own way, rejecting the basic tenets of the 1936

legislation. Sshingler argues that the "formulation of the
Committee’s approach is an excellent instance of the position of
South African liberals in the period between the two World wWars".‘
Their proposals offered no significant alternative to what was in
place. Their suggestions regarding the aim of African education
merely acknowledged that the 1limitations placed by existing
segregation undermined the possibility of truly undifferentiated

educa -+ least for the time being. Elphick’s characterisation

education, at least for che g
of the Christian liberals as social workers, rather than social

analysts who "had no clear conception of the kind of society they

wanted, no clear ground from which to assail White domination" has

resonance in the tone and content of the Welsh Report.s

3 Dubow, Racial Segregation, 142, 164. The Joint Select Committee,
which began sitting in 1930, had reduced the three Native Bills to two, a
Natives Trust and Lands Bill and a Native Representation Bill.

4 Shingler, »gducation", 271.
5 Elphick, "Mission Christianity®, 72, 79.
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What is equally important about the Report is its assertion of

almost complete omission of any references to secular scientific
ideas, particularly anthropology. This was in spite of the
presence of E. G. Malherbe on the Committee. He attempted to push
the boundaries of the Report by endeavouring to set up a large

esle 2 mle < : 3
hich included 1intelligence

scale survey of African education
tests. He encountered resistance to this, however, and was not
very successful. Mission opposition to such secular scientific
intrusions was related to a commitment to Christian values, but it
also had to do with a recognition of the close connection of such

ideas with segregationist ideas.

PART 1: "THE SOCIAL ORDER" - AFRICAN EDUCATION IN
CONTEXT

During the time the Welsh commissioners heard evidence and made
their report, South Africans were feeling the effects of both the
legacy of the Great Depression and the economic recovery. The
drought of the early 19308 and the Depression acted as a stimulus
to urbanisation. The decline of the reserve areas and poor working
conditions on Vhite farms pushed many African men and,
increasingly, women into the towns for the first time. Here they

114 seek employment in new or expanding'manufacturing industries.

Coulia seen Sl & y sussss

Both the economic recovery, fuelled by the high gold price and the
g and protective tariffs, had stimulated

expansion of gold minin
State and privately funded manufacturing industry.® While there

were concerted attempts to cushion the effects of urbanisation on

Whites, Africans were left to suffer the full force of social

dislocation associated with urbanisation. The pr
education for Africans at this time was extremely limited. 1In
1935, only 30% of African children of school going age actually

and very few stayed beyond the first two standards.
primary classes. The

eion of

went to school,

Only 1.83% of pupils at school were in post

amounts spent on them were pitifully small compared with White

children. Heavy emphasis on developing White education precluded

°Dnvenport, South Africa, 302-3, 524, 535.
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) rican education, especially in the context of the
findings of - the Carnegie Report —on "Poor Whites" —and post—

Depression reconstruction. Here, education was seen as key to

[»]
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vhite social reconstruction.” (

The spectre of an emerging militant African proletariat had

occupied the minds of administrators, politicians, missions and
social theorists since the first wave of African urbanisation after
the First World War. Dubow argues that the policy of segregation
embodied in the 1936 legislation was one of "social containment®
designed to limit the social dislocation and unrest resulting from
industrialisation, which threatened White supremacy. The proposed

""""abCIition‘ofgthe—non-raeia%—eape—ﬁranchisekwas4!linked;tggagxigpi§§44444447
of Whites about the emergence of a politically conscious African

proletariat". He argues that the differences about the franchise

which kept Smuts and Hertzog apart before the formation of the
United Party in 1934, were superficial and both agreed on the

importance of preserving White supremacy. Hertzog’s promotion of

a "[White) South African nationalism" was integrally linked to the
nexclusion of blacks from civil society".® Therefore, the non-
racial franchise could no longer be tolerated. Dubow

that:
wGeneral Hertzog was particularly adept at transforming

e tmmmmand inta a

the idea of Dblack political advancement into

generalised panic. He did so by conflating - in defiance
of rational argumentation - the urbanisation of Africans,
their education, miscegenation and the 'gwamping’ of

Whites at the polls."®
In the Joint Sitting debate about the Native Representation Bill,
Hertzog justified the neglect of African education by linking it to

the franchise issue. He argued that, since education was one of
its provision had

the criteria for qualifying for the franchise,
vent the creation of large numbers of African

-
v - --—

r

Py | -
en limited

i

2g2E  £9% —o= annu m was spent on each white child as compared with

In 1935, £23 PeL annul wWeS -
£1.188.6d per annum for each African child. See Appendix A, Figure 9.

Bulletin of Educational Statistics 1940, Chapter 8.
® pubow, Racial Segregation, 14-15.
9 rbid., 16-17. The emphasis is mine.
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been limited to prevent the creation of large numbers of African
voters. Once the franchise was abolished, African education could
safely be given more funding.' During the Joint Sitting debate,

Hertzog’s chief ideologue, George Heaton-Nicholls, vented his
spleen on the subversive nature of mission based education itself."
He emphasised the important connection between Hertzog’s argument
about education as providing access to the franchise and the
content of education providing the ideological underpinning for the
franchise. This serves to make clear the often implicit and
unexplored links between education, the non-racial franchise, and

’
h society.

P Py — -~ P e
the broader place ©

The control of African education, designated as an area for

investigation by the Welsh commissioners, was also an issue which

had implications for broader segregation policy. As has been
shown, one of the debates which characterised the period after
Union was whether African education should remain a provincial
preserve or be taken over by the NAD, which would differentiate it
completely from other education and bring it more into line with
"Native Policy". The NAC continued to favour NAD control. By
1935, the NAC, under the leadership of Heaton-Nicholls, had shed

+ive mantle and was known to be a propaganda vehicle for

segregationist ideology.'? As such, it had alienated many prominent
liberal and mission figures involved in African education.

PART 2: "THE GOVERNMENT HAS SOME PRECONCEIVED IDEAS
ABOUT WHAT SHOULD BE IN THIS REPOR "

The Welsh Committee was set up ostensibly in response to a

the Report of the Provincial Finance Commission
n. The Committee

-as

recommendation by
of 1934, for a commission into African educatio
began hearing evidence in mid-1935, and the Welsh Report was handed

10 ;oint Sitting of both Houses of Parliament Convened in Accordance
with Article 58 of the South Africa Act of 1909, to Consider the

Representation of Natives Bill, (Js 2-36), (hereafter JS 2-36), Cols. 336,
529.

;s 2-36, cols 385, 1197.

12 Dubow, Racial Segregation, 11,110.
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to Hofmeyr at the end of March 1936; around the time of the third
reading of the Native Representation Bill. It was discussed in the

cabinet and in the provincial education Advisory Boards only in

November 1936." critics of the Welsh Report were quick to point
out that the Committee had been established and had gathered
evidence before the passing of the 1936 legislation. This, they
argued, nullified the recommendations of the Report.
Nevertheless, it seems that it was no accident that J. H. Hofmeyr,
as Minister of Education, did not wait until the Bills had become

law before he convened the Welsh Committee. The Committee took
evidence during the period of intense public debate which followed

the final report of the Joint Select Committee in April 1935. It
is clear from the terms of reference and the composition of the

Committee that Hofmeyr saw the Committee as a platform for

challenging the direction of segregation policy embodied in the
"Native Bills".

