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AijSTRACT

contemp,orary work in the Sociology of Education has been

sharply polarized between approaches which emphasize the

reproductive role of education ::.ystems aI~!i tho~e which

emphasize the role of popular resistance and culture in

shaping the social relations of schooling. That optin'.1 for

e.ither of these two di.vergent approaches poses serious

th~oretical dilemmas is demonstrated particularly sharply
.)::,...--__...>

b,y attempts to analyse the south African edu~at.ion ..$ystell

for Aflticans in the yearz between the 1940s and 19'16.. On

the one hand, it is widely seen as a l'sY$tem which

lO.aintained relations of class and :cacial in,equality; on the

other it produced an enormous student 1"e£1$:11ionitll lS176.

~he thesis suggests that viewing education sy:;;tems ~~sp,!1rt
i

of the state, understood as a contested field r.JJ: soC!f.,~l

relations, offers a way of il.'111estigatll!n9' educJ2",tional

conflict which avoids both the :fu~;(;ltionalifnll (~f'

reproduetienist perspectives and the voluntaJ::-ist tel'lClenciEI:s

of culturalist interpretations. It enables th~ valid

insights of these theories to be integrated j,tllto an

analysis without their characteristic drawbacks. On this

basis a series of analytical propositions about Sanbl

Education are generated.
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The tnGsis argues that the relationship bet.weea Bantu

Education policy and cap:Ltalism was changing and contingent

rather than fixed, as previous analyses have implied. The

state educational bureaucracy did not function as an

instrum~p.t of eapital; rather, c<t certain times its aims

/)wet'e cOlJ.'\ple14entarywith the needs of capital, anti at, other
ii

til'liesr l.argely contradictory with the~e The education

system reproduced varying levels of skill in the work force

aoross time .. Urbanization and in,'ustrial izatiQ,Ii w~re-

central forCrS moulding education p:r.tlicy,; the introduction

of Bantu Education: ,~licy was a response to urban crisis ..
\",

The thesis argues that the way in which state edl1.cation

poJ,icy was pursued was p,1trtly shaped by popular movements..

There, was to, 1 ':!ttle withirl the educa~iion system between the
I'
,II

hegemonic project of 9rd.vernment I~nd mass resistance.

Ci'langesin popular cultur •.~ affected the nature of populal::

r~lspOIlses to educational ~Itructures • Teachers' responses

werr particularly affect.ed by t.heir ambiguous structural

position.

The thesis attjempt~ to test these arguments through a

historical investigation of the period from the 1940s to

1976q It ar.gue$ that the roots of Bantu Education policy

need to be sought in the social crisis resulting fro~

urbanization and industrialization, Which affected South

African socie'ty from the 1940s. In the education sphere,
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this crisis was manifested in the inability of the existinlg

black education system to cope with the needs of urban

youth, growing conflict within the mission achooLs , and

disaffection and radicalizatic:tn of the African teaching

profession. In these circumstslnces dominar.t class opi!.~~/;::1.

favoured state inter.venY-,ion and restructuring of the

education system. The impleme~ntatiQnof Bantu Education

from 1955 was ini tially focusled on resol vinq the urban

crisis I by providirng for the social control of the urban

working class and reproductioifi of a selld-skilled work

force.. A notable campaign of 1t"esistance, .in the form of

J ;,schoolboyccr,ts by the African National CO~iqress,opposed

'the _policy in 1955-1956, but eventually broke down,

p.rimarily because of its inabili.ty to rival the state's

capacity to provide l!las~;schooling_ othrrar forms of

resistance to state policy, such ~s opposition to th¢

establishment of school boards, teach.er activism and

student X'iots, were too. dispersed and limited to block i.t~

By the early sixties, a new, state run, cheap education

system had been established. HoweverI the grim material

conditions in that system, and its racist administration,

prevented it from exploiting Gpportunities t.o win acti ve

popular support. In the 19608, government, enjoying

f.avourable political and economic conditions, moved to a

more rigid linking of education policy to the enforoement

of territorial apartheid, especially by p:r.eventinq the
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expansion of ur}:lan black secondary , techni(~al and hig-he:r:

education in the urban ar.~as. It appear.ed that a degree OjC'

popUlar acquiescence in the education system was

developing, with the s.tabilization of popular participation

in the school board sy&tem and in conservati v« teachers

organizations.. ' However , t1r~ system lItdS generat ing new

Indust~, '.cas ~dversely affect,ed by skill

shortages .increased by government educational policy.. 'in
, .

the early 1970s industry laW'iched a ..strong campaign for

chan9~ in eciucational 'polic.y, which resulted in a

government shift toward expansion of urban schooling. By

the mid-197Js the changinq political 5ituat!On outside and
inside 'the ~\country 01 changes in youth c:n.llt~,re, new

ideological influences, and the material problems of the
I,)

axpandirlg schooling system were creating a new' and 1I0~.

politicized culture of resistance amopg'st urban Afridan
.'

youth .. The illplet'llentation of a new language. policy by

qovermnent prOduced first the disaffection Qf school boafds
and then rev-olt amongst students. The conclusion argues

that the analy.sis developed in the thesis has justified the

olai. that the theoretical approach adopted in it goes

beyond the limitations of reproductionist and culturalist
studies.
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I am gra.teful to a 1 e~ of librarians for their
assistance. Anna Cunni_HJhamat the University af the
Witwatersrand archives was always halpfu1. Annica van
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Assoc;Lation.:fot'sociology in south Africa.

Earlier versions of sections of this th,1~SiE$iwere published
prior to its co:mpletion. A less develoT.)ee:variant of parts
of chapters one and three appeared as "The concepts of
reproduction and rp.sistance in the sOC'Jiol~gyof education:
the case of thlta transition from 'missionary' to 'Bantu'
education 1940"'1955"'I Perspectiv~s ...in Educatj...on, Vol.9'1
No.2, Sep(temb(~r1987, pp.3-26. Much of chapter six
appeared a(r tBLetUs .Cry For Our Chj~l~rell': lessons of the
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Student Riots in South Africa 1945-1976", Africa
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pp ..3-41; ttsta'ce Education Policy ~tnd the Social
Reproduction Qf the Urban ,A,fricanWorkinsrClass: the case
of the Southe:t'nTransvaal 1955-1976Jff ·Journal of Southern
Afrig.rul studies, Vol.14, No.3, April 1988, pp.446-476;
"School Boards, School Comraitteesand Educational Politics:
Aspects of the Fa:i.lure o·f Bantu Education as a Hegemonic
strategy", in P. Bc)nnerI I. Hofmeyr1 D.. James anJ T. Lodgef
Holding Their Ground: Class, Locality and Culture in 19th
and 20th Centur~"Sc:mthAfrica, (Johcrnnesburg, witwatersrand
University Pres~ and Ravan Press, 1978), pp.201-225i and
"Teacher Resistanc:e in African Education from the, 1940s to
the 1980s" in M. Nkomo ('ad.)., Pedagogy: of D,omination:
Toward a Dempcratic Education in South Africa, (Trenton,
N.J., Africa World Press, 1990), pp.93-119. Somematerial
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I.'
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CHAPT\~R 1: 'tHEORIES OF REPRClDUCTJ;ON, RESISTANCE_ AND THE

s~rATE IN THE SOCIOLOG_Y OF EDUCA.TION

In thaI mid 1950s South Africa's Nationalist P'arty

governnu!nt imposed the policy ()f Bant~.Education on ~:triq'an

people. ThiG was the e::<pression given to apartheid policy

in the f'ield of schooling" It ,involved the crea'!:::icln of a
'"l .••_ "

tightly state controlled, badly funded lllass education

system, which was intende-1' fr:'O support. the socifil order

through channelling black pf,)~ ~)ica.l aspirations tf,ward the
<: .-.

racially I segregated p()litical structures <,f rural

'homelands'. After:'l)reaking the initial re~dstance of
.:.

black com;'l1unities to its education policies, the regim.e

appeared to have consolidatE:d Bantu Education aa a system..

In the yea~s from 1956 to 1976 opposition and r~~sistance in

the educational sphere was sporadic and circumscribed. The
'_'

Nationalists seemed to have succeeded in creating an

e';luoational l11klt~Hit~m which effecti vely reproduced

apartheid I;:;ociety. Yet i.n :t976, the schools thus created

gave birth to one of the masi: profound and dramatic rev(~lts

of youth in history.

For the student of South Afr'ican social hist.ory, this poses

a dilemma. Should one understand Bantu Education as a

system which maintained the structures of existing sOI.:::iety,

or as one which was always rejected by black sttl.dents,

parents and tea(".h~rs? If the latter view is cozrece , then

1



howcould the education syst~~ have acted to reproduce the

apartheid social order? If, on the other hand, the

educati.on system did successfully act to reproduce. the

social order I how is one to account for the massive

rejectiorF of it by students in 19761 The passive receivers

of a process of socializatio:n ozs; ideological brain-wash;$mg

surely would no~ be capable of rejBctinq the very

structures which had fOl.·mea.them. This paradox often

leads, in popular. accounes ot Bantu Education, to a violen~

oscillation betwe~~ 'TJ'fewsof South African educational
<l~"'\ G'

history centred on ,lln'interpretiol.tion of Bantu Educati(.\n as
(I;; c, .'

providing the dominant classe~ "with cheap and docile' l.abour
"

and# on the other hand1 notions -of an unbroken chain of

reajstanc~ to Bantu Fducation'l.

Thi.s paradox is 'not exclusive to south African thought on

education .. Internat.ionally I during the 19708 and 1.930s,

the: renewQdvigour ~tifthe sociology of Education has baen

marked by a division between the work of those viewing

educEltion as a process of reproduction and tha.t of those

who focus on popular resistance in the education sphere~

Sometheorists have sought to explain howschool reproduces

society; this f st"'"..-ucturalist I model explains educational

inequality well, but often fails to examine the bases of

revQlt in education. others have tried to show how

educational social relations are moulded from below by the

action of subordinate group~; this 'resistance' or

,culturalist I approachJ emphasising thf! role of age:ncyf

2



provides vOiluable insights into educational conflict. at the

local level, but often filils to addreslS adequately the role

~f large scale educational structures in perpetuating
v, \'

social inequali ty. There seems to be an unsati.sfactory
-

sliding between an ever-emphasis on structure, and an over-

emphasis on agency.

This thef4is will attempt to investigate the theoretical

'problem",?f the relation between reproduction and resis·tllnce

in educati"'..~through a historj,cal examination of struggles

over the education of African people in South A:lerica

betwe~:l the 1.940s and 1976. In doing so it attemp·it;sto

develop and utilize an appr.oach to the analysi.s of

educational conflict which can integrate an awareness of

122...t..b.structure and agem:::y. The ~~prb'ach used here attemptn

to avoid the coul'l,terposi tions of I structuralis:tll and

I cuIturalism I, grasping reproduction and resistance, the

objective and the experiential.;: An excessive emphasis on.

either side of these binary oppositit')ns is seen as inimical

to adequate Historical Sociology. Tbe result, it is hoped,

\iill contribute toward a deeper understanding of the

history of black education in south Africa.

This int:r:oductory chapter will beghl by briefly surveying

some of the major co~tributions to sociological thought on

education maQ8 by writers w~,thin the perspectives of

reproduction and resistance ~ In each case the strengths

3



and weaknesses of their apprcaches will be a3sessed. On

the basis of this discussion a theoretical approach to the

analysis of stabili t~rI cqinflict and change in education

will be developea. In this approach the educational

Rtr.uctures ~f the state will be seen as a contested field

of social relations 1 embodying the 'Struggles between

diff~rent social forces. Educational strugqle w.illl be
<)

i,nterpreted in termS!.of concepts developed from the ideas

of hegei1l0nyand counter-hegemony. The subsequent chapter

will showhowthese concepts are to be applied to the South

African case in the thesis.

Reprodyptionist ~heQries

Usei' of the concept 1Reproduction' in contemporary debates

on education theory is traceable to the'rfwival of interest

in the ca'tegories of Marx's Capital during t~he 19150$ and

19"/Os. Marx2argued that society, in order t() survive, has

to reproduce itself. This implied that a, proportion of
,

what was pr'(Q.uoedhad to be t:-cansfcrr(ledinto newmeane of

production. capitalist production had mnreover to

reproduce the cOf{tlitions under which the worker was

exploited: it had to maintain the separation of the worker

from the me-anaof plcoGuction, so that the worker would be

forced to continue to sell his/her labour power to the

employe The reproducticn of these social relations

necessitated the payment by the employer of a wage

sufficient to the reproductive needs of the workforce. In
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addition - and this is important for reproductionist

accounts of education, although the link is not made in

capital - reproduction necessitated that within the working

class there was "a transmission and accumulation of skills

from one generation to another" ..3 Without such a

reproduction of skills the conditions of production no

lortger exist.

Three reproductionist cont~ibutions have made a particular

impact on the recent Sociology of Education. Althusser.4

in his celebrated 1970 essay on ideology I argues that

raproduction is secured by the combined working Of

ideological state apparatuses (!SAs) and repressive state

apparatuses (RSA~). The RSASinv01ve predominantly the use

of force, 'W'hereas the ISAs function predomh'lantly by

ideology. In moderncapitalist societie£1I the domin;,tnt!SA

is the school, !n Al.thusserI s viewI the schools act to

instil young people with the ruling ideology and to

allocate peopJLeto different. forms of labour. The neutral

appearance of the school dit1guises its vital role in

reproducing th{'\ relations of production. Thf:lSe teachers

whostrive to break out of their place as servants of the

apparatus do so largely in vain. For Althusser ideology

'(~orksin an all-pervadinq WcLY, totally mask,1 &9real social

relations~ it constitutes an imaginary relationship of

indL'iduals to the real conditiona of their exi~'Stence.

Ideologies are mate~ial: they are e~bodied in apparatuses

and their practices.
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Bowles and Gintis5 in axamLnLnq the history of mass

education in the tTSA argue for a "corre.:;pondenceu between

the social relations of production and the social relations

of education. Thus ".••the educational system tailQrs the

self-concepts, aspirations and social class identifications

of individuals to the requirements of the social division

of labour. II6 Bowles and G1.ntis see the social proces',ses

which take place in the classroom as mirroring those which

occur in the workpJ.ace. School prepares the individual for

the work environment, by subjecting him or her to an

experience of hierarchy, alienated labour, and competition.

There are ce~ain key mechanisms 'through wh.ich education

reproduces :(,;heworkforce: by producing individuals -;1Iiththe

right technical ~r~ cognitive skills for the performance.of

certa'in jobs~ through legitimizing social inequality:

through the rewarding and J,abelling in school of

characteristics appropriate to different positions in the

soclal hierarchy: and through producing a "stratified"

ccnscd ousness ..

In the mode L of educational rep);oduction offered by

Bourdieu and passeron,7 schools reproduce existing power

relations through reproducing a dominant culture - nhe

'cultural arbitrary'. In their terms, a particular type of

family background endowsthe child with a cer-caIn 'cultural

capital',. The conditions of life of the child produce a

habitus, an acquired system of generative schemes, adjusted

6



to those conditions. For the middle or upper class child

the cultural jcequirelt,ents of school are contiguous wi t~l

those of home. For the working (;lass child they are quite

different. It is this circuntstance which legitimizes class

inequality in education. The equality of requirements

creates the illusion of equal chances Cor all, but there is

in ,fa.(rL:.a far-reaching loading of the rules: those whose

'hal....·ttu~V is closest to the 'cultu:ral arbitrary' bring a
\I

di~p:/oportionate advantage of 'cult:.ural ca~:Ltal' to the

apparently meritocr·1tic CiJJ.ltest. The dominated class's

1\

of this process as a fair competition
1/

P'lnisrecognition'
allows them to accept the outcomes it provides.

In terms of the historical analysis of educUticn systems a

particularly important contribution of the rep.1':odut.tion

theorists has been the identification af a number of links

between the rise of mass Schooling systems, channelling the

bulk of the youta population through structured educational
i(

institutions for a substantial period of time, and the rise

Of monopoly capitalism. Four such linkages are conuuonly

identified by reproductionist authors. Firstly, 'e:here is

the equippinc; of the workforce with appropriate levels of

skill and knowledge. Reproductionists such as Dale and

Esland,S Bowles and Gintis9 and Castles and wustenberq,1C

se~ the labour requirements ('.)f capital as historically

changing. The wor.kforce of ea:t:'lyr competitive capitalism,

compcaedchiefly of artisans and unskilled workers could be

reproduced without a large scale schooling system.

7



Artisans oouLd be~trained through apprenticeship, while the

unskilled work(!~rdid not need a specific aducational

preparation. But with the rise of monopoly industry,

capital is seen as requiring vast numbers of semi-skilled

ma~~hineoperatdves! who must be l'.lumerate, literate, and

in~;tilled with a certain internalized work discipline. It

also requires a multiplicity of manclgers, technicians, and

supervisors who must not only have skills which require

extensive formal education, but aLso a conunitl"1ent to the

structures within which they work.1l. Far more complex

mechanisms of reproducing maintaining thE! existing

social division of labour are thus called for, inoluding an
extensive sohooling system.

Secondly, reproductionist w.riters such as .:rohuscn,12

Platt,13 Katz, 14 and D,ale and Esland1!> have emphasized the

role of mass schooling in the social control of urban

working class "out'''' 16../I. . , ...:.(. Industrialization and

proletarianization ~re sean to lead to a massive growth of

their numbers. This massi.va youthful urban proletari<'\t ·is

often marginal to the labour market, and thus ends up on

the streets, where they po~e a threat, in terms of orime

and potential riot, to capital. In the early stages of

industrialization "philanthropic" organizations may address

this Lssue, But !'y-iththe rise of monopoly industry, the

greater scale of urbanization will exacer'batie the issue.

As the ,state develops a role in regulating class conflict,
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it creates a mass education system which can draw in

working class youth and control them, both in the physical

sense, and in the sense of inculcating them with values

appropriate to the exist.ing social order~

Thirdly, somereproductionists, such as Bowles and Gintis17

and Karier ,18 emphasize the role of mass schooling in the

dominant class's attempts to legitimize existing social

relations. The state is seen as using education as a means

of political sociali.zation of the children of people \ih:'J

are in the process of being drawn out, of rural areas and

transformed into a new working cl~ass. These newly

urbanized people may have little l,ense of national
\\

identity; indeed, in the case of immigr~~tworking classes
Ii
'/
ii.. •they' may actua.lly be foreigners 4 The:;)g:rowl.ngnumerl.cal

.:j

strength of the working class poses the possibility of a

threat to the dominant class from proletarian and popular

political movements. In order to avert this) danger,

rept'oductionists argue. it becomesessential for the state

to subje~t the working cl~ss to a schooling process which

will Inculcate them with a commonset ,'Of loyalties, based

on a political ideology which serves the needs of the

dominant class.

Finally, feminist contributors to reproductionist

educational thought, such as MacDonald,1.9 see mass

schooling as involving the imposition of the dominant form

of the family. With the disruption of pre-existing forms

9



of family life during the process of pr'oletarianizat.ioIl,

dominant classes are faced with the prospect of a breakdown

of the mechanismsof physical reproduction and maintenance

of the workforce by female domestic labour. In order to

ensure the continued reproduction and maintenance of the

labour force, capital has, therefore, to ensure a rapid

reconstruction of the working class family. Mass schooling

will thus be geared to teaching particular gender roles

which can underpin the form of the family requir~ci by the

dominan\:. class t in order to stabilize the physical

~eproduction and maintenance of the working class.

..

However,reproductionist wrIting is vulnerable to a nu~r

of fundamental criticisms.20 It implies a functionalist

view of society~ Schooling is seen to have comeinto being

because of the role it plays in the total social system,

and to take the form it does because of the system.'s

requirementse This leads to tautological argument, because

the origin and form of education in a particular soci,ety

can always be accounted for by the quite untestable

assertion that these were the only ones possible.

Fl:.',ctil::lna.listthinking tends tO~7ardan organicist depiction

of societ'Y'x which cannot easily explain why the educational

system may sometimes be dYSfunctional to other social

institutions, or why it may be racked by internal

conflicts. Fromthis functionalist tendency flow a series

of othEar major problems. Reproductionist work inclines

10



towards a simplistic view of the state as no more than an

instruJIlent of cCl.pital. I·t has difficulty in explainitlg the

numerous historical in.stances of conflict between and

amongst educatiQnal bureaucrats and capitalists, or
(, , .

histbrical instances in which educational systems fail to

meet the needs of thl.e dominant classes" Instrumentalist

views of the state are far too crude to be usefully applied

'to the study of actual historical processes, and this is

true even of the most sophisticated versions of the

reproductionist argument such as that of Dale.21. Dale

tries to deal with the dysfunctionality of aspects of state

education policy to dominant class interests by suggesting

that the vazLcus imperativea facirig the bureaucracy - the

need to support capital accumulation, the need to guarantee

a context for capital accumulation, and the need to

I,!

legitimize the lt1.o.,qeof production - can produce policies in

response to one Of theSe ' core problems' whi.:::hare in

conflict with ~cheneed to resolve another of them. Yet

there seems still to be an instrumentalist assumption here

that the state mu~t address these problems and that it will

try to do so in a waywhich.meets the needs of capita.l as a

whole. This implies a unity of purpose between and amongst

bureauorats and capitalists which needs to be demonstrated

tdstorioally for a particular case, rather than asserted to

exist a priori. Moreoverf the reproductionist perspe.ctivE~

tends to focus on domination to the exclusion of

resistance .. Althusser does not investigate how, for

example, students may see through the ;3nshrouding

11



ideological fog sufficiently to perceive something of their

real social position, which is surely a requirement for

effective political rebellion. Indeed, Althusser's

rejection of the validity of individual subjectivity makes

this issue difficult~ to address_ Schools are portrayed

solely as mechanismsfor the imposition of dominant ",1.ass

~deology, and thus his position fails to grasp those

momentsin which students, teachers or parents re~~ist. or

ignore dominant ideology. Bowles and Gintis Elimilarly

portl:aY yalues i.n education as. imposed by teachers in a

uni-directional manner. They do not adequately recognise

that students do not simply absorb and internalise these

values, but often generate and bring to the classroom

value!;;and beli.efs of their own. There is a general oVer-

est~imation, in the r,eproductionist literature of the

ef:f:icac,Y of ideology in maintaining the cohesion of

schoolit'ig systems. Children attend school not necessarily

because they fully support dominant ideologyI or because

they accept the l-.!gitimacy of the education system, but

often because of the need to attain qualifications required

in the labour market~ or because of parental pressure I~r

legal compulsion. School att~ndance can be accompaniedby

apathy or hostility toward dominant ideology, as the work
\\

of corrigan,22 amongstothers, has shown.

Finally, and remarkably for a school of thl::>ughtin which

Marxismis the predominant current, struggl,e and cor~tlict

12



in education are concepts notably absent from

reproducticmist wOl:k. Althus-ser I s argument does not

explore waY'sin which formative action from below might

mould the education system, seeing it merely as an

imposition of thG dominant classes. Bourdieu.and Passeron

see working class youth's revol t against the education

system as <1 doomedprotest 3.gainst ineluctable consignment

to their place in the class structure. Bowles and Gintis'

account of U.a, educational history sees all the major

changes as ultimately serving the needs of capital. Yet

these approaches do not enable us to explain the numerous

instances in wbich subordinate groups have imposed their

owneducational objectives on the dominant classes.

Given these problems of functionalism, instrumentalism, and

blindness to questions of resistance and struggle, can

anythinq be rescued from the reproductionist lite=ature? I

would argue affirmatively. Firstly, it is important to

explore the real historical lirtks between the rise of mass

schooling and the process of generation and regulation of a

labour force. The historical work of reproductionist

influenced writers does provide "'"strong substantiation for

this linkage. It appears that accumulation does reqnire

certain minimumconditions of social reprpduction~ While

there are examples of states where mass schooling preceded

monopoly capitalism (for example, regions of the

contemporary 'third world') there are no examples of a

developed monopolycapitalist social formation which has

13



lacked a mass st...-:hoolingsystem. It is the case that
Schooling pas played an important role in the creation of

skills, the social control and political socialization of

working class youth, and the propagation of particular

forms of the family. Such processes do contribute to the

reprodllctio:r.\ of the labour force. It is possible to use

the notion Clf r-eproduction without falling into

functionalism. or instru~~:~ntalism, if we avoid the

reproductionists' a priori assumptions. As c.x, Cohen

points out,23 not every argument which states that a

~pecific practice is functi(,:>nalto a 1?Clrticular system of

relations is a f1.mationalist argument. An argument is only

functionalist if we (\ssert that the needs of one social

instance are necessarily and directly the cause of the

existence of alr1ci~hersocial ihstance.. Thus it is perfectly

acceptable to argue that an education system provides

industry with clertain fli:irmsof labour. It is only a

~unctionalist argument if we go on to contend that
\\
schooling had to f'amergein its particular presen~ form as

"'j}

an il1lT4ediateand unmediated result of a particular labour

need.

Reproduction theory does correctly remind us that education

sys.temsdo usually involve systematic attempts by dominant

social groups to impose their ideology and values on other

social classes. Whereit tends to err is in its assumption

that dominant groups based in the state and capital share

14



the sameobjectives, that the former are automC'1ticallythe

servants Qf the latter, and that the education system will

necessarily giv9 succes$ful expression to d,l'lminantgroup
, , i~, '

',}

interests. A reproductive process does occur in education,

but it is a much more complicated one I( than the

reproductionists allow for!r Any f~~t~~eof the education

system that plays a reprod~cti ve rd:....e only does ao as the

d'b.tl~!om~\;qf a struggle over pdlicy by various social forces ..
r: .- '.l

Ir
There -iljs., no guarantee t.hat because capitalists need a.

Ii It

partic)~!!lar f,;~lpe of labour; the educat~n system will
.i I(

automatl~c$.lll"v.covide it. If this comes a~rut it i$ only

becaus~Cthe· :a::epl:esentativas of a particujt, ar capitalist,

grouping 'are able. to identify that i1,eed, an imposs it on

th~ educational dech1'ion-makingprocess. Their ability to

do so depends on thei.r ~bility to C?v~;cctnne not only any

resi&tance ft'om .belowI but also the OPPQsition, of other

fractions, bureaucrats, and officials within t~ 'i educat;ion

system. As we $hall see, capital often has needs that

~ducation cannot meet:: and conversely I popular movements

are able to pressure educational policy in a way which is

not functional to capital.

Finally, despite the instrumentalist tendency of the

reproductionist view of the state I reproductionists are

justified in focusing sc centrally on the state in

attempting to understand the social role of education.

Masssch.ooling systems are above all part of the state, and

must be understood as such.
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In contirasc to th.e reprodUl;::tionist l,i-'ce~:ature, there has

come into\ existence a boc.y of work by Sociologists of

Education \iho have addressed. themselves primarily to issues

of res:1stan4~e. Th,=sewritej~s share an emphasis on the way

in which acfi>iV'E~ popular cul tt'l.ral and political responses

shape the. sociall relations of edu~ation. Such th.~)1Cists

may, however, be sUbdivi~aed into two groupings; "he

r strong if version of this ,view totally rejects all the

premis,'gs of reproduction t~aeory; 1:.he 'weak r or I limited I

version of the approach aC1::epts a notion of reproduction

but t.ries ·to f"'~mbineit with an aware,ness of the role of

agency in social process.

The more e.~xtre,1tie rejection of rfaproduction:i.s!'.1 :Ls best

represented by the work of weXler.2~ He charges that by

tninking of society as a structure a.t all, x'eproduction

theory reduces conflict to a (~ontestation within an

e:;':istinq social order. ButI he ar~;ues. society is in fact

constituted by cla<ls conflict: that'e is a conacarre struggle

of self-production, through which classes define themselves

- social life is constantly produced by its actors. If one

argues that there is a structure. of society apart from its

actors, one accepts the framew()rk I.'lf the existing social

order. Instead, Wexler sees social chanqe as a "goal-

orientated collective process of re.ali.'eat.ion,·25 of a socicJl

group. The appearance oi order in E:,\ociety is only the
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reflection and result of a balance in (,~:lass struggle.

Resistance cannot be understood es opposition to a

structure, but only as the struggle of a subordinate group

for ascendance.

Wexler thus rej ects the rel?~oduct.ionists I vie'Ylthat socia!

class can be defined· in terms of the place of a group in a

social order, f(').r-:example as a relation to the means ot

production.
'~~,"",

Inste~, he f9110ws E. P M ThompsonI s view of
:l

social class as a sense of group identity' emerging out of

commcn experiencej2G socie·ty is constituted out of classes

defined b}l' experience. Education is thus an arena where

classes attempt to constd. tu~e their identity. Repression

in equcation represents at'tempts 1:)',1 dom.inant groups to

~lo~k identity formation from below. Educational

structures are in fact merely aJ.'lideological fiction hiding

relational patterns of olass st~uggle. Wexler's

affirmation of experiential kn()wledge as the final

epistemological court of at~peal reslllts in his rejection of

any attempt to distinguish between transformative and non....

'trans formative oppositional behaviour in educatj.on. This

would presuEably be a falsely object:i.vis.t imposition on

social process.

An approach to the df;tinition of youth's cultural idE!ntity

with strol1g affinities to this vie'" is put forward b1r

Jenkins,27 drawing on thti!work of GidClens.28 Giddens tries
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to overcome the puzzle of the relation betwelen structure

and agency, by denying th.e validity of thinking of the

problem in terms ·cf this duality. For the aqen,cyIstructure

dualism, Giddens sUbstitutes a theory of 'st:r:'ucturation'.

struct;,:a:e cannot, in this view, be said to exj.s~toutside of

the p:t'actices of thO'se who produce and reproduce it. For

Giddens I systems cannot; be said to have any reasons,

purposes r or needs outsi<;le the irtten'cions of the human

actors whosepractices constitnte them.. Giddens emphasl"zes

the extent to which a social acto!,\=,knowsa good deal about

the conditions in which she/h,e is enmes:ned, and thus

\.assigns a st:rong element of volition to the continuation of

existing social practices. In line with these

presuppositions, Jenkins' analysis of popular Qulture

assigns immense 'Weight to the subjective percep-r.ions of

social actors. He argues that although 'scientific' and

I folk" views of social events are different in kind, they

are aqua),. in validity - both try to invest perce.ived

reality with meaning within a particular cultural context.

He sees the identities adopted by subordinate groups almost

entirely in terms of a highly autonomous cultural process

within those groups: group identities within the working

class arise from labelling decisions of strategically

placed actors. Thus, in his study of working class youth

01'1 a Northern Ireland housing estate, Jenkins argues that

the division of youths into three distinct sub-cultures is

rooted in: their own practices; the practices of

significant others, that is, authority figures who can



assLqn identities and make those identities count, by

allocating resources or penalties; and the practices

cl.::mstituting the organization of the institutional context

\~'workand school).

Anlongst authors who do not engage

:r~e1ection of an,y notion. of social struct1.1';re or

rep~oduction, but qo try to inject the dimension of agency

:Lnt~)our understanding of the Sociology of Youth ane

Educ,~tion, an outstanding contribution has been 1tI;:ldeby
:'-:'. \

Birmlnqham's centre for contemporary C,ultural studietl.

Summing U\E,") tbe approach of this school, Clarke, Hall"
\

Jefferson and Roberts29 begin with the concept of culture.

CuIture\ i~ the way in which social groups enga,gewith their

socj;~ll existen(;':e. It is a way <:If li,fe; it prc.,vides th~

"maps of meaning' which we use to interl~ret the world.. The

culture t';)f the dominant class will tend to be dominant in

society; but it. is only one of the c'll,ltl.!reswhich exist at

any 9ivan mom.ent. In a class society I different claslses

have diff~~rent class cultures. The Birmitlgham authors

argue that the ruling class attains a hegemony - a total

social auth,ority ... when it is able to lead subordinate

social cla\sses effectively I winning the conaent; of

subord,i.nate classes to the existing institutions and

structures of society, and laying down a framework within

which problems and conflicts are resol'\fed.30 Hegemony
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does not always exist; a dominant class may rule, but the

attitude t,o it of the dominated classes may fall well short

of the ' spontaneous consent' which hegemc(J~~implies. Even

in a situation of hegemony, there is, how'ever 1 a

complicated dialectic between the hegemonic domd nant;

cultur.e, and the subordinate culture of th(a wOl:'kingclass.