The Welsh Committee was asked to consider two main issues about
African education policy: the control and the aim of African
education. Here the focus was quite markedly different from the
terms of reference recommended by the 1934 Provincial Finance

Commis which had advised that the extension and finance of

Commission, which hacd
African education be investigated. Embedded in the issues of
h larger questions

control and aim of African education were the muc
in society Fundamental to the

- -—— g -

at Africans, particularly the
lace in White society

about the role of Africans
segregation Bills was the idea th
educated elite, could no longer aspire to a p
- their aspirations were to be focused on the rese

of the Bills for African education was clear; a shift of control
and a manifest differentiation of

The loagic

v . -ads LUS LA

from the provinces to the NAD,

aim from %hite education. Malherbe was aware that Hertzog wanted
recommendations which would be in line with broader segregation
clicy He was reluctant to serve on the Committee because "the

poiicy. 7 -
Government has some preconceived ideas about what should be 1n this

13 xca, Malherbe Papers, KCM 56980, File 480/1 (154), W.T. Welsh to
Malherbe, 23 April 1936; UWA, J.H. Hofmeyr Papers, Al Dd, Megorandum titled
"Native Education”, dated 20 November 1936. This was Hofmeyr's discussion

document on the Welsh Report which he prepared for the Cabinet.
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report™. "It seems to me", he wrote, “that one will have to choose

This was also clear from the "Government’s" opposition to a liberal

presence on the Committee. Malherbe remarked tha

"confidentially that they do not on any account want men like
n". 14

ot

Y
(1)
el
3
®
&

Professor Hoernlé or Edgar Brookes to serve on this Commissio
Malherbe’s reference to "Government" clearly did not include
Hofmeyr, who appointed a committee dominated by men within the
State and provincial echelons who were very closely associated with
— 3jiberals such as Brookes and Hoernlé, men who had made clear their
opposition to Government policy towards African education, and, by
implication, to the direction of segregation policy. He also

excluded people who might have supported greater differentiation of
aim and content and the transfer of African education to the NAD.

The Committee consisted of the Chairman, W. T. Welsh, Cape
Provincial Councillor and former Chief Magistrate of the Transkei;

Orange

o

the three Chief Inspectors of Native Education of Natal,
Free State and the Cape - D. McMalcolm, H. Kuschke and G. H. Welsh.

The Transvaal’s most senior inspector of Native Education, G.
~ ! .

Franz, was on the committee because the Transvaal had no Cniei
Inspector of Native Education until 1936. E. G. Malherbe was the
sixth member. G. H. Welsh, Kuschke and McMalcolm all had close

links with Joint Council, SAIRR and church groups and had voiced

their disquiet over the finance and control of African education.

They were particularly opposed to NAC control of the finances of
This had come

African education and to possible NAD control.
through loud and clear in the 1933 European-Bantu Conference,

awae

evidence to the Provincial Finance Commiss
Education Fellowship Conference.

§ == =4

' xca, Malherbe Papers, KCM 56982, 505/14 (267), Malhs
Prof. Fred Clarke, 27 March 1935.
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It is significant that the Committee contained no members from the

omission appears to have been deliberate. By this time, however,

i onceived as a body of
independent experts, but as a propaganda vehicle for segregationist
ideology, so it is not surprising that Hofmeyr did not include any
of its members.’> His exclusion of the NAD can be seen as a
statement about the maintenance of the independence of education
from a Department which was basically there to administer

~laa
UL:“'

segregation laws.

Malherbe’s position and role in the Report exemplifies the tension

— which existed on the Committee between competing conceptions of how

a commission of enquiry should set about analysing a problem and
making mmendations. on one hand, there was the existing

maxing recomnm
standard format which characterised the NEC and the PFC, where the
commission members travelled around to hear evidence from a wide

Lo b ld

variety of, what Malherbe wou
involved in the area under investigation. The evidence itself

ave regarded as, "amateurs"

consisted mainly of opinion and anecdotes, and there was almost no

attempt to quantify and measure data in a scientific way. Malherbe

was extremely critical of this approach as it lacked a systematic

scientific base. He argued that it was ineffective in addressing

the problem under scrutiny.

"The expression of vague feelings of dissatisfaction

usually impinges on the inertia of social institutions
= wall with a pillow. To make an

like beating against a wa:l

impression one needs the precise sharp cutting edge of a
scientific fact."'

White study was the first commission in South
wcutting edge of a scientific fact" which

analysis of statistics.

The Carnegie PooOr
Africa to make use of the
emerged from large scale surveys and the

15 Dubow, Racial Segregation, 110.

16 Malherbe, Education and Social Research iq §pu§h Afrii:, gﬁs:ﬁh -
African Council for BEducational and Social Research Series No §), 38-9, gquoted

in Fleisch, "Social Scientists”, 1.
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It set, what Fleisch calls, a “paradigmatic precedent ... for the
— relationship between social science and policy making"."

As head of the National Bureau for Educational and Social Research,

Malherbe was required to sit on interdepartmental committees

concerned with education." on the whole, the Welsh committee did

not differ from the NEC and PFC in the way it heard evidence. A

wide range of individuals, liberal organisations, missions,
teachers organisations, State, provincial and municipal bodies
presented evidence. Malherbe, however, attempted to push the
parameters of the committee by setting up a detailed empirical
survey of African education. He commissioned P. A. W. Cook to

_ conduct the research. Cook attempted to institute Arithmetic and

English vocabulary wachievement tests" to African student teachers
and secondary students at Standard Six level, as well as surveys of

Madwa wewwasw==— g

the age levels of students and the finances of the schools.'

Circulars were sent out in early October 1935. The

showed the wgxperts® complete disregard of the

~
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operation
"amateurs". Teachers and inspectors were simply expected to carry

out instructions; there was no attempt to elicit the support of

The timing shows a lack of understanding about
t time of year.

teaching personnel.
the pressures teachers and inspectors faced at tha
————— wrand

There were problems from the beginning. Tests and scripts went
There was also resistance from teachers to the

astray in the post.
al end of year exams. They also

intrusion of the tests on norm

found the nature of information required unfamiliar and they had
lengthy

great difficulty in £illing in what were obviously strange,
¢ £ s, particularly those to do with finance and "Age

and complex forms,
Standard Tables". Inspectors, who were supposed to administer all

the tests in the interests of control and validity, were unable to

carry out their normal duties and found themselves caught in the

middle between irate teachers and the UED, from which the Bureau

7 1biq, 6.

8 1pia, 12.

L CAD, BEK 14 CE 360, "Native Education committee”.
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operated.?® Malherbe was completely unsympathetic and instructed

— the inspectorate to get the information in as fast as possible. He

cited Hofmeyr’s desire to get the Report for the beginning of the
21 By i
By

T 1028 =t 3
January 1936, three major schools i

el

o)) amamdemaeer mammad
Ml iicueEiival y Scbhdiviie

s
the Cape, Shawbury, Healdtown and St. Matthews, had not done the
tests at all or had done only the English tests.®? J. W.
Macquarrie, Head of Lovedale Secondary School, still bristled from
the experience in 1937. In a talk to the South African Teachers

Association he remarked,

"But whilst there is plenty of scope for scientific
investigation with batteries of intelligence tests and
psychometric material into the relative backwardness of
Native pupils, the fundamental cause ... is only too
apparent. It is essentially economic."®

Most of Cook’s research did not appear in the Welsh Report, but was
Rureau in 1937 in the form of three monographs.

mwithhl 4 -
pus.iisneq Oy tTaS

This might have been related to the disorganisation which
surrounded the process, which precluded the use of many of the

findings in the Report. In fact the data was used later in the
Eiselen Report. It appears, however, that the other commissioners
were not particularly interested in the results of Cook’s work,
which represented a different paradigm and approach to African
education. Fleisch sums this up by saying that,

nThe commissioners’ passive neglect of Cook’s facts could

be interpreted as a defensive response to the new policy-
making paradigm wh

ich did not recognise the moral
authority of ’Church truths’."?

W SdE e w - woa— ill

2 1pid.
2! 11id, Malherbe to Mr. C. Kitchin of CED, copy to G.H. Welsh,
26 Nov. 1935.
2 1pia.
3 5.w. Macquarrie, "Some Needs of Native Education”, SAO, Aug. 2 1937.

2% pjeisch, "Social Scientists”, 14.
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PART 3: "IT IS CERTAINLY NOT THE FUNCTION OF EDUCATION

A NS AnEssUR

ANLADAALYVAAT ALN ANLAJRALAN YN B AD

The recommendations of the Welsh Commissioners to a large degree

nt the dilemma of the liberal-mission network faced with

r
developing alternatives to Hertzogian segregation. In its
rejection of NAD/NAC control and fiscal segregation, the Report

eprese
=

fairly faithfully represented the liberal-mission critique of
Government policy towards African education that had developed over
the previous six or seven years. Here, it flew in the face of
Government policy embodied in the 1936 legislation, and its critics
were the first to acknowledge this. It also prefaced its
reflections (rather than recommendations) about the aim and content
f Afri 3 k1 ] jecti ¢ the Hert . . . "
segregation and the subordination of education in its service. It
is in this context that these reflections, which are often quoted
out of context, must be seen. It is true to say, however, that the
Report was unable to provide a bold alternative vision of African
1 an alternative vision of

UL, T W BRI T R S »
ceuuCalLloll wiiilil miyue, 41

society in general.
It is appropriate to begin with what is the most quoted and most
misunderstood section of the Welsh Report; the section on the aims

and content of African education. The Report surveyed the

limitations created by segregation on African employment and social
opportunities. It concluded with observations which are often
cited as evidence of the Report’s advocacy of differentiated

education for Africans:
"The education of the White child prepares him for life
in a dominant society and the educationgf the Ela?E
child for a subordinate society. The Committee ... i1éeis
it would not be quite honest to avoid stating clearly
that a full 1iberal philo:ophy is not at present
applicable to Mative education.™?

At the time, this section of the Report drew criticism from many

members of the liberal-mission network, as well as African
ered by what appeared to be a

At mmde d mon L de e Mie mesr Ffalse arey
sQuCavionised Ali€y e -Fa Qriy
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compromise with the forces of segregation. While no-one had
questioned that education should be racially segregated physically,
liberals and mission representatives had, in their evidence to the

Committee, stated that education was not to be seen in racial but
individual terms, and that African education should not in
principle differ from White education.?® This opposition to seeing
education in racial terms should be seen in the context of disquiet
over earlier recommendations of the 1932 NEC, where education was

touted as an agent of segregation. In the Transvaal, the joint

Transvaal Missionary Association - Johannesburg Joint Council

memorandum made direct reference to this when it objected to

education adapted to "a supposed environment which may be
predicated for [Africans] by Government or popular opinion".27

In the light of this, what are we to make of the Welsh Report’s
remarks about the inapplicability of a "full liberal philosophy"?
It is important to see this section as acknowledging rather than
advocating the existence of outside constraints which would inhibit

the application of a full liberal philosophy. This section of the

Report was peppered with remarks which distanced "educators" from

the construction and justification of these constraints.® The
ter defended their remarks in these terms.
H. Shepherd, Principal of Lovedale,
d "an avowedly interim

Welsh Commissione
Kuschke told a very angry R.

that the statements about education containe

thesis", and that unanimity among the commissioners had been

achieved by emphasising this. He asked Shepherd to note that the

commissioners had included the phrase
that a "full liberal philosophy"” was not applicable

rs la

26 4 Native Bducation” SAO, 1 Dec. 1935;
J.W. Macquarrie, "The Cape an cation”, S0 ention

Cory, PR 4127, W.G. Bennie Papers, Memorandum entitlsd "Ratlive FEHC -

COmmittoo 193§ Memorandum of W.G. 30““1"1 t !éh37%;zzzéo:art;:::al
stitution to e

Submitted by Lovedale Missionary In ember 1935.7; UWA,

Committee of Enquiry into Native Education 15th Nowv
" to be Given on behalf of the
SATRR/1, AD 843, B 80.2.1, Draft of Bvidence o-f“‘partmentel halt of the

Cape Native Bducation Advisory Board to the inter-Ds
Enquire into Native Education”.

27 dum entitled "Native

UWA, SAIRR/1, AD 843, B 80.2.1., Memoran

Education: ;Vidiﬁéﬁ %c be pz;eenteé on behalf of the Ttanuvaa{ gig,fgffrzn
Association and the Johannesburg Joint council of Buropeans and Alricans =

the Commission on Native Education”.

28 Welsh Report, paras. 459-461.
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education.?® 1In early 1937, Malherbe complained to Rheinallt Jones
that the Report’s critics had "confused aims and objects with
 limitations".3® 1In 1938, speaking at a Cape African Teachers

Association conference, W. T. Welsh emphasised that he and his
fellow commissioners were merely being "realistic" and not
prescriptive.}' In being realistic, however, they blunted the
critique of segregation which is implicit in the Report, and
vealed their lack of vision for the future.

A general reading of the chapter reveals that the commissioners

c constraints on Africans’

Polola)

were critical of the social and econoni
advancement which had developed in the name of segregation, and the
consequent impact on education principles and practice. Shingler

-1 12 2mal Vs

 describes the committee’s position as weritical, if elliptically

so" of segregation.’? 1Indeed, as a preamble, the Report launched
a scathing attack on the segregationist idea that Africans should
"develop along their own l1ines" in the reserve areas. Such a
notion, it said, ignored the substantial urban population and
squ s on White farms, and the level of acculturation which had
taken place in the reserve areas. Echoing the liberal critique of

Hertzog’s 1926 Native Bills, it averred that all people were bound

- . - » s '] . .
up in a single economic system, which was "moulding theilr

institutions and ways of living more and more upon the European
pattern". The very wording of this section echoed remarks made by
J. H. Hofmeyr in Parliament at the Joint Sitting debate about the
Clearly drawing on the 1933 European
the Report attacked the NEC’s

squatter

Native Representation Bill.%®
Bantu Conference critique of the NEC,
recommendations for "social education"

1 PRy, |

as being impractical and

MS 14712(V), Kuschke to R.H. Shepherd

29 ~._.. n B Shanard Papers 1
COr Nellie wiiw LW sEpE-Fs id by name as Sin
10 oct. 193é{' The RepJ:; had singled out Lovedale’s evidence by nams as bein

"jdealistic under the present circumstances” .

Q

30 UWA, SAIRR/1, AD 843, B 80.2.2., Malherbe to Rheinallt Jones,

6 Feb 1937.
31 wreachers in Conference", SAO, 1 Aug. 1938.

32

Shingler, "Education”,

along his own lines - that

33 - " ive developin
JS 2-36, Hofmeyr: The nativ P gnative P ing kept in his own

means for most who use the phrase the same as the
place’, 6 April 1936, Col.1086.

139



— education as an instrument to encourage segregation.® It is in
this context that the quotations on page 137 must be read and

misconceived.3* The Report made it clear that it did not see

understood.

The Report did not make a case for the content of education for
Africans to be something distinct from White education and asserted
that "the forms or categories of content do not differ from those
which one would consider essential in European education". It was
up to the teacher to relate schooling to the wider context, to make
it relevant. The Report recommended that professional and

vocational training should begin only at a post primary level, but

"""‘ﬁ6téd‘that4the—ﬂeastraines49ﬁ4segregatiQn4pQlig¥L4§3924§§4}JEL4444447

wcivilised labour" policy and the Mines and Works Amendment Act of
ned the job colour bar, and the nature of the

a - 2 o -~ :
1926 which ensnrinec e

reserve economy made a mockery of developing ™industrial

education® .3

commitment to the same education
the removal of African

Liberal and mission educationists’
for all led them to reject, in principle,

education from the control of the provinces, where it was
administered side by side with White education. A number of them,
however, had begun to feel that the financial crisis which they
faced would not be addressed if the status-quo remained. The

possible transfer of African education to the UED was seen as a

means of getting the central Government to address the crisis

means geIiting tA&
without the influence of the NAC or NAD. It was not seen as a

means of further segregating African education.’” The fact that

there was strong and united opposition to transfer to the NAD is

testimony to this. They felt that education in the hands of the

3 velsn Report, paras. 491-17.