The SUbordinate class tries, within tbe frat'l~\work of

dominant institutiOris, to 'win space' for itself. In the

sch<:>ol,a cul t:ure is imposed on 'Working class youl~tl wb.l.ch

is at variance with their own,culture: in response $tt~del'lts.r:

I'
develop strat~~ies of negot~at:l.on, strug91.e or re~~.i.sit:anee.

Young people develop ,sUb-~Ultures basljillClon pa:tt:.i1culat'
\;,\

styles alld symbols, for them.selves. ThesEI are sp(licH;ic:to

yout.h in that yO?~th. have a specific generational e~pl!:l;tience

whioh is bisto1:ically diffe!).-ent frc.'~ thC1'tof their pal!"ents.

These sub-cult.ures derive from, and. are SUb-sets ot't the

larger 01ass culture in which youth of a particul!Jlr lsocial

class p~n";;:.icipate.\\ The ~!iUb"'culturesare attEl'llIJ;,tf,$tel solve
: 1\

J!

the problf.:llllS of {larking' class youth at l:,1n.e leVf!l< of

imaginat:i.on. As such they are doomed tC'" fa.il. in sCllvj.:nq

youth I g ~)ractical social pri:>bl~l11s. What.is i.mpQrtant abc)ut

this ar~1ument is that j"t sees repr(:>d1J.ctjAln as only

occurring within a con'it:.e>1:t of str\'~qgJ.f~ 1:or s:oclial

dominanc~:l,in wl'dch the. si~bordinate cJ.lSS i~!& llBver who:1..1y

incorp.or~!lted f..n the soc~;;al Qrder, .and P()sls:L1tdlitie':/lof

resistan4::e are abrays prel/&ent.
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The wori'; of the A:merican th.eorist.s, Giroux31 and Apple,32

proceeds ,liang s:liJn:ilar Ij_nes~. Th(~y are willing to accept.

the not.Lon of rE~pr.oduc;ti(m of the social structure, but

stress tha'\';I1? aU'.!:Clma~cicI.::,::)rrespon.~ience of school and work""

pl.ace can 1:;,eaS$UlnEld. 'I'hfe::t stress the notion of the school

as an arena of ~:ult~lra,l confl:i.ct and resisJcance, wii;:.h a

re:productl,()n takes plal.~'e it i~ i;.hrough

cultural ~b:'\li;r9'le! so:ru(~'t.:.imes$chooling can,
i

a px'oces.s o·l
i

out acr(,:JfU: thf'~prer;ailing social
i; il;'-

~'rol.::E,,~n~~!s•
i

jIhe cultul~al process is sl~mr as 8 crt:~cial teJI:ra.irl or, !f~h;LCh

s,ubordina1te social group:ll can ~:or9'e i COllrJ,ter-he94:JIlo~icl

altE!r~j,ves t:o ~.ha hegef.tti,ny cf the dOl!linanl~ cla~ses. It.;;::-/ "

Ls thus ~~eett1.1,$ j,r.tportant. tic differentiate batweert cultural

4alIllU'llent~~'Cbn'e~dnin9' trar:'!~lormat:t'\i;'"a possibili;tief& I and

c:ultural ell~m'.mt$w.hd.~h'<"ladk such p'1!'ogresgive b\plica~cions.

:,\

The lntJ, ....t ~j'owel'.':eu.l pre.sent:l~t:i.(m oj; such a perspecti ve is

that of .Pa'ul tilliis.33 Wil~l~~Sfunder.stands the response of

youth t.o r.:ldul;:ati.qnaJ. .st:)."uctures as one 01: cultural

prcdtlctiol'l: '\t1ork:tng ..ell, aI',til, i.n the contradictions of, a

culture is a human and

collec·t~."~~ activit:;t! of !:IJ.lea\n.ing-making: in the cultural

m.om£tnt :pel:)ple use :c'e~.l1eivlad symbolic, ideo:logical and

clulbU-Cl.l rl~SpOl'1SeS I~:'Oexplore, understand and respond to

iche tll':)Clj!J cOl'lditi',;)ns in which they find themselves.

WillifJ~ "t;,al;k:s of 'c:ultural production' because the process

is unierstooli by 'I1im as proceeding in the same way as
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material production.

forms) to work on

Agents use tools (meanings, cultural

raw materials (their structural

conditions) in order to produce a finished product (an

active response to and redefinitiol'l. of their situation).

Willis sees popular responses to dominant ideology in te'rms

of a culture llhieh includes both 'pene,t.rations'

understandings b~r actors of their position in the socIal

whole -. and 'llmitations.l ,.. phenomena'impeding such an

'Understanding-. Through his case study of working class

youth in an En(Jlish school, Willis ShOWl~bOW'the lads"

constitute a group withirl the school who crec.\te a

militantly anti-school culttlre. In Willis's view this

repl:'esents in J?art. a penetration: theJ lads understand the

falsity of the official scho(H Ideol'J9Y which exhorts them

to attain in~Hvidual career success by conforming to school

rules and mak~Lngacademic Elfforb3. They recognise that

their real social position excludes such SU(lCeSSr and

respond in a l:,ebellious, colleoti vist manner.. But their

r'ebellion allows them to be rej.ncorporated into the

pat'terns of sl:lcial reproduction" In rejecting official

F.ichool ideolo~JY, they rej ect mental labour, which they

identify with that rejected ideology I while they glorify

manualwork which they identify with the social prestige of

masculinity. They there:by doomthemselves to a lifetime of

manual 'tJork. Thus theY' r.:dect dominant ideology I but by a

route Which allOWS then, to be pulled baok into a

subordinate position, and thus !rita the reproduotion of the
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relations of production. This process of recuperation by

the dominant order is not presented as universal, however;

in the disjunction between the social structure and

cultural response, there is always the possibility that

cultural production will generate new forms of resistance.

Jus.,t as functional;\.,smdisables reproductionist theo1.Y, the

culturalist position, in its ~xtre:mevariant represented

here by Wexler and Jenkins" is disabled by its voluntarism~

Its emphasis on the willed action of participants in social

processes leads to a rej ection of any notion of social

structure existing over and above those willed actions.

Consequen'l:.ly,reproduction vanishes I for there is no social

structure to reproduce. This raj ection of the notion of

structure is not viable.. It hampers attempts to formulate

description .of the regularities which exist in society. ,A.s
,

Cohen34d~monstrates, it does not follow that beoauae the

practices of persons form central components of a so(~ial

structure, we cannot talk of a structure of society as

distinct from the specific practices of the particular

persons involved in it. Whenwe speak of a social system

we ara discussing a pattern of rela''::ions which can be

discerned in a society, and which cannot be reduced to the

relations between the individuals who occupy those

positions at any given moment. Moreover, as A..'I1derson35

points out, if society is seen merely as representir1lg a

corrednuous collision of wills, it becomes difficult, t.o

explain ,,,hythere should be any regularities in society at



all. Anderson argues that exp1.anations of social cohesion

that focus on intentionality, ignore the centrality of

structures of production in conferring a unity on a social

formation whila at the same time creating a process of

struggle. .As a result of this deficiency I the extreme

culturalj)st position refuses to recognis~athe importance of

the w,r:4Y in which patterns of pr'oducb Lcn and reproduction
.)"

pl~;~esocial act.ors in groupings which cannoe be reduced to
//

ltheir subjective view of their position.

An acceptance of a 'structural' approach to the definition

of social class do;.;.'s not t as the extreme cuI turQ;lists tend.

to suggest, necessarily lead to a ne9'lect of issues

concerning the development of consciousness. As Cohen36

arques, the definiti.on of social class as commonexperience

advanced by Thompson (and by Wexler) draws a wrong

conclusion from a sound premiss. TholUl?sonis quite

justifieq in arguing that production reI(ltions do not

mechanically determine class consciousness. But there is

no logical reason to draw 'the conclusion fr,om this that

class cannot be define~ in terms of production relations~

It is perfectly valid to ask under what o{')nditions a class

oan attain a commonconsciousness4 But this is a different

question from that of what defines a social class. The

Wexler.-Thompsonview of class confuses the issue of the

formation of cons"";iousness with tbe question of the

definition of class boundaries.
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Because of its r4?fusal of any notion of structure I the

extreme cultttralist position fails to recognise the

constraints 'vthich operate on processes of group self-

realization, and the variability in the value of the

experiential knowledge generated by group action. The

dualism of agency and structure does capture a central

aspect of so(:ia1 reali ty • Namely: that although human

beings are capable of various types of acts of volition,

most of the acts which we undertake most of the time, do
jinot break through patterns of relations in which/we are

..... iJ
enmeGhed. The experience of most human pract.t>1e is

precisely' one of being trapped within larger structures.

Manyof our a,::tions ,may be voluntary, but they generally

take place wi thin a structured framework of socia1.

relations. .Ah1dif thejl attack that framework, they have no

guarantee of success. Moreover, Wexler's glorification of

experiential knowledge obstructs the development··of an

analysis of popl.l1ar culture~ As Anderson37 remindl:llus,

PE!0pledo not always. draw the correct lessons from their

experiel!lce. Clearly some understandinqs of reality are

more accurate than others - a point that culturalism, with

its tendency to see experiential responses as superior to

analytical thought, does not acknowledge. Social science

requires that we try to establish ways of different.iating

valid knowledgefrom invalid: a project which is certain to

lead Us to questi~n individual and group self-perceptions.

Experience i$ indeed an important source of knowledge, but

it is not a pl:~1.vileg..~dmedium,equivalent to insight.
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The less simplistic version of the culturalist posLt.Lon,

represented by Clarke at.al., Giroux, Apple and Willis,

does, however, offer a great deal in evolTring a Sociology

of Education that avoids functionalism without b~ing as
I

tinged by voluntarism as that of the 'strong' cultu:t.alists:.;

The understanding that dominant social groups endeavour to

construct their hegemonyI but that thi.5 occurs in strU9'lle

wl;t.h the att.e'llpts of popular culture to win spaae for the

subordinate classes, enables us to break away from a simple

reproductionist view of education, reintroducing conflict

into our understanding of educational processes. The

concept of sub-culture provides a basis for exploring'

youth's responses to their conditions of life ... willis'

1110difi~dunderstanding of rel')roduction enables us to

examine the interaction of the attempts of participants in

educationa1 systems to carve out their own futures and the

processes by liihich existing social structures are

.maintained. Finally I these theori.sts r¢~fognise that not
\ \,\

all experiential knowledge is analy·tically valid, and thus

that. SOlme actions are based on better ':::ypesof insight into

social structures than others, and are thus more likely to

lead to social transformation.

However; culturalist writing in gene:cal shares with

reproduction ism a commonfailing; an inadequate account of

the state .. Even in more structurally-mindeq culturalist

work this tends to be the case: a residual voluntarism
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arising from the focus on willed action. culturalism tends
to neglect the role of nat.ional level state structures in
the formation and perpetuation of ~ucational systems. It
tends to concentrate its attention on local level :eQrmsof, '

resistance and to assume that the combined effects of these
must modity nationaJ education structures. But t.hiswill
in fact only be the case if local student resistances take
place in similar ways, if these pressur.as I<lrere£lected
back, through their effect on teachers and officials, to
the na~ional education policy process. The emphasis of the
cUlturalists on local resistance tends to play down the
p
,;

~ualitative difference between such resistance, and broadly
o~ganised and politically articulate movements. The latter
type of r~~istance is far better able to cqallenge thl:..:
structures,of education than the former. Moreover, it is a
precondlt.ion for syst;;,ematicallylinking up and.popula:rizing
existing 'penetrat~,ong' of students into th.,ir actual
social conditions. Cl.1lturalist writing thus fails to
develop an adequate account of the state, and its relation
to popular struggle.

Thus far, it has been iargued that theoretical approaches
deriving from a reproductionist p'erspective are flawed
because of their functionalist t{lndencies, which lead in
turn to an instrumentalist view af the state's role in
edUca:"~'pn,and an inability to deal ad2quately with issues
of struggle and conflict. How-aver, it has also been argued
that the reproductianists have established historical
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connections between t.he rise of mass schooling and

~ ;ustrializa~:ion which are valid provided that t't.~y are

~r_<lerSlt.oodin a non-functionalist way. Similarly, it has

t:..e.enargued that it is important to understand the specific

methods by which dominant groups seek to further their

objectives through influence over the educational system,
I

but that this cannot be seen as occurrirz.q automatically.

Ratber, inso'tat" as it takes place, it is the result of '
i, ,

struggles by~dominant groups to fOI.'mulat:eobjectives and

impose them 01'1 society I which mayor maynot be succ6issful.

Thirdly, it was contended that the reprr;Jductionists concern

with understandiilg the state structurs$ of education was

justified. In relation to ctllturalist work, it was argued

that)1 its more extreme variants were characteI;'ized Iii' a
Ii

volufie~~!smwfiicnmade it un~ble to deal 'to.,'tithquestions of

social structure., and thus led to a failure to recogniz&

the constrain+.:-swhich exist on wil;led action in sociei;y t
\

and all in~bi ~dty to Q~itically evaluate different forms of

action. On the other hand it was argued that a more

modulated version of the culturalist position offered an

important contribution to ourunderstandiuq of conflict in

education, through the concepts of he~<"lt'Pnyand CO~.}lter-

hegemony, and a development of an analysis of culture and

of various forms of cultural and social aotion. However,

it was then argued that even this form of culturalism was,

like reproduotionisIrL, inadequate in its treatment of the

state. It is precisely through an adequate analysis of the
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state in ,educational conflict that the gap between

reproductifl:>nis'c and c~lturalist ;tnterpretations can be

briC:tged, and those ins:Lghts of the two schools which we

have identified as valuaJ~Ie can be synthegized.

The starti:'lg point of such ax;.analysis of the state is

provided by Poulant~as' final work, ~t~te~ Power,

SQciali~m.sa In it Alebreaks sharply with the notion of

the state ;:i~Smerely an instrulTl.entof the: dominant classes.

The state ;:,s viewed not as a discrete entity .but as a field

of relations, Within which struggle and con11ict may take

place. Sl:>ecifically characteristic of ca:pitalism is a

separation of eccncnac from political struct\lres. Whereas

the st:ruclt:.ures of proQ,uction would encourage class

identificai::ion, the operation of the state aces to divide

social cla$ses into individu.als, and to 'reunify' these

individuals within the state as citizenl;;. But this

oper~.?i(,~"lfwhich arises from class conflict, also takes

place within 'l context of class conflict. The state is

thus the )l1at,erialization and condensation of olass

l:'elations. :tt~; form reflects struggle withirl the relations

of production. But because it is constitut~d as a

relati vlilly autonomousspace, ~:i.tical class struggler:; alsl,;)

take place within the state. So while, as in Poulant~as

earlier wo'rk t 'the state r6presents and organizes the

various frat',;tionr. of the dominant classes, the. struggl~::~of

29



the dominated classes is sl§Q present within the state. In

this conception, as the state organizes the reproduction of

subordinate classes, it. bas to cope with their demands and

pressures. The state in a monopoly capitalist phase
enters, moreover.' increasingly i:n,to the accncmi;c sphere.

Thi!; means that the contradiotions of the production

process begin t.o be dh:ectly pretlent within the state.

't~hus fO):.";\ Poulantzas the' state is a field of confli9t: on

t,he one h~nd conflicts between. the diff-arer ..t capitalist

fr.'actions and alaQ between t.he differemt state apparatus'as;

on the ot.her betwetan dominant and dominated classes. The
state is th~$,seen neither as neutral arbiter nor ~s

,
inst:7.:'ument of Jomination" but as a battlefield.

j'.

Carnoy and Levin39 have devl~loped an approach to the

anall'sls of education l')asea em this und'~rstanding of the

state. In keeping with PouJantzas' views~1' they see state

educational structures as a fieltl of relat.ions - a tert'ain

of conflict, the nature ()f which reflect:s the struggle

between contending class forces. Capitalist fractions

struggle t\') define the reproduotive nee~s that they want

the educat.Lon system to fulfil, and to have those needa\met

by the state., But dominated ctlassesalso attempt to im.pose
their own educational aims on the stat~. The form that the

education system takes is an outcome of theEie interacting

struggles, and is constf.mtly travers~d and reshaped by

conflict.

30



While the objectives of the dominant classes in the:

educational sphere may often be achiev~~d1 there is nOI

quarantee ,of their success. subol';'dinalte class'ss a.l:';;~

sometimes ablE\~to impose their agenda for 1;he restrJJ.cturingr

of educaltion. Where such changes or refor.~llsare W(.:>n, theil:

implelD.entation itself be~ollles an objec't Q~~ stru9'9'le, with

the dominilnt class attempt.ing to use its J;IG\wer t.o qive th4!

change the interpretation mO$,t favour~.ble to itself.

Ne.vertheless, popular pressures" act on thel pl;o(.!ess. of change

Ln educat,iQnI even where the ,;changes be~.ng lbade are no't:.

enes with which popular Inovementswould idBn"':~\fy.

carnoy and Levin thus provide us with a model of

educational c()t1flict 'Which avoids the pd_icfa~tlsof both

re",. 'oductionism i!lnd4\~ultur.alislll. It preselr.'ves reproductioJl

theory's insight tbat there is Qften a link between

production relations and educational $t:C'uggle. But it

denies,."tbat such i'!_ link is automatic. 7tducation can easily
\ (
\)

be out of kilter with the needs of ca~1itaL Like the

culturalists' perspective, it faellse;s Of.. struggle in the

social relations of education. But t;hat struggle is

understood in relation ,to the sta.te 1 and as taking place

within a particular objeCltively existing s,tructure of clas;s

rel.etions, which !;)art.lcipant.s seek 1:',0 reprodu~e (lr

transform. By focusing 011 struggle wit,hin the state,. both.

functionalism and voluntarisnl are avoi.ded.
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It is this type of int.erpreta.:tion of educational stru"1(3'le

which will be pursued ill this thesis <> An important

modification to the Poula.nt:zian account as used hf~re, ltlill

hcwever be in relation to itl~ treatment of bl.lr4:aucracy.

Wh.ilePo\::,lantzas' later wo~kmade a vos::yseriolls attempt to

give due weight to the autonomous dynamics c,'"lf state
•il1lst:itutit':ms, some of his formulations do tend to :!l4'aggAsta

rE!s~\dualG~lassreductionisln, in which various sections of

the .t,;tate ~\1pparatusrepresE.!nt purely condensations of class

interests. But as our hist:\'.)rical account will sho'~.• though

ri.9m,':t featul!'es 'tif an educational bureaucracy do, .rept'e~t~nt
,\'i

outcomes of cl2.\sS i21te.rest:s.\,.Qther feCi:t:t'\>.es can only ~e

'understood through an aCknO\ilediJemenl:of autonomy in the

operation of bureaucracy. Administrators do develop the.~r

p'N'nideologies, interests and inertia, even if these are

cOl~strained and moulded by (,lass. forces. In ord~r to

ul'lderstand stt'uggles around the bureaucracy, we need to

pursue a more unequdvoeal anti-reductionism than Poulantzas

of'fers.

Ira order to do this, I '¥itill draw on the work of Theda

S:R:ocpol.40 She argues con·ijtincin~Tlythat classical MaI:xism

Ufailed to foreslee or adE~quately explain the autonomous

power. •• of states.! as administrati.ve and coezcf ve machines

eml')eddedin ~ militarized :tnterm,'\itional states system. ,,41

Skocpol's work emphasizes that the relationship between the

stat,e and the dominant social clas~,;es is not a gi'V.tenbut

varies historically. Bureaucrats m~\ybe subordinated to,
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or autonomous of capi talist interests. We cannot tell

'theoretically' what their relationship is before

specifically investigating a patticular state. If we want

to be able to argue that the state serves particular

interests, we must be able to show concretely what the

causal mechandsms l:t.re that move the state to intervene

actively for t.hose :interests. The state must be understood

as a set of organizations I extracting resources from

fJociety and deploying it in coercive and administrative

organizf:'.tions; it is only by ·understandillg the features and

capacities '.CIf this organization in historically specific

terms that we can grasp the way it acts.

A major pr~ble:mfor the posit.ion advanced here may seG!:mto

~e that the Carrloy and Levin I s view of conflict in

education i& based on an examination of edu\';ation in a

liberal democratic statea :rt might be argued that in a

repressive third world context, the idea of state education

structures as an arena of conflict in which the nU:tssesare

present is absurd. Surely 1 it :might be said, in such a

context, education policy is dictated from above rather

than influenced from below. But it i.s precisely because of

the limitations in carney and Levit"I s characterizat.icn of

educational struggle In Amel:ica t.hat their work remains

relr. ,'"nt to very different contexts. They adc.' to the

argument discussed above , an ~~lement of American

exceptional ism which h' scarcely justified. By removing
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this t'!lement of their argumentr we are left with a mode!

that is far more widely applicable.

carnoy and Levin42 argue that in the u,S., social

inequalities within education are less pronounced than in

other sp,heres of society. This 1 according to theln, is the

outeome of a fundamental tension in American st."\cietyi

between the imperatives of Democracy ahd those of

capitalism. Democracyprovides political equality, but in

an economic syste'm marked by ineqllalii:y. The institutions

of the state, including the school, are subject to the

i..neqalitarian p'ressurAiS of the workplace .Arlli the

eqalitarian p.ressures of democracy. The democratic

character of the.. politi(;al system creates the opportunity

for less advant.aged qrolJ.ps t·o b»ressure the education system
Iii'
,; il

in ~...more eq8;litarian direc~ciol'1.

But TW'hilei.~! is clea.rly true that access to democratic
1/

political m'ilchanisms improves the abili~y of subordinate

~lroups to iIr!pose their needs on the state, this separation

of democraide politics and undemocratic economics seems

unsatisfactory. lis W(.:>od43points out, such an argument

accepts t.he spli.t blatween 'economic' and 'political'

spheres characteristic of capitalist society. It does not

give sUf~icient (Attention to the fact that an inequality in

economic position ll'!eans an ineguali ty in access to the

means of enforcing one's political rights; it ignores the

way in which the ideology of individual political equality
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help~~ to mask cla';ls inequality. The argument that the

state is not a simple dominant class instrument does not

l'est on the existence or absence of political democracy; it

is an a.rqument about how social relations should be

understood. While the absence of democratic institutions

may limit the options of popular classes, it does not mean

that the state is not t.raversed by class struggles, or that

it can avoid contending with pOl~ular pressures .. It is

possib1tl to analyse repressive third < world states in the

perspectiv~ of the state as a field of con.flict-. in

exa1Uple of the $uccessful applic,ltion of such an approach

to semi-peripheral countries is Cardoso and Faletto's44

seminal analysis of the state in Latin America. They put

forward a view of the state Ln semi-peripheral countries

which can proceed along similar lines ~o that of

PQul,f,lntzas, while at the same time qrasp.'1.ng the

st;lecificities of Third World conditions. Their view

rejects the tendency of dependency theory to se'oi the state

in the third yyorldas merely, the instrument of metropolitan

bC)"Il.rgeoisies.. It is thei.r posi.tion that while the state

can act as a purely 'neo-colonial' force, it will do so

only if the specific forces which become dominant in the

state are secters whose interests are linked to
metropolit&n ones. While the disadvantaged position of

such countries in the world economylimits dominant group

op1;ions, (especially where policies involving the, political

or ec.~ollomicincorporation of the masses are attempted), it
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does not dictate policy in a direct way. The internal
features of a social formation are not determined simply by
dependency relations, but also by internal struggles.
struggles within and around the state can, however, lead to
many different outcomes. Thus as in l?oulantzas' work, the
state is seen as an arena of class confli.ct, not as an
instrumental entity. An important implication of this is
that the state, even if it pursues repressivft ~lici.s, is
subject b6 mass pressures, and that it can be t~e site of
stru.9g1es in the ccuzae of which 'mass movements make
democratic gains ..

.In.t§gating th§ Cylturalii't G,ontribut.iQn

The approach to edUcational conflict which has been
proposed allows us to integrate aspects of the ' lim!ted'
variant of the cul,turalist argument into our conceptual

framework. If the struqgle of the dominant class to impose
j,ts needs on sooie'l:y is to be effective in creating a
stable social order, it needs to create an educat.ion system
of a h2gemonic type!!, in which the subordinate class is
fully drawn und.er its leadership and provided with a
frameworkof life, 'the horizons of whioh are defined by the

dominant elas::;.>. on tile other hand in i;,heir struggle to

pursue their own need popular movements develop counter-
hegemon~cinitiatives through which a broad social base for
eduoational alternatives to dominant class policy can be

built.
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However, an adequate typology of popular responses to
education systems must provide us with categori~as through
which to analyse those situations \vitlchfall short of, on
the one hand, an identification with the hegemonic
framework of the dom.inantclass and on the other a rounded
development of a popular counter-hegemony.

It will be. argued in this thesis that popular responses to
educa.tion !Systems often ta~e the form. of acquiescence; a

I" i

response which is one of' acoepting a particular set of

social arrangements, but withcl'u.ta strong degree of
internalization of the values which are concomitant with
those arranqements. It will be argued that hegemony
implies the winning of the allegiance of the subordinate
social group to the cultural framework of the dominant
group; it implies active identification and commitment. In
a situation where the dominant class is not able to
construct an effective hegemony, but where the subordinate
classes are unable to offer an alternative of their own,

//

the ruling class may sw3ure the willingness of subordinate
classes willingness to live within the dominant
institutional framework, but without any interior
acceptance of i~s hegemonic claims. Poulaptzas' work helps
us to understand such a situation.45 He points out the
danl';12rsof a view of the state which polarizes sharply the
role of repression and that of ideology. The state does
not only force people to do certain things, or trick them.
Acquiescence in a particular social order is not 9iven
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purely beoause of fear or ideological blindness. In order
to build any degree of popular acceptance, a regime has t~
make oertain concessions to the needs of the masses; i~ has
to provide what poulantzas46 calls a 'material substratum'
for this support. In l?oulantzasY view this is true of even
the lIaostrepressive :regimes. ':rhisargtUnent,which accords

/1

greater ability to social actors te understand t'lair social
conditions than doe" G for example, the Althusserian
posH:.ionr:,accords W'ithCorrigan and Frith's47 critique of
the conventional wisdom of reproductionist educational
sociology. For them, the idea that the upper classes
somehow brain-wash working elass youth is inherently
implausible - , wo:t:kingclass experience of bourgeois

/1
institutions $Is unlikely to produce a total ideolO9'ical
i
sUbordination: moral values tauf:Jht on their own are
unlikely to be accepted unless reinforced by other facets
of social reality.

Furthermore, as Poulantzas also points out, the repressive
role of the s'i::ateoperates not only through violence I but
also through the creation of a 'bodily order' involving a
differentiation of the very bodies of people in different
social classes and the insertion of those bodies into
various state apparatuses.48 It cannot be assumed that the
constraints imposed on youth by the sch~ol system are
primarily ideological. As corrigan and Frith49 show,
subordinate classes can be institutionally incorporated
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without being ideologically inoorporated. That larqe

proportions of the subordinate classes attend school is.
important, in cer.tain ccndf tions , to the maintenance Clf

d!xisting social relations; it provides a-- means for the

social control, in a physical sense, of working cl,!ss

youth. But it does ,not necessarily signify acceptance of

the ideological thrQst of the education system. Youth may

accept schooling either because of coarai ve factors. or
\

economic forces, without acoeptint_)',the .h~gemonie framework

of the dominant classes.

I have argued al:ove for a reco9'nition that some forms of

social action are " >lre effective than others 'in creating

social phange, because they are based on better

understandings of real social relati~s. This leads us to
\\

support the vie~l' that it is n€'~eS\sary to distinguish

between'lthose forms of behaviour wpich are able to act in a

transformati ve way in society 1 and those which are not.

Some forms of oPPositional h.ehaviour arise out of real

social conflicts, but are unabla to change those realities

because of their divisive or purely destruotive features; 1

will designate this as non-transformative opposit.ional

behaviour. Oppositional behaviour which does e'P.£,ectively

attempt transformation, is at the same time, not the same

as a counter-hegemony. A counter-hegemony requires the

organising of a viable al ternati ve to, in this case 1 the

educational structures and pra~tict of the dominant class.
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In analysing howthese forms of social action change across

time, recourse wi]'l be made to Charles lJ!illy's notion of

'repertoire'. Tilly argues that whenpeople act

~••they ordinarily have a limited numberof forms
of act.ioll - a repertoire - at their disposal>
Reoertoires 111: collecti va action va]!, trom one
group to another, but in general they c... ": .lindted.and change rather slowly. Repertoires ci~iangeas
a function of the group's organi'sation and
experience, but they also change a$ a function of
the constraints impos~d by other. '9IOUPS,
inoluding authorities. 50

WhatTilly is point~iiq to is that fo·rmsof soc,tal action
c\

are not chosen on a stric.tly rational basis from all the

:physically possible a.ltlarnati vas e Rather f a tradition

develops within a~particular class, class segment or sub-
\'

cu),turs of acting in a c~~tain way around certain issues.

Forms of action are "••. learned, historically specific,

roo'ced in the exisrting social structures and seriously

constraining. 1151

This has a number of impli;pations for the study of

contention in educatione Firstly, it sbould be possible\to

trace patterns or types af contention, across substantial

hietorical periQds~ A repetithm of parti",ular forms of

action in different times and places sigIl.....eies conflicts

within Similar pG'.tterns of social relations, and a

c(>ntinuity of speci:tic traditions of resistance within

those relC'-tions .. Secondly, we need to consider the

constraints imposedby 'other groupsl on students' actions.

Itl, the course of this study the links between student



insurgency and national levels =:Jf politic~l mobilisation

will be investigated. Ar'· r{. these rother groupsI whose'

action constrnins (:ollad~l.'V-Caction, Tilly mentions the

'authorities': it is no.cessary to examine students' or

teachers' ad~:i!ons in the context of the state a~d

educational authorities' responses to them. ThirdlYi'

Tilly's work has the implicatj.on that the changlng of forms

of c,olleeti ve action is not an instantaneous process, and

thus new or specific problems may be addressed ~hrough old,

l:'scognised types of 'Protest action. 52 Elements o'f an

existing form of protest can be changed in the course of

struggle but they are 1lnlikely to disappeaJ::-" The fact that

a particular form of action : s widely racognised by those

pa:cticipating in it forms part of the bai.:;is of their

solidaritYl even if they are taking part for differing or

ne'wmotives.

The spectrum of popular responses to education which have

been def5medappears thus:

Form
2 5

----~---~~-~~-----~----------~---~-~------~-----------~--1 3 4

Political
Oppos.i-
tien
\.,!ounter
Hegemony) I

____ 1,.. - -----------.- ...

Dominant
C1.asfS
Hegemony
(S\1.0-
ordinate
class
Alleg-
iance)

Acquie-
sence
(Institu-
tional
Incorpora-
tion)

Opposi-
tional
Behavd.ouz
(Reaotion-
ary
potential)

Oppositional
Behaviour
(Transforma-
tive
f-otential)

Figure 1: Forms of Popula:-:-Hesponse to State Education
SysT,ems
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Each form of response, in any concrete historio,al situaf:;ian

cont.aim\; its structuring and const:.:~ainil'l9'repertoire. Of

course, within anyone eaucation system it is har\'lly likely

that one I pure I type of response would exist I as i's the

case with any soci~logical motiel. Rather tbere itl 'Likely

to be a characteristic combination of these types, with a
weighting toward a particular form.

\

\.
Th~ respo:nsE~s o:f teachers to the str'uggles wi'!/,;hin die

edu.cation sYI;;tem will be a central fc,lous of thilili thea:ts.

\ Wewill sreek to i~vesti9'ate r1eproduction and r.es;i"stance in
\ I

Ii schooling nc)t olHy by examining si:at:.e policy and mcu;,ts
"
'social mcvenerrt s , but also by e~amin;ln9 What, happened

\'rlithin the classroom I Teachers, as the pivotal figul'es in
\

t,~e classrt)oll\, must thus constitute an esse:ntin1 focus of

s\,1ch lJ'1vestigation.'l. This t,hen poses the ~/ue~tion of

developing an adequate frall.,eworl~in "Ihieb. 'teach,ers.' actions

cat, be understood. Although theil,:' responses t'o changing

political circumstances in edllcation will :be tJ.laced within

the typolo~'Y developed above it il;'; also ne(;::e~lsaryC)lso to

consider the ways in Which the specifici.ty of th~!ir

position in the educacd.on system affected their politjcal

respon$les. This in turn leads us baole to the: central issue

cons·ide;ced in this chapter: the relatic,nship between

structur~~ ~",d agency in sqcial action. In considering

teaohers' roles in educatiol'lal structurt~s I we Hill pur-sue
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the broader attempt to reject both extreme structuralist

and culturalist tendencies. The thesis will attempt to

understand both structural constraints acting on teachers

and their active role i.n generating their tt)wn c\.l.ltural
,:::;'

responses.

This approach entails a reject.ion of any notion that the

behaviour ol teacher.s can be 'read off' in an~' simple or

direct way f.a:omtheir class location. (All the more is

this the case in a society like South Africa where

relatibns of el~ss
,'and race are mutually structurlng.)

Following Raymon~~Williams I" in this thesis the force~ and

relations of 'f:Jt'oductiol'l are viewed as settin~r limits ft.nd

exerting presoure on scetal actions rathe"'" than predicting,

prefiguring ee controlling their content.53 How'evE'1r, it

will be sU9ge~~t:.edthat the st:!:uo~-.ural class position of

teaohers is a highly ambiguous one in which the structures

and limitations imposed on t.heir actions; by their social

position are such as tel give a particularly high degree of

centrality to the political, ideological and cultural

context in shaping their responses.

There has been an extensive s:ociologice.l debate in recent

years over how the class posi tion of the ,f intermediate

strata' ... those who are neither clearly proletarian nor

members of the bou.rgeoisie or petty bou~geoisie - t,';houldbe

definod. Some wr.i.ters such as Hunt54 and. Mande155 have
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argued thi!lt these employees aze , by virtue of b(:!ing waqe

earners, part of 'the working class. But this position

appears to ignore the specific cbaracteristic~ of the

employment of the intermediate st;rata ... in t1(lt! ceee of

teachers, that they enjoy a greater degree of autonc~y in

their work than do ordinary worke:r:s, and that they ara not

involved in the direct process of captta.list production.

B. and J" Eln:enreicb56 have argu,ed that the proli'feration

of jobs of the intel."mediate strata type in cont.emporary

society llu!i?:ks the birth of a new class t the Pro1;essional

Managerial Class (PMC) I which i~~def inea by its role in

maintaining processes of social reproc1i,uction. But the

reproduction of society cannot be understood as bfA:tngbased

only on the work of those in idet,logical, bureaul=ratic or

welfa:t:e employxnE::nt.The whole of 't.he proci,~sSof p:roduction

contributes to', and must b~, lI'1ailntained ..by rep~~oductive
'\\ ,c,

processes~~ One cannot make a simple.; distinc,tionl between
11 • s: ('

work and work which reproduces soc~~ety Moreov(ari this
d
II

view doeR not deal with the great ral'ld~ of in·terest~, within

the intermediate. strata, .with some occupy ing very exal te4'l

and othol.'s a very lowly social posi ti~'m.

The general directi,on of "ontemporary class analysis has,

ho\ttever, been to view this social category as one' whi(~h is

defined, in 01'1eway or another I by a cLaas location that is

nei the:r that of capital, nor that of labour, nor that t,f a

new class. Rather, i 1.: tends to be seen as intermedi,'a:te
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between ('!aI'lital and labour and thus as subject to

contr'aqictl:>l':Yor ambiguous political and so/cial p.~C'essures.

Th P" t· .58us, ~.l,an zas ,,,iews workers in soci~.l (services,

commerce tald service industries, and supe~'visors, managers

and techrAiclians1 as a "new PE'!tt}7bourqeed.s;ie". They are

difterent.ia~ted from tl'ie traditional petty bou.:rqeoisie by

the fac.t that they sf!ll their labour, but also from the

working C?la:E\sby the i:orm of their expl(f)itatio,n, which eoet.'

invol'IJie th.~ e~tract.ion at: surplus va Lue, However,

politically and ideologically, the new patty bourgeoisi~ is
\_ ..:

viewet,i by Poulantzaf3 as stlaring th~ 'S~Ale"'affects" as the

"trad,itional petty bourgeoisie", which is seen, in the

:mann~~rof classice,l MarXism, as aJt\t',igucusly placed in its

relation to thla interests of capJ.t.al and labour.

Car\':1nedi59 argu1as that the mid¢lle s1a:"ata combine th~

I qem~ral function of (.::aJ;>~.tal' (tbat is <{)f domination over

ithe ,labour force necessazy for ".hls ext;l:'action of surplus

vatus) , w5.th the ' function of th(~ colleotive worker' (that

ie.\ tllle tasks 1.'leCe;ssaryfor socked prc,)d\Jtction). They lare
"

unc.'er~woinga grcflflualprocess of proletarianization in 'It.hich

the I general function of capital' becomes less importan~~:in

their 'work. Erik Olin Wright,ls60 early work dt;w£~lops the

net.Lon of I.:':ontradictory class locations as a way of

uX)derst~mdingthe position of the intermediate strata.. Hie

explains this in terms of re'lationls of domination. semi-

autol"AOm01;lswage earners (s ,a .w • e. a , ), such as teachers I

occupy a ccf':ntradictory positi.on bet;ween that of 'the working
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class and tlnac of the petty-bourgeoisie. They ,iiffer from

the prf.)let2lriat in having S'l;lbstantial control. over their

own wC'lrk,};)utunlike the petty bourgeoisie d<) not control

the neana of pz'oducti.Lcn, 'l~hey are not I(Jcated in the

sphere o:e- direct capj,talist~ production, but of :retty

cOl'!lmodity productio, n, In terms of this m.odel teachers
ii

wou3.d be. pulled s'bciallY and politically, toward the

pos:l.tion of the worlting class insofar las they are wage

earlilers, but toward thE~ positi.cm of the petty bourgeoisie

in 'that they have not lost all control over their work.

?~he contradictory character of the f$.a.w.e.s. ¥ material

pos,i.tion makes 'them particularly susceptible to the

polj\,tical and id(~ological appeals of the major contendlng

socl'al forces. In Wright's more r.e<:;entwork61 he revises

his ,argument, e1JI~pl.ainingthe anlb:tgtl()uS social locat.ion of

the intermediate strata in term. of thft criterion of

explo:,ltatioil ra:I':her tbal1 domination" Exploitation, in bis

terns, is whe.t':a the wE,alth of one group leads to the

impove:I':'ishmentof another" The llew middle classes are

,exploited by entlnoyers. But they also ~~l'(ploit the working

class: 'IIlanage;t':s and supervisors by th~ir control of

such as teachers, by

th~~ir corltrol of skill assets •

.i\ll of th(\~SE.theoreticians are tryill'lq to grapple with a

reality in whiCh ,\:he social loca'tion of enlployees such as

teac::hers 1)1;;1\'::esth,~m in an ambiguous s\ocial position where

they are ~iioubj~ct tc.' confl t(.'!tS,ng social preSiSUr~\s. Whether
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strategies of individual or sect,ional self advancement;are

pursued, or whether alliances bEI1::weenteacher£.; and pc)pular

;.ItO'vement51aiming at, social chanqe develop t depends on the

pressure:s encounter~i!dat a parti~:ular point Ln time.

A central form of teache:r~politi,cal response to educational

struggle which will ba doalt wi'ch in this thesis 1s that of

professionalism. ~rhis form of action arises out of

teadhers' ambiguous ~~oC'iallocation, which places vari<:.us

limitations and preS1,;ur.as on their pursuit of it. As

Goldthorpe62 suggestr,;, tb.e delegation of responsibility to

the employee, and allowing the employee to E~'XerciS~1::a

$pecialist knowledge, reqt;Lires the existence of. a cer~~in

basis of trust bet\-feen employer and employee. This

r( .ationship requires a de~;n::~!.eof active COlliUll,itmeti: f!l:'oltl

the emp.l,.~'ee,which will. only be sustai,ned iac apP':t:"opriatel

condition~ of employmentare provided.

This type of work relationl!;hip enables teachers to see

the1\\selves as pr':.)fessil:>nals, and to pursue a, stralte91Yof

professionalism. As Larl:~on63 argues, profess,iol'lali~m

proclaims that members of a particular cccupauacn '.'lave a

special monopoly of knowledge and competence in a

particular azea of 'Work. The strategy is pur-sued through

the !:!stablishluent: of a professional ,'ssociation, (,ontrol of

lmowle.dget~at is accepted as real, attempts to sl,ystemat.ize.

contl:ol over t~raining and credentials and to gain full
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autonomy at work, and colleague control over the

profession. The uJ.timate purpose is to improve the market

position of the professional. However, as Esland64 points

out, a profession, to achieve its. aims, must be a.ble to

convince a lay publ:tc or governm,entof the validity of its

claims. Teachers, not being self employed and lacking the
rare and specialized skills and tr~inin9 of doctors and

lawyers, have, historically been less successful than those

professions in attaining the objectives ",:,' .I't'ofessionalism.

The possibilities of such success have been further ireduced

by the tendencies in contemporary. capitalism toward the

proletarianiziation of intellectually qualified employees

netect by Braverman,65 Mandel,66 and Carchedi 67 and of

teachers spec.ifically, as noted by Harris Such writers

arqu~~convinc,dngly that there are strong .. ,_~denciesin the

sphE\',re of ,social strvices 'co\>Tard>chs separation of

con(:ieptionand execution typical of contemporary industry,

and thus 'toward ~t;.heundermini 119 of the:.' autonomy of

pr(.)fElssiontilssuch ~\s teachers.

The 1:rustrations Which teachers experience may interact

with I~cmmitmentsto professionalism in various ways. They

'Inay respond to deteriorating conditions by pursuing a

traditional conservative ~rofessionalist strategy,

'=ntphals:~zingtheir specia ... cl1aimsto better treatment. B'at

they :tlll\ly also be raliicalized when they feel that the ~,a~;is

of theii,r professio1'11,their ;r('<~:p~:lr.!i<>!,hU ~".~:yand ability to

delive~ a service, are being undermined. This is an
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5,mport:ant manifestation. Qf the way in 'Which teachers'

ambigu<,ussocial position makes the political, ideC'Jlogical

and cultural context part.icularly important in structuring

their r·esponse.

This chapter has argued that the later work ot Poulantzaef

provi~~s a basis for the understanding Qf educational
\:

conflict ·'through which the valuable insi~~ts of both
~ ~

reproduct:ionist and culturalist approaches can 'be linked.
/'

In the Poulantzii:'.n view, developed by Carnoy and :tevin, the

state education system is seen as a f iald of x"elations

t't"aversed by soc:Lal conflict. It exists in 'the context of
a qivenset of class relations; it emboqies the·outcome of
conflicts" In this thesis, such an approach is modified by

Skoapol's underlstanding of bureaucracy wl'lich is viewed as
\i,

G if

an entity Wili.ch can either be at variance wjA\h, or

sUbordinate .:to.t the interests of the dominant clas\!,;e In

order to describe the procegs of educational conflict

within thi.s state I draw on the concept. of h.egem,ony. The

dominant classes engage in struggles t·o establish their

hegemony in the educational sphere 1 as t.hey do in other

areas of society. If' response dominated. \,,;lasses attempt,

at particular times I to construct a c"unter·"hegemony. But

they also make a range of less assertive responses ~ a

typology o'f which has been off~~:.r.ed.
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~~1A~ ,__S!2,L: T,4;O~w.J~ARD'_l::!:~!.!:S:..._!:lA.NEW INTEf..PRETATION OF tBANTU

JPUCZ.:rION'

In 'this chapter the implications of the theoret.ical

approach ~~~borated in the previous ch~~ter will be drawn

out in r'elaticl1 to the .study of conflict in South African

education .. It will be argued that recent critical

academic literature on South African education contains the

same division between r~)production and resiatanc.e

approaches that we have noted in the int~:tnational

literature. It will be shown how the type of approach

adopted in the previous chapter can help towa,rds a
I'

resolution of someof the key issufSs in contempot:ary~nut.h

African educational sociol~gy.

Reprociltctionist perspectives have predominated within the

new sociology of South African education. III the work of

authors contributing to Kallaways' 1984 collection

~:tbe1' and E;du9ft.ti2D,la distinct South African variant

of reproduction ism emerges, t.YPified by tIle work of

Christie and co'llins.2 This interpretation of Bantu

Education is IJeavily influenr.:ed by the so-called 'Cheap

Labour Power Thesis I developed in the work of Martiil
\\

Legassick3 and the early 'Workof Harold Wolpe.4 This

position, (to sumup briefly a vast and complex literature)

centres on the view that the low-wage, migrant labour

system of South Africa was madepossible by the maintenance
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of p:ra-capitalist production in the homelands, which

provided a portion of the cost of reproduction of the

migrant and his family. This meant that capitalists were

able to pay below-subsistence wages to their work~orce, and

at th~ same time capital and the state were spared the

expense of providing for the reproduction of an urbanised
Ii

working class .. Apartheid j,s thus seen as an attempt; to

maintain, by coercive methods, a cheap labour system

founded on lnigrancy in a situation in ~hich the pre-

capitalist sect.or was beginning to. break down. The post-

1948 regime, by/ '~forcing labout' migrancy, attempted to

contain the creation of a politically dangerous urban

proletariat I and also to avoid the costs for state and

capital that would be attendant on the reproduction of the

workforce within the urban areas (implying higher wages and

more extensive state provision of housing and services).

This worle marked a major advance over the previously
il
dominant r liberal' view of South African history I whIch

postulated an absolute conflict between the imperatives of

racism and t:apita~.ist growth,5 and thus was incapable of

explaining South Africa's economicboomof the 1960s~ But

the Cheap Labour Power Thesis had the defect of moving

toward the opposice error of seeing the racial order as

perfectly functional to the capitalist economy. In

addition, :by foausing exclusively on the migrant component;

of the lal)t)ur force, it ignored the role of the growing

urbanized labour force.
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Viewing the reproduction f)f the l~~btmr force \-11<c.hinthe

frameworkof the Cheap i..abourPower 'Thesis 1 rept;'.Jductil'J:t'list

authors such as Chrj.;tie and Co)dil'.$ tend t(7/ analyse thll:!

Bantu Edacation po:dcy, from it.s inc\e:ption {nto tlle l~'lC:::;,

as one that pro~lided. for the r~productiorl of an U11SkJ: JI \i,d
I

Afr5.can 1ap.)ur force iorithin al\ ~.cQnomy the IlrIajo~t:'

character7.stic of which w;:"'s lldqt'a,1tt labour .. Despite
various attemp'ts tu di~clt,dm f'Unction~lislll( the manner :in

'\

which tn~ arq-cll11ents~f these writers- are lIlt".de t~nds tO'ward

the typical )i1U;t1~ations of re'p~!)ductionist thought.

DYS!unc1:ionali1~;rbetw~en st~te st.ruct·;.u:es and production i

divisions betwt\en capital and the regime, and within th~

bureaucracy i and the impact of social confli.ct em

educational poli~y are not welle incorportlted Lnt;o the

analysis. Although malting frequent.; verbal gestures in the

direction of re~ognisin9 suell i~\.c,;ues, reproductionie:.:t

writers on South Africa engage in types of eXplanation in

which a model of state education PQ.licy as esst3ntially

meeting the needs of capital. prevails.

On the other hand the influence of resistance orielltated

thought is apparent in the recent work of ll!olteno. 6 While

Molteno has made .,a valuable coni.::ribution tOI the literature

in providing us with the fiJ:st good studies of student

movements, h5.s work f,::endsto the voluntarism that we.have

noted in rf.esistancf~ theory. He rightly challenges the

inability of reproductionist thought to satisfactorily
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account for and investigate popular movements in education.
He assigns great weigh'l:to the practices of student,s in
generating an alternative school system through a process
of cultural production. However, in doing so he tends to
remove the analysis of movaments from the context of the
structures which mould and limit them~ Molteno does not
suff$,ciently locat(S~dqcation struggles in relation to the

'i ./

state.
,\

i'(

sout({ African education thus seems to have presented
&imilar analytical problems to those facing educational
sociologists internationally. In this chapter I will
dem6nstrate hoW the conceptual framework qeneratad in the
previous chapter can provide a way to avoid the polarities
of repraductionist and '.cesistancethinking in interpretirlg
Bantu Education.7 I will outline the ways in Which my
approach differs from earlier interpretations of Bantu
Education. !will then sketch how the thesis will portray
the strugqles around education policy from the 19406 to
1976.

central propositions

In developing an account;of the struggles ovar educat.Lonin
South Africa between the 1940s and 1976, this thesis will
develop a number of:'centra) propositions which depart from
both the reproductionist and the resistance eppzoachee to
south African education. For the sake of clarity I these
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propositions will be identified her's:.

The ',...basis will argue that the functionalist tendencies of

reproductionist thought: have led it to misconstrue both the

significance of Bantu EdUcC',tionfor capitalism, and the

natl,l.re of the interactiori 'ktw.aen the apartheid bureaucracy

and capitalists. The relationship between Bantu Edur.ation

and capitalist developmentwas a changing and not a fixed

one, The view that Bantu Educa'tion simply reproo,ucedcheap \,

labour for capltal will be ..shownto be unsatisfactory. ::cn
\I

the sameway as the liberal view that ,apartheid schooling
(./

necessarily obstructed the capitalist economy8 cunnot

explain why economic grc)wthdid take place in the 19608,

the reproduct.ionist. pc)sition cannot account for those

periods and features of education policy in which capital's

needs were not; :met by the education s}"stem. Rather, it

will be contended that at particular moments, and in

particular aspects, Bantu Education policy as-,sisted

capitalist development, and in other moments and otr"er

aspects, obstructed it. This position has affinities with

Wolpa's recent argument that~

••• the relationship between capitalism and white
domination must be seen as a historically
contingent, not a necessary one. • • the
relationship will be both functional and
contradictory at the same time - functional for
the reproduction of certain relations and class
positions and contradictory for others. 9

My rejection of the reproductionist view of the

relationship between capitalism and apartheid flows from a
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r\'!jection of thE! functionalist aspect; ot reproductionist

thought.. It cannot; be assume!da priori that the origins

an~t~'1i1tureof one social instance, Bar.ltuEducation policy I

can n.ec£ssaril~r and automatically b~ explained by the

e~dstEmc(lof anl:>thersocial instance - capital'·':;"t economic

r..lations. Where Bantu Education policy served

cal')i'':alist inl~erests, that result vat'S the outcome of
'I

su,,:ceL~sfulpolitical strugqles by capital, :rather than of

any autoill1~tt:icrelatj.onShip. As well as being functionalist,
it

the relu':G~luct:l.Onistvi&wof South African education policy

suffers f~t:oltla class reducti(;mism which does not give

adequate wei9ht to the racial, colonial aspects of power in

society.

It will ~l'SO'b\! argued that the rel~ttionship between the

~ducational state bureaucracy and capital was a contested

Bantu Edncation policy cannot; be

understo(;,ldmerely as an example of he: the s1:.ate af,zts in
) \, '

the int(trests of capital. This view is entailed in my

X'{;'jectionof em instrumentalist 'Ilie'wof the state. As

YUdelnt,an10first recognised some time ago I much Sout.ll.:

AfriciLnW1:iting on the state is vitiated by reductionis,m.

The f~hesis will show that there were important pt>.'icy

divh.ions between capital and the bureaucracy over vdric)us

aspects of edtlcation policy. The bureaucratic politioal

and economic :Lnterests which were embodied in the ci viI

servic'e and the National Party government were largely
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distinct from those the predominant capitalist

fract:i.ons. Th.e extent tCJ which t~here was co-operation

between the state and capital at particular periods was the

outc'ome(j)f relatively con:'.::ingentf2J.ctors. The introduction

of Bantu Education did solve certain problems for capital,

but this was because of the existence Of complementary

interests between a state which faced il&1portante~onomic

and political limitations to its ability to introduce a

full apartheid programme1 and an industrial and lItininq

sector whose aims in t:erms of soci~,:.l policy chanqe were

very limited .. In the 1970s, attempts were made to

reorqanize education policy in a way w~·.J..i.eh .better suited

capital's new requfrelilents for s:killF.ld labour s These

succeEded because of economic pressures on the state,
\(

qreater i\\repre:santation of ind'.lstry··in the National Party,
\~'\1

and the n~ed for reorganisation in the bureaucracy. On the
\: \\

other hand, in the 1960s stat.e education planners rode

roughshod across the needs of industry, and the policy

change of the 19705 prov<"ked an obstructive backlash from

important elements of the !il,)l.lrI9aucracy.
Ii

Ii

Despite our criticis1lUS o:!E reproductionist th~ory, it has

been argued that the COII'lCe~ptof reproducti:>n can offer

vall.llable insights :i.l'lto the creation of masa schoc)ling

systems, prp'1ided that th(l~use of functionalist assumptions

is tltvoided. The thesis seeks to generate a more refined

understandin~ of th\~ rep t'oductive role of schooling than

that which is f(.)Undin e.~isting South African literaiture.
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It will also seek to utilize the valid contl."ihution of

international reproductionist work O~ the relationship

betweenmass schooling r industrializ8ition and urba!"1ization,

in ord~r tetter to understl~nd t;he: qenelsis of Bantu

Education.

Bantu Education involved the reprodu.ction of varying and

historically ,~hanqi:n9'forms of laloou7r, and issues arising:

out of u1:banlabaUl: lrlarkets and l.ivlng conditions were of

central 1,ll1portancein policy st.ruqqles oVer education ..·'

'rhis contrasts with the South African reproductionist

emphasis on Bantu Education's roJ.e in reproducing a poorly
[)

skilled, rural based, ll1iqrant la.bf.)ur force. In this

respect, I draw on Hindson's cr;~tique of tha Cheap l.K;lQoTlr, ,

!rowerThesis. 11. Hindson demonl~h;at;esthat the apartheid

social order 1id not have the e;~fect of reproducing only a

single tYl?e of labo'ur p,,:,we:r- the unskilled migrant.

Rather, apartheid legislation deepened the di$tinctions

between section£; ct the labour market, in that the pass

laws gave urban residents I migrants and rural people

differing levels of' access to urban centres. Hindson's

'Differentiated Labour Power The~;is{ argues that, by the

1950s, the reproduction of a non-migrant section of the

labour force was taking place within the u~pan areas. Thus

the state and employers were forced to intervene to provide

conditions of reproduction for this l?~ction of the working

class 'within these areas. Andwhile the wages of migrants
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(I;;,ottldcontinue on a 1!!)el01M-subsistencebasis, the need for

,,;reI>roductionof tl'll~'.l.u:bc11nlMage fprce implied that they
i

Ii/lonid receive waqftl's su,ffic:ient for subsistence. In

llindlJOn'S view, tbe tChea};~Labour 1i?oTJ1erThesis has led to a
i

pla.r:!.ngdownof str~Jltifif=:atj.cmof the working class .. and to
"
I; ,

a neglect of the /urbarl rE~production proeess, and the
.1\ 'state'$ rei1e th~~e1i~n. Tbe 'point, is t:n,at the specific way

\

in which 'the concept of ,re~E'rodl),(i'~tionhas l~en used in the

South African deb~:,tehas, tended to redue•• it'S focus to a
~.- I

narrow range of eenceznn" Thi;s is appal..ent in the ~£rk of

reproductionist c~ontrib!u1~ors,tt:> educational studies, such

as Kallaway's au,thors_ Firstly, thes/F writars tend to

treat the educat·.ion sYlstem as monolithic" and do not pay
,I

attention. to the probab,ility that, the reproduction of

differen1:.i~,:.ed urban and. rural labour forces inVOlved

different. systems of ul:'banand rural eaucation. Secondly,

'they tend to look at the 1:'oleof the school i~" reproducing

labovl:"power in abstra,otion from any understanding of an

urban reproduction pl:ocesp, taking place withir, the

parameters of a wage ecclnomyand invol vlng the pro::lsion of

housinl~ and other so(;ial infrastructure satisfactory

understanding of educa'tion requires that it be placeH

within the context of a11, understanding of state urban

policy. Thirdly, and here I take the implications of

Hindson's c,dtique a lH:.tle further than he does , educat.Lon

policy needs to be understood as aimed, at different times,

at producing varying combinations of levels of skill

amongst pupils - such differentiation bas not been takeln
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into aceeunt; by those who s~ee B~:mtuEd.ucation as only

reproducirlg unskill.ed lilbour. I will seek tQ show that

Bantu Education polio:, was not an ul'lchanging policy

introduced in 1.955 and remaining the same ever after.

Rather, it changed in r~sponsEito social l)ressures.

I) -,-::>

Thea processes of urbani;ation and secondary
"1:-'\

industrialization are crucial' ,...-",,'0 an understanding. of tbe

ol.'igins and evolution of Bf')~tu'iEducation polio}".. In part I_~.: '.I> ;i.1
1

th!is contention' de:t·.ivei ;i~O'ilf1 Hindson's case for the
".j'~t,/, l' ,.

impo~tan~e of the urban di-menS,ion in state policy.. More

widely, it derives f:tom, our recognition that'~

internationally," the reproAlu.cti(mists have shown important.

connections between monopolyindustrialization a'l1d the rise

of mass schooling + ! haVe a:t:'guedtb~t this is an important
':\

line of inquiry to purst;le,fl)rovided that it is understood

in a non-funotionalist way. It will be ShOWll in the thesis

t~~t, as it..: ~t¥.a~~ountries, issues of s1d11 training, the

social control ("If )ToUGh .. ,political socialization of youth
"

and the organization of the family were a.t stake in the

creation of Bantu Education's mass sch~oling system. What

was specific to South Africa was that the creation of this

particular school.ing system occurred in the context of a
society whosewhole character was desply structured by its

colonial history. This gave the Bantu Education system its

deeply racial and raciet character. Bantu Educat~onis the

peculiarly south African form of mass schooling 8 It is
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important, however. to realiz~ that it is not unique as an

attempt to utilize eduoati~n for the purposes of social

domination in an ihdustrializing society. Its singularity

con=Ls t s rather in the d.epth of sooial inequality .it
\_- )

involved.

•
Following Carnoy and Levi~\"s late-Poulantzian view)of th9

state as a contested f.i.eld Il)f social relations 1 thi;LS1:'he~ls

vie.ws.eduoatiO'llal systems! ;i,S shaped by maL.ki struggles atld

the relationship betwe~n ]ft::.I~,:'l,lla:rmO'll'ementsand the state.

It thus portrays ~;he imposh:ion and development of Bant.u

Educat.ion policy as the reJr,)llt. of a series of struggles

tray~i.~_~ the state, and as embodyiny'the outcomes of
,;::;>"~. <c..

r~ose struggles. The level of popular resistance to Bantu

E~tication is seen as imp(\i~inq import.ant constra1nts on

state policy. The popr.;:t.arinsurgency of the 1950s was a

:majorpr~·~sura 011 those in power to restructure education

in a way which contained popular discontent. It also

prevented the NatIonalists f:r.'omattempting to carry out

some of the l1lost drastic '~lement$ of apartheid policy <-

This changed in the 1960s when the destl:uction of popu.lar

opposition enabled government to PurSUEipolicies such as

using education policy to block urbanilt;ation, and to aid

its attempt to uproot the urban wor.kingclass. Then again,

in the 19705" risiu:,:[ 'i)laSSopposition ini.::reasedthe pressure

for educational restrllcturing~
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tfhe thesis also a.tteropts tu investigate the role of the

state educational bureaucracy in the formation of education

policy I il'. a manner which seeks to develop a non-

redm"rtionist understanding: of the state, of the kind

pointed to .by the late work of Poulantzas I and more

emphatically, by Sko('!pol. In re90gniz inq t.he autonomous

dyn21,1'4icaof' stat.e structures, tb~ thesis stresses the

importance of divisions within government and civil l.1ervi~~)

in shaping education policy. Ruptures between officials

coming-out of the mission school tr~dition and apartheid

ideologies were apparent in the 1950s~ The extent of state
funding of black education,in the 195(Js and 1960s, and the

policy towal.""durban secondary education in the 1960s and

19708, fOr inst~nce, were objects <;:If contestation within

the do~inant group. Differentiation and division were

present within ~..;ese circles. Probll ems ·,of organization

within the civil service played majo,,: parts. in important

policy shifts I such as the rEiorganisation of educational

funding in the ~~_;_rly 19705r The internal dynamics and

struggles within the ·,ta'te over policy-making need to be

recogniz;ed.

By inse3~ting cut tural:tst notions of a struggle for hegemony

into this Poulantzian interpretation of th~ state as a

contested field af social relations, the thesis attempts to
enri~h our understanding of south African educational

struggle~l.
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It will be argued that the struggle over Bantu Edul;::ation

can be understood in part as a stru9gle betwee:n the

dominant 9~,oUPS' attempts to create a r~ewhegemony, and
:1

popu.lal: a't'''tempts to develop oppositional and counter-

hegemonic alternatives in education. The introduction of

Bantu Education policy in the 1.950s was an attempt to

create a hegemonic ~rder in educa,'c.ion follawin9 the

breakdown of the form of hegemony embodied in the

educational leadership of the missionaries in the 1.940s.

The resistance to the policy, particularly that of the ANC1
included attempts to build cCluntor-he.gelllonicalternati':,"eEJOI

but these were ultimately defeat~d. However, the

Nationalists failed to draw the masses into a newhegemonic

order. In education, they were capable of crushing

opposition, and of institutionally incorporating black
youth in the schools. The provision of 7 arge scale

schooling served as a "mateLla~:.subtratum', a concrete

conceseacn to maas pressur~s , which could draw popular

participation in the schooli11gsyste:n. B\:Ltthe racial and

~negalitarial'l dimensl.on(/Jfthe system was too strong for it

to \olinthe active popular ident Lficat:ton with the system
:\

reqUired for hegemony" The best that the state could

achieve was what I have described as the 'acquiescence' of

the mass of the population. However, the use of

Poulantzas' 'material substratl1m' concepti implies that this

acquiescence cannot be seen as based purely on the effects

of forcible suppression or dominant ideol.ogy, although the

former played a large role, and the latter a limited one.
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There were also material incentives for popular

acqufescence in the new systemc

Through invoking the concept of hegemony,we can also deal

more satisfactorily with the qUestion of what kind of

change Bantu Education rep~esented and of interpreting

shifts within it.. By understanding Bantu Educa.tion as an

attempt to change the role of education so as to ~reate a

new hegemonic sooial order, we avoid a diffieult dilemma

which has faced previous accounts. Liberal approaches I

which glorify and romanticize mission education, such as

that of Kuper,12 see Bantu Education as an absolute braak

with previous educational historY, ignoring the historic

role of th(~,mission sOhools in maintaining the previous

socHU ord.ar. On the other hand" reproductionist au.thors

like Christie and Collins, 13 by p:tesenting Bantt.1. Education

as just another phase in the educational reprc:;Juc'tion of

labour power, inadvertently minimize its significance.

"While recognizing the reproductive aspects of missionary

education, it is argued here, we should sae Bantu Education

as an attempt to remould educat.ion in a way which would

enable 'the Nationalist government to win black popular

alleqiancu to its new social. order. This attempt was

necessitated by the col laps , of the hegemonic role which

the missions had exerch.led amongdtblack Christians and the

black elite up to the end of the 1930s, as a result of

soclal and p()litical change and internal crisis. The idea
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of an attempt to recreate a hegemonygives full weight to

the impact of the new policy, while recognising that ti7je

previous education systelll had also played a role in

dom.ination.

The thesis seeks to integlrate tn.e culturali$$t insisten~)e ott

the need to inves,ti9,~te popula&' cuI ture sy.t.JaatioalJ~!Y,
!/

through its subsidiarY focus on the changing culture!,.;of
Ii

youth. I will at the name time attempt to reiate ~~is
/(

question to my conceptu,alization of struggle within \the

state 11Yshowing how pCipular youth culture modified the

~ourse of struggles over education policy.