35 w1t is certainly not the function of education to keep 'Natj.vel in
reserves or to segregate into reserves those who are not there. Ibid., para.

454.
3 rpid., paras.567-8, 575-6, 582, 599-600.

3 4aiherbs, s&d Educational Adaptations, "Relations Between Education

Malnerovs, 8Q.) aL=TSSST0TS
and the Native Affairs Department”, 514-5; “"The Native Education Committee”,

SAO, 1 Nov. 1935.
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NAD would be reduced to being an agent of intensified segregation.
The joint Transvaal Missionary Association - Johannesburg Joint

Council evidence argued that "policies would inevitably be shaped
not from the standpoint of education, but from the standpoint of

———————pelitieal—administration£+¥44Thisgpgsition had been very clearly
articulated at the Fifth-European Bantu Conference of 1933 and in
evidence to the Provincial Finance commission.® Wwhat also possibly
underpinned educationists’ concern about NAD control was concern
about what impact this would have on their professional status, as

well as on their practice.

It is interesting to note that Douglas Smit, Secretary of Native
Affairs in the NAD, was himself opposed to NAD control because of
the extra administrative burden it might place on the Department
which did not have the necessary expertise. He said he thought

that the UED was likely to devote more funds to African education

that the NAD.¥

Hostility to NAD take-over of African education went hand in hand
iberal-mission opposition to NAC control of the
The Welsh Committee members

with long standing 1
finance of African edu
themselves were initially sharply divided over the issue of control

of African education, but they eventually came up with a scheme

whereby native education would be transferred to the UED, under a
(See Appendix 8,

special Native Education Department (NED) .*!

Figure 11) Provincial structures would remain in place, but report
to the new NED. In addressing mission argument that African
education should not be separate from other education, the Report

lighted the contradictions in this by arguing that, in fact,

three out of the four provinces “had created a considerable measure

hiag
-

38 .. cxron/1 AD 8472, B 80.2.1., Memorandum entitled "Native
WA SALIUY/ A AW O%J) & wve&s=c7 77 - . .
Education: 'Evidenc;'to be presented on behalf of the Tranﬂvaaé :;::::2::10
Association and the Johannesburg Joint Council of Buropeans an

the Commission on Native Education”.
¥ see Chapter Three.

40 wrne Native Education Committee”.
ntitled "Native

L]

4 ywA, J.H. Hofmeyr Papers, Al Dd,
Education”, dated 20 Nov. 1936.
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of separate administration" for Native education, and the fourth

had a Chief Inspector of Native Eamfi—ff—rrot—separate—
inspectors. Also from 1925, the centralisation of finance had
differentiated African education from white.*’ When the Report came
to advocate UED control, this separation was not advocated on
grounds of the principle of seqgregation. The proven inadequacy of
the existing system and the crises engendered by it, meant that

African education could be dealt with only at a central level.®

The Report vigorously rejected the idea of NAD control, saying that
education should not be linked to a department that had a negative
~a Africans, and was basically a "regulatory" body.% It

image among Africans,

proposed that the shou i

Department of Native Education, while the input of the Secretary
jce on the Union Board of

- Ly
V o e -

for Native Affairs was iimited to a

Native Education with a substantial mission presence. (See
Appendix 8, Figure 12) The missions had long supported the
creation of such a Board, which would guarantee their place and
influence in State bureaucratic structures. This Board would

advise the Union Director of Native Education and administer a
Native Education Fund. The NAC was to have no control over the new
Native Education Fund. The retention of the provincial structures,
. ~1uding provincial advisory boards, with their preponderance of

2 vl
Lllb&u“&ll, ) Vaessw="S

mission representatives, and provincial control over curricula

(except for the issue of the vernacular) was an attempt to maintain

diversit and to recognise the continued

a degree of provincial diversit ty,
importance of mission control at grassroots level.

The missions, although they were faced W

problems, did not, on the whole, favour State control. Many

witnesses from the missions emphasised the key socialising role of
————— S SN o fh

the missions in a period of social upheaval and urged that

42 yelsh Report, paras. 260-261.
43 rpid, para. 288, ".. the Committee believes .... that only by the

country as a whole shouldering the responsibility, is it practicablo to do

adequate justics to the educational requirements of the Native people”.

4 rpid, para. 320.
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remain major partners in the provision of African education. A
Lovedale memorandum held that, "[a] full public system of control
is better suited to a land where there is a strong ethical and
religious life". Here the Report was completely in line with what
most of the members of the liberal-mission network recommended. *’
While it noted problems of denominationalism which 1led to
duplication, and African opposition to the missions’ "paternal form
of control", the Report emphasised the key importance of the
mission schools in socialising their pupils in a period of

transition and change. It was important, the Report noted, to
mairect and control the process [of ’EBuropeanisation’}".%

Having expressed its confidence in the missions as major partners —
with the State, it moved somewhat beyond its terms of reference and

advocated increased State and mt
equipment in the urban areas. It recommended that primary

education be free, and that limited urban areas experiment with
making primary education compulsoryu" This focus on African
education in the urban areas must be seen in the context of major
increases in African urbanisation. The Report appears to reflect

welfare workers and educationists in the Joint

on huildinas and

PUIGY SIS PO | - o o~
nicipal spsid 31 arvmaeamal c=s allaéd

the concerns of
Councils and in the SAIRR, including Kuschke, at the time with
“““““ ding urban conditions to defuse social conflict and, in

upyrauiiily UL AICEss
particular, seeing school as a means of dealing with delinquency.

This urban focus was in stark contrast to the policy of segregation

which aimed at retribalisation as a strategy against urbanisation.

‘The Welsh Commissioners’ attitude to Africans themselves reflected
the missions’ need to "direct and control® social pr
they recognised the need for more African participation at the

cocsses. While

~
N e o b - &
[]

45 dum entitled "Native
Cory, PR 4127, W.G. Bennie Papers, Memoran |
BEducation cOm;ittoo 1935 Memorandum of W.G. Bennie"; Lovodnlo,-NM:Torandum
submitted”; WUA, SAIRR/1, AD 843 B 80.2.1 Memorandum entitled "Native

Education: Evidence to be presented on behalf of the Tranuvnai rtl:ionarzo
Association and the Johannesburg Joint Council of Buropsans and Africans

the Commission on Native Education”.

4 welsh Report, paras. 342-3, 465. The emphasis is mine.
47 Here it took up the terms of reference suggested by the PFC in 1933.
Ibid., paras. 371, 358, 364, 398-404.
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highest levels and on the ground, such participation would be more

than balanced by a substantial white presence. For example, the
missions were to have eight representatives on each Provincial
Advisory Board, compared to a maximum of three African
representatives.“ (See Appendix 8, Figure 13) At the same
time that the Report condemned mission rivalry, favoured
amalgamation and increased African participation in local school
committees, it was also not prepared to countenance more than a
very limited growth of African run independent schools.

The Committee’s terms of reference did not include the finance of

Native Education and there was very l1ittle evidence given in this

regard. Cook’s statistics, however, appear to have been used to———
demonstrate the relative contribution of the African communities
missions and state. In response to the Provincial Finance
Commission, the liberal-mission network had developed a sustained
critique of fiscal segregation. Their basic demands were for
African education to be financed from general revenue, rather than
from the General Tax, and for a per caput (per child) grant rather
than a block grant allocation to be made to the provinces. This

would force the State to recognise and provide teachers for the

steadily increasing numbers of children coming into mission
schools. As an interim measure, they wanted the amount from the

General Tax to be paid into the NDF to be increased.

The Welsh commissioners were plainly u ycomfortable about the fact
that finance was not part of their brief, but felt that they could

not consider other aspects of African education without referring

to it.® The Commission raised problems over the principle of

segregated taxation, which underpinned the fund and noted how the
fund had failed to live up to what was expected of it in practice.

48 rpid, para.320.