It will be argued, in this connection, that it is important

to aifferel'ltiate between forms of youth oppositional

behaviour ·which were capable of being mobilized in a

transfo:i.:'11lative $00ia1 process and those which were not.
/j

The 1950s found th~ mass of black urban youth on t.he

streets, involved ir.! a lumpenized sub-culture which was

largely resistant to p()litical mobilizati911. The school

riots of the period fr0111 the 194.0;:& to the 1960s did contain

a more transformativ~ p()tential, but remained isolated, and
!

were not drawn into a c::ounter-hegE!monic project. I argue

that the passivity of school-going you~h in. the 1960s, and

the rebellion of the generation of ihe 1970s reflect
different generational experiences. The cre.ation of a mass
schooling system broke down the street. sub-culture of the

19506. 1~Y' pl~cing youth in a common institutional
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fra:mewc,rk,it gave them a commongroup identi ty • However,

urban (youth initiC'IJ.ly lacked the reperto1.L"e of responses

that were needed 1;;1;) express their resentment. The heritage
'i

of urban youth ~ft11t:ures could not oonfront a new set of

issues, while ttle existing tradition of student, revolt was

located in the/~issior!:' boarding schools. Urban youth had
,,' iii

_ '/ i/(/

to (ffitVOtVf.t its own repertoire of revolt. By the 1970s, the

COllnltQ.t1 exper.'ience of Bantu Educat.i.on inst.itutions, the

emergence cf' new urlnn youth sub-cultures, and a changed

poli:ti()al conjuncture allowed such a development. Despite

someregressive aSH~ctsl the newyouth sub~culture showeda« .
transformative potential thangreater its

predecessors.

Finally, our analysis of the position of teachers, While
)[ ,
~, .

informed by ~tempt6 to understand the structural
o'

constraints imposed on them by their employmentposition,

also seeks to develop a "culturalist' sensitivity to the

effectG of the ideological and the political. Teachers'

response to Bantu Education is understood in terms of their

occupation of an ambiguous social position which exposed

them to the cros~-pressures of ~oth dominant and

subordinate classes. within this context, however,

d~ff~rent teacher groupings developed widely differentiated

responses to changing social conditions.

In the great period of political mobilization in the 19506
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t.eachers W4~re pushed by popular pressures toward

radicalization. Even then, however I idee I.ogical

differentiation generated conservative political trends

amongst teachers. The defeat.of mass opposition. movements

by the early 19608, on the other hand created conditions

for oonservati ve and pragmatic teacher groupings to

flourish. The ideology of professionalism played an

illP?rtant role amongst teache:t·s in our period as a whole.

The mission school$ succeeded far better than the
"upsequant education system in creating /a sense of

professionalism: amongst their teacher trainees, because of
._/''''~''-

. / \.. t"" b t . tthe:1.l:."less do._.,~!atl.n9style, and t.•e et er quall.ty of he

instructi?n they off&red. Professionalism proved to be a

double-edged sword; .for some, it was the basis of .a

conservatism and hostility to politics. For othei'S, it was

the basis of deep resentment at Bantu Education's poor

standards~

Thus, the thesis will attempt to explain .the history of

stru9'9'les around Bantu Education in a way which a.voids the

pitfalls of both existing reprGduc:tionist and culturalist

approaches. The methodology of this study I which flows

from the theoretical viewpoint put forward ir) this, and the
II
\1. .tprevious chapter! ~s di~cussed in AppendixA.
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'f~riodization

The propositions outlined in this chapter will be developed

through a historical account of the emergenceand crisis of

Bantu Education. By way of introduction to this, the main

features of this historical account will be outlined

briefly and periodized. While seeking to provide a

national overview of social conflicts around education, the

thesis will have a particular focus on th~ Rand and the

Eastern Cape. These two regions we;e chosen because of, .'

their central siqnific!\nce in conflicts ,over education
,:'D

during our period. The ;regional focus allows a more

detailed exploration of these key conflicts than would

otherwise be possible.

The period from the 19408 to the mid-1950s was one of

social crisis. Rapid urbanization and' industrialization

transformed society, qiving rise to new social and

political movementschallenging th~ state.. oIn the sphere

of educatd.cn, this crisis was manifested strongly. The

existing, missionary-run system of black education was

unable to :meet the dominant classes' needs for the

reproduction of the labour force and the maintenance of

hegemony. A cansequent lack of urban schooling facilities

led to ineffective social control over working class youth.

The inadequacy of schools generated a shortage of semi-

skilled labour. Mission schools were unable to maintain

themselves financially, or to cope with the growing demand
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for education. Moreover I the rising tide of African

nationalism was undermining the hegemonywhich the raissir.ms

up to then had exercised over the minds of the Af'~dcan

elite. students in the mission schools tooK. to ri.ot and

protest. African teaohers became increasingly politicized,

militantly organized, and hrJstile toward ttie mission

authoritiErs.
/,'

.
The introl;tucti.::m of the policy of Bantu -rlducation in the

1950s and early 19610s Was an attempt tj~ restr.ucture the

educatiot~ system Ln the face of th:l.s crisis, with an

empha&j:isIon deislinq With the educatic:mal structures of the
;j ,

II
urban 'ar.~as~ It was part of the l~aticmalist government's

tmdea'\Tourto restructure and reaQsert centrrcj of the cities

in t~lat period. It was aIso a component of the

Nationalisr.s' breaking of mass oPPosition movements. By

rapidly expanding the education system, on the basis of a

financing policy which placed the economic burden on blacK.

communities, the government quiCkly attained its short-t~rm

objectives.
(\

/,1
By drrJwing a large portion of ur!:>anyouth into school, a

measure of social control over them was established. An

emphasis on primary $ducation met some of the labour needs

of industry. While these measures were certainly in the

interests of capital they do not demonstrate a functional

relationship be't.weencapital and the state. Rather, they
represent a ccmtingent coincidence of interests. The
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c;yoveX"1'.mentwas developing its Grand Apartheid political

sol.ution, involving the denial of urban political and civil

rights to biacks, and the channelling of their aspirations

towards rural homelands. But they could not, in the 1950s,

pursue tbese policies too assiduously. Tn.~y were limited

by the st~ong popular political opposition of the time, and
(1\

the p~;~orelJoi1olnicsituation. These factors pressured them

to concentr~te on policies which would, socially and
I:

~olitically, provi.de greater control of tlle urban areas,

and meet the l~bour needs of industry. But the pursuit of

policies whlch fitted in with the needs of industrial

(.~apital waa H'U')tthe result of any necessary 'u1rdination
, ,J

of state to Qapital.

state policy involved an attempt to create a newbegemony,

in which black political aspirations would be directed

toward th.~ ho:melands. In education, community

participatic)D in school boards and committees was seen by

government as an important means of achieving this.

However, pc,pular resistance, and the racism of the state

educational bureaucracy cruciallY undermined this aim.

The pez-Lodof implementat;'~onof the policy saw important

educational resistance. ~:'heANCattempted to develop the

cultural clubs, an altillirnative school system, which

constituted a project of a counter-hegemonic type. But

this initiative was unable to sustain itself, and the state



was able to achieve mass insticutional incorporation into
the new education system because the expansion of the
schooling system provided the 'material substratum' which
could draw the black working class into the schools. ThG
resistance of teachers' movements to the policy was broken
by victimization and the teachers' own factionalism.

'IStudent resistance in education rema~"'1d rooted in rural
boarding schools and failed to take on a sufficiently
transformative oharacter to be a real challenge t.1> st.::,.te

/ )

policy.

',IThe period from the early 1960s to the early 1970s wFlSone
in which Bant·uEducation was pursued in its 'purest' form.
The defeat of mass oppos Ition movements and the econonri.c

boom meant that there were few constraints on government's
execution of apartheid policy. Education was used as a
tool of this purpose: urban education was systematically
strangled in o!'der to drive'.people into the rural azeae ,

This policy adversely affected industry I which had a
gr(i~ingneed for urban educated labour, but the bureaucracy
was willing and able to pursue its own project regardle$s
of t:tds. While the state leadership bad succeeded in
attaining a large degree of institutional incorporation of
the masses in the new educational order,~its blatant racism

\

prevented the creation of a new hegemony. Acquiescence was
'the limit of the education system's achievement.
teachers nor students gave their allegiance to it.

Neither
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From the late 1960s to fhe early 1970s1 conflict beg3n to
devei.!bpwithin the dominant classes over educational
,policy. With the end of the boom of the 1960s, economic
restructuring became impottant and capital began to contest
state policy, driven by the lack of adequately educated
labour which they faced. The institutional orqanisatiottof
Bantu Education became problematic, as existinq financing
policies und~r.ined government's own educational
objectives. After' a, complex political strU99le, those
sections of qover.nment willing'to make Ilmited adaptations
of apartheid policy won. The financing policy was changed
and urban e~ucation expanded once again.

The Qduoational restruct\.l,ringof the years from 1972 in
fact 'inadv$rtently prepared the ground for the revolt of
1976. The rapid expansion of a poorly resourced secondary
school system created a basis for sdcial revolt~ ,This
coincided tlith shifts in the sub-culture of urban black
workinq class youth, and national and international
political changes which created a new upsurge of rebellion

II

amongst students. When in 19761 policy divergences in the
bureaucracy led to the enforcement of the use of Afrikaans
as a medium of instruction, revolt broke out.
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FOOTNOTESTOCHAPTERTWO

1.. P. Kallaway (ed.), A..p~t:theid and_~ducatipn: The
E®gat;j.on of JUac!k South Africans, (Johannesburg,
Ravan, 1984).; :_rlhisis not to suggest that all
Kallaway's contributors took a uniform position, or
that they were unaware of some of the difficulties
inherent in reproductionist thouqht. This is
partic1,llarly true of Kallaway"'s own introduction to
the volume. ~,ather, it is to suggest i.:hat the lack
of a coherent a1tex'nati va to reproouctionist t..'r}eory
and an uncritical a'ctitude to the Cheap Labour Power
Thesis interpreta1~ion of Apartheid blocked the
development of less furictionalist approaches to
understanding Apartheid educaticn~

i. P.. Christie and c. collins, "Bantu Education:
Apartheid Ideology and, Labour Reproduction~:, in P.
Kallaway (ed.) (1984}t op.cit., pp.160-183. See
also 0. COllinsi· ~pla{::kSchooling in south Africa:
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the indigenous peoples of south Africa", Africi:\
Perspectivi, NO.17, Spring 1.980/ pp.4-16~

M. Legassick, "South Africa: capital
and Violence", Economyan.s't.....§.~.tYi
1974, pp.253-91.
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Vol. 3, No~31

4 • H. Wolpe, "Capi ttil i SIlt i!md Cheap Labour Power in
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pp..425-456. Althou<;JhWolpe and Legassickfs views
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Bantustans and C;'IJ.pitalAccU~)llation in soanh Africa,
R!E\d~w ~'Sln poli1cical EcononiY, No.7,
September-Deceihber 19761 pp ..87-1.07 ,. I thus feel
jUstified in treating 'their position as a common
one.

5. For an example of this position see R.
Expand or Explode: Apartheid's Thr(~at

Hl1rwitz.,.
to south

African Industry, (Cape Town, Business
1957).

Bookman,

6. F. Molteno "Reflections on Resistance - Aspects of
the 1980 Students Boycott" I in M. Lawrence (ed.) I

Kenton-at-the-stadt 1983 Confer~nce Papers,
(Mafikeng, University of Bophuthatswana, 1984),
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pp.33-59i F. Molteno ItStudE!~nt~T~kle Ccmtrol: The
1980 Boycott of Coloured Educlat:Lon 1I.1't, the Cape
Peninsula" t atiish Jour..J::!al of. Sq~;:j_!2.1oqyof
ldugation, Vol.B'; No.1, 1987,. pp.3-2iL

My use of poulantzian; ),deas in the S;(:,~u::hAfrican
context :requires comment: POlllantzits iSI no longer a
fashionable figure in Southern A+:ri'oan f~tudLes, The
work c;;f the poulantzian scbool of the :L'fJ1{)s" '::,;eefor
example R. Davies, D:.Kaplan, M.. M('~rri$, D. (I"Meara.,
IICla~s st.rugg,le ~n, South Afr1.ca", Reyiw Ok.A,f.:ican
PO~\ (al Eg~~·"-4:., No.7, Sept~Wler-Decemb<'\J: 1976,
~ 30), has\_ /...:!D exte;nsively criticized, !j){, among
others;; B.. Bozz01i, "capital and the state ~LJlSouth
Africl!~JfI .BW.~ African P9lU·i,caJ, ~t:9nQm.Y;I no ~111
January-April 1978, pp.40-50, and i';~. \Clarke,
"Capitall Fractions of Capital and the state: 'neo-
Marxist' analyses of the South African ~;tate" I

~a)2itgl gng C:aM, No.5, Summer 1978, pp.32-T7.
I)

However, the preva~ling dismissiveness toward
poulantzas misses tw,0,.i)crucial "points.. T,h,e "flrst,is
th~t the use to whic~~ his concept of factj.olns was
put by his South Afri~,\~n ,fOllC)~er$ was :tal" fr<:)ln that
which be intended. ~Jhe South African Poulantzians
tended to equate a'sptacific capitalist fracticm with

, 3. particular political party, and (hanges of
el~btoral dominance with chanqe~ of fracti.onal
d!.!minance withip. X'ulin~' power block. 'l':tds
represents a ~~auctionislU, and a, denial c)f 'ehe
'relative autonomy' of' the political, whic:h was
clearly far from Poulantzas' -.:intention~ Thul;, the
deficiencies 0·1' th~ SOll·th African ~culantldanst
(handling of the eOucept C\' ttractiam certainly G::> not
discredit the concept; as ,It'. 'whole. secorldly, it, does
not appear to be widely realized that Poulantzas'
later work, e:mbodi~din his st~~~_f_~~wet",Socialism,
(Lond~!m, Verso, 1980) I represents a considerable
braak from the rigid structuralism of his early
work. Poulantzas' critioisms of Althusser in this
book represent an overturning of certain
AlthussEl~rian notions contained in Poulantza::;' own
early w(:>rk. As it Wei,S the early Poulantzas, whose
work W~,S dra~m on by South African theorists f

criticieim of that work does not in fact const:i:tute a
case against his later views.

8. For an e:Kample of which see E.G. Malherbe, ~ucation
ill south..An;'ica...._Vol. II, (Cape Town, Juta, 1976).

9. H. WolPEt1 ~ac~, Class and the Apartheid state,
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CHAPTER 3: CRISIS IN SOCIETY« ~r,ISIS IN .EDUCATION: THE

AFR!CAN SCHOOLING SYSTEM IN THE 19405 AND FJJRLY 1950s

The cer t',ral concern of Bantu Education po cy as

implemented by the Nationalists during the 1950s was not,

as reproductionists .tend to believe, with the '!naintenance

of a supply of migral'lt labour. Nor was it, as liberal

~rriters ~e~d to argue, with a malicious, ideologically-
,";::~, \"

dx'iven de~ti~ction 1,.","" the mission schools, "butchered", as

Ed.ga:rBrookeg put it, "to make an i.deologist' s holiday". 1

Rather, it was -the. crisis of reproduction of the ..tlrban

labour :force 'that developed in the 1940s and 1950s, a

crisis rooted ifi the rapid urbanization and

imiustrialization of the period, which is crucial to an

unclerst.anding of government action. It was the inabiJ.ity

of the existing education syst~m to control and train urban

you.th Whichwas the chief focus of state attention during

the period in which Bantu Education was first introduced.

ThE:)state was above all concerned to address these issues.

During the period of the Second World War and its

aftermath, social reproductive laechanisms which had

ope:t'ated in the 19205 and :1.930sbegan to break down. In

the 19405 the combined forces of collapsing homeland

agriculture ~ad expanding seconda.ry industrial.ization,

genelt"ated rapid urbanization. This placed the existing

provision for u~ban social reproduction under enormous
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s'crain. Housing, transport, and wages were all inadequate

t<) meet the needs of the growing urbanized working class.

Pc>pular.initiatives which contested these axenas, such as

s~tuatter movementsI bus boy~otts and trade unionism spread

r~~;lidlY.In turn, these fueled t,he emergence 0:1: a higher
\t

an\~more radical level of oppositional political acth!5},cyI
I,

, ma\j:'kedby the emergence of a new generation of :Lead~;rship

in \ the ANC. Thus the dominant classes were facled on the

on~,hand with levels of poverty w.bieh threatene,d the very
I,
II

ph~:sical rep:roduct.i.onof their W'or]{force,and on the bther
!

by;:rnew political threats. The Natj,on,,'\lPart}..,s policies of
\:
I

th~\ 1950s wer$ largely addressed to resolving this urban

repi,l:'oductivecrisis ..:~

The introduction of Bantu Education has to be understood in
I
I!

'che i <;'ontext of the government's restructuring (~f urban
I

I.,
rep~ioductive conditions. The conditions which prevailed in

Ii
"eduqfltion during the 1940s constituted a .major:obstacle to
I'
d

socill~l stability. The existing I provincially administered

syst,am of black education, in which mission schools

pred<~minated,was not extensive enough t,o reach the mass of

blaclt urban youth. This was seen by administrators and

educ~~tionalists as a crucial reason for the

uncontrollability ot this youth, manifested in crime, and,

they feared, in potential political mobilization.

Moreo';er, the urban workforce \,las not providing the numbers

of workers with the education required for semi-'E~killed

labour in the expanding factories. By the late 19/.0s and
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early 1950s, a wide spect!:umof dominant class opinion had

come to see the extension of mi3.SSschooling as an

appropriate response to these problemsu Bantu Education

policy was initially 1~0 be directed to providing the

reproducti ve infrastructure to resol,va these problems of

social control and laboul~need.

This viewpoint does no1;, undermine the arqument of the

thesis that t:here was no automat.ic identity of the

interests of st.ate and' ~rapita1. Rather, ~.t,is suggested
..~ "

that the major problem a~~ising from uzben crisis, that o~
I . [(

so'~ial control of the black working class was one in whicJ:1\

politicians, bureaucrat\$ and capitallist.s had a common

illterest. The state.' s ~!illinqness ill the 1950s to meet
I',

II certain industrial lapouk needs has to be seen as the

result of the n~~edof a s1~atein a preCari(\llS ecenoafc and

political positfon, to m~dntain economic:stabijLity while

trying to addrf,!lssurgent prCthJ.emsof urban restructuring

and political i~ol~trol.

The crisis of tbe period was also one of hegemonyI with

rising popular chall.enges to the existing social ordez' in

the political and. ideological spheres. Within the mission

sch~ol system, there was growing instability. In fact the

mission school sYj;temwas in a state of near collalPse. Not

only was l.t too poor and too small to cope with popular

demandfor education, but it was increasingly riven with

84



internal divisions between mission authorities, staff,

students and black COl!lmunities. A powerful missionary

educational tradition which had, t(rou9h a long historical

period, exerted a formative influence over the rising

African educated elitel, was for the first time experiencing

substantial challe17lqes fr01l\ below to its clailts to

authority and knowledge. Verwoerd, as Minister of Native

Affairs, sought through Bar.,tu Education not only to replace

the missions with a more extensive and economically viable

education system, but also to create a new form of hegemony
-:

capable of securing {~hesupport ·of popular sectors for the
" It

educ"~~on system an, the social relations it ""'bodied.

~his chapter will se~k to explore in detail the nature of

the social control problems, labour needs and the
institutional cris1fi in the llI.l'~sionschools which faced the

i/
'\

Nationalist government.

~lH~ Qr;i.§i§t;;.Q..LUrpsn2chggl.i.ng
\\

, /J)
/By the lati.~ 1940s and early 1950s, the education system was
"

proving quite incapable of providing schooling for the

growing numbers of urban youth. In 1952 school inspectors

estimated that of African children of school going age on

the Rand, 58,138 were in school while 1161276 werp-not.3

At this time the majority Of schools were mission

institutions with a l.ilxdted state sl..'\bsidy:4 th state thus

lacked the educational apparatus to deal with a growing

youth population, especially in the urban areas. The state
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provision in the Cape was particularly poor; in the earl~

1950S emlv 24 out of 2296 recognized schools wer~ st.at.:.e

providE~d.5 The' Ia-ttrition ratEI of those who did at.tend

school was exceptionally high: in 1945 only 50%of pupils

in the Cape studied beyond the first two years of school,

and o~ly 2% reached beyond Standard Vl.6 Se(;:C')nda.ry

schoo3.inq was very poorly developed. It, was only in the

19309 that st Peter's became the firElt scbool in the

Trans!vaal to take African pupils to lQatriculatia;n level. 7

Mi'ssj,on schools were thus unable to provide eduoa.tion for

most Afrioan children of school age in tbe urban south

Afril~a of the 1940s and 1950s. "let in an endeavcuz to deal

~ith this problem they expanded pUP~J intakes dr.astically I

impCllsinga massive strain on their existing resources ~S
Thu$$they were failing :to pt1'r.fortneffectively I elther in

rellation to the majority of potential pupils 't1rho:znthey 'were

exoluding, or in relation to the minority of actual pupils

WhCllllthey took in. The Eiselen Report was t:hus doiYlg no

mOl'S than giving a realistic appraisal, from its own

perspective, of the actt.lal situation of t~he axilSting

sCihoolswhen it said of them that they: " ••• are providing

e(4ucation for a relatively small proport.ion o:f' a backward

(sic) populatit}nlt•9

'rhe squalid level of most of the eGlucational facilities of

this period is at.tested to by tea(::bers in recalling the

conditions under which they themselv4~slearnt and taught. A
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Sophiatowl'lmission school in the 1930s was Ita tin shack,,10
while apother in st Mary's, Orlando, in the 1950s was "old
looking and dilapidated. n11 A school in Top Location,
Sharpeville during the war years:

"was an old church building built from stone from
the quarries. It was so old somebOdy told lll~ it
was just built ~~fore the Boer War. It had tfiase
plank windows. If \\\

'\
\

'~,The building which housed a state school in the 1950s ,~as
.\1

"•••an old library, out in Benoni loca'tion. ]»;,\
derelict building, 1no electricity ,one tap,
hardly any toilets." 3

Nor were the teacher training facilities much better:
"when I was a student, classroom buildings were
at a very I very poor level... I remember,. when I
went for teacher's training, for instance ••• we
had to start by making the floor ourselves ••• we
just took piec~f of wood that were meant for
rafters, and we Liui:.ttdesks." 14

During the 1940s, there was a cJrowing awareness, on the
part of a wide range Of opinion within !the dominant
classes, that control over urban youth· was fast eroding.
This was understood as constituting a major danger, firstly
insofar as it implied the spread of crime and socially
disruptive behaviour, and secondly insofar as it
constituted a potential political threat. The

reorganization and expansion of the school system began to
be put forward as the necessary means of preventing these
dangers. These concerns and putative solutions were first
advanced by liberal inb~llectuals. In bis 1946-1947
Presidentidl address to the south African Institute of Race
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Relations, senator Edgar Brookes called for compulsory

education as a "preventative against delinquency and

crime. ,,15 He expressed concern that;

In our towns thousands of children are growing up
juvenile delinquents, and a state whi<:h is
prepared to maintain a pOlice force and
re:;''ormatories j,e; apparently not prepared to
ihcrease the expenditure necessary to keep them
off the streets during their formative years. 16

That Brookes' prim~,ryconcern was witlll the urban crisis is
,

confirmed by his suggestion that c~ompulsion could be

introduced more slowly in the rural ar~~as..17

By the end of the smuts government's ttilnure of (.')ffice, such

ideas haci penetrated the thinking of significarlt sections

of 90verf;~ent and administration. The Secretary for Social

Welfare voiced the view that compulsory education was

needed to overcomethe "sca1ly" problem: in a pronouncement'

pr(~sagin9'Bantu Eduoation, he called for a diffe.rential

syllabus which would include soc;lal and personal

"hygiene"•18 The De V:illiers commissi<)nreported in 1948

that:

A number of witnesses, includin~1 responsible
municipal officials contended, in e'vidence before
this Commissionthat juvenile delin1llUencyamongst
Natives was assuming alarmin,~ proportions,
especially on the Rand, and tha'ti"compelling all
Nativ'e chil.dren of school age til attend school
would reduc:e the incidence of delinquency. It
was argued that these chi.ldren, being usefully
occupied du,ring part of i~he day would acquire
habi ts of ()rderliness and industry, and become
,amenableto disoipline. 19
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On comingto power in 1948, the Nationalists faced the same
problems of social c(mtrol. Irhe 1952 Van Schalkwijk

committee noted: "an appreciable increase in the j'llvenile

population of the urban areas daring the last decade•••

[who] fall an easy prey to the vice of the towns.H20 The

committee bemoaned the fact that "absence of compulsory

education in1towns ••• results in greater freedom from

supervision of non-European juveniles.H21 In the sameyear

the Afrikaner educationist and bead of Oiepkloof

reforma tory" W. Kieser, wrote of howI as he saw it I

"thousands of Bantu children loaf around the locations,

lacking in goals and without the necessary supervisi9n •••

daily the numberof juvenile delinquents grows.n22

The state's apparatus :for dealing with juvenile crime was

very limited: there was only one reformatory for African

ma:layouths (Diepkloof), and one for female youths (Eshowe)

and four institutions run for less hardened offenders by

th.~ Department of welfare.23 Kieser supported his argument

that lack of schooling contributed to delinquency with

statistics demonstrating that, of his charges at Diepkloof,

29% had never c..;en to school, while a further 47.5% had

only studied to standard II or below.24 There was thus a

belief amongst th.{ dominant sOlcial groups that juvenile

crime was Q growing threat to social order, and one that

cCluld:most effectively be councexedby mass schooling.

89



But contrc~ of urban youth was also seen as a problem at

the political level. Kieser, for example, noted t:.hat the

nature and enforcement of the pass and liquor laws had

brought the law itself into contempt al'IJonqsttl.~e urban

black community.2S He also observed resentment of "so-

called" discrimination, and bitterness and envy towards

white economic privilege. 26 The fot'1'Iler h~ inevitably

attributed to "agitation and ideas with a strong Communist

i\1f1uence."27
n
1/

II
pfficial thinking identified t.he issue of' ~oT4nshipfamily

st!ructures as a further source of weakness in the social

regulation of, working class youth.• The van Scha1kwijk

committee saw Uthe neglected children of divorcees and

urunarr.iedmothers and of poor or destitute fami1iesta as

particularly prone to fall p"t"e:ito urban "vice". 28 Kie~er

complairledthat lfThcparents are not in a position to give

their children the necessary guidancelf29and also expressed

shock at what. he perceived as the unwillingness of black

parents to discourage their children from engaging in

theft. 30 Kieser was concerned at the black family 's

failur.e to inCUlcate Western gender stereotypes, reflected

in the fact that one out of eight African ccn"'icted

juvenile de.linquents was female, compared to one out of

t.hirty white delinquents e 31 He was also troubled by the

weakness of nuclear family patterns in the urban areas;

only 305 of the 839 pupils at Diepkloof came from families

in "1hi~h.both parents were present.32 Thus it was apparent
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by the lat~e 1940& and early 19505 that the school system,

the reformatories, and the family structures were not

controlling urban youth in an effective manner.

,..,>'r)

In -a situation ,',\vheresuch fears of crime and !l,.,./Utical

activity were at the forefront of policy makers' concerns,

the. inability of the existing educational system t.o reach

1,w'!:'9\e_ nlAmbersof youth became a major problem for the.

~Ationalist Party government. As we have already seel'll in

laying down the bluepriIit for Bantu Education! the 1951

Eiselen commission identified the relatively small

proportion of youth reached by' the schools as one l)f the"

major problems of the existing educational dispellsat.ion.33

ThUS,although the NationalH~t Party Dever fully enibraced

compulsory education, the idc~l that youth were a clentl'7e.l

fO\cUSof the urban crisis, an~' that this issue co.uld be
/'

add:r.essedby the introduct.ion o~ mass schooling t '~ias one

prevalent in both United party ant' National Party q'ircles.
\I!

As we shall see, the thrust of "Natiof,\al pa.rtyfis urban

education policy irl the aecond half, of t:11e1950~ and the

early 19608, we,s directed to contai'ning '::he problem of

social control of urban y~uth in the way advocated by the
i

supporters of mass schooling in the previous decade.

The coming of Bantu Education also needs to be placed in

the context of strong pressures f!:om industry for labour

with a greater degree of aducation, especially for
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employmentas semi-skilled operatdves. It is by no means

necessarily the case thate had the United party (UP) been

re-elected to office in 19486 policies significantly moze

favourable to high-level black skill training would have

been followed than thosf>-pursued by the Nationalists.

There was a. far greater degree of PQ,licy overlap between

the two ,major white parties on this issue than one might

expect. During the 1940s the growth of secondary industrYf

wi'th an increasingly strong monopoly sector I generat;ed a

vast number of jobs fer semi-skilled :machine operatives.

By 1948 two thirds of these were beinc;:Jfilled by black

wt:>rkersy of whom 50% were Africans. 34 But the

comple~entar1 growth of technical and supervisory st~ff in

mon,~polyindustry did not lead industrialists tQ train
"

blacks for these positions: industry prefE~rred to rely on

white technicir.Lns and supervf.sor-s., 35 Far from encouraging-

black skill ~~gradin9' the' Smuts qovernmen.t's attitude was
< :/

consistent ¥:ith this new racial division of labour. The

third interim report of the Van Eck cO:Ill111issionin 1941

argued that there should be an increa.sed emphasis on

training whites·for skilled labour in ind.ustry, instead of

providing them with unskilled jobs in gove'l:'nment

departments. 36 The secretary for Native~ Affairs outlined

the smuts government's policy to tha DeVilliers COll'imi~sicn

in the following terms:

The needs of the nountry for \native journeymen
and the e~isting oppvrtunities for their
employmentin the recognized trades are muchmore
restricted than those for semi-skilled men.
Moreover, it can be argued that the generdlity of



the Natives should be satisfied w1th an
interm~diate position for the time being ••• th~
unfolding of extensive Government development
schemes in Natiwe areas will bring into ~>eirt~l a
1~rge number of skilled posts. 37 '

Thus: the UPt as the Nationalists were to do1 did n\ot see

l~bour requirements as necessitatir-.g black skil1c, tr~l.ininq

at a~ti.an\level or above, and moreover justified this
,i

situ~,~ion oh the .basis of largely mythical opportunitie~? in
i

the r~~serveSor homef~nds. The ideological justification
of ,:t-'1'\S pOlicy put forward by the DeVilliers cOl'3lllission,~S

i i

rep~~~~ntativ,g of current business and government thinj";~p
1

on the issue: "The mentality of the Native" I' it opini:!a}

"makes him peculiarly suiteQ f6):' repetitive operations. "3,'3

There was cy; recognition by the UP's policy makers that a
(/SC,

restructurift~ of education was required to generate the
<z.

11 semi-skilled African labour they sought" 'rhe !-systemthey
1(, > '. (

"\f1dvocated cliearly prefigures that r~alized under ''Q;r.ntu

E<lucatif>n. The De Villiers ,Commissionurged educat~~¢l1a.i

e~~a~Flon in order that "wa could profitably ~e so many
, ,,1,

e'rJf:Loient No:tive man-hours". 39 Just as the Eiselen

CI/Jmntissionvas to dot they urged the linking of education.
and work skills: IIfor their present stage of deveIopment;

[Africans] profit lTludhmore from practioal subject.s than

from academic subjectsn•40

'l~hedifference between NPa~~dUPin respect o:f:'the directly

labour market oriented aspect of tb!~:,'t' ~ducation policies

l&ymore in 'i:.heenergy ~:ith which th~ Nationalists move';to'

:restructure aducation than in their basic ~erception of
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labour requirements.. WhenKieser wro·te that the .African

student "leaves s~cboolwith just enou~rheducation 1:0 make

him averse to any manual work,,41 0:1: when the Eiselen

commission wrote tint "th~ general oX'ientation of school

work is too academic·',42 the:.if ~YQreexpreSSilt19a perC'le,ption

also present in UP circles and amollgst: industrialists.

Wh ",S it is true 'that N.l~tio;p~lis~t: l?olicy was more

sympathetio to the labour l'ecituirer4ents of agriculture than

the UPwould have been, their educational poliCies did not,

in the 1950s, obstruct tht ~'eproduction of the type of
':-;:/

.!labourthat industry by and lal.trge required.

~I~heNationalist government 'ofIa:sto prove more receptive to

;.ndustrial labour needs than their forma.l coromitment to

E\lreventing the est:iolishli.lent of a perlTj~\l'lent.lyurbanized

tllack working class Dii9ht lead. one to eX~'~h::t. Once it had

come t.o power the Na,~..f.cmalist Party <~boweda cl(~ar

rl;~cognition that in the short It:,ermit CQulc:5l not attempt to

uproot; urban workers: :cather the aim was t·;. gain effective

0Dn~rol over the process of reproduction of the urban

w<:l·rkingclass an order to uti.I[,ize its labour and control

its political and social life. By the early 1950s

gc>vernmentwas able to reassure industrialists that it was

quite willing to support the :imtroduction of black semi-

sl<.illed worke:t's into indusi".I'Y"providing that this wal

accompanied by a move of whitEllr..rorkers from unskill,9d to

semi-~til1ed, and semi-skilled to skilled posts. The

':e loat,ing o(ll~ .!.~. bar I tempe1rarily resolved potential
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conflict between industry and government. The

unwillingness of the Na.tionalists to accept urban artisan'

level training f(?~~ :blacks was net; an important source of

friction between industry oand ~~overnmEnt.:neither the UP

nor the industr ialists show~~da strong practic::al interest

in training blacks in the tra\des, even though a shortage of

artisans was beginning to ma:.keitself felt. 4!~ Thus the
'<...:':\

Natl\:'nalists were, during the 50$1 receptive ~~O industry's

..Un immetUat:e labour need: sen~i-sldlled labour. As we

will see this had its impact 0)'1 the Nationalb,:tsl attempt

at resolution of the educational crisiF.

Thus by the 1.940s the existing !llchool s1s-eemfs inadeqUacy

in acco:mmodat;Lrlg'the gro'Wtngnumbers of urban youth, and

the problems "Thich this posed for those concerned with the

policing of society and with the generation of an

appropriately trained and socialised workforce, w~rp-

bec(~mingappar~ant. The school sy:steIl\'s critical condition

was not, however, only one of Lnadequane capacity: within

the schools th,emselves I increasin9 ~igns of disintegration

were evident.

The Crisis of...J;:heMission SghQols

The crisis of the mission schools manifested itself first

of all as an economi.c one. The DE:.:Villiers ccmmf.asLon

identified flfinancial starvation" as one of the chief

causes of the deficiencies of Afric'an educa.tion.44 Brookes
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described a situ.ation where '~lmost ev~!r" training collegre

and high school Ifhad to liV(~from hand fcC> mouth" and whete

'che eXisting school buildings were "iEromall architectural

etnd health point of view as well ,as from a purely

.~ducational point of view very unlS'at;isflsctory.,,45 'rhle

'Principal of Healdtown complained in 1945 that although

teachers wex'e paid by the Province, all ot.her charges,

including £0,)(1 and medical attention for 9010people and thEt

upkeep of btlildings, had to be met from c.rdinary income,

which consisted almost entirely of fee$~4(, At the same

time, the 1:rcll.ditiansof the missions meant t:hat schools did

not usually charge pupils for books, beari.n9 the~e costs

War-time inflation exacerbated this burden,

and the abj,l;Lty of the missions to deal with it by raising

fees wa,s undlarmined by the inablli'i:.y of parents t(.\ pay

major increas!es. 48 The consequences were disastrous: by

1946 Lovedale was 30 000 ~ounds in debt. 49 l~t the same

time I the de:mnndfor education was putting press:ure on the

missions to take greater numbers of students .than they

coulCl really teach: . the inquiry into the 1946 Lovedale

disturbance concluded that " ..• the number of students is

too lnrge fOl' the Institution to handle effe~,tively.1I50

Th~ lUlllinou5 educational achievements of a f.ew renowned

mission high schools should not obscure the fact that most

mission schools were poor primal~Yschooj,s with large drop

The Eiselen Ccmmis.siC\n~·).s net inaccurcrte

wh,;!nit stated of· schools in this era that:
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"••• the rate of elimination at an early stage is
very high ••• the standards of aohievement in the
sohools as measured by examinations and
achievem~nt tests is low." 52

There were major problems from the 1940s in ma(intaining the

numbers of white teachers who had tradlt.i.onally been

present in the missions. According to Z.K. Matthews, there

was a dE!clina in the proportion of 'Iloti.vated wh:i;t;e

missionary teachers. 53 The goverrunentI s ina:istence that

",p the missions offer white teachers the s~1'I1ewbS,1es as the-:l..r

counterpa.rts in white schools made it difficlUlt r.;,r the

missions to afford them.54

the missions and the lack of pr,omo",ion possibiliti~s

outside the state sector reinforced. this trEmo.•5f; The

impoverishment of mission finances contributed to g:.:-owing

student discoI~tent 0, Traditionally, students at the mis.sion

boarding!' schools lived on a "starchy and lillonotonou.s"

diet. 56 This continued into the 19408, provoking continual

resentment amongst students. Whil~~more percepti ve.

missionary figures like Brookes came to recognize the

negative effect this had on student attitudes,57 funds were

not available for the missions to easily be able to change

their practice in this regard. By the 19408 there was no

significant sector of dominant class opini(::>nwhioh did not

favour greater state intervention in black education. This

included the missionaries themselves. At a 1947 me~ting of

the heads of missionary schools in Port Eli~abeth, a

statement was issued to the effect tha1t:.the insti tutions
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could not bear their financial burden without greater

assistance from the g{overnme!nt.58

But the crisis of the missiclUschools was also a crisis of

hegemony. The social relati~:ms of mission school life were

disintegrating under the t;llows of social upheaval. A

strongly cohesive way of lifE_ began to break up. Up to the

19305, and in manyplaces into the 19405 and early 1950s,

relations l">etweenthe mission schools and their p'llpils were

often warm and f_riendly ~ This :i.s reflected in the
(i

generally happy memories teachers interviewed in the course

of this reseCf.rchhad of theix" school days. A pupil of st

cyprian's, Sophiato\¥n, in the 1.920s sees that period as

"just one of my best times1f59 and another tea~her who

attended the same school says, "that's where my foundation

was laid.H60 This viewpoint is based largely on the close

relations which existed betweEmmission teachers and their

students, and the resulting high esteem in which teachers

were held* A teacher $ays:

Even today I still respact my teachers, because
they proved to be men ()f some truth, of good
motivation, &nd they "iIleremen of good character.
They were noble people ••• 61

One of the st Cypriants pUpils who later attended st.
Matthew's in the cape i "They held us in high respect

also .•• In j:act they l(,\vedus very much.,,62 A student at

(:'",manamission in the 1940s says: "The tea.chers dir:jcussed

with us. They went to church wi.th us. They were part of
us.,,63
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Amemberof the last generation to attend mission achcoL in

the 1950s comments:

The reason why I respected my teachers is that I
would say they were dignified. What made them
dignified? What made them dignified was that ••.
morally. .• most of the things they did Were
right. 64

A largely favourable perception of the quality of miission

education undell."pinsthis assessme\nt:

My own time at school was vc~ryenjoyable because
I'd say the education we got; and the teachers we
had were very conscientious, I would say, and 'W'e
could see they looked like professional people;.
65
I feel the missionaries were doing excellently •••
in my·days standard 4 scholar, let me say t:be
average cne , , , they bad better expz-es sLen in
:f!or~iqn languages, Ln the thre(';! "r's"c." t.he
rlounting wasn't a diff.:i..culty to them, Afrikaans
wasn't a difficulty t,. them, English wasn't a
difficulty to thel\\, m()ther tongue was just.".
,~weets!
... ~people who learnt with the missionaries~ thtey
applied what they learnt. 66
The missionary schools were far superior in their
schools than the department. 67
••• the present student just wants to be spoonfed.
During our days a teacher WCiLS just there to ,guide
you and you as a student weire the one who bad to
go out and do the reading. 158

The religious and moral content of missionary educat.d.on had

a powerful eff4S!cton students:

.... my edu<=aticmwas alwayr,;connected with church .

.. • $ on wee)cends, saturday mornings, ~/e used to go
to what we call Anglican classes. There we
learned catechism, when 'VIe finished catechi:sm, 'rie
cleaned the church. On sunday parents, I can say
the whole community, went to chur-ch•• " ai:te\r
church we continued again wi.th an hour olf
classes.
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••• as I consider it today, compare it with those
days: ob~ience and Christianity close to it •••
69
Whenyou attended a mission school there was also
the influence of the missionaries to take you
over to that denomination. 10
••• our school$· during those days... always
couenced with their daily work and scriptural
lessons ••••and those lessons played a very important part
in building up the atmosphere for the day••• 71
•••most of my teachers dealt on the importance of
knowledge. Not only knowingar~thmetic, that was
not important, but they went from arithme'~ic to
scripture and morals. 72
•••what they stressed most was punctuali 1~y and'
eleanlihess .. 73

••• obtaining high marks, neatmeas , punctuality
and studies. 74

WhenI was at school, really what the teachers
~tressed was manners. And••• honour your father
and mother... I am what I am because of those
values. 75

However, during the war years a qualitative change in the

relations between mission school teachers and their pupils

seems to have taken place. A rising tide of African

nationalist militancy combinedwith the material structural

problems of the missions to erode the close relationships

which existed up to then.

Missionary inl3tit..utions had a long rec;ord of student

disturbanctls. The earliest recorded of these was one at

Lovedale in 1873 in ~~hich a section of th~ students

protested against allegtad discriminat.i on in favour of the

Fingos. 76 rrh~re s.eeml~to have been some in~rease in
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incidents after the First World War.77 student revolts

took place at Kilnerton78 and Lovedale79 in 1920, and at

Blythswood in 1929.a0 In 1940 there was a strike at

Clarkesbury81 and in 1941 a stone-throwing incident at

Lovedale.82 However, it was generally agreed by mission

authorities and educationalists that there was no preceeent

for the greClt UPS'lll:"~e of st'i:ldent revolt that: struck the

missiorlary institutions at ~t:heend of the Second Wm:"ldWar.

Hirson has sought to argue 1::.hatincidents i1'1 the 19306were

hushed up by the governmentI and that this accounts for the

limited numbers reported before the 1940s.83 But this

seems to attribute a greater degree of control over the

press to the go,,(.r:nmentthan it actually Poss~$sed. It is
II
I

more likely that the poli'l.;.ical and social co~iditions of the
l(

1940Sgenerated something of a student upsurge.

Lovedale's Principal, Rev. R.H.W. Shepherd.. said at the

time of the 1946 Lovedale riot that there bad been sixteen

incidents in mission educational institutions in the last

two years,84 while the South African Institute of Race

Relations (SA!RR) counted 20 disturbances in the 1945-1947

period.85 From 1947 there appears to have been some

decline in the number of incidents - then in the early

I have found evidence of four

major conflicts during 1950 (Adams,86 st Matthew's at

Keiskammahoek,st John's at Umtata and Shawbury);87 twa

during 1952 (Mfundisweni Faku Institution88 and
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Bensonvale.};89

Mariathal,92

(MVenyane).94

four in 1953 (Bethal,~O Indaleni,91

and Healdtown~;93 and one in 1954

The most important of the mission school revolts of this

time was that at Lovedale in 1946: it will serve as an

illustration of the intensity of the conflicts of this

periocl. At 9.30 on 7 August, the institution, one of south

Africa's leaOlingmissio~ary educational eentres, Washit by

an explosion of student anger. A crowd of 150 to 200 male
students stoned the houses of S\}me of the staff and set

fire to some small buildings and equipment. Staff who

tried to intervene were thems.elves stoned.. Whenpolice

arrived to disperse the riot students threw stones at them

as well. The police fired warning shots and the students

fled to the hill behind the school. At dawn they gave

themselveS up and 157 students were arrested. On 10
August, in defiance of orders from the mission authorities,

about eighty male students marched into'the town of Alice

to visit their jai.led fellows. On the return of the

marche:t's, the womenstudents, who up to then had been

fairly quiet, became rowdy. The next day, sunday 11

August, womenstudents participated in stone throwing and

ringing the church bell; while male students boycotted

church. A letter from the students was handed to Shepherd

demanding that those who had been arrested should not be

subject to double punishment by the Lovedale authorities,

and announcanq that a boycotrt; would be maintained until
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this issue was resolved. On the Monday none of the women
students and only thirty of the men turned up for classes.
Shepherd suspended classes and sent all the students home.
On 16 August the ~upils who had been arrested were tried in
the Alice Magi,strate'scourt. 152 were found quiJ.tyand of
'thesesixty-four who were under nineteen years of age Were
sen·~enc.i!ldto between six and ~:.encuts, wh:llethe remainder

',I
I

"(iere given sent· ";ces of 5 Pound fines, or two noncha
imprJsonment,.95 The supposed cause ,pf the whole inioident
was stuQents' discontent about the rationing of sugar, but
as we shall see, the meaning of school violence was far
more complex than this.96 Before the Lavedale events were
over, Healdtown, the Eastern Capels other outstanding
missionary educational institution, was shaken by similar
troubles. Again, supposedly in protest over the food - in
this case a reduction of the bread ration - a small group
of pupils unsuQcessfully tried to stage a boycott and riot
on Wednesday, 14 AUgust, and then set fire to a school
building and cut the telephone line to Fort Beaufort~ A
number of the leaders of this action \ti'ereexpelled, and the
Institution's authorities referred the cases of thos~

, "involved in cutting the wires tu the police.97

~~y should previously stable educational institutions have
ent~red such a period of near-insurrection? By the 1940s,
the mission system was breaking down at all levels. This
breakdown affected not just institutions which were
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competent in their teaching or administration, but 'the

elite levels of the system. Lovedale and Heald'town, for

example, which were plagued by student unrest, were

institutions which between them provided during the early

1950s, half of the African students passing C&pesenior

Certificate, and a majority of students at Fort Hare, the

country's only black Unive.rsity.98 The resource-stretched

mi:l!Ssionswere affected by a Isituation in which black youth

was incraasinqly influenc~a by ·~f1.*ican nationalist

aspirations. While for the missiou authorities the riots

were a sort of poli tical Rorsch~ch test Which tended to

SUllmlonup f.':mtasies of all kinas ..of conspiracies, it ia

ce:r;tain that st.\~~dentswere in reality becoming increasingly

aware of nation",l poll tical issues. This was certainly

noticed by observers. The SAIRR commentedin 1947 that the
\i

mission riots "appear to be sY~'Ptomaticof a general unrest

alllcmgthe African people thrc,'lghout the country" ;99 one

m;i;ssionarywrote in 1953 that "••. in the present ferment of

things allover Africa all our institutions stand in the
\

same danger of riot as we have lately seen active ••• U i 100

while another commentedon the Healdtown disturbances,

"manythings are contributing to a spirit of defiance and

resentment in the sphere of zace relations." U"ll The Rev.

A.E.F. Garrett wrote in 1953 of the "growing disregard for

discipline and authority in every area of life ..• ,,102

There was also a certain amo of political agitation

taking place in the mission schools. A missionary
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memorandumopined that "many forces, all too often

negative, mischievous and injurious in their approach'

combineto inspire irresponsible. and unworthy reactions to

the church and its irlstitutions. ,,103 ~ev. B.K. Hazell of
\

Faku Trt.lining Institution wrotl7-in 19$...,;:hat "subversiv~"

literature had been distributf.l!d in his t.Ustrict for some

time, llentioning partic1llarly the tTnitx' Movement

publication, "The Torch".104 In November, teacners had

sold pupils copi.s of "The Studentlf whichHa~el1 identified

as "the product liof clever CODurtunist.agitation" and which

contained a "gar:bledu account of the 1:e('.:entHealdtownriots

with "the suggestion that othe,: students in other

institutions should arise Ln the: same manner.•,,105 Un

awareness of international politics certainly played a role

in the development of the strike wave. J. Radebe, trying

to motivate his fellow students .to strike at Healdtow'nin

1946 said:

There is only o~e wayof getting our way. Look
at overseas. The only languaC:_iethe Europeans
understand is' to go on strike. It is the only
way by which things cam be put right, and w.e
shall do that here. 106

Somecontribution to the po1iticization of the missions may

have been made by returning war vetel:'ansI radicalized by

their service experiences, whowent for teacher training on

their returne A case in point is Potlako Leballo, later a

major leader of the PA~. After leaving the army, Leballo

went to Lovedale where he participated i'./1the leadership of
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the 194'6 riot.107 He then managedto abta:in ent:rancf: to

wilberforce Academy, wh1i':r~the headmaster, Rev B.S. Rajuili

described him as nqu interested in the disturbance of

authoritative i:\,dministraticn.!llOS He subsequently led a

sit-down st:r.ike at wilberforce I .in conjunction with a group
. .~. '!

of teachers.109

the testimony of former pupils of mission schools seems to

co:pfirlll the proposition that there \'as an impQrtant shift

in ...pol2tical attitudes amongst them during the war years.

Whj~reasa pre-war mission graduate says that "In· those days

th1~re was no politics - not at, all·" ,110 a.nother who

at1;endedschool until the early part of the war says o.f the

st,~dent riot,s of this tin.e "Well I think... that was the
,

be~Jinni:19 of the spi:: it of nationalism among' the

blacks. Hlll Speaking of an incident at his school he says

"Tbe spirit of revolut;on was alreaGY in, it was already

allover. .• 'cevolting against whites in general, let me

say.. The impression I got was th~t the students were

reVl~'ltingagainsC','whites. ,,112 \t st. Matthew's the boarding
\

:mas·t:I'ar,a former AU$.tralianprison warder, provoked a riot

in which buildings were burned because: "His general

attitude was that of a white man against blacks ..nl13 A

student at Pax 'J?rai.ningcollege, P;ieters-burg. from 1943 to

1945 did not e~perience any major incidents, but was

neverth(....Jss clearly influenced by the moodof the times:

" ••• as long as you don't see1 if you accept
ev~~rythinggiven. ;it was good. I rememberwhenI
be~ranquestioning - th\l) white want to appear to
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the.: black l~!ldrel'l as superior in mind, j\n
evel..ything. il

Of the miS:@ionaries he t~ays: " ••• their purpose was to delay
i\

whist we ne~:d no~n. 115 A studen,t at a Catholic Mission in
{ \'

Lesotho in tbe late 1940s an~ early 1950s, came to realize
\\

his differe:n~'es in political outlook with a conservcative

Canadian hist6:FY teacher, durin!] his Hi.tory lessons. .He
\

dis~pproved of \:the tev-..t.:m.er'l3 view e,i South ,Mtrifla"s past:

C "like for instal'\ce the Xhosa Wars. 'The Xhosas s'tole from
I

·the ,.-aoers, and \':.hen the Boers re~lli'!dmed the cattle.,!,116
\

Their clash of ou,~looks extend.ed to ,?ther questions: "about
II. \I

the French ll,~V\'lut\~onwe had a litt16\difference.ttl17
\,

Th$re was some influenc~ on student* from politicized
\

Afl."~tcan teachers who would discuss pCllitical issues with

thel1l: this wa~ alleged to have been a part. crf th.'e

back~iJrQundto the Lovedale risi:t\9' in 19,\\6..:1.,.18At Faku .in

1953., as just:; mentioned, sta:t'f were s~1.\lin9 radicctl

literature to students.119 But such activities clE::arl.y

were :not very systematic~ There.is no evidence ?f a 'plan'

by mal$S organisations to 'subvert' the schoolr, of the kind

in whic'n the missionaries baliE~ved. Rath~r, what was

happefliing was that thle political developments of the timEa

were (~reatin9 an atrmosphaze in which stUdents ,,,ere more

likely to rebel.
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The missic:mal:ifas hard fc)rmidal:>l(a moral and ideo'logical

weapons whlcb t:hey ,~ouHl deploy against t;he thl"eat of

rebellion:

•• "being .3 good b(.)y 'ias palramount. Even though
we may have had cO.lllplaints, we never exposed
them, brac;ause of the tendency that if yC)U speak
out you. at'e marked as a bad student, CJr a bad
cathol:t·~\ ..or SOmf!thing like that." 120

Theae weapt>ns oou Ld also be tieployed aqainat actual
..,

rebellion: a.fter one scho"l st:r.il'~eover food
\

.... inuM~diately \16 do that~, we were called to
':;.:;\church, we had to pray ~md pray and pr'ay Cyou
I!know, ~:.ndthf.m in fact prliyer made us sub,missi ve
and. '",./we cc,uld rea.J.ise I well, we have (,ffended
serious' ,." 121

Ue'Jlertheless, by mit\-1940s :it was nlear that the l':ising

tide of nationalism was abl~ to pro'l'l;i,de a legitimacy for

::t'ebellion that; wfi~aken,edthe moral p:rf~sm,':!:'es01: religion and

authority in the miss:lon schools.

The cOlllbinaticn ()f the brleq~kc.o~rrlof t.he missi(:ms'

infrastructure and the political changes of the time
produced a brea}r,dc,wn Ln the a,uth'~rity of 'the missioriS ovez

tk13ir students. The :lnq1.liry into t,he l:;l4.s LovedaJ.e riot

noted that until 1939 discipline had been no problem c.t the

school but now 'the students :ldent:ified "the Eu:t:'(>peflnstaff

in the institution as pa.rt of the Government machlnel~Y!' and

some students "behaved i.n a most unseemly way toward:;; zhe

tcachersu•122 One of the teachers eommerreed that tiThe
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feeling amc'lngthe s'tudents is 'that the teachers are against
•

them. "123 The situation tit Lovedale, others notied, was

such that it was very difficult. to preacl~ in 'the church

because of 'the students' tendEmcy to mc~ke fun of the

pl:ea.cher.124

The lack of trust also extended to strong feelings amonga~t

students that the white missionaries were appropriating thle.

resonrces of the schools for thlamselves. When J. Radebe,l

was trying to persuade his fellow' s'lpUdents at Bealdtown CO,,
~. .. ... . .. . . 0

rebel~ in 1946, he denounced the f,a.c'l~ 'that "the new latrine

is not f inisher1 and the Governclr \ builds himself a new
,

house. The money that should have.',gone in'\o latrines is
\ ,ii

being us,ea on a new house $ 11125 Wld~e the ,r\tlplicit chal,'ge
\ \~

of corruption was almost certa.i:itlly unjt~st, what is
\ \\.

iX'lportant. in this speech is the t:\\erceptiot~( Involved -
, \\

missionaries could not be trusted ~~orefriain' from using

their pCJwer in a way which bolstel'Ei)d their prl'~~ilege as

whites.

The :=.t':''L1derltsdis'C'!;Zus't.of the mission aut(~,,'irities was also

uli,derpinned by their sympathy with ,AfriQan teachers who

were SUbjected to discrimination within th~ schools. The

Lovedale inquiry noted that Afric·an staff saw the

differentiated. treatment to Which they were subject as

having "an unsettling effect 011 the minds of the

titl.l(\ents. ,,126 It alsl':> Seems likely that the increasingly

militant attitudes of ,1\frican teachers W&\S contributing to
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a breakdown of the mechanisms of social control within the

slt::hools. At Loveda.le, when nQW rules were in5tituted by'
!l

the;!haad of th~ high school in 1946, to l'Ii14provediscipline

and co-operation", these were not enforced by certain

:membersof staff, and the attitude of some of them "tas

described as one of "passive resistance".1~7

A particular source of student resentment waS the prefe(~t

'\t a meeting between delegations from the
fJ

Association of Heads of Nati ve :tnst! tutions and ;~::heCape

Aft'1Qan Parents Association In 1947, tt ..~'(\Rev. J.A. Calat,a

;:;t\rquedthat. students resorted to strikes because they had

no other way of making their grievances known, as pl;efects

did not convey the complaints of students to the

autboritias, while the students themselves were forl1idden,

to approach principals directly. 128 Certainly prefects

were resented .by other student~ for tbe pri vileges "Jhich

they enjoyed, such as being able to go out to movies,

dances and c~ncerts.129 And t.hiswas compoundedby the way
in which 'the vast age range in the mission schools produced

a. situat:ion where ,I'junior' pupils were often older than

'senior' ones Who were supposed. to keep them in order.130

The way in which disciplinary syst'E!l1lS WE:lrefalling apart

under the ~\train of the tenE~ions of the times is well

illusl:r;t"ated loy the everms which led to a 'stand-up' s,trike

£:It He~~dtown i.n 1953, when stud,ents l~efused their meals and,.
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refused to be eeated in the dining hall, in pl~otest against

the placing of a prefect at each dining hall table. In

response to this the authorities sent about 100 students

home.131 The prefect sy.stem had been undez e.,train at

Healdto'W'n for some time. In 1952 there was a mass

resi9nation of Jbrefects, who felt that their posi tion was

being undermined by the unw,illingness of thE! Housemaster,

Mr Mncube, to take at':tion on disciplin~lry :matters.

Mncube's failul:'e to prevent fights l~tween 'P(lrt Elizabeth'

and 'Transkei' students and t;\1efact that students had been
,:-"

collecting weapons in tpe dot'm:i.tories then came to light;

he t"&signedand the prefects 1"e-'asSUll\ed'1\:heirpositions.132

The institution of pref~ctship was clear.ly .n,ot fulfilling
I' \,

its Arnoldian purposes. StudEmts accorded th,~prefects no

1.egitim~cy. In an anonyaous letter to\ the au't~horit,ies th~

Healdtownstudents domplained:

The most important POil'lt which causes us to
scribble this is because our representa:i:.ivas are
not taking out complaints to you... these rules
are not for all our studEmts but for the juniors
and seniors whohave no say in your Aristocratic
form of Government... what. is the use of these
prefects as betng our Reps, they Should be called
your tools for making us. 133

The feelings of resentment towal:,dthe prefect system were

precipitated by the action of pj~acing prefects at. tables,

'Whichj,l1tensified the resentment I';'if other students at be-j.ng

supervised by younger people. The older students felt

their 'dignity: had been insulted134 and demanded the

witbdrawal of uJunior Prefects in the senior Area in the

Dining Hall. ,,135 other 9rudges of the students related to
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the quality of the food, the refusal of permis~lior.\tiO visit

the womenI s hostel 3.36 and thle carrying out of ~an'llal work,

(in this case getting up at 3. O~ a.m. t(, bake 1:I~ea.1.).137

The issue of manual work se.~msto have had l,ji,pa,l:ticular

si<]nif Lcanee , featuring in ,pther m.is.aion cliti~tUl::'bances.

There was a long standing resentment of it C)ll i~he part of'

m.ission pupilS: two teachers who at.tended l1lJls••Len school

well before the war, replied when asked wh.a't Itn1e:ylike(:t
I •

least about their schools:

"...the type of thing I 'diet not like very l!l.u<~hwas
manual labour, 138

and
••• the manual work..... we dug tren1ohes, Wi;! dug
holes. 139 .

The new militancy of the 19408 and 195;Os s~~~s to have

sh.arpened these resentments .. At Lovedale in 1946 "the

tool shed and gardening tools were ~lingled out for

destruction. "140 one may legitimately sUl:-misethat it was

t.ha social inferiority which manual labour symboli.zed that

was the i~'$sueat stake. students' unwillingness to obey

the discipJ.inary ~~ystelnof the missions was thus D9th a

symptomand a cause of the crisis into whi~h the l\\issions

had entered.

It was the riot over food, ht.'wever, which was the' most

commoni t.am in the repertoire o~: student protest. Food,

though, was often a nominal ceuse of these actions which

masked their real meanings. Frequ6'mtly, the issue of food
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became a met~lphor for issues of power and authority. There

,ilTere c.ertai:nly genuine inadequacies in the food in mission

boar(iir1l9 inst! tutions " Dr Cooper, the medical

superini\;endent of Lovedale admH:ted, in 1946, that while

the fO~I! in the Xllstj.i::ution was adequate in quantity and

was fatirly well bal.anced, "it was monotonous and there waF;
1- '\

a shox't&ge of vegetab14!s. ,,141 Students l." Lovedale in th:is

l>eriod did not get tea or :milk in the';.r diet either.142 A
I

'l;ormer mission sohool student, askea. '..) comment on what; he

itlislikt!ld about~ school says: "Well the condition of the

building was nlot r'tally of the best, say the food, ja, the

food, :!tafinitely. tl
143 Recalling an incident in 1945 when

)1

l!;tuden~;sat the Diocesan Training r","Jtage, Pietersbll:cg,

refused t:o eat 'their food" a fOrlnf'!" ~pi7Ldesoribes. the
.1

\\foo<:1 as f\l~llowt,;.,:
/"",-

\. \••. ,w.\~ had- yell()w m~ailiEt meal and".. the relish
wa~~l\~a:fff1!1(·lbecms.....tbes~~ brownish ones. So when
it W'I~S c(,()keQ., ~letll..•• ' ye;llow mealie meal it.'s
neve'll:,; jUl:f,t beauti'fnlly r:or.:>ked,it always tastes
halt: ,'.coo}~el::1,and 'then, thfa beans had~... wee-v'ils
ins,J.dll~. "Tban W~\tX'ied to eat, no 900d. 1414

,'.,

Throughout, the miSSl.Oll syst.em such'defi.ciencies in th~ food

provided W.i~r,e llla,fie WOl~seby supply problems and government

rationing Jrtear~mr,esdu:t'ing thl8 war and il'ilmediii:tt;epost war

period,l.J and the financial difficulties of the

Institutio~'!,s mad.e .:d: di1;1:icult for them to make major

improvemellt~s in this area.,146 Thus, as Wj;t;Scertainly

widely recognised I thai;: th,!~ ~::·c~din the m:\Lssions was

unsatisfact",ry.147
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Food was thus a material grievance for students. But the

true significance of the food ri4':)ts cannot be understood

purely in these terms. A closer examination of food riots

suggests that for the students the inferior quality of

their food became a symbol of the forms of social

domination th~y experienced in their daily liveE~ The

iSDbe of food often em.erged as one which embodied the

unjust relations of a racist st.)ciety ..
"-

Thus a host of

i~.ues x'elating to questions of at;lthority f ~ower and
\\ _- \\

,politics condensed around, and were symbol)~zedby the issue
i,,\

Of food. II The riot became a fonn of prote~'t which was well
\\

known and ';(,lidely accepted within the student' culture Qf the

lDission schools. By focusing on one universal issue of

consistent discontent, it eQuId unite stu<;lents motivated by

disparate grievances. The riot over food was thus only

partially about food; over time jl't was the expression of a

changing set of challenges by students to the pow.,,,r

structure of their schools and of protests by them at the

power i~tructure of the sooiety. The food riot was so

central and persistent a feature of the repertoire of

protest precisely because of its abili ty to absorb new
1\ ,

und.erlYinq agendas.

Frequently linkir9 into these dis,turbances was a feeling on

the part of students 1 that thei poor food repr~sented a

conteltlpt on the part of the miss,tonari.es for their pupils,

a lack of eoncern for them. An anonymous student at

Healdtownwrot,! to his headrnastell'in 1.95~':
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(ii)

Wehave been eating sour and dirty bread
and raw porridge but because you do not
eat these you don't worry~

In the time of Rev$ S. MOwe were given
fresh fruits and fresh vegetables but see
to what you qive us. 148

relateq; theme)
\'\' .... .

Just see to what you g1ve
a mere fool. (sic) 149

us as a Doctor

(i)

(and on a

(Iv)

The way in which f(~d qrievances focused other discontents

is wel~ illustrated by several instances. In the 1.946

Lovedale disturbances the students put forward the

reduction of the sugar ration as the reason for their riot.