49 m
Y Ibid, paras, 366-370

0 rpid., para, 216.
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It concluded with a vote of no confidence in the NDF and its

sources of finance.’!

It recommended that Native education be paid for out of a Native
— Education Fund, and amounts for each province be calculated on an

annual per caput basis. The Native Education Fund would be
administered by a National Advisory Board of Education and would be

ais ol S EW

separate from the Native Development Fund. (See Appendix €, Figure

11) The Report noted that "[t]he determination of the sources of

this new fund does not fall within this committee’s terms of

e".52 Tt is clear, however, from its sustained and lengthy

critique of the NDF and of the idea of fiscal segregation, that it
————————— 1 «res vy

thought that education should be funded from general revenue. The

referenc

proposed NEF, however, was not something which the liberal mission
network had wanted, opposed as they were to financial
differentiation. This proposal for a separate fund perhaps
indicates a fear on the part of the commissioners that if African
education simply took its chance every year along with other

e w e = L2

it might be neglected by a hostile Government. The

services,
ate fund might ensure that this did not happen.

existence of a separ

Silences in the Report are also significant. Cook’s work on

African attainment levels in English and Arithmetic and age

standard distribution was dealt with very cursorily by the

citing “external handicaps" on African schooling,

commissioners.
tests and as well as those of

they questioned the validity of these -
Dr. M. L. Fick, who also presented evidence to the Committee. It

is also significant to note that the Welsh Commissioners did not
take up the increasingly popular alternative offered by the
perspec‘tive of anthropology: differentiation of education aiong
"cultural® and not racial lines. Here they reflected a general

~mang the missions for the moral relativism inherent in an

distrust among Tne .
anthropological perspective and its political implications. 1In

51 rpid., para.237.

S2 7pid., paras. 303-4, 306.

53 rpid., paras. 526-30.
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striking contrast to the Eiselen Report, there is almost no

reference to- the debate about culture and education in the Welsh
Report. In contrast to the NEF statement in 1934, the Report
denied the role of anthropologists in African education by saying
that "the Native should be allowed to decide for himself which
elements in his indigenous culture should be preserved".®* Its
recommendations for continued mission control of schools is also
testimony to its rejection of the notion of the consolidation of

s a basgis for differentiation.

missions some hope that the major financial crisis which they faced

might be resolved. This was not to be, however.

e e i A smwer rewmw ww A D WANWIRY

PART 4: "AS A POLICY OF DEFINITE SEGREGA1ION HAS BEEN
ADOPTED BY PARLIAMENT, THE MINISTER CONSIDERS
THESE WORDS TO BE VERY DANGEROUS"

The passing of the Native Trust and Land Act and the Natives
Representation Act of 1936 had a crucial impact on the way the
Welsh Report was received, and this accounts, to some degree, for
the struggles around control and finance which followed. Vested
s in the provincial control of African education, however,

t elements in the State were not able to win the
By the time

)=

nterest
made sure tha
struggle and push African education into NAD hands.
Hertzog resigned in September 1939, a stalemate existed and the
status quo remained. The Welsh Report had, to all intents and

purposes, been rejected.

rt was considered by the cabinet only eight months after it
This was possibly due to the fact that its

and not a straightforw

The Repo
was submitted.
recommendations were controversial,
application of segregation principles to African education.
Towards the end of 1936, it was indeed becoming clear that the
Welsh Report was perceived as incompatible with the basic
principles of the 1936 legislation. This perception was

ard

56 rpid., para. 466.
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responsible for a division between

liberal-mission members involved with African education.
Disagreement emerged in the provincial advisory boards, in the
pages of the South African Outlook and in the Christian Council
(successor of the SAGMC) itself.

At the OFS Advisory Board meeting of 5 November 1936, Reverend J.
G. Strydom of the Dutch Reformed Church, supported by the NAD
representative, Mr. P. van Biljon, said that the Welsh Report was
out of date because "the recommendations were uttered before the

Native Bill had been passed". He proposed that:

on as a principle in the Native
rried out strictly

*"Now after segrega

and Native Eduction should remain under the NAD, and not
under a Department which has to deal with the education

of Europeans.

Van Biljon also stated that the paragraph which rejected education
as an agent of segregation (454) was regarded by the Minister of
Native Affairs as "very dangerous", "as a policy of definite
segregation has been adopted by parliament”. Kuschke, however,
maintained that the recommendations had been made with "the draft
Native Bill" to hand, and the minutes record that "it was stated by
members of the board that Education is not a legal machine which
could be exploited for political purposes”. Strydom’s proposal was

outvoted five to three.” This dissent surfaced again in the joint

Advisory Board meeting on 13 November 1936, which was constituted
rend G. Willemse, another

to respond to the Welsh Report. Hers Rsv
DRC member of the OFS Advisory Board, rejected’ UED control of
African education, and the exclusion of the NAC and NAD.
Willemse’s objections suffered the same fate as those of strydoms“
By mid 1937, the DRC Native Affairs Commission decided to approach
the Government directly with a critique of the Welsh Report, which

55 WA, SAIRR/1, AD 843, B 80.3.2., Native gducation - Advisory Board.
Minutes of Meeting held on the 5th and 6th of November, 1936, in the Native
Education Office, 68 East Burger Street, Bloemfontein.

.16, RR 68/36, Native
ard Representatives,

56 ywa, Joint Council Records, AD 1433, €3 1
Education: Minutes of the conference of Advisory Bo
13th of November, 1936.

ci 2.
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made almost identical comments to those in the NAC Report of 1936
(see below) . The critique supported fiscal segregation, NAD

It argued that UED control clashed with "the new principle of

separateness of Eurcpean and Native as applied in the latest Native

Legislation".¥ It demanded separate but equal representation with
the English language churches on any future Union Advisory Board.
Given the relative number of schools under the control of
and English churches and the greater amount of experience the
English Churches had in the area of African education, the editor
of the Outlook expressed dismay at the idea.?® This heralded a major
split in the cChristian Council between the DRC and the English

churches over segregation, including the control and aims of
i i n the DRC left the

=t
the DRC

Christian Council in 1939.%

At the end of 1936, Hofmeyr noted in a memorandum to the Cabinet
that the Minister of Native Affairs, P. Grobler, supported UED

control, but it would appear that Grobler’s position changed during

1937, probably as a result of NAC influence.® 1In its report for
1936, the NAC came out strongly in favour of NAD control, and

vas the

launched a scathing attack on the Welsh Report. Its author
most influential member, George Heaton Nicholls. He saw education
as a central force for ensuring that Africans remained in the
reserves. He attacked existing mission based education in general,

and the Welsh Report in particular. As he said so often in
n based education as contributing to the

Parliament, he saw missio

4., Naturellesake Kommissie van die

issie van
Federale Raad van NG Kerke: Ra rt van Interdepartmentele Komm
Oﬁdézgaak insaks Naturelle endegggs. The memo noted that "( D ]ifﬁga??eveling
van paragraaf 295 ... met die nuwe beleid van apartheid van European en
Naturel soos aangeneem in die jongste Naturelle Wetgewing, bots.

57 UwA, SAIRR/1, AD 843, B 42.

8 «The Reorganisation of Native Education", SAO, 1 Sept. 1937.

59 wThe Christian Council Conference®, SAO, May 1 1939.

6 ywa, Hofmeyr Papers, Al Dd Hand written addition to his memorandum
~Native Education” datad 20 November 1936.



"detribalisation® and "proleterianisation" of African people.®' He

was extremely critical of the Welsh Report’s view of education’s
role as tiding Africans over a period of social change; this was
synonymous with accepting detribalisation and common citizenship in
a single society.® 1Instead, Heaton Nicholls argued, the aim of
African education should be to resist detribalisation, preserve the
"cultural continuity of Native life", and be in harmony with the

development of the reserves.

Given these terms of reference, he rejected the recommendations of

the Welsh Commission as regards control and funding. He

characterised the Welsh commissioners as politically out of line

with the content and aim of the 1936 AcCts. He reiterated a

commitment to fiscal segregation and made it clear that the

possibility of additional funds would not be dependent on

transfer to the NAD.%

In August 1937, a joint Advisory Board attempt to institute
proceedings for the setting up of a Union Advisory Committee was
thwarted because it was in conflict with the spirit of the 1936
legislation and possible NAD control. This proposal had been

spearheaded in Natal by Edgar Brookes, as a member of the Natal
Vi oar He regarded this as a first step towards some

Advisory Board. He arde
recognition of the Welsh proposals.® on 23 August 1937, a joint
inister of Native

Advisory Board deputation met the Acting M
vr to discuss the idea. Smit

oy ,

Affairs, J. C. Smuts, Smit and Ho

' por example, Hansard, 28 2925; JS 2-36, 2 March

1936, Cols. 385, 386.
62 Report of the Native Affairs Commission for 1936, (UG 48-37),
h aft NAC Report 1936), para. 41.

n%r%- e: VIR eV wem = ;a4

1
\
»The question of further financial

63 67-8.
NAC Report 1936, pare o3 Y discussed when the reorganisation

provision to be made can be more effectivel
contemplated is under way ..", para. 71.

6 Natal Advisory Board for Native
UWA, SAIRR/1, AD 843, B 80.3.3.,

Education: hinutou o} an extraordinary meeting of the Nagivc.ﬁgzzizéo?N‘tiv.
Advisory Board held on Wednesday August 4, 1937; Memorandum

r
Education: Minutes of Conference of the Reprolentativol“ngzg;i::EAL Buliding

3 i & 9.3 e &
Provi dvisory Boards on Native Education neld i =45
O:O;o:gi;lASgZIt 23rd at 10 am; and of an Interview with the AcEan Minister
of Native Affairs and the Minister of Education on the Same Day”.
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referred the delegation to the 1936 NAC report which, he

emphasised, fav , and was opposed to UED control.

CMMIIAD ADS,

Though Smit was a loyal bureaucrat in public, in private he again
voiced reservations about the extra administrative load African
education might bring. He intimated to Rheinallt Jones that the
control African education might be 1linked to the possible
appointment of Heaton Nicholls as Minister of Native Affairs, a
possibility which he and the chief Native Commissioners dreaded. As
a result he "was delighted with the Native Representative Council’s

rejection of NAD control®.®

The joint Provincial Advisory Board proposal for a Union Advisory
Committee was vetoed in a meeting of Provincial Executive

P LA A — ] 241

Committees. Members of the Transvaal Advisory Board were told, at

their September meeting, that the scheme was out of line with

government policy:

"It was pointed out to us that now South Africa had
settled her native policy which we were told was quite
fluid in 1935, and the NAD was to be the ruler in aiil
things. So they required no help from the Union
Education Department or any other Department, and the
scheme of Senator Brookes etc. was completely turned

down. *

There were other reasons for the failure to implement
centralisation of the control of African education, whether it was

to be under the UED or NAD. The first was the opposition of the

Natal Provincial Council to any diminution of its power, and the
anically, the above mentioned opposition of the

second was, ironically, the
Native Representative council, which was created by the 1936

legislation.

Hofmeyr was extremely supportive of the UED control. Armed with a

Joint Advisory Board memorandum, he attended an Inter Provincial

Consultative Committee meeting to discuss the transfer of African

¢ cory, R.H. 8 14713 (V), Rheinallt Jones to

R.
Shepherd, 19 Dec. 1937.

e e T "
nepiis e ; Mo

Father S. Carter, Anglican

¢ B 37.12.
UWA, SAIRR/1, DD rove. y to Rheinallt Jones, 18 Sept.

representative on the Transvaal Advisory Board,
1937.

150



Education to the Union government held in early 1937.% He seems

ave their opinions for this meeting.®® Kuschke and
erbe expressed fears that Natal opposition would in fact

scuttle the Report, and were not too sanguine about Hofmeyer‘s
ability to deal with the Natal Provincial Council. In the face of

4
o
0
c
-
o
o

o W ] - PRy R L. cshais 1A stand

tnls Kuschke recommended that the Welsh commissioners snoulid stand
by the two other main tenets of the Report, "NO interference from
Native Affairs and PER CAPUT grant".®

At this meeting, Natal was the only province to oppose the transfer
to Union control. In March 1937, the Natal Education Enquiry
_ commission (Broome Commission) presented an interim report to the
Natal Provincial Council, which recommended by six votes to three
that African education be transferred to the Union.”™ It was also

very supportive of the other recommendations of the Welsh Report.

The Natal Provincial Council, however, decided to support the
recommendations of the minority report and retain control.”
Hofmeyr tried again in August o of that year. In another Provincial

Consultative Committee Meeting he asked the representatives of the
- ha e

provinces either to enforce uniformity between the p
hand over control of African education to the UED. According to

the outlook, the provinces could not agree about um’.formity.72

While Hofmeyr put pressure on the Provinces, George Heaton Nicholls

¢ uwa, SAIRR/1, AD 843, B 37.
Conference of the Four Advisory Boa
1936.

s, held at Bloemfon in, on ovember 13,

Q.

68 ywa, SAIRR/1, AD 843, B 80.3.2., Native Education Advisory Board:
Minutes of th. H.ctinq held on the 5th and 6th of November in the Native
Education Office in Bloemfontein.

& Papers, File 480/1, KCM 56980, Kuschke to Malherbe,
KCA L o Lomen: v n :relle!gkg nie en hoofdelike

27 Octcber 1936. “Geen immenging va
toelaag."”

n Education”, SAO, May 1 1937. See
"Natal and the Control of Native
Natal Province: Report of the Education Commis-ion (hereafter Broome Report)

(Pietermaritzburg, Natal Press, 1938), para. 575.
n UWA, SAIRR/1, AD 843, B 80.2.2., Malherbe to Rheinallt Jones,
6 Feb. 1937.

72 wrhe Reorganisation of Native Education", SAO, Sept. 1 1937.
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tried, in December 1937, to persuade the NRC to advocate NAD
control for African education. The NRC responded by forcefully

their full support.”

During 1938, the issue of control now became linked directly with
increased funding, in an attempt to put pressure on the provinces
to resolve the issue. The funding of African education remained at
a crisis level, in spite of the fact that for the year 1936/37 an
extra 20% of the General Tax was paid in to the newly formed Native
Trust Fund (NTF), which had replaced the NDF. To the great
disappointment of the missions, it was not to be spent on African
education. but on other development needs. Here the UP Government

==SileaL2ti22?

was conti i ’ ; on

mainstream education. The outcry which greeted this pushed the
extra £€35,000. As the Outlook noted,

promises about a major injection of funding, once the franchise was

removed, had not materialised.”

In 1938, the Minister of Finance, N. C. Havenga, withdrew £180,000
because the issue of control was not resolved.” In desperation,
in May 1938, the Transvaal Advisory Board asked Rheinallt Jones to
approach the other Advisory Boards with a view to a joint Advisory
Board deputation to the prime Minister, the Minister of Native
Affairs,iand the Minister of Finance.” The new Minister of Native
appeared to be extremely reluctant to see

Affairs, Henry Fagan,
/w

73 wrThe Natives Representative Council", SAO, Jan. 1 1938.

7% - £ Native Education: A Bitter Disappointment™, SAO,
1 June 19;21n.?;;FqgilRR/1, AD 843, B 80.4.6. Memorandum entitled "Christian
; ' Wilkie remarked that the money

Council of South Africa: Native Education”. £ -
"was earmarked for admittedly useful purposes” but that nothing additional

was made available for Native Education.

s UWA, Joint Council Records, AD 1433, Aa 3.15.,
Memorandum entitled "Finance of Native Education”.