However, both Shepherd and the Housemaster had discussed
:/

this issue with st\:tdent deleqations and had pointed out

there was a sugar sho.rtage. MoreoverI students were still
// -..

getting a pound of sugar a week.1.50 It thus seems highly

unlikely that the sugar issue itself was the real issue. atl

stake. Similarly in the 1.946Healdtowndisturbances, those

students accused of being instigators by the authorities

stated their motive as the reduction of the bread ration

and its replacement by mealie porridge. However,whentold

by the teachers that the need for this bad been explained

to the student body, who had accepted it I they admitted

that they lITorereally motivated by a dt~sire "to do what

Lovedale has done.".151 Aneven clearer ilhlstration of how

food became a metaphor for power was th~~ incident which

occurred at MvenyaneInstitution, cedarville, in 1.954. On
9 :r-larchwomenstudents complained that the mealie porridge
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...

was smelly. Biscuits were given to them instead. The
school autho+ities inves~iqated and found that some bags of
mealies were rotten. The bad mea~ies were picked out and
only good ones used for the next meal. A new supply of
:mealiss was ordered, but they we:re not immediately
available, and this position was explained to the students.
staff tasted the porridge made from the selected mealies
and pronounced it good, but students refused to eat it.
They also rejected good yellow mealies which were offered.
On Saturday, 13 March, staff members again tasted the
porridge and found it adequate. But the women students
then all walked out of the institution. Both thE;.'Distri.ct
Surgeon and parents who brought back their daughters tr~ed
the food and found it.acceptable, but despite this II on 14

March the male pupils carried out their own mass walk
Qut.152 Here the food issue was clearly the focus of a
power aridauthority struggle rather than its real content.
This incident is typical of the place Which food conflicts
occupied in student protest.

A minor role in the disturbances of the 1950s was played by

ethnic conflict. Some missions certainly housed their
students on a 'tribal' basis153 which must have emphasised
any tendency to ethnic definitions of conflict. At

fI . '\ •Lovedale 1n :1.946the dl.scontent of students was intensified
by the· fears ·of non-Xhosa students that they would be
exc~uded from the Institution, an erroneous impression

1~6



created by the dropping of Tswana and Sotho as .language

subjects because of insufficient numbers.154 In the Natal

missions which had played a siqnificant role in the

development of a Zulu ethnic particularisln,1.55 such

incidents were particularly intense. In 1950..'when the

Prinoipal of AdamsCollege banned II Shaka day celebr&tion

by the Zulu society, an incident erupted in the aftermath

of wlllch he expelleqr175 pupils.156 In a later incident at

ohlange Institute in 1956 there was fighting between Zulu

and nen-zutu studentsi~\~1 the commentof ~1Qrch that "at., \

the Ohlanga rnsti tute the Zulu studentrs are made to feel
I

proud, different and even arrogantn158 ·is probably valid in

view of OhlF.lngeI s origins in th!;:twork of the father of

modern({zuluparticularism, Itev. Job~ nube.159

One aspect of lni~sion educ,'ation in the 1940s and 1.950s

which seems to be absent from its popular image is the way

in which mission authorities were willing to use stern

repression against their students in cases of disorder.

The missionaries were no less willing to summon the

constabulary and to engage in mass expulsions of students

than their successors. At Mariathal, Ix-opo, in October

1953, after students had thrown stones at the Rector's

office, one of the Catholic brothers fired a warning shot;

and the police arri veld to restore (,·:':'der. Four days later

three car loads of police escorted away26 students.160 On
14 May 1953, 184 stllldel'lts at Bethal Trai.ning Institution

were arrested a.fter a. riot and only six days later another
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42 were arrested after an arson incident at Ndaleni

college.161 These are just someexamples of the wid(;!spread

use by mission authorities of the police in response to

student rebellion.

Relation,s between the missionaries and. police during these

times of conflict seem to bave been cordial. The Governor

of Healdtownwrote to ~ht.~Officer in Charge' of the South

African po:£;iceat Fort Beauft.')l·tin 1953 thanking him for.

the "most :rEladyand willing assist~nce" which the force had
,

given durin~ tensions at Healdtowl'l:-.l-,f '2 Not that this
1\ I

relationship':.,was always untroubled'~ ''\n t:h~ '$alneperiod the
, ,

principal of Healdtown'~omplainedthat a group of black and
'\

\\

white SAP men had infuriatea his students by d;r;iving

through the grounds of the Institution making congress

salutes and yelling "Afrika!".163 The missionaries, as we

have seen, themselves dealt harshly with stude~ts who
',.,

straye.i and mass exp'tlleions were frequent.164,

It was not only ~tudentsl' but also black communities, which

were turning acj'ains;_tth'e missiol:is. It was tliue that th0

older and more conservative section of the rural eli te

still felt strong links t·") the missions. G. Bikitsha told

the BlythswoodGov~rning Committee in 1946 that there was

much "disappointmentll with recent stud.1~,\t aetions, and he

praised the Principal of Blythswood for allowing meetings

of Loca., associations and attending them: "go::>d
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understanding, gOQdwill and harmcny have resulted and

displaced or replaced lIlisunderstandin<1.1f165 But already

these close, paternalist relations we+e disintegrating
,\

under the impact or the social crises of the 1940s. Black

opiniol'l was inl!:reasingly unwilling to 92..;1eMissions the

benefit of the doubt... BrookElsconunentedin his 1946-1947

address"that during the Lovedale disturbances:

.....large sections of responsible Bantu op;tnion
seems to have "'ondemnedthe authorities andY.the
mis~iona.cy bodies witho\'\t condemning .the
indiscipline and licence whi,C~lies behind such
ar:tion 01'1 the', part ·of adolescents. 166

~L
A teacher recalls that ~at yeamed like a dete~ioration in

"":-':'~~-:)I'

the quality of'the mission schools

.... with the f-o:o:ti·esbrought, yOll 1'. ~w, acme
doubts from the cOl'lm1J.nit:iesand when it rl~ached

..to the fifties it started simmering and wQl:,king.1~ .

The 1946 riots were followed by numerods appeals on the

part of the expelled students.1f58 Govan Mbek:i.,in his

capacity as General secretary of the Tro),ns..':.:ei'org;;tnized
1/

Bodies (TOB), lobbied the sec:r:etary of the Asaoc.iation of

Heads of Native Institutions CAHNI), calling for an inquir.l

into the issue,169 a'nd led a 'l:'"'QB delegation whiCh met
}I

Shepherd about the dismissals.170 In 1950, following

dIsturbances at st Matthews, the Rev. J.A. Calata, as

President of Cape Afric~n Parents Association {CAf'''') I

convened a public meeting on the issue near the sch.oo1.171

CAP,;' sent a letter to the AHNIattacking the mission fre

calling in the police, for discriminating aqd.inst td:ricans
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in appoin'tme:ntsand administration, and not fully warning

those involve.d in the riots.172 Following the events at'

Healdtown in 1953B th£~Rev. S. P.itts was widely criticized

for his disciplinary action againEt students.173 A group

of Port Elizabeth pazent.s led by w. Tshull\ecirculated a

Mela'.randtmtcomplainin~rthat I1the relationship between the

Institution and the pare.nt,s have (sic) deteriorated for the

past tw('!"years. ,.174 :Popular sentiment was no longer with

the missionaries. (['
I

A f.ur.tr:,()t" important feature of the crisis within the

education system was the breakdown of the hegemonywhich

white 'mission authorities had exercised over black teachers

in the years preceding the Seco.nti World War.. Th~

subsequent decade and a half saw grcwlng conflict withir~'

the education system. The mission system \. \s. becoming

unviable in terms of its claims to guidance ooverteachers.

The gradualist integrationism of the leading m:i.ssionary

ideologues was unacceptable to a rising generation pulled

along by the tides of social crisis and radical

nationalism. As we shall see, Bantu Education was to try

to addref?s this col kapse of the existing order's outer

ideological ramparts by attempting t.o construct a new

he~Temonicdiscourse in e(%ucation. Missionaries began to be

aware of, the newunwi,:Llingnessof black teachets to accept

a subse~vient pOE!itior.:. Shepherd noted in 1945 that:
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African teachers, particularly graduates, are
c2,aim.illgexactly the same treatment and to have
the same customs as Europeans wh~ are their.
fellow teachers ••• African t~act~~sy€el that
their salaries, as compared w(.th lr,.';ropean
teachers doing the samework are toe l!lw and this
leads them to think that there can h:l .little or
no claim on extra services. 115

Shepherd was responding to an observ&tion by Rev. D".W.

Semple of Blythswood that he founO.)his African teachers

unwilling- to undertake ex.tra.-curric~.fa.r activity.176 re
was hardly surprising 'that black teachers ware increasingly

resentful. LovedaleI Zor ex~mple, hrrd a whites-only top
i i

table in its dining hal1177 and it~> senior posts were
? ~

Q(1cupiedby whites.17S There liT.,} a stron-q sUE»'p~cionon the

part of t,oachers tha·t (the missions passed over suitably

qualified African teachers for such posts in favour .of

whites: in 1952 the local branch of the Cape African

Teachers AfI;sociationcritic,j.zed Healdtownan thiz score.179

i)
/1
J

QQncll,lsiQD

The latE: 1940s an« early 1950s thus saw the education

system in crisis. The lack of official interest in the

expansd.on of black schooling before the late 1940s had

created an immense gap between the scale of school

provislon and the number~of black youth of school-going

age. In the urban areas the consequence ~as that the state

lacked the institutional means to regulate the lives of

black youth. Without educational opportunity, many urban

youths roamedthe streets, becomingpart of a. criminal sub-
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culture and posing a potential threat to the political

order. The low levels of efficiency of the schooling

syst::'!mas a whole inhibited its ability to generate the

growing numbers of sellli-skilled workers required by

indust~r. Within the mission schools themselves, financial

difficulties were undermining their inf'rastructure. These

material problem.scombinedwith a rising tide of African

nationa.list sentiment amongststudents to qenera~e a wave

of student ~iEfaffecti:onand revolt i11the years after the \'

Second world War. The relations betwe6n "mission

authorities and.black teachers and comm'.lnitiesdeteriorated

sharply as -a result of the same' pressures.. The next

chapter will provide a deta.iled stU.dyof the part 1,layed by

teachers in the educational crisis of this period.

Tl'lis chapter has suggested that the travail of the

education system :in this period was part of·a wider social

crisis. Fr.omthe late J.940s the dom.inantclasses as a

wholewere grappling with the issue of howto deal with the

challanges they faced in education and in society as a

whole. Chapter 5 will explore the particular form of the
attempt b,"I restructure education by the Nationalist

governmentduring the 1950s, in response to this critical

situation.
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CHAPTER FOUR: ~1iliD mE Er~IOl~A!! CRISIS OF THE

1940s.M.tL..wtLY 1950s

Th~previous chapter outll~d the crisis which develope~ in

education dU:J:'inqthe 1940$ and early 1950s~ This chapter

explores in !:ietail the role of t~Jlilchersin th2!.t crisis. It

seeks to sh<)whow the dlramatic socio-politic-tal chanq{!s<4;>f
'I

~-::
the era impacte(l en tea~chers, and how theix disaffection

itself became a central component of edllcational crit:ds.

The analysis pres~mted here is inform~d by our conception

of hegeMonicstru9'r;lle ill education. What is deset'ibed in

t.hi~ chapter is the rise of a challenge by t'~achers to the

dominant hegemony, and various defensive attempts to

counter that challenge. The loss ",1: effective hegemony

over Afric:an teachers constituted an important aspect of
t :

the collapse t1 the ~ducatiol'1al yste-ro.confronting·· the

dominant classes. The next chapter will, among other

things, disCUSF:howI with the introduc.tion of Bantu

Education, the\d::.ate sought to create a newhegemonicorder

in education which CQuldreincorporate teachers.

Muchof this chapter draws on interviews with teachers who

lived through this periQd~ For a discu~sion of the

methodology informing this research, the reader should

refet' to AppendixA.

While .'African teachers I organizations had existed in the

various rag ions of the country for decades, they had
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previously showr~little sign of mili.tancy. It was a mark

of t~e ~ravity of the sitna'tion facing the education system
;:

"and th~' society I that from about 1940, teachers adopted
"

increasingly aggressive stances over both working

cona.Ltions and pc~itica~l issues. This culminated in the

early 1950s, in the emergencE.!of ,!radical leaderships in
:/

both the Tra1'1sva-':~land ~ape tl9achersI organizations, and

hard fought battles wagedagainst state education policy by

teacherf~ in those provinces~ (Acomparablepolitical shift

does not seem to have oocul'red in Natal and Orange Free

state teachers' organizations)_

This chnpter will explore the origins of the teachers'

revolt, viewing it as t;iart of the wider cri&ls in

education. It will be suggested that the ri~e of radical

sentioaent amongst teachers needs to !)e understood in

relation to three crucial factors. Firstly, it will be

argued that thE'! existing culture of mission-'educated

teache:'l:'swa$inf~t.simply conservative and professional. It

als~ contained important elements of emphasis on service to

';~he co:nu:nunity , which cou.ld form an important ideological

and cultural basis for teachers' rejection of the state's

attempt to control and direct hlack educational

aspirations. Secondly, the new radicalism was rooted in

the structural, socio-economic problems facing teachers I

espacially the very poor position in relation to pay and

conditions prevailing from the time of the Great
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Depression, and the diminution of professional autonomyand

status which the' educational policies of the Nationalist

government brought about. Thirdly I a vital role in

shifting teachers' political perceptions was played by the

political intervention of African Nationalist forces

amongst them, especially of young teacher-activists

f'!nterinq the prof.ession in the 1940s. The chapter then

gOGS on to describe the formsWhichteacher rebellion took;

as well as the attempts by conservativ.e sections of

teachers to resist the rising tide of radicali~ation.

This account seeks to avoid attrihuting political

mobilization either, in a voluntarist fashion, $olely to

the role, of Pblitical activistsi or1 in a structuralist

f~shion, purely to the impact objective changes in the

struct~ral position of the teachers. Rather, political and

ideological inb.lrventions and stru~tural cha ies are seen

as acting on one another, While it is also suggested tha·~

teachers' existing culture and ideology provided themwj.th

important cultural resources which affected their response

to these forces. In this waythe argu~ent seeks to steer a

"middle path" between the tendency of structuralist

approaches to see particular political responses as the

objecti vely determined impact on a particular social

category of cert&.:in Cil'CuIIlstances,and the ~;.endencyof

culturalist writers to reduce the explanation of political

behaviour to a matter of volition. An attempt is madeto

relate the culture of a social group, the inte:.:vention of
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political organizations! and the structures of ma.terial

life in, explaining wny particular f01:'ms of politics

developed. Facing a crisis in society and education,

teachers did not simply respond to the call of their own

occupational culture, the deterioration ()f .;their

professit)nal pos~tion and the appeals of political

activists.
1f

Instead, their actions were shaped lby the
,!

interaction of all of these. As we shall the

differential interaction of these factors in different

regions and amongstdifferent groups of teachers produced a

range of responses to crisis. Somewere of a (~onse:t:'vative

colouration: but the predominant trend of tllds era was

toward teacher radicalization.

It was argued in the first chapter that teaChf!rSoccupy an

ambiguouspos.ition W'hichmakesthemparticularly v1.11nerable

to the contratl.ictory pulls of dominant and subordinate

class interests. This was especially the case in South

Africa's racial order of the 1940s and 1950s, where they

were the most ~lbstantial sector of blacks in an

intermediate occupational position. Teaching was the me

career opportunity open to blacks with someeducation. In

1946 there Wlere13,953 African teachers, compared with

3 I 203 nurses, 2, 697 clergymen, 289 interpreters and

translators, less than 100 doctors, lawyers, journalists,

lecturers, and law clerks, and 69 social workers.1
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Howteachers reacted to ideological and political pressures
(i

is how~vere:lctremelycomplex. The very ambiguity of their

position allowed ~or differing responses~ On the one hand

some, fearing loss of thei~ relatively prestigious

employment, took deeply conservative positions. On the

other h~nd, e(:onomlc hardGhip, and the pull of popular

radicalism turtled others towards a politically O,ppositional

stance. Whicb.path was taken was a re$ult largely of

ideolog"~"al respohses to the situation. Itt this respect,

the' existence of a culture of 'professionalism' amongst

teachers had ~~portant effects. Professionalism could

olearly underwrite conservative political responses insofar

as: .it tended to emphasize the distinctions bet~'een teachers

and other employees.
, J
Ii

But to the extent that it ~mphasized
)

the specialist competency of t11e ,teacher I and an acti ve

commitmentto education, it could be a radicalizin~ factor.

Degrading' treatment and contempt for
~,;/"

teachers~' skills on
il

dj:d prod~\cean sense
u

the part of the authorities could and
II

of .ant-raged professionalism amongst teachers ':l7hichcould
II

turn Pllllitically radical. The form of prdtesslonalist
I
\\

ideolog'j' which existed in the missions was, i.! it will be
\'
\\

argued .. a particula:t'ly ambiguous one; it cOtltained an

emphasis on educatior; as a social service which couLd

underpin a sense Of grievance at educational injustice.

t.-et us first examine the aspects of teacher ideology and

culture which made for conservative responses to their
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situation. For most; tea~hers r their access to teacher

training often made the difference between a professional

career and a life of manual labour. A teacher whoattended

a mission school orphanage from 1925 ico 1931 recalls that

his contemporaries there generally became farm labourers.

Bygoing on to attend ~ax College from 1932 to 1931, he was

able to join a stratum whowent on to obtain skills and

professional qualifications. Within Pax itself, different

streams of instruction provided entrance to careers of

differential levels of prestiqe., At the college w]nile some

"took teao~~.l1g,others. took tailoring and carpentry. ,,2
( \
\.. '',_..r'

Teach~rsf outlooks often represented a strong

identification with aspirations to upward social mobility.
\

The lack of other opportunities for educated Africans meant

that teachers fOl.'lneda prestigious top layer of African

communities. "Puring my time r If says a st. Peter's

graduate, It ••• teachers were regarded by the communityas

highly respected people, and behaved themselves properly",,3

The social prestige of the University graduate teach~r was

vast and cl'Juld awaken longings for social advancement on

the part of their pupils. At one state High School on the

Rand, on Parents Dt::ly, a teacher recalls, the Headmaster

would:

parade his staff ••. in front of us in their gowns
and then if I tell you we had a staff of thirty
two, then twenty six of them wert::::graduates, you
understand if they stood there, twenty six of
them in their gownswith their various colours,
you looked at a wonderful scene, and this
motivated you to reach that stage. 4
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Another teacher had the sameexperience:

••• vhen I first saw them in their gowns, as
graduates, I said "I must get that gown". 5

Finally, teachers often had before the:1r eyes grim

reminders of what happened to those who failed in tbe

p:t'Qfession. The strain of attempting to attain educational

success was such that :manycollapsed un«ier it. Of his

contemporaries at st. Peters., the most prestigious of

lIlissioo schools, a teacher says, poetica\~.ly:

•••some have becomelawyers,
somehave becomedoctors,
somehave becometeachers,
somehave becomejailbirds,
somehave becomedrunks. 6

The political impJ.ications were complex; for some teachers
",

the f·ear of losing what they had won through imm~mse

personal struggles, inclined them to caut,ion. This made

them receptive to ideolo9i£~ which lemphasized the

separation of education from polltios and. from coltllbunity

lid-fe. !t underpinned for them, the appeal of th.e :most

conservative elements in mission educaticm's ideology and

culture. The missions provided teache:r.·swith a set of

ideological values, originating in the culture of 19th

century (mainly British) muscular Chrjstiani1::.yI which were

to be an :import.antsupport to the tendency of someteachers

to see themselves as a caste apart. This ideology was to

provide a basis of group cohesion well aft.er the end of the

missionary era. It provided a set of symbols and images
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which were unintelligible to the society around the

teachers, and thus helped to keep them out of contact with

politicizing social pressures from below. The High

Victorian character of this culture is quite startling. To
give two examples; in 1959 teacher organi~er W.D. Ntlokc

wrote:

The temptation to quote Tennysonwhen I inti;;-?duce
lIly.elf to the teachers is quite irresistib~~·~ 7

while in 1968, G.L. Kakana told his audience at a Cape

teachers conference that the ideal teacher was "a Chx:istian

gentleman. 118 Such an outlook could tend to sway some

teachers tOWardan a-political view of their role which

emphasized the need to maintain the continuity of

educational services, and stay aloof from socHtl. conflict.

We shall explore such conservatbre groupings later ill this

chap~er.

Yet there. was another side to tile ideology and culture of

mission education. By emphasizi.ngt~e social rssponsibil-

i ty of the teacher I especially ;iLnsetting a moral exampJ,e

to the youth, it also provided the basis for a strongly

developed social conscience on the part of teachers, which

could help to make them respons,!i\1e to the n~eds of their

communities. For one teacher, h:ILstraining at Gt~ Matthew's

in 1937-9 emphasized:

First, as a t.eachee, you had to set an example••.
you should lead an exemll~laI'Ylife ••• to the
society and to the children t.oc~••. Next., I should
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be in constant touch with the community I am
se:t·ving.~•And be conversant with what is taking
place in the lives of the people I'm wocking
with•••1 agreed with [these ideas] ••• they helped
me,very much. 9

In inte:t'views, teachers trained in the period. from the

early 19308 to the mid 19508 often expressed a strong sense

of the intrinsic value of education and of cOlU:i1lunity

service:

•• ~.9'he most important thing in teaching is to
as~i!st the student.. Well the cheque comes
because in order to be able [to] live you need
\,oney, but then the moneymust not be the most
t~portant aim. ~o

This ser~iI'ice is often seen as providing personal
,

fulfilmfmt:

......I enjoy being useful to the children and
9uid:iing them and exchanging views with them of
what~!verissues - social, political, etc.. 11

.....1 have been involved with so manypeople who
are bappy they ever met me. J.2

! to~>k..up teaching as a calling.... I wanted' 1!o
serve!African people••• I think I've been able to
acco~plish it throughout my teaching career. 13

, I

\ I

The ideal of service through education was propagated by

dedicated African mission teachers. Of the teacher who

arranged for him to do teacher training a resp~:>ndentsays:

His d:edication to the .education of the puopl.e.••
yes1 that is what brought us into the gam.!~.14

1'he uncle of another black teacher Itinfluenced me towards

helping the black communityin teaching." 15
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simplistic critiques of the colonial character of mission

education, such as the well knowntext by Majeke,16 :miss

the ambiguities in such an ideology. The em:vhasis on

serviCe to the community could provide resources for

radicalism as well as conservatism, as this chapter will

show.

The sense that teachers were delivering- an important
/

service, which underpinned their committmentto their work

seems to reflect their positive ex-periences of their own

teachers. Among both African teachers and white

missionaries a remarkable degree of elan and enthusiasm

seems to have prevailed, and to have transmitted itself to
II

'their pupilS. A number 'Of mission trained teachers

educated in this e;;;; talked during interviews of hoW they

had experianced their instructors as inspirational or

exemplary:

.... the wayhe taught us madeus like teach f..ng• 17

•••At high school I found that the teaching of a
child, the method the teachers had brought to us
was one of' the most inspiring itteas in life. I
was very keen on educating other people. 18
••• even when I was still at the primary school, I
dreamt myself being a teacher. And I dreamt
myself being a teacher and just working like a
certa in mistress t Janet 1 who was one of my
teachers. .• and conduct.ing my lessons like she
did and ev&nbeing playful with children like she
used to. 19

A student of Lemanamission in the 1940s tells howhe named

his first-born son after two of th~ mission's brothers. 20
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Another says 1.:ba.t he wanted to teach because he didn't want

tp disappoint the missionaries who had arranged his

schQoling":2 ('J 'This strong sense of vocation on the part of

teachers existed in st~te as we~l a~ mission institutions;

at Ale:iCan.dra.schools between the J.940s the teachers,

according to one of their pupils:

"...fstri ved very hard to d.otheir work... a.ndthey
motiva'l::edus a great deal, and they were almost
role models for what we aspired to. 21

Th? culture of mission education c;lio, advance certain

confo:t'Iitist and imperial values, whicH'had the effect of

inducing some teachers toward conservatism. But that

culture also efUphasizedthe responsibility of the teacher

to the communityhe or she served, and the need for the

teacher to make an exemplary contribution to commund ty

life. It ~enerated amongstmanyteacher5 a strong sense of

coltllhitmentto education and especially to the educational,

aspirations of his or her pupils and the African peor..J-e:f5ts
'" <r:: .'.~-

a whole. In the 19405, facing deteriorating cl.':m~Utionsin

the schools, and in the 1950S, faced with a state

determined on a policy which manyteachers saw as attacking

African educational achievements and aspirations, many

teachers felt compelled by deeply ingrained cultural values

to oppose this process. The ambiguous ideology of

professionalism had helped creat~ certain elements of

teachers' culture Which could provide cultural and

ideological sources of rebellion. Amongst the teache~;.s
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quoted above whospeak so Yf'armlyof mission-era education,

quite a number were involved in thr1 teache:r militancy of

the 1940s and 1950s and some in the. .~c's educational

campaigns of the mid 1950s. The resources of conviction

which generated teacher revolt j;n this period came from

unexpected sources.

;pay AmI Couditi.Qnsas. Radicaltz,ing Issues

The second feature of teacher radic~lization in the 1940s

and 19508was a revolt aq~.inst low pay. Austerity policy

pursued by the state from early in the 1930s held down

teacher's. wagesr an6. wartime inflation worsened the

teachers' plight. By the early 1940s teachers were ~oving

to wagemi+itancy. This reflected, simultaneously, a fear

of deteri.orating status 1 and a reduced Gocia1 distance from

the working class" structurally, teachers' economic

conditions posed a threat to their professicmaJ" and 'middle

class' social standin(j'. Indeed, the relatively high

prestige which teachers enjoyed inside black communities
" \

bore no relation to the low waq~1which they received.

The Great Depression bad serious adverse effects on the

economicposition of African teachers. The first national

salary scales for African teachers were gazetted in March

1.9291 to be retroactive to April, 1928. But because of the

onset of the depression. the state introldUced drastic

cutbacks in expenditure and, consequently, the scales were
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not implemented. 23 The Transvaal African Teachers

Association (TATA)brought a successful legal test case

against the Transvaal DiF~ctor of Educat~on over this
) "

'; . .1"('
issue, and about 500 teachers were, as a res~.:'lt, able to

claim back pay .from the provincial administrat;~ 'n. 24 But

the pat,fern had,~~~~,nset for lit decade of retrenchment"
" .;~;tlta9'nan~,or decI~,,",~,,\greal wages, and pay cuts.. In early

'\

l...?31, a l~.ut of ..15% was imposed on the,) 'salaries of some

teachers. 25 Between 1~32 and 193'* a 7% cut was inflioted

on the salaries of urban teachers, and an 8% cut on those
"I(

of rural teachers earning~f.ore than 50 Pounds a year.26 A

policy was introduced ~I treat'~nS' all n?wly:, appointed

teachers ,tn the Transv 1 af.\ ul'lqualified ~.7teachers for
I

salaJ.ry .pul-'"POses.In 1937-1938, those who had',suffered cU1:p
;i

in 1932",,:;t93ireceive~~""refund, but teachers who had been
u

peU2l1i;,'ed by other austerity
:/ <:?

/1 2'"comperi~tici0~whatsoever. '
/' .
I!very limited improvementb

measures obtained no

rr~e early 1940$ br.Quqht only
I II

inl.,t,;hepay position. Fo,llowin,9"

an interview betwee¥J! a teache:a;,a.i delegation on the

Secretary of Native Affairs in late 1941, teachers salaries

were raised in 1942, and ~hereafter annual pay rises were

instituted. 28 HoweverI conzide:ta:t,le, discontent over pay

remained, a1!d was exacerbated by the effects of inflation.

The price of clothin~; more than I,,'doubledbetween 1938 and

1948, and food prices also rose sharply in the same

period. 29
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In response, TATA, Ji,n 1941 launched a salary ce:1.mpaign.. The

lE~adershipof the clalllpaign included s. Lesc.llan~i'(Chai:L.'"ll1an),

Da.vid Bopape (lai~)e:lran illlp-ortant member of the Communist

1.'arty) I and A.P. Milia (who was to become the thE:loretician of

t,be Afric.:mist curl:ient within the ANe). 30 BOlHlpe, who was
~i

fiU~Cl.etaryof the cal~paign, travelled allover 1:::heprovince,
I

ol~9'SI,nisinga masu: ~rotest meeting, which was held at the
[I

Bantu Men'& Soci;all! Centre, Johannesburg, in late 1941.31

It was as a consequence of the campaign/". act:.ivities ,that

the offioial interview of 1941,

ilI'provements, was 9,ecured. 32
leading to pay

This was followed. by the 'Blanket Call1pa~9'n'; t:reachers took

to weax-inqBasotho ...·style blankets to workr "to signify that

they were unable '1:;0 buY"!thslIlselves suits or dresses" ..33

:a()'!e~"er,a need was felt for more milita,-.t forxl.s of action,

and to obtain br10ader suppor't, especially frol):n parents. 34

rAccordinglYi a ma.ss del!to:nstration was calledf 1t~0be held in

central Joham"esburg on Saturday, 6th May, 1ll.44. 35 At 9

arm. a "rnilei 10'11g proc1assion of teachers, parents and
\\
\\

school children" left the Bantu sports Ground. :;~6

The excitement of this demonstration still ::lives in the

memol:ies of pa:t.'ticipants. A teacher rec&lls:

I think the whole Reef came toqether in th.e Bantu
Sports and they dS1IHmstratod through ElofJE' Street
with placards ... 37
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Another-:_.aacherspeaks in sil'ilar t.erms:

••• all the teachers whocould afford it came into
Johannesburg and we moved street by street
carrying posters ••• Eloff street, Bree Street, in
fact the whole of Johanllesburg. 38

E0nnera and posters were raised - some ~ manding free

universal education and more schools,39 while others bore

the alog,l,ln "fA Hungry 'reacher cannot Teach A Hungry

Child'?'.40 1m attempt was made by the police to stop the

demonstration from pr.oceeding; but the teachers called for

womento go to the front of the demonstr.ation, ana becausJ\
\;\

of the reluctance Q;f the police to attack them, and the
IF .,
1/

determina,tioTl"of the demon$trators, the police had to give

way.41 The rally ~lfter the .demonstration was addressed by

Dr. numa, P~~ide!'1:t-General of the ANCI who pledged his

orqanisati<w's supp10rt fOl; tbe teache;rfi"42

The demonstration l!night Imve been a prelude to even more

militant action; b'.i.tthe ac;tione of some of TATA'sleaders,

and tll.e governmen1:.rsshrE~wdhandling .of the situation,

prevented this fraln occurring. The organizers of the pay

campaign had planned a one day strike to follow tne

demonstration. But the possibility of this occurring was

forestalled when, during the :post=demonstration rally, the

President of TATAinstructed teachers to go back to work on

the neli.:tworking day. 43 The government responded to the

demonstJ;~t.ior,by sending the Minister of Native Affairs r

Major Piet van der Byl, to address the TATAconference nt

witbank in July.44 ~hey subsequently raised the level of
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taachers' annual increase,45 and appointed a commission of

in~luiry into African Teachers' salaries, which recommended

a l:tnifonn salary structure for the whole country and all-

round increases. 46 Although the inquiry's :recommendation

wel~e not implemented until 1948,47 the govern:hent's actions

se.am to have been sufficient I in cOlllbination with the

paEuJlvity of the TA'rAleadership, to bring the campaign to

a halt.45 The 'rATAconfere11ce bemoaned.the inadequacy of

the new pay scales, :Out it. organized nol protest against
Ii

them.49 The assoc~ation s~ems to have been i'n.capable of
I!

mObil!,zing the continUed di1~ct..\nten.tof .teachers over the

pay issue. .A former l1lElmberstill
. [-

improvement in pay ~ter t~~ demonstration was na meagre

one, not worth mentioning ~it all. ..50 'Yet TA'l'Aactivism
Ii

over pay faded at,yay.

Part of the reason for T~~A'S lassitude may have been

corruption amongst its .\.1ead~~rship. According to a former
I

member, tbe considerable resources mustered in the

aftermath of the demonstrat;'~onwere embe:2:zledby at least

one ot:ficial:

Let me tell you ·\;'housa~lds,hundreds of thousand.;:;
of funds were offered by the able, sympathetic
people along the Reef and Pretoria alone. We
Were unfortunate tha1~ money wasn't properly
looked at, because shortly after that we only got
information that .. had resigned. His
resignation leaving ~~ purse, our treasure wth
no pay_ 51
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However, the demonstration was an extremely significant

event, being the first example in South African history of

teachers organizing in a 'trade-union' fashion, seeking to

gain their objeot.ives l:;,ymass action.