7 uwn, SAIRR/1, AD 843, B 37.15., Minutes of the Tranavaal Advisory
on 12th of May 1938.
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Rheinallt Jones, and Havenga simply refused to do so.”’ An
Advisory Board deputation saw Fagan only six months later, on 7

Advisory Board, Fagan was "sympathetic" but said there were no

In the budget for 1939, no extra money was to be made available
because the issue of control was still not resolved.” 1In early
1939, Smit had prepared a lengthy memorandum possibly for use by
Fagan, whose responsibilities now included Native Affairs and
Education.® In it he strongly supported the transfer of African
education to the NAD, arguing that:

»_ . .the Government feels that Native Education, equally
with Native Agriculture and Native Administration

generally, both urban and rural, has problems of its own
which require study by officers specially suited
therefore whose efforts are not dissipated in having §°

- ammmmssen s dour M

work also for the European section of the community.

In February 1939, Fagan held an interview with the Native

Representatives and told them that a Bill was being prepared to

transfer African education to the NAD, and that all "natijve
services" would be charged against the Native Trust Fund. The

Cape Times had published the "rumour® that the £340,000 Treasury
grant which supplemented the contribution from the NTF, would be
82 7his was confirmed by Rheinallt Jones

withdrawn at the same time.

7 Ibid., B 65.2.2., D. Smit to Rheinallt Jones, 5 Sept. 1938;
Rheinallt Jones to H. Fagan, 6 Oct. 1938; Fagan to Rheinallt Jones,

22 Oct. 1938.
Presented to the Honourable

7 1pid, B 37.15., Minutes of Statements
Provincial Advisory Boards for

Minister of Affairs by Representatives of the
Native Education, on November 7th, 1938.

n Ibid, B 37.15., Transvaal Advisory Board for Native Education:
Minutes of the Meeting Held at the Voortrekker Gedenksaal on the 9th of March,

1939.
80 Hofmeyr resigned from the Cabinet in September 1938.

D. Smit Papers, GM 69/35/D (3/39),

81 Albany Museum (Hereafter AM),
jon of Control of Native Education by

"Memorandum Regarding Proposed Assumpt

the Government”.

8 yua, SAIRR/1, AD 843, B 37.15., Memorandum marked "Urgent: To Members

of the Natives Representative Council®”, 13 February 1939, probably written by

Rheinallt Jones, but from the seven native representatives in the Senate and
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at the March 1939 meeting of the Transvaal Adv d, whe he

n
SOry boara, winere ne

i
outlined the State’s moves to transfer Native Education to the NAD.
Once Native Education was under NAD control, the State would put
all the general tax into the Native Trust Fund, but would withdraw
the £340,000 which came from the Treasury. Fiscal segregation

would be complete. The Trust would fund all "native services", not

only education. &

Malherbe wrote a letter to Loram in which he said that
he felt that both Fagan and Smit were representative of a "humane

tendency among the top men in Native Affairs at the present time",

and that, since Fagan was both Minister of Education and Native

Affairs, "it would not be so bad to turn over Native Education to
Native Affairs".® other members of the liberal-mission network did

S [ARe o~ emde Va1

not feel as warmly towards the NAD. The Johannesburg Joint Counci
launched a campaign against NAD control and in support of the Welsh
and it circulated a memorandum on the subject to the

[

Report,
Minister of Native Affairs, the Missionary Societies, the Outlook

and the major newspapers.®

In April 1939, Fagan, on a visit to Lovedale, defended the proposed
transfer as being in the best interests of the African people, and

ncial gain from the whole tax being paid into the

i e
ALICALS 1 1L

said that the £
Native Trust Fund would be substantial. He hinted however, that he

was not firmly committed to fiscal segregation and that some

general revenue might be used for African development, because

Africans contributed indirectly in many ways to general revenue.

f Assembl E.H. Brookes, C.H. Malcomess, W.T. Welsh, M. Ballinger,
g?:?.azmm?n;, D.g: Molteno and ﬁhcinallt Jones. See also "The Control of
Native Education: Statement by the Johannesburg Joint Council of Europeans

-

and Africans®, SAO, April 1 i$3S.
8 g.e also Hansard, 20 March 1939, Col. 2030.

57030 Pile 619/1 (85), Malherbe to Loram,

8 e Ll memmwa. X
KCA, Malherbe Fapsis, &

20 April 1939.

~e e

85 ywa, Joint Council Records, AD 1433, Cj 2.1.19., Honorary Secretary

1939 »The Control of Native
E.L. Benjamin to D.C. Burnside, 23 February ; N ¢ Puropeans and

E4 ti Statement by the Johannesburg Joint Council
Af:z:an:?: SAO, April 1Y1939. The SAO itself came out strongly against NAD

control and highlighted NRC opposition. ~The Outlook", SAO, 1 March 1939.
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He drew the line at a per caput grant, however, saying that public
ANMiniAan wAaIld nadt AAaiintananc~a {4+ Ha alean anmmaliin~aad +had Avrn o
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opposition from Natal and the NRC, he would not proceed with a Bill
to transfer control to the NAD that session.® 1In the face of this
stalemate, the Cape Advisory Board and Transvaal Advisory Board
both issued resolutions which still supported the Welsh
recommendations. In July 1939, the SAIRR called a major
conference on African education which reasserted its support for
the Welsh Report.°7 It was followed by yet another Advisory Board
deputation to the Minister of Finance urging that control and

funding be addressed as separate issues.®

, with Smuts at the helm and Hofmeyr reinstated

in the Cabinet, Smit’s ambivalence regarding NAD control of African—

Education surfaced again. In a speech at the opening of the boys’

dormitories at Lovedale in 1541, he said:
"I know that many of you look upon me as part of a
conspiracy that would take control of Native Education
from the hands of the trained experts where it belongs
and hand it to the tender mercies of the Department of
Native Affairs. I can assure you, however, that whatever
decision may eventually be come to, my Department has no
desire to assume control of such a thorny problem .."

(Insert here in pen) "I do not agree with the view that
Native Education should be placed mynder the control of
the Department of Native Affairs".

ublished

n 1941, showed

(¥

In contrast, the NAC Repor
that the NAC at least was firmly committed to fiscal segregation

8 « ffairs at Lovedale and Fort Hare", SAO,
The Minister of Native A

1 May 1939; KCA, Malherbe Papers, KCM 57030, File 619/1 (85), Malherbe to

T -

Amam 20 Anm=il 1039,
alli év sapa

P ol STwT S

87 37.15., Transvaal Advisory Board for Native
UWA, SAIRR/1, AD843, B ’
Education: hinut.l(ﬂ;rch 1939; B 79.1.1.L?:?oaaez}:sz-sg::dnfgfrﬂ?ti:.
h June, 1939; Memorandum entitlsd "Finance anc LonZro. OF
:::i::iggaci::on'? é 70.1.7 Rheinallt Jones to Wilkie, 11 April 1939; SAIR?
Circular entitled "Conference on the Finance and Control of Native Education”.

88 .eam Toimé Oouncil Reggtd!, AD 1433' AS 3.190' SAIRR RR17/40,

UWR, VUil wwwas X A
Memorandum entitled "Finance of Native BEducation”.

& GM 69/35/D (16/41). Lovedale Centenary:
A s “Boys Dormi / 24 July 1941. (Hand Written Note: Speech

Opening Ceremony: Boys Dormitor{o!; - July 1941.
at the opening of the Douglas L Smit Dormitory BiULmj
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and NAD control.® The status of the NAC under the war time

up legislation which made the source of funding of African
education the Consolidated Revenue Fund, and which set up a Union

—Advisory Board. Whether this can be seen as a belated acceptance —

of the recommendations of the Welsh Report or not is a matter for

QAN a naw catr nf aeancial and
e A= XA 3
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economic factors was at play. The task of this chapter has been to
show the relationship of the Report to the wider context of
segregation policy up to 1939.