This period saw a growth of teacher discontent over wages
I. '

in the Cape as well as in the Transvaal, e~l~nthough in the

former province it '¢lid not manifest itself as dramatically.
I

in Jt1iI1e 1944 I the ~iape Air,tean Teachers Association (C~TA)
I

held .'8. "mammoth"meeting at Willowvale threatening militant

actiCln over pal1 demands. 5::1 CA'rlh'S j ol:..cnal, Teachers'
\.

Y..iJLiJm. kept up a strident de~~and for better pay I for

example commenting acidly on the Royal Fa:mily'S visf~ in

1947:
We hope that [the new pay.scales) will coincide
with tho arrival of His Majesty and his family ;i¥Fc-,c
South Africa so that the latter may see tbe good
things our democratic government is deillg lEor us.
53 "

The lftat;eria.l privation.s wtdch teacher::; experienced during

the depression and the war I and thE! imaerm.:i.ningof their

social position :which this im£:)lied wa~sthus a fundamental

aspect of the transformation 'Of their conscf.cusness in this

period.
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~lmpact Qfpationalism

The third major factor contributing to teacher

radicalization in the 1940s and 1950s was the work amongst

them Qf African Nationalist activists. Material problems

cannot on their ownaccount explain whyteachers' political

attitudes shifted into tl].e partl.cular form they did - that

of an increasing receptiveness to African Nationalist

political ideology - during this period. Although the

initial wage agitation was conducted in terms of a fairly

Inon-political' ideology , it seems to have f~d into the

growil1c;r political self-assertion of teachers ill suhsequ_e:q't

years.

be explained partly in terms of the active work by

political movements to develop 'oounter-hegemonic'

attitudes amongst te~cbers-in this period. At a political

~d cultural level an important impact was mad~~n teachers
in this decade by the elilergence of a new generation of

young radicalized teachers linked to the Aflrican National

Congress Youth League {ANCYL) and the Non lE!uropeanUnity

Movement(NEUM). This tendency toward the politicization

of the teaching profession was reinf~lrced by the first

signs of black urban community organization around

educational issues. Thi\s would beoome pronounced during

the tUrbulent decade of the 1950s. It eertainly began to

place teachers under popular pressure b,) act on political

issues in the education field.
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The 194Os saw the entry of a growing nUllliJer of young

te:lchers into active participation in the nationalis't

movement,and especially into its radical Africanist wing.

This radicalization originated to an important extent

amongst teachers who were graduates of Fort Hare

University, wh:i.ch during the 1940s, became a highly

politicized ins1;itution. Many of its graduates of that

df.iCadesubsequen,tly becamemajor leaders of the ANC or the

PAC. Th~,i:h~ in~;:luded Nelson Mandela (Who graduated in

1940), Oliver T~inbo (1941) I Robert SObllX.We(1949) I Tel'myson

Maki1oll~ne (19471), Duma Nokwe (1949) I and G.M. l':litje

(1944) ..54 Tanjibowas secretary of Fort Hare stU:\ient

Representative ~~oUncil(Sac) in 1941; following a disl~uteI . ..-~

between the studllents=-a.natne University authorities, he was

expelled for re~rusing '~O sign a pledge of good conduct, and

was thus unabl~~ to c6mplet€l his studies for his post.-

graduate teache:::-s' diploma.55 student strikes took f)la<~e

in 1941 and 1942.56 A branch of the ANCyouth League w.as
"

founded at the University in 1948. It gave support to a

nurses' strike at Lovedale., and thisf together with other

clashes with authority, led to its banning by the

University Senate. 57 Sobukweheaded the SRC in 1949, whi~~e

at the same time playing a leading role in urging a morte

radical political programme on the Cape region of tht~

ANC.58 ManyFort Hare graduates Were to enter the te~ching

profession, carrying their political convictions with them.
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When the founding meeting of 'theANCYL, the emerging core
of young radical leaders in the ANC, was held at the Bantu
Men's Social centre, Johannesburg, on Easter Sunday, April'
1944, teachers played a leading role59 and many of them had
gained their political experience in students' or teachers'
organizations.60 Despite their commitments in the broader
political sphjre, the Youth L~a~~ers ~ere active in TATA.
Cliver Ta:ml:o,for example, played a prominent role in the

association~s 1947 conference at Lemana, raising the issues
of compulsory education, TATA's relations with politioal
bodies and trade unions, and the ill-treatment of farm
labourers in the Bethal district.61

A related development which was to have a significance for
the teacher resistance of the 1950's, was the emergence in
the Transvaal of the sChool boycott as a form of community
and student resistance to the state, with the Brakpan stay-
at-home af 1944. This movement erupted When Dr. Language,
head of Brakpan's Native Affairs Department, (and in his
spare time, the Ossewa Brandwag's "native expert")
persuaded the Nationalist Town council to have David
Bopape, a leading political activist who was then teaching
at the Amalgamated MissioIlSchool in the town, sacked. The
motive was apparently Language's displeasure at Bopape's
involvement in community politics. In protest against the
sacking, the community organized a boycott of classes by
2000 pupils, and a stay-at-hOl'lleby tbe entire 7000-strong
workforce of the location, lal';tingfor one day.62 This
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event was an important pathbreaker of combined action by

students and community on political issues relating to

education.

The radicalization of teachers in th'.a<Cape followed a

different route from that of the Transvaal. The politics
whicn became dominant in CATA der! ved primarily not from

the mainstream of African nationalism represented by the

ANe but from the All-African Convention (Me), by this time

an affiliate of t.l1e Non-EuropeanUnity Movelrtent(NEUM), a

smaller, Cape-based black nationalist organization. The

Unity Movementis often characterized in a way typified by

Roux's comment:

African intellectuals, particularly teachers,
found that their profession ma~4e it impossible
for them to participate in mass mOVemel'ltsinvolv-
ing physical danger or imprisoIDuent. At the sc:nne
time they were more politicalJ.y conscious th~n
the masses and realised tho.e enormity of the
colour bar. They therefore sOl.llghtpsychological
compensation in extremist programmes which in
fact were never implemented. 63

. ,1 • . d b dR' 64A s~m~ar v~ewa.s expressle y H.J. an .E. snaons , who

see the movement as lar!~ely confined to IColoured' and

African intellectuals. :I:ntheir view the Unity Movement

emphasized the tactic of the boyco·tt as a way of ~\Voiding

direct conflict with state authority, and concent:rated on

passive propaganda activity, much of it directed toward

sectarian attacks on othe:t:"organizations.
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Howaccurate is this view'? The:re is more than a grain of

truth in Roux a'1.dthe Simonses' assessments. As will be

shown, the NEUMdid rely heavily on teachers f:or its active

support. Unlike the ANC it was unable to create long

lasting structures of mass support. The NEUMfsemphasis on

the boycott as the be-all-and-end-all of political strategy

did often lead to mere Ydsslvit.y. It gener;lUly failed to

put forward any tactical or strategic proposals beyond the

unification of black organizations within its ~f~deral

str'J.cture' and the carri)lnq out of boycotts of state"

polit,ica:l inst.itutions.. It was virulently sectarian toward

other organizations.65

But the NEUMwas not as :marginal to conflicts during' the

1940s and 19508 as such criticism may lead one to expect.

The implication that the social composition of its

leadership led ineviti!ll;'llyto a cautious form of politics

seems a rather reductionist argument; the leadership of the

ANC and PAC also d:reW'heavi.ly on the black 'middle

class,.66 Nor does i1:. seementirely accurate to interpret

NEUM'spolitical behaviour in terms of concer-n for its own

safety and professional position; itls members faced

con.siderable repression froIn the a.tate and cQ:mbat't:ed quite

vehemently those te~chers whoadvol:::atedplt'otection of their

professional position as a priority. The boycott tactic

did not always lead t.p passivity I as for example in the

Eastern Cape during the 195051 whenthe MEUMachieved some

br;'Lefsuccesses in stimulating activity by rural peopla in
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boycotting government attempts to impose new systems of

agriculture, local goverr".lnentand education. While th~

NEUMwas often quite as sectarian, arrogant and

abstentionist as its critics suggest, the movementwas far

from being a totally marginal force in popular struggles in

the cape during the 1950s.

This was particularly so in the field of education. With

the foundation of the NEUMin, 1943,67 its affiliate, the

AAC, began to spread the movement6sipfluence amongst Cape

African teachers. The CATA jOUl.·;-lb_ ,l:tteachers' Vision,

carried articles by writers who advocated. unity Movement

views. One of these, writing under the pseudonym"Vuy'"

VuyiIt, propounded a Marxist-influenced account of South

African society: "Weare oppressed not because we are black

but because we must be exploit':'9d."68 Vuy-vuyi.,advocated

the Me's political line, without mentioning the name of

the organization, and argued that CATA should take a more

overtly political stance. 69 The MC militants t09k the

view that the African teacher could not organize in a

purely 'professional' manner, because the racial

inequalities of South African society would always prevent

them from makingprogress in that way; the only solution to

teachers' problems was for CATA to abandon its existing

strategy of lobbying the Education Department, and to link

i.l.pwith a political mass movenerrt , Vuy-Vuyiwrote on this

theme:
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Howcan professiQt.al dignity abide in the tin
shanties we use as classrooms? Howcan we feel
dignified in hunger and rags and in the presence
of the starved and sickly children WhOIft we have
to teach? And whenwe realise that all these
disabilities are an outco~e of our being discrim-
inated against by reasoniof our colour, we cannot
help .but feel that smug respectability is our
greatest enemy•••

) r

.....h(!jlding annnaa conferenoes and f.Jf.warding
resolutions to 'the Department is a feeble and
hopeless methodto fight the odds against us. 70

.,Already, at the 1944 conference of CATA,affiliation \io the

Me was unsuccessfully proposed (an attempt to a.ffiliate

the association to the ANCalso failed)" 71 However, the

Me wasworking on fertile gr(:)Und:the manifold discontents

of the cape African teachers gained its growing f!u,p'port.

These discontentg were manifest Ln :;reacher's Vision, whichm

carried num.erous articles critical of the national

political dispensation,72 and frequent complaintis about

such matters as racist language.7'3 There were also attacks

on the official prohibition on teachers' participation in

politics. 74 CATAwas com,JUittedto the principle of
I(

tieducation of the whole\ communitywholly financed by the

staten,75 and advocated 3. single education department for

all race groups,76 4emands which i~ themselves raised

questions of national politics.

While the Unity Movementwas generally inSignificant in the

Tr~nsvaalf it did manage, during the late 1940s and early

1950s, to exert an ideological influence over limited

numbers of important Lndd,vicluals in Transvaal teachers I
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politics. Indeed, Eskia Mphahlele claims thaf; at one st~ge

the AAe's influenoe on Rand teachers wa.sgt'Elater than that,

of the Africanist cULrent of the ANC.77

Thtl$ in the 19465, the preconditi()ns ~'()r a radical

teac~ers' movement emerged. Teachers had sUffered

~conomically. They had been pushed it1lto lIl~~tilizing in an" .

active and militant manner for tl:t.e fir~d:' time. The

and the rj~se lof tI.l.e ANCY.Landpoliticization of Fort~.;~'re3
//

the NEUM brought an,1rifusion of politioal alci'~:ivisminto the
d' ~ !

profession. Andthe Brakpan even~s pro~ide~ a newmodel of
~~\ \\;':

political acti<:m Jnvolving c01lllllun~~y,',':SCh09'l.students and
\\ !
'< II

teachers. with. the coming of th\a :.'fat;tona~Party (NP) toI \: li

power and the lmpending implementat~pn'\\,of t'tans for Bantu
n, .

education. ~w radi~i;1l teaohers' l~a'de~'ship.EI'were able to
~"0 . ,- ,

yoke this lega!cy to tea~b.e~'" c6nc~rn o~l3r tble degeneration
\i; Ii '

of education and. the:lr own social pos~tioi~, to create a
/,;/~ ,\ ! i

cdnsideltable wave of teacher resistance to blitate education
"i(

policy in the 1950s.

Tbe Rise Of NewTeachers' Leaderships: 194a-:~~955

Thus far, this chapter has identified the ~Irigins I during

the 1940s and 1950~, of teacher radicallzation. This

section of the chapter will be devoted t.o an examination of

the forms that radicalization took in the I;IE~riodfollowing

the NP's accession to g<..vernmentin 1948. J:n doing so, it

develops the argument that eduoaeLon syst:~:lllfaceq a major
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crisis in this era~ That crisis was 01'.19 of hegemony:the

:mission teachers, along with other popular sectors, were

inoreasingly challenging the existi~; authority relations

of tite education system and the sooiety. Teacher

resistance becamea central feature of the di$integratioD'

of $ohooling, which the NP wouldhave 'bo address if it Wc:re ..

to testore the hegemonyof the dominant classes ~ As we
I

shall see in the :::ubsequen':;;'chapters, L2assertinq control

over, teachers and attempting to create a new :hegemonic

ot'-det which could incorporate them, were cent,ra:l.--i,eatures

·of Bantu Education"

h~-g:e militancy, .. teacher political activism -ind colllntunity~ -

and growing moral revulsion over state policy were

(~ )

be:ginninq of the ]'950s saw- the two lead~Tl'~ A.frie~n
\\

teachers' org-anizati.ons in the country ,:,wing/stroi'l;2lyto
.,
) ;

the left, and began a period of political combativeness Qn

the part of teachers. Undoubtedlythe election of the -NP

Party government and the ennunciation of its black

education policy in the Eiselen commission rep¢rt (1951)

were important precipi tE:\lJtpof these /trends. The NP's

victory undermined African hopes of a retreat from

segregationitSln and ~hus weakenedgradualist ideologies of

social change amongst teachers. The Ei-selen report :witb

its apartheid orientatio:\ and proposal for centralized
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govermrlentcontrol ~)feducation, was seen by tec'Lchersas an

obstacl~a to AfriLcan aspirations and as a threac to

teachers' professional autonomy. tJ'hese events spee(led up

and intensif.ied tendencies amongst teach.ars toward

oppositional activism which had been apparent earlier in

the decade. By th,e late 1940s and early 1950s there was a

very perceptible change in the mood of teacitl.ers. New

radical leadershir:rs ;took over the 'l'ransva,ill Afl!:'ican

Teachers Association (TATA) and the cape Afric/Iln Teat::hers

Associatiot (CATA). Doth bodies waged vigoro'Uiscampatigns

against the introduction of 'SCintu Education' policy and

';Rere able duri.."'lgthe early 1950s, to raise considerilble

SlL1pportamongst teachers for this st.ance ,

In the. Transvaal this leadership came from a Loose grouping

based in Jc.'hannesburg's Orlando township.
c'

The social

::i:ynalUicsof the tot·.rnship help to explain why teacher

:t"ladicalislllwas centred there. Or1an ,0 was est,ittblished ;b;r

'~he Johannesburl~ Mflnic~tpality in 1932; it was to be a

,rModel Native Township'. 78 As was initially more

attractive to higher-inoome seotions of the African

population,79 who were p!'obably drawn by th~~ relatively

good quality of the housing available there.80

consequently, it '~ameto have a much larger intermediate

sooial stratUl'll than any other township_81 But clespite its

size, the 'middle class' of Orlando was not parti(:ularly

privileged. It shared the township with growing numbers of
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the urban poor.82 Transport costs and living expenses were
high.83 According to a Johannesburg municipality study in
1.948, 96% of the population of Orlando lived in
unsatisfactory and unhygenic housing conditions, because of
overcrowding. 84 overallt the middle class of ozLandc had
little to show for its academic or commercial achievements.

The resulting frustration was an important force behind the
politicization ot Orlando in the late :1940s. Orlantlo East
ANCYL and ANC branches were the second largest in the
Transvaal.85 They were not regarded as amongst the most
radical branches,8(.)but Congress J.nfluencewas strong, and'.
af(.:.,~ed pupils and tealChers. When G.M. Pitje came to
teach at Orlando High School in 1945, he found that- the
school students were highly politicized, in many cases
members of the ANC, and were attending :mee"cingsconducted
by the major figures in ~he ANCYLe87 To sum up then, the
Orlando teachers were part of a 'middle cJ.ass' which wa.s
numerically stronger than in other townships, partioularly
frustrated, and thus open to political activity.

~rhenew leadership of TATA arose in the course of conflicts
~rithin the associatic)D in the later forties. After t.he

1!144 demonstration, there wals a backlash from rural
teachers, who saw their colltidgueson the Rand ~s being too
mil.ttant.88 This sentiment produced an ineffective and
conservative, rural based ~ATA leadership from 1945. E.N.
Malepe, President from 1945 to 1947, failed in his attempts
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to set up a permanent office in Johannesburg, and to

establish TATA'smagazine, the Good Shepherd as a monthly

publication. 89 The Pl:esident from 1947, J.M. Lekgetha,

showed himself unable to comprehend the political issues

posed for teachers by the coming of the NP to power in

1948. At the TATAconference of that year, in Lydenburg,

he commentedthat he hoped the newgovernment would do more

"for Africa,n Education as thE! Prime Minister had hald out

hopes of fair play and justice towards the Africans. ,,90

Finally, at the 1949 conferclmce, thea more radical urban

teachers revolted. After an :1l11"'nightsitting filled with

aorimony and allegations of itltimidation, voting took plac~

at. 5 a.m~91 Lekgetha was thrown out of office, and

repla,ped by R. Tahaka, tl'te candidate of tbe urban

faction * 92 This led to a sp~.,it at the 1950 conference of

the association, when, after the ,end of the discussion, the

rural delegates remained behirld ar!d resolved to break .away
() .

from TATA.93 Their new or9an~~aticn, the Transvaal African

Teachers Union erATU) had a base ~.n the rural north and

west of the province t but TA'l';~retcd.ned the allegiance of

the urban Southern Tralllsvaal, especially the Rand, Witbank

and :I?retoriaj T.A'l'AthlllS became largel:v- an organization <.)f

Jioli1:ically aware ur~m teache+,s - in Es'kia Mphahlele'~,;

word~~,Ita hal:d core wh~).believ.~d in th~~African and took no

instl;'llctions from the ~rransvaal Education Department. ,,94

It WetS this constituer.lcy which ill 1951 elected a group of

young radical teachert~ from Orll'!lndoHigh School to the
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leadership of TATA:ZephMothopengbelcamePresident, Estkia

Mphahlele became Secretary, and !sCtiacMatlha:re editor of

the association's journal.95

The 'rATAexecutive appears to have bE~enthe first group of

leaders of an Air Lean organization in the country to

address the sweeping implications of the Eiselen report and

TA[lA mounted a campaign again~t the comm;L~sion's
I

recommendations. It was to be a number of years before the

attention of the mainstream of tbE~ African nati· ..malist

movementbecame fooused on the signifii..ca:nceot the proposed,

new educat~onal system, Mphahlel~ COl1llllel ~t\} " ,."tl~\ that
"I', / ; ;, II

"The African National Congress Wa,~ caught with itz. pants

down as far as the introduction of Bant"J Educatio·, was

concerned, ,,96 an(!l that "it took the ANCa lOflg time to

digest t.he messal~e of our cal'llpa:i.gnin 1951 and 1952. ,,97

~t'he TATAexecu~,ive launched a speaking to;ur of the
il

Transvaal, during which they elabofated a sharp critique of

Bantu Education. Their views in manyways anticipated what

was to become the standard African Nationalist analysis of

Bal'ltu Education as a mechanism of' racial domination.

Acc(:u:dinqto Mphablele:

,WE travelled to various parts of the Transvaal to
addresA teachers' and parents' meetings ••• We
warned.peoplE~against the dant~ers of the proposed
system not. only for the child put· for Africans as
a people with a historical destiny. This
education fli:il:' slavery had to be r·2sisted because
its philosophical underpinning's were wrong. 98
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At least some teachers of his generation share Mphahlele's

hiqh estimation of the role of contemporary teachers I

org,'lnizations in opposing Bantu Educ8ition. One says of

'rATAand CA'l'A:

They were the group who knew tihe dangers ••• Thwy
were aware that the governmentwas removing these
things from the missionari~s f,tndnot giving them
equal education. 99

The TATAexecutive oonvened two conferences on the Eiselen

Report in March 1952, one in Johannesburg and one in

pretoria.100 n Both rejected the report, and manifested
1.1

their animosity toward white liberals by voting to refuse

an invit.ation to discuss the issue with the Institute of

Race Relatians.101 The meeting also decided to boycott the

upcoming festival commemorating the three hundredth

anniversary of Van Riebeeck's landing at the cape.102 The

organization 'tried to G,treng~hen its links with the

community by building or re-vi~alizinq parent-teach~rs

associations - but. this was only successful in a few cases.

The Orlando rad::'cals thus led an active callnpaignwhich had

a real impact. . But the response was a mixed one.

Mphahlele COn.'lnents:n. ~ .most of the teachers did not

understand the full implications of what we were

saying. ,,103

Their acti vities quickly brought the three TATAleaders

into conflict with the Principal of Orlando High School,

Godfrey Nakene, who enthusiastically supported the plans.;
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for Bantu Edueation.104 He was allegedly ir.:volved in

financial corruption over school fees and text-book

purchases, and his staff was divided between his supporters

and antagonists. 105 Nakene reported t,he TATA leaders to

the Transvaal Education Department (TEO) f~r being involved

in the production of a communitynewspaper, Tbe voig~~106

Thel~then received a '.letter from the TED,referring to the

paper as a 'subversive publication' and asking them to

confirm. or deny their connection with it.l.07 They replied,

denying their involvement, and asking the Department for
c

the source of its information.l()S {In fact it seems,that

Mphahlele and Mat:lhareI but not Mothopaligr were active. on

the paper).109 l:lle voice had carried material critical of

the Eiselen reporj:~, and this presumably attracted official

t,iispleasure.110 I Following a visit by a Speci<1.1Branch

~fficer to O:rlana~~High seheot , Mphahlele and Kh~.I.biMngoma
"_< I

i

were charged withii publishing a newspaper withol.lt printing

their names and a<:ldressi howeverI they were acquitted on a

technical~ty~111 The TATAleaders then.sent a memoto the

department, detailing Nakene's mismanagementf:>f the school,

in a b:ld to unseat him.112 But Nakene arranged for the TED

to institute <Ii CI::Immissionof Inquiry into the school"s

staff relations.11.3

Nakene had IH:tle difficulty in convincing the Commission

of his point of view; it devoted most of its efforts to

unsuccessful attempts to find evidence that the ~hree had
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tried to spread their political views in the classroom.114

In July 1952 I Mothopeng, Mphahlele and Matlhare were

sacked1 with one months pay in lieu of notice.11.5 'IIATA

responded with a statement noting that they had never been

chug-ed with any breach of regulations, and asserting that

the real reasons for the dismissal lay in TATA'S opposition

to the Eiselen commission, the Department's polic:b'9S, and

the VanRi$b8ck Festival.116

It soon bec.all\a apparent that the Orlando communitywould

not accept the sackings. When Nakene announced the

dismissals to t.he acheoL, he was booed by the students. 117

On 10 August, a 1118SS meeting was convened at Donaldson

Orlando community Centre by a 'Parents Protest

COl1Ul1ittee'.118 About '500 people attended and a resolution

was sent to the Director of the T:t..t"Jw-arningthat a school

boycott.wquld be called, and alternative classes organised

for students unless thl':t three w~re reinstated .119 A
', i

resolution of ~o confidence in the ~chool board was passed,

ana ,its replacement by one elected by parents demanded.120

~he meeting al~o call~d for the resignation of Nakene

within seven days.121 The community thus demonstrated

support for the TJl..TAleade~s, confirming TATA'ssuceeas in

mobilizing :'r0pular support for the campaign against Bantu

Ed~cation.12~
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Whenthe Department failed to respond to the community'e;

demands, a definite decision was taken to launch the school

student boycott on Monday25 August, and to set up the

alternative classes.123 When the boycott beganlit

li!eceived the support of more than ,two thirds of Orlando

~:i9h sch0r,l's students.124- Ovetr 100 attended the

alternative classes at the DonaldsCIncentre.125 On the

second day of :)·the boycott, the aut::horities struck back;
"

Mothopeng,Mphahlele and Matlhare weI'e arrested and charged

with incitement to public violence.1.26 The boycott began

to lose lIlC)lnentuTIl,and students sJtarted to return to

school. 127 However, on Thursday 4- September, a successful

student rally boosted support, and a big parents rally was

held on 1;1.) Sunday which also helped tQ revive the

cam~aign.128 An initiative was launched to sue the TEDfor

wrongful dismissal of the three.129 When the three

appeared in court on the 8 and 9 September, the Crown's

cas~. rapidly fell l~part.1.3C It was alleged that at a

meeting at the Donaldson Hall on the first day of the

strike, the accused had urged boycotting students to use

violence on those who continued to attend school.131 But

students called as Crownwitnesses denied that the three

had inc~,tcd them to violence; they sald that they had given

s1~c'i.:',e1'tlentsto the effect that the three urged violent

t~~ctics, Ol'''lv because the police had thceatened them with

three years in Diepklc.~ofReformatory if they did not co-

op~'rate.132
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On the second day of the trial, the prosecutor dropped the

charges. The TATA leaders were also able to score a moral

victory during the trial,,, when their lawyer was able to

publicly humiliate Nakene, who was called as a Crown

witness, by raising the allegations that he was making a

profit on the sale of school books by denying students the

lot discount to which they were entitled ..133 (An

interesting side-light on the case was that trhe instructing
~\

•. li
coun'Sisl for Mothopeng was hl.S ANC col~.aague, Nelson

Mand~,la.)1.34

victo:ry.

. I

Tht.'three had won an important psych<>loqical

After this success in the court case, the student. boycott

gained the momentumto continue for some time. A TATA

emergencyconference at Brakpanon 13 september, which was

described as 'the largest evert, supported the threes'

demand for reinstatement, expressed confidence in their

leadership and voted funds for their defence.135

Addressing the conference, Matlhare argued that the

sackings were ~h attack on those African intellectuals who

had "turned their backs on the old reactionary road of

deputa~tionand humble requests to authorities." 136

The };j,oycott came apart when, in October, a shooting

incitiElnt outside Orlando High School gave the police an

oppor't\lnity to arrest a substantial number of students;

eighteen of them appear,ad in eouxt; in early November on
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chaLgesof public violence.137 The tide of opinion in TATA

turned against the three with the boycott's failure.

Mothopeng,Mphahlele, Matlhare and their colleague V.K.

Ntshona, whowas Assistant secretary, were all voted from

office at tlle'rATAConference in July 1953.138

An important factor in this defeat seems to have been the

authorities' refusal to {~gotiate with TATAas long as the

~adical gro'.~ was in the leadership.
.\>.

This resulted in a

"~tand,stilltr in relations between teachers and the
'" \1

au.thor.t~ies whi.ch tended to generate. f:ru.stration on the

part of the association's Inembership.l~9 In the words of

one veteran teacher:

••• the Departmentwould not have any discussions
with the teachers' organization as long as it was
led by those men, bec.ause of th~ir poli tica.l
views. 4.Their case was turned dO'Yln, and the
teachers voted these people out ••. 140

Thus :manyteachers, while sympathizing with the Orlando

group's cause, were susceptible to the argument that the

organization was not representing them effectively to the

authorities. The new leadership seems to have been

constituted through an alliance between relat:vely
j\

corlservati va teachers .~uch as S..P• KwakwaI the new

President, and a section of the more radical teachers led

by G.M. pitje of the ANC,who becamemag~zine editor,141

This alliance appears to have been based on a common

emphasis on the importance of reuniting with TATU,a

position which the previous leading group rejected.142
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Kwakwa' IS success was partly based on his being seen as a

man who could restore negotiating relations between the

association and the department:

The only progress which was made in the
negotiations camewhenMothopengwas succeeded by
Kwakwa. Kwakwa was acceptable ,to the
Depax;-:tment••• to negotiate, to have discussions
with. 143

The ANC's attitude to TATAand its leaders had been a

complexone. ANC militai.'1ts i.~tct'vened in the structures af

TATA;Congress membersin the Orlan.lo 'rATA branch tried to
'/

persuade their colleagues to support the 1950 ANClco~~unist

II'arty strike against the suppression of the communismAct,

while Pi.;jadisse~inated the ANCYL's Africanist ideology at

TATAmeetings.144 Orlando ANCgave active backing to the

thre ..~ during their reinstatement st:~uqqle; the Parents'

Protest committee was h~aded by the ANC branch chairman,

I.M. Maeeko145 and ANCYL membersserv~d on it.146 But, at

(1" national level, the ANc displayed 1imited interest in

'rATA's campaign against Bantu Et,lucation.
\ -,

approached Congress leaders about the

Mphahlele

political

implications of the new education system during 1952, but

failed to elicit muchresponse.147 Perhaps because the ANC

was not, at this stage, giving priol.ity to educational

issues, the Unity MOVement'saffiliates, especially' the

AAC, appear to have some following amongst Rand teachers

at the time.14S The Unity ~o'Y_~mentpaper, the Torch, gave

regular coverage to che ~ndo teacher's struggle, and its
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Cape teachers affiliates CATAand the 'Coloured' Teacher's

League of South Africa held meetings to support the

campaign.149 The Unity Movement'sorientation to education

issues allowed it to gain some influence over -::eachers.

Given the hostility between the v~UM and the ANC,lazgely
\ \

generated by the NEON's; sectar;...,_.,\nism,it. :beCOlM~Smore
, '

undgrstandabl,e why the suspicion of the Oi%~landogroup

having links with the NEUMshould naV'~ ge,l'kerated such

hostility from an ANCleader like Pitje.150

HoweverI i;'l)eorlando teachers leadership was jj:ar from bei~\tg

politically homogenousin their outlook.. Ml)ha:leleseems to
I

have been ir!fluenced by both the ANGL and the' NETJM; during

the mid 1950s he movedrapidly towal."dthe ANC,and ;wasthe
I

lnain speaker ov '-culture and education at its, # congress of

the People' in 1955.151 Mothopeng,a long-standing member
\' ,

of the Africanist current, in the ANCI became a pt-':)minent

leait}erof the Pa.nAfrii;.anist congr\..,,) (PAC) 152, Whatunited

such politically di~jerSe individuals in the 1~~51-53period

was that tllsy developed a critique of B(1mtuE<lucation, and

fought for their ideas I at a time when the l1\,linstreamof

.the nationalist movementhad not yet fully addl~eS$edit::;elf

to the political significance of educational is~ues.

To fully understand the politics of TATA,we need to note

the central role of Orlando, and especially of' orlando

teachers, in th~ rise of Africanist opposition in the ANC

and, eventually, in the emergenceof the PAC. The Mayday

170



~trike of 1950! in whi.ch the ANCco-operated with the

Communist Party .divided Congr2ss into a non-racial

~orted the alliance, and an Africanist

one w.hic;~).opposed it.i53 Africanist dissent on the Rand

crystallized around the leadership of three Orlan&o
/l

teachers - Mothopengf Peter Raboroko and potlak~ Leball~~
1'/

~;;nderLeballo's dir,~ction, the Orlando East ANCYL became

incrsl\singly critical of the ANe's links with non-African

organizations and the influencu of 'foreign ideologies', as

well. as of t.he ANC's view that the boycott of state

institutions was a tactic rather than a principle.154

Africanists <;in the leadership of the school boycott

inclucled 'not only Mothopeng, but also the ANC branch

chairman, Haseko, who led the 'P&~ents' Protest Committee'.