CONCLUSION
This chapter has shown that in the context of segregation and —

legislation, issues around the control and aim of African education
network both

wd &% - B VY W ™ - e

were contested by members ©
inside and outside State structures. It has argued that, to a
large degree, the Welsh Report embodied this in its personnel and
recommendations. As such it was not a reflection of the United
Party’s interpretation of how segregation policies might be applied
to African education. Its fate is also testimony to the fact that
it was out of kilter with segregationist policies. What it does
perhaps reflect is the inability of the liberal-mission network to
develop much of an alternative to the status quo, and to challenge

the ideology of. segregation through the platform of African

education.

Given that, during the 1930s, debates about the application of

secular scientific ideas to education were ascendant, the Report’s

diffidence or silence about such debates is significant. It

supports the claim that the Welsh Report was the last comprehensive

statement of a Christian Victorian, individualist, voluntarist

A e e mamam .= ommia] aan
10N €O more secvuias

conception of education, articulated in opposit
It

conceptions held by experts in science and anthropology.

demonstrates that the commissioners were also constantly aware of
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%0 Report of the Native Affairs Commissio:
42-41), Appendix E: Native Education.
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CONCLUSION

This thesis has painted a broad picture of the relations between

education and the secular forces embodied in the State and liberal
organisations, in the context of segregation. It has attempted to

i
the English-speaking Protestant missions concerned with African

)
inform

ed by an ideology of Christian

ssicns were informed by an ideolo g

show that these miss 1

Victorian liberalism which underpinned their concept of education.
This concept was fundamentally individualist, elitist, and

ars
™ el

voluntarist. Religious education remained the foundation of their
work. 1In contrast, secular concepts of education linked to the

application of sciences such as psychology and anthropology were
 emerging to challenge this concept of education.

These challenges came in the form of attempts by the provinces to
reform and exert more control over African education in the decade
before 1920. They varied in their intensity and impact. The
.5 in the Transvaal and Natal were marginal to the process of

reform. Loram was successful in Natal in removing some schools

from the missions and transforming them into secular Government

schools. This process was not extended to the other provinces for

reasons which were both political and financial. Transvaal
Provincial Council hostility to African education was fierce, given
wake of

the context of increasing "poor white® phenomenon. In the w
the Cape mission educationists and
e-empt the reform

the Transvaal and Natal reforms,

the enfranchised African elite managed to pr
process and to dominate it. In the case of the Transvaal and Cape,

the missions devoted much of their energies to preserving the
African education which would, to some degree, ensure
t the provincial reforms as they saw fit.

contrel of

wwras

that they could interpre
The most obvious threat was the transfer of African education to

the NAD, which would separate it from White education and identify
’
the missions saw

it as specific to a particular racial group;

education, like salvation, as an individual issue, unrelated to
deas concerning education for

race. Nevertheless they toyed with ideas concerning educa

"native needs". This did not mean a wholesale acceptance of the

notion of "adapted education"” espoused by secular educationists
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like Loram. Particularly in the Cape, missions were concerned with
a n, and their reforms must be seen as

attempting to redirect the educated elite into such activity,
without compromising on individualist notions of education and

~ =2 Mocmsamera o h b RPN h v A
A

standards. In both the Cape and Transvaal, thne misSsions saowe

great hostility towards attempts to secularise "from below". They
remained committed to religious denominational control in the face

of increasing demands for local African control.

In its discussion of the period before 1948, the Eiselen Commission

remarked that,

"The Minister [of Native Affairs] had no officials whose
duty it was to formulate genefal education policy or to

smemd =3 accds WM

see that it was carried out.”

When Loram was appointed to the NAC in 1920, he certainly regarded
himself as having such a duty. He saw himself as an expert and
objective official and, as such, he represented the encroachment of
both secular and segregationist ideas on African education in the
context of so 1 conflict after the First World Wwar. He
manipulated his position in the NAC and in the Joint Council

movement to formulate general education policy. His main success

was to make funding a group, rather than an individual issue,

through the Native Tax and Development Act. He was, however,

unable to implement education policy "adapted" to the needs of the

African racial group.
system of fiscal segregation,

development and by the marginalisatio
In addition, he encountered resistance from the

who reasserted their traditional

2 L Il m o~

He was constrained by the limits of his own
by general White hostility to African
n of the NAC under the Pact

Government.

missions at home and abroad
commitment to religious individual and elitist education. This was

informed not only by their opposition to secularisation, but also

by an understanding of the 1ink between such secular ideas and the

policy of segregation embodied in the "Hertzog Bills" and the 1927
confirmed by the

Native Administration Act. This was
gical principles for African education outlined in the

anthropolo
y the

Natives Economic Commission Report and by the similar parameters of

! Report of the commission on Native Education, 1949-1951 (UG 53-1951),

para. 180.
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jebat t the 1934 N Ed £ Fell hip Conf This led
to tensions between the missions and their more secular
counterparts in the Joint Council movement, such as Rheinallt
Jones. The financial crisis surrounding African education,
evidenced by the bankruptcy of the NDF, focused the minds of the

missions and liberals in cconsclidating their opposition to fiscal

segregation, the block grant system and NAD and NAC control of

African education.

Mission and liberal opposition to fiscal segregation, the block
grant system and NAD and NAC control was cogently expressed in the
 Welsh Report of 1936. Embedded in this was a rejection of the
principles informing the 1936 legislation: the exclusion of
Africans from civil society and their treatment as a homogenous
group rather than as individuals. As such the Report was a

platform for Hofmeyr to critique these principles. Its timing and
...... el are testimony to this. So is the fact that it was

y:& O\Ji1is IGL (= %3 e [— A SR g SR ==

rejected by the United Party Government. The significance of the
is broader than its connections with the 1936

Report, however,
legislation. In its refusal to change format and become an
instrument of social scientific analysis, in its diffidence towards

intelligence testing and in its omission of references to "culture"
it was the last statement of a traditional mission based concept of

education which was under siege. The next commission on education

would harness some of the ideas and research conducted in the 1930s
by social scientists and would tie it explicitly to adapting
African education to the principles of apartheid. The Eiselen
Commission would also deal directly with African frustration at

- e AILELS e B W e S = =

mission control and paternalism which exploded in the 1940s in

riots at the schools, such as Lovedale, where individual religious
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AFRICAN EDUCATION - 1910 to 1939
POSSIBLE AND ACTUAL ENROLMENT
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AFRICAN PROVINCIAL ENROLMENT 1910 to 1931
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AFRICAN PROVINCIAL ENROLMENT 1910 to 1931
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RELATIVE SPENDING ON EDUCATION

1910 to 1939
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AFRICAN EDUCATION

v FIGURE 10
ADMINISTRATION AFTER 1910
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THE WELSH REPORT 1936
- PROPOSALS FOR CONTROL OF AFRICAN EDUCATION |

UNION EDUCATION DEPARTMENT

SUB-DEPARTMENT: NATIVE
EDUCATION: UNION DIRECTOR
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PROVINCIAL NATIVE
EDUCATION OFFICES

UNION ADVISORY BOARD

Superintendent

NATIVE EDUCATION FUND PROVINCIAL ADVISORY
BOARDS
- J
FIGURE 11
COMPOSITION OF UNION ADVISORY BOARD
PROPOSED BY WELSH REPORT 1936

e UED Secretary for Education

e Secretary for Native Affairs
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e Union Director of Native Education
e 4 Heads of Provincial White Education Depts

from Provincial Advisory Boards
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* 4 Representative
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rincipal of Fort nare
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2 African Representatives
(Nominated by the Native Representative Council)
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COMPOSITION OF PROVINCIAL ADVISORY BOARDS
———PROPOSED BY WELSH REPORT 1936

e Provincial Head of White Education

e Provincial Superintendent of Native Education
e 1 NAD Representative

e 1 or 2 "Prominent Natives"
(depending on province size)

e 1 Provincial Councillor

e 1 African Teacher Organisation Representative
e 1 White Teacher Organisation Representative
e 1 University Representative

e 8 Mission Representatives

FIGURE 13
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