In 1953; Maseko became involved in an Africanist ANC

faction known as the fBafabegiya', and was consequently

expelled from G~ress in the, 41extyear. 155 Teachers were
• .l

extr¢mely prominent in the Africanist opposition with nine

out of the fifteen most prominept Africanists being present

or former teachers, 156 and many teachers within Congress

tending towarn the Africanist faction.157 This Africanist

trend was reflected in the handling of education issues

within the Orlando ANCiin 1955 the't'e was a moveto set ~p

a breakaway branch of the orqanizatio;l"\ in protest against

the national leadership's postpontl3ment of the

::....plemelltation of the school boycott of that year.158 The

role pla:i'~edb:,r Orlando teachers in the developmerr.....of
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Af~icanism can partly be accounted for by the factors

discussed earlier in this charlter. As part of an unusuall~.~

large and confident township 'middle class' these teachers

found their aspirations frustrated by the conddtions of

material life in Orlando and responded by f.ocusing their

hostil.ity on the occupant.a of the social positions which

they coveted; whites as a group- On top of this came the

diminution of teacher's status a~ autonomy, as they were
subjected to the controls of Bantu Education. Gerhart

suggests a fur'ther .r'eason for the feelings of frustration

that fostered Africanism: the lack of professio~al

mobility; of the fifteen most promi.nent Africanist leaders

nine attempted I without success, to break into the f ielda

at med.icine or law. 1'59 The emergence of Africanism in

orlando may thus be attr.ibuted, i11 large part, to the

economic, political and career frust:t'ations of a 'liliddle

alass' consisting largely 0,teachers •

.In 'the Cape, the rise of a new leadership Ln the teach,ers'

assOloiation came slightly earlier than ir., the iTransvaal.

The p.~ro-AAC wing of CATA, which .came to be known as the

"progz'essiveset,160 did not have it all their own way: some

teache'rs voiced annoyance at what 'they saw as the

pt'ogres~dves I neglect of basic material . '161·:Lsstl.es,- whlle

the President of CATA, H. Masiza, (;)j;)poseda more political

orientation, ar-'guing that !lntil a strong class of wealthy

Africans emerged, "so long will our leaders, politicians

and organiza'tions clamour vainly for our rights.,,162 But
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the general trend of events was in the MC's favour and at

the 1948 CATAconference they were abl.e to secure the

affiliation of CATAto the AAC.163 At that Conference,

CATAadopted a 'statement of Policy' which declared that

"Our struggle is inseparable from the cJEmeral struggle of

the African people,,164 and committed CATAto come together

wi th other t>ociies in order to: ..... co-ordinate their

struggle!:; in the fight against their commonoPPx'assion -

tJle fundamental oppression of the Black man."165 While

, other bodies'" was' interpreted in a sectarian sense,

,meaningonly other NEUMaffiliat.es, t~~is shift toward full
:1

,flpplitical cOAUnitmentrepresented an important change in the.
,

Ii '
pOlitical attitudes of CATA"s base. A prominent CATA

member, R.S. Canca, vividly descrlbe1 this process in 1949:

For a lQng time the African teacher imagined
himself to be somewherebetween the oppressed and
the oppressor * Henl'""ewe refused to identify
ourselves with the ~trug9ling masses for we
considered tJurselVE\St.e be above them. Wemainly
believed that the oppressor would suddenly change
his heart and admit us into his society. But
events show us that ;all laws that affect the
miner, the garden boy, the kitchen gj,rl affects
us too~ .•Wecannot ~o much as attain a sinqle one
of Ou.r obj ecti ves u.nless and until black South
Africa has attained it,s freedom. 166

CATA'Saffiliation to the MC involved the incorporation of'

'the unity Movement's political stratelgy into every aspect

of the Association's activity. Even those demands of CATA

r.E.~latingspecifically to education Wiareseen as confronting

wider questions of political power:
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'To seek equality betw'eEln the white and blaclk
teacher is to seek f1111.1sooial, economic and
PQ1litical equalit:t' bet~leen black and white Sou1;h
Af:ricans. Our slc)gan ;'E',qual Pay for Equal Work'
therefore implies tb.a',t our struggle is t.he
g.meral political str1.Jl9"g'lefor the emancipation
o:E the African, lE;7

declared ~iaQhers' Visjt..21lo

The eccession to powelC" of Ia. new leadership in CATAhad a

galvanizing effect on its organization~ll growth.

Membership rose from a mere Gl~ in JUly :L94!~ to nearly
I

2,000 in J'u.ne 1950, and' to· abcue 3,000 in J1Jly 1952; these

figures rflp:tBsenting, res;pectively, about 10%, <~3%and 50%

of the \ total number 'Of ~~frican teachers in the

uThis sp~ctacular growth :L'ndicates a receptivity 'Ion
l/

Cape.1G8

the part

of a' SUbstantial sect.ion of teachers to (~ATA's new

approach.

During this pe~iod CATAundertook a number of initiatives.

The association was act,i ve in campaigning on the, issue of

&'801ar1es.169 During ...950 it use<J. the hearing(~ of the

Eiselen Commission as a p)A~tform to voice its v;tews. A

memo wa~ submitted to the Commission demandin,9' state

fitlancing of education "a~ the same rate per child

irrespectivA' of race or colourto170 and urging the use of

English as the medium of instruction.17:1 It also cppoaed

regulaticns introduced by the authorHd es to reduc,~ the

school popula.tion as a solutL.:m to school oVfJ;l.·crowcUng,

instead drawing attentioTl to t!lC nUl),\bers of unemp.Loyed

teachers. 172 Efforts were made to build up link with
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African teachers' associations in other provinces, but

these did not meet with great successr largely because of

the grip of conservative strains of 'professional' ideology

on those bodies, and because the relevant organizations in

other provinces objected t9 CATA'sA..\Caffiliation. At a

meeting of the Federal Council of the African Teachers

Association (FCATA)at Bloemfontein on 17th DecelIlber1949,

the Cape d~legation Were told that although teachers in

other provinces were:

••• just as political mind~d (sie), if not more
so, than their brothers in thEL~ape••• they had
learned the importance of divorcing duty from
political convicti?ns, and they would not
subject their, professional associations to the
chaper'onaqe of any other bodies, which it was
feared may only result in professional
inefficd~ency. 173

While the TATAo'~ the early 19501$ had a certain amount in

cOllU1.\onwith CATA,it never forged close:;. links, despite a
\

meeting to discus'S unity between the CATAleaders and

Ntshona and Mphah~~ele in Kimberley in April 1953.174

Naturally, more progress was made i,n constructin~ links

with the Teachers' League of South Africa (TLSA),the Unity

Movementaffiliate organizing ,Coloured I teachers in tbe

Cape. CATAand 'l'LSAleaders met in Por't Elizabeth in March

1951 and formed the Cape Teachers Federal Council as a co-

ordinating body.175 And in June 1952 CATAand TLSAheld a

joint conference in Cape Town, at Which L. Bihali, the

president of CATAproclaimed that "we have realized it is

high time that these artificial barriers were knocked
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down.,,176 However, the NEUMnever succeeded in creating a

teachers' union embracing all black teachers in the Cape.

A significant feature of CATA'sactivity in this period was

that it began to forge links with the rural population in

cer1fain areas of the Eastern Cape (and especially the
, Ii

Tr~hSkei). This was to have important consequences in the
,\

mid ilnd late 19S0S. Unity Movement leaders saw CATA

members a\a a cadre of activists throug;h _whom the

organization I s influence could be spread int!!',)the rural

area.177 K&H~ssim-!, a notable Unity Movement figure,

comments in retrospect that ~it was the teachers who were

often our .l,j,nk with the countryside!_tf178 After World War
o

.II the AAC responded to the government's soil

rehabilitation scheme and the various unpopulitr forms of

black representation wit!1. a campaign for u boyc( t of

them.179 Peasant organizations and vigilance committees

sprang up, with which the NEUMclaimed to have links.1SO

It is difficult to detennine the accuracy of the NEUM's

claims as to their influence in the rural Easte:t:'nCape and

Transkei in this period, but CATAme}l'lj;)erswere certainly

a(.!tive in rural agitation .. A few examples may s~rve to

illustra.te this point. On 15 March 1.952, a meeting of Iso

Lomzi (Vigilance COInlTlittee)of Willowvale was hedd at Ciko

~chooli it was add~essed by three CATAactivists, N.

Honono, Makasi and Jadazweni, who attacked the Bantu

Authorities Act.1S1 On 30 March of the same year f the

conference of the Transkei Organized Bodies was held at
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Baziya. The main speaker was W.M.Tsotsi, a CATAmember

who had become General Secretary of the Me, who spoke,

about inequali ties in access to land between blacks and

whiteSi. N. Bonono played a prominent part at the

conference in attacking Bantu Education and the Bantu

Authorities, w~ich, he said, made people responsible for

their o~~ oppression.182 In 1954 it was reported that the

authorities had cal1~d a celebration of the establishment

of the first Bantu Authority in the cape, at Willowvale~

Teach.ers were asked to bring a bottle of brandy each, and

parents to bring sheep, goats and a bullock. But the

celebration was successfully boyc,otted by CATAand Me

su;pporters: only two sheep materialized a~ donations and no

teachers pal'ticipated: "the local magistrate became very

hostile toward the teachers.tl183

The report of the Eiselen coltllnissionwas published in 195'.•

Its recommendations were embodied in legie.lat:i,on in 1953,

but this w~ only put into full effect in 1955.184 There

was thus a lengthy period between the qovE1,rnmentgiving

notice of its intention to transfoJ;'lUth~ system of African

educatdon, and the execution 01: that desigrl. During this

period CAT~.i.was very active in propagandi,;ing against the

proposed 11ewsyst~em. Its publications emphasized its ''liew

that the qovermnent sought to use educacd.em as a way of

generating cheap labGur. The ~eachers' Vi§iQu commentedin

1954 that "The aim [of Bantu EdUf;!ation and Bantu
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Authorities] is to increase the power of the 'herr~nvolk'

by producing ignorant, docile CHEAPLABOUR,CHEAP TEACHERS,

CHEAPGOVERNMENT(sic) Of an oppressed people divided int.o

suicidal factions and feuds amongst themselves - "t~antu

culture,.,,185 C~A/S critique of Eiselen's system

underlined the ethnically divisive role that it)~~Uld play.

T. Tsotsi told a CATAmeeting at Mfula on 2 october, 1951,
i",

I. )
that the government aimed "at starving Africans of

education, sending the~, ~ Jk to tribalism. ,,186
(

The 1952 CATAannu~l conference called on its members to

organize the people and to explain to them the significance

of the :report .187 The main tactic advocated by CATAin

opposing Bantu EducatiQ' ~,s that of a boycott of the

'school boards and COml'L. des which the government was

s"~k1.~9 to establish i1<;e.very community. Its '.\Viewwas that
~ ~

by setting up these bodies, the state was attempting to

make the African people ope~ate the 'machinery of their own

oppress ion' • In order to p)::,event this happening tit
c.

argued, no one should serve on the boards or committees or

in any other way support the administration of the new

schooling system.188 The immediate difficulty with this

strat~9Y was that it did not provide any scope for action

in the period before 1955, when the new community based

administ~ative apparatus had not yet been set up. CATAwas

therefore limited to pt'opaganda activity: but they were

very active in t.f~d fj.i~ld. For el{ample, on 3rd November,

1953, the Western pr'ovfnce "ranch of CATAheld a public
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meeting of more than 500 people in Langa to denounce the

Bantu Education Act.189 On 14 December, 1953, CATAheld a

nation-wide teachers conference at Queenstown to oonsider

how to fight the Act, which two hundred delegates from all

over the country attended.190 During 1954 CATAissued and

distributed two pamphlets attacking Bantu Educati.on, "Yemk'

Imfundo" and "Verwoerd Speaks Out". 191 In April of the
'-.,\

same year, 220 Tl'anskeian teachers and some parents

attended a conferen(~e on Bant,~Education, convened by CATA
\\

Ii ~

at Davies Mission School. \\ They passed a resolution
\\

condemning Dantu ~ducation and.';affirming solidarity with

CATA.192

The active political role of CATAattracted .hostile st~te

attent.ion.; The Cape Education Department, which l:lad for

many years recognized the association as a representative

organization of African teachers, withdrew recognition in

1951.193 Chief Inspector F. de Villiers explained t.o a

CATAdelegation that this had been "done because the

association had affiliated to a political organization

·~hich aimed to "upset the present policy of the

government.n194 Dr.. w. de vos l-Ialan, the Superintendent

General of Education in the Cape, publicly threatened

teachers and school :managers who engaged in politics/195

while D1:'.Eise3.en himself threatened CATAin a .r.~dio talk

in December1953, during which he warned teachers not to
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attend the Queenstown conference.1Sle;; From 1953 onwards,

Special Branch members began to attend all CATA
meetingsc197 In November1952, CATApresident L. Sihali,

and M. Moerane, chair of the local CATA branch, ware sacked

from the Bantu High School, Queenstown, apparently for

POli~ical reasons, while two membersof the association, M.
\\

Mali and J&N. Hlekeani of cradock, were instructed by the

police not to teach for six months.198 on 19 July 1954I

the police carried out a series of raids on the homes of

CATAactivists, in which books, papers, minut4as of

meetings, accounts and address lists were confiscatied.199

The early 1950s were thus characterized b} a levlal of

political activity by teachers, as an organized

\~

occupat.ional. groupt whicli.;was quite unprecedented.

was a measure and a part of the crisis in education.

This

~be Rise Qf Teoch~rconservatism

As has been argued earlier, the conditions of the early

l~~Os did not lead to uniform teacher radicalization.

There were amongst teach~rs those interested in preserving

professional status and material benefits (such as they

were). conservative elements of the prevailing

professional ideology served to tilt sections of teachers

awayfrom attempts to transform their organizations. These

factors resulted in the birth of teacher groupings which

. conceived their professional role as one of avoid.ing any

participation in wider social confl,h':ts, in order to ensure
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both the maintenance of educational standards and secure

their ownsocial position. This section will outline the

developmentdf these conservative groupings. Manyteachers

felt strongly that they had something to lose by engaging

in militancy. Teaching provided most of the opportunities

of employmentopen to Africans with some education in this

period; the loss of a teaching post thus threatened the

teacher with a precipitous fall into the proletariat.

Obviously this was a basis for caution on the part of many

teachers. In addition,. sections of teachers felt that

their social position was undermined by act! vities which

reduced rather than filmphasizedthe differences between

themselves and the African people as a whole. Given the

struggle which attainment of· a teaching post represented

for the individual and his or her family, it is not

surprising that :many were unwilling to put the
\i

opp?rtunities it represented in jeopardy. Th.ere were

elements of the ideologies present in .the mission education

tradition, which underpinned political q'il.ietism. These

pressures toward c;on$srvatism were manifested amongst

teachers by the development, during the early 1950s, of

groups ~nd organizations which reacted against the new

radicalism. This too was an aspect of the crisis of the

educational order: there was no precedent for such a

polarization amongst teachers, and the struggles between

the right and left wings of the te.achers' movements

certainly added to the fragmentation of the education

system in this period. Notably though, the more
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conservative organizations were generally weak in the

1950s. The temper of the times, with a rising African

Nationalist movementholding the promise of drastic social

change, made the ideological attractions of cautious co-

operation wit.h the authoritles very limited. It was to be

only in the 1960s, whenhope gave way to despair, that the

pragll1at:ic-,approach of the 'professionalist' teachers'
>J

(I
organizations established in the 1950s would flourish.

The defeat,;'~:pfthe TATAradicals and the. detlermination of

the new leaders to unite w),,;ththe ai-political TATUwere to
\ .....

have severe consequences for the development of teachers'

}_)olitics in the Transvf.1.;tl. Although for a. While the legC'J.cy

of the 1951-1.953perioe: 'tinqeredJ in that some campaigning

activity Was mounted against Bantu Education, the bland

unity appeals which had been used to defea.t t.:he former

leaders allowed an a-political grouping to dominate TATA.

The reunification with the nore const~rvative '.(IA'IIU in 1957

cemented thA hegemony of the right wing, and allowed

Transvaal teachers to become dominated by a conservative

organizat~1.onalmachine which retained its grip throughout

our period.

suhstantial anti-Bantu Education activity did continue

throughout late 1953 and early 1954. In October 1953 TATA

held a special conference in Pretoria to consider the Bantu

Education Bill. Th.e Bill was rejected, and methods of
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fighting it. were discussed •.200 TATAcontinued its efforts

"to organize stronq parent-·teacher associations (~TA's) .~!ol

In November 1953, the founding llleetin~J of the Moroka -

Jabavu PTA, attended by 200 people began planning a boycott

of school.s· in protest againat the Bantu Education Act~202

In February I the PTAconvened a meeting of 500 parents and

teachers at Morris Isaacson Hall which supported the

boycott, although it seems that the plan,.."'I,edaction never

took place.,tO,$ The meeting was clearly influenced by the
\'\

Unity Movelllent; a report on their Queenstown anti-Bantu

Education Conference was mr1e, and a resolution was passea
-'v v , {\

'\ ';

'whi.ch, in true. NEUMX,'hetori&i',n"'~~O,9p.d the meeting "to teach
'() ('" -. \._,::.;,"-- - \.-.~ ')

the ~~e not to wo~.k 'Chb>machinery of oppression

tl'iGlI!lves":,204 By mid 1954 there had. been TATAactivity
~.

tow~rd fo+~.inq PTAs in Sekv,kuneland, the Johannesburg
\\,i '-

townt:.'hip&l,Lady Selbo~ne (Pretoria) and the East Rand.20Ii

Howevel::the deeply divided 1954 TA'11A i~pnference at which
I'

('~,' .) / "

:KwaKwaand Pitje fought 'bitterly w'ith Unity Movex:~nt

suppo;rtel'.'SI was not auspicious for the future deveLopment;

of the as~\oci~tion. 206 These hostilities were manifested
i!

when tlie. lUipspruit branch, of whj,/chNtshclna ~4!' ',bairman,
, "

was censueed for sending a delegate to the Queenstown

conference,2.J7 The conference passed a resolution

expressing disapproval of sending delegations and

resolutions to the Education Department,208 bu.t this was

the last ~asp of TATAmilitancy. The association

demonstrated its turn aWRYfrom political action when in
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1955 it refused to participate in the ANCl's school boycott.

on the grounds that children should not be ' 1\:lsed' in the

struggle aqainst Bantu Education and "that even a Bantu

Educati'c>nwas bett~er than no education at all. ,,209

'l'he bland appeals t(~ unitl>-raised by TATU21.Ofound a ready

response in the ~:;'aKwagroup. 'rATU was plagued by

organizational and financial weaknesses f and thus was

increasingly interested in a merg$r.211 Following
(~ \ )

negotiations conduct~~d'by KwaKwa,TA~roand 'rATAfinally

amcHgamatedat 2:< 1957 conference in White River to become
\1

the Transvaal united African Teachers Association

(TUATA) .212
.j

The second halfi, of the decade, duri!ll9 which

J~antuE6.ucation Tfll'\S effectivel~ '::"1llplemented,saw an absence

of opposit.:ional response from or~nized teachers in ·the~

Trans.vaal.

A much clearer split ~etween right and left deve~oped
, .

amongst Cape teachsrs. Two pressures we.re crucial in ,this

development_ On the one t'ind, more conservative tnachers

became alarmed at the political stanGe of their

organization, and, ,at!! the sam~I time, were intimidated by

the prospect of conflict with the state. On the other

haitd, the authorities saw CATAas an CJbstacle to the

introduction of Bantu Education, and th~ Cape Educatil'>n

Department was strongly hostile to CATAe The resulting

tensions in CATAled to ~ break-away and the formation of
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the Cape Afri.can Teacl~ers Union {CATU). This split was

primarily over whether, as CATUbelieved, a teachers'

organization should repl'esent purely 'professional'

in'terests, or, as CA.TAargue.d, it should concern itself

with broader. politica.l questions. It di :rided those who

felt that the post-war radicali~ation of teachers hed

underm~nedtheir social position from those Whosaw th$ir

interests. as lying in political action.

The right wing in CATAcomprised t'VlO qroupi).'~qs. One was

the North Wesl:e:rnDistricts Teachers Union (NtmTU) which

was the co:nstituent organization of CATAin the i{imberley

area, and the other, a group led :by 1.0. MkiZ(-~, the

Principal of l,snga 'High School in cape Town. lnvDTU

amalqa:mat'ttdwith CA'l'A in 1947,213 :but t~'-.: ~raft never tocik.

After 1948, at CAT~conferences, NWorlYl'~,'delegates opposed

the association's political orienta";;,il0".1 hind made

unsuccessful attempts to disaffiliate CATAfrom the MC.214

The KiJit:b~r.leybranch defied CATAdiscipline by g·iving its

own evidence to the Eiselen Commissionwithout consulting

the ex~cutive.215 Their militantly a-political outlook was

voiced by a speake.r at. a 1950 NWDTUmeeting, who attacked

both the ANC and the ~AC:

Are.we going to achieve .... chanqe by preaching any
one poli tical philosophy? My answer to this is
an emphatic NO. Rather we will achieve this end,
by helpil'HJ the child to such wholeness· of
development that he cannot only adapt himself to,
but co-operate in devising new social forms. ~lo
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ThusI the NWDTUcounterposed (;.ducaJ.:ionto politics as a

means of achie'....ing social up,1ift. On 4 August, 1951, the

NWDTUbroke ,~wayfrom CATA,on the qr~un(lL""of ;:l~e latter's

AACaffiliation.217

I. 1).. Mkize's history was very different; he was President

of ~ATAfrom 1947 to 1950, and at that ti~e supported the

association 's pro-Unity Movementpoliei.es < 218 HoweverI for

reasons which are unc1ear, his politic~t v~ews thereafter

shifted rapidly to the right. During 1952, his actions

precipitated a major confl,ict in, CATA. The majority pf the

association became incensed over Mkizefs participation in

the Van Riebeeck Fe£tb;all which c,...'TAhad co:mmitt~ditself
i,/

to boycottin9, and over his attendance at an Institute' of

Race Relations Conference (which 1::hey regarded as a

"collaborationist" action).219 Clearly, these incidents

were merely pegs on which were hung far more weighty

differences; Mkize had abjandoned CATA's refusal to

participate in state ....run or liberal institutions in favour

of a gradualist strc" j;lY of seek:!.1'l9"partial reforms and

concessions. Conflict escalated, and CATAcharged that

Mkize had tried to sabotage its 1952 conference by

complaining to the Cape TownNative Commissioner about the

associations v.se of certain funds.220 At the conference ~n

attempt to disaffiliate CATAfrom the AA(;~as heavily

defeated. 221 On ~8 August, Mkize split the annual general

meeting of CATA's Western Province section (the Western

Province Bantu Teachers' League) taking 62 members with
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him.222 From mid i952 to mid 1953, he was active in
attempts to found a Secondary School principals'.
association or a new teachers' association.223 These
efforts successfully culminated in the founding conference
of CATU, held in the Municipal Hall, Grahamstow.n, from 23
to 25 June, 1953, which brou9'ht together the NWDTU and
Mkize's supporters.224 In his presidential address to the
congress, Mkize gave a thorough summary of the views of the
split supporters .. Following 1947 he clr.timed, ~there was
growing on the teacher an unhealthy interest in polit~csHT
which led to the disintegration of CATA and harm to African
Edu.cation, the undermining of the loyalty of staff to
principals, bad results, the closin; of ,some schools and
the lowering of prestige of others.225 C.N. Lekalake's
Vice-Presidential address explained that the union sought
recognition by the Education Department because an exchange
of views between the two p~c!'ties was "essential and
beneficial to the profession. "226 That the authorities
also sought such a relationship was made clear by the ~m~st
speaker Dr. E.G. Schnell of the Cape Education Departmenti
Who stressed the need for a "responsible body of African
teachers to advise the D~partment on Native Education.,,227
Recognition of CATU was granted by the Department before
the union's next conference.228

In the period after its formatiorl, CATV was sucC.!essful in
building links with other provincial African teachers'
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associations which were prepared to co-operate with the

education authorities, and it became the Cape componentof

the Federal Council of African Teachers Associations

(FCATA).229Howeveras ~n organization which was comndtted

to the special iD:terests of teachers and reject.ad political

campt'~9ningon community issu~.s, it had little ability to

attract broad support in a period. of political upheavaJ.•

When, Ln August 1953, Mkize convened a public meeting in

Langa at which Chief Inspector de Villiers was to epeak ,

lean than ten people showedup, a number of whomwere Unity
~ ~

Movementsuppo:t:terEjwho proceeQf;d to denounce the CAW

president. 230 W- ~ie CAW was able to establish t'he kind of
\ .. r

professional lobbying relatiobship with government

envisaged by Mkizs, with FCATAdelegations being received

by the N~t';.ve Affairs Department,231 this did not mean that

CATUmemberswere necessarily CC":''1tertt with all aspects of
\

their lot. They were all aware of th~:adverse effects of

aspects of Bantu Education on their position as teachers,

and ,even to some extent of its political role. Thus at the

(~954 CATUconference, harsh criticisms of Bantu Education

were made. The discussions "disclosed convictions (sic)

that the African$ were going to be given an infer.ior type

of educ~ationni fears of lower exam stand.ards, and

criticisms of. the double shift system and of the fact that

teachers had no say in the adoption of syllabi were

voiced. 232 Thus while the concrete issues which alal.'1ned

CATUmembers were ones which adversely affected th.eir
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professional autonomyand status, there was also a strong

suspicion of the basic aims :>f Bantu Education. This

underlines that it was not differences on educational

issues as such that were behind the CATU/CZ~TAsplit; rather

it was differences over whether or not te~,;;.hel::sr

organizations should take an overtly political stance, at'!ii

whether the relationship of teachers to the authorities

should be one of confrontatf;'n or co.-operation.

'!'he split posed somed,~,fiiculties for CATA. In April 1953f

PondolandRegion disaffiliated at its conferenco and visits

'to the district by executive mem.bers and an emergency

conference wpr.aneeded to bring it back into line,233 While

';.inNovemberattempt.s to disaffiliate Xalanga and st. John's

branches were d~feated. 234 But in general CATAweatherea

the split fairly welll~ Its leadership positively weloomed

its 'purifying' ~effects: L. S,i:J~alllitold the 1954 cor,terence
r.
(:1

that: "CAW was a new organization toaay because it was

free from traitors, collaborators, and disrupters.H235

While this response reflects the lack of realism of CATA's

leaders, it was indeed the '!:ase that the consE~rvative

teachers were not in a position to attract a strong

following during the 1950s.
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Conclusion

This chapter has attempted a detailed study of the impact

on t2achers of the social and educational crisis of the

late 1940s and early 1950s. It has been argued that during

this period the outlook of teachers was transformed, away

from a close identlfication with the existing educational

~,ispensation, and towards a far more opposit.ional stance.

Th~'origins of this are to be sought in the combination of

re~~~tment over deteriorating pay ~"ld conditions, the

POl~~ical and ideological influence of a rising generation

of "African nationalist. political activists, and the

lI'lobilization of teacher's commitment to education in

re~ponse to the Nationalist government/s attacks on black

educatio~al aspirations. Mission educational ideology was

.inherently ambiguous and capable of contributing to a
I

culture of resistance, rather than one which straight-

forwardly reproduced existing social r-elations. The coming

+o power of the Nationalist government and the propagation

of Eiselen' s blueprint for Bantu Education brought the

process of teacher radica.lization to a head. The early

years of the' 1950s saw teacher militancy at: its height in

both the Transvaal and the Cape. But professional

aspirations, the vulnerab].6 position of teachers, and the

more conservative componenta of mission ideology also

generated conservative currents amongst teachers. However,

the insurgent political climate of the 1950s WB.S not

conducive to the flourishing of such groups. The
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disaffection of teach.ers 'N'asthus a central component;of

the critical situatiol:l facing the Nat..ionalist governmentin

th educational spheJt:'e. Regaining control over teachel.·s

and attempting to win their aJ,legiance were to be major

aspects of the res'cruct:nring of the Nation;!!l Party's
. ,

restructuring of blt~c'k,~tducation during the 'period from

1955. This restructurinc.:r and its E!ffects are the ..SUPjlf~ct

of the next chapter.
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CHAPTER FIVE: THE IMPLEMENTATION OF 'BANTU EDUCATION'
POLICY IN THE LATE1950s AND EAFLY 1960$

Ths two previous chapters have argued that South Africa

faced an urban social crisis in the 1940s and early 1950s.

The inadequacies, failures and internal conflicts of th~;

existing educational system were, it was contended, in

large part a product of this wider orisis. This chapter

will argue that circumstances impelled the Nationalist

government, dUring the 3.950s and early 3-960s, toward

relatively pragmatic poll.:~j~s aimed at addressing urgent

problems of social contrd.a.and labour reproduction in the

urban areas. T'heir policies were a response to, and a forltl

of resolution of, the urban crisis of the previous decade.

Bantu Education policy, as pursued by the state in this

period, was primarily directed toward the social control of

urban youth ana the re-or9ani~ation of urban life, and the

reproduction o.f the labour force.

-
State education policy in the period 1955-1962 shows the

features of a policy forged under the pressure of the urban

crisis. Firstly, a muchlarger education system than had

ever existed befo:te was created, allowing the state, for

the first time I to draw the bulk of urban working class

youth into the schools: education was thus set on a much

more firm footing than before, as an agency of

socialization. secondly, financial mechanisms were
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developed which allowed the state to create this new
education system on the basis of exceptionally low levels
of expenditure, thus overcoming political and economic
obstacles to educational expansion. Thirdly, the re-
organization of education provided a new artioulation
between the labour needs of industry and the school, in
which the requirements of industry for semi-skilled labour
were far more ad~quately met than had previously been the
case. Fourthly, the Nationalist government utilized
education in its attempts to create a new hegemon~c social
order. In particular r it attempted t:.; incorporate black
parents into the running of the school system through the
establishment of school boards and co:mmittees. It also
attempted to generate divisive ethnic identification with
African cUltural and linguistic groups, by emphasizing the
use of African languages in the schools. The aim of such
practices was to create a political consciousness which
would accord with the ethnically divided BantUstan system.

'_)

The fact that central aspects of this new educational
dispensation, such aa the closer linking of education and
labour need, and the more effective social control over the
urban labour force were clearly in the interest of capital
does not undermine our earlier critique of the view that
the state was automatically impelled to act in a way which
was functional to capital. Verwoerdian bureaucrats on the
one hand, and predominantly Anglophone industrialists on
the other had distinct ideologies and interests. RQther,
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it is argued that the specific circumstances of the 1950s

induced the former to act in a way which was not in

conflict with the needs of the latter. The depth of the

urban crisis, the scope of political mass mobilization and

the delicate state of the economyforced the state to

address the urban issues most urgently, and to refrain from

major attempts to uproot the urb3.n workforce. The

consequerre urban restructuring was in line with capital's

needs. But there was no reason why, in different

circumstances, the complementary character of this

relationship wouldcontinue. Indeed, in the end, it was to

break down.

This chapter provides support for several of the major

."\.
propositions advanced earlier • In arguing that Bantu

Education was, in its first. phase, a response to urban

social crisis, it provides evidence for the argument that

the policy must be understood in relation to the processes

of urbanization and industrialization. Insofar as it shows

how state policy tried to control youth and. contain

political dissent, it suggests howstr1.;l9'glestraverse, and

are embodiedin, the structure of the state. By arguing

that the education system became orientated toward the

reproduction of semi-skilled labour I it emphasizes that

Bantu Education involved the reproduction of varying and

historically changing forms of labour. In stressing the

struggle for hegemonywithin the education system, it seeks
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to show the usefulness of understanding such struggles in

terms of the concept of hegemony.

TheNatiQnal~i~ ResPQns~to UrbanCrisis

crisis, originatinq in the phenomenaof the collapse of

reserve agriculture, secondary industrialization and rapid

urbani~ation, threatened the social order in fundamental
, i

ways. On the one hand, slum housing, crimep inadequate

sChooling facilities and poverty threatened the very

reproduction of the working class as a 'Workf~rce with the

appropriate level of $kills, work cUscipline and 'physical

capacity r.equired by urban employers.
r

On the other, th~···

communitymovements!trade unions and African nationalist

pOlitical campaigns Which arose in response to these

conditions * posed,i direct political challenges to the

domin1.Ultclas$~s. The urqency of the situati~:m dictCited

that the policief-' of the period before about 1962 were

eri ven more by T:iragmatic considerations of 80cial control

and labour reproduction than by the Nationali£l~t;8 long-term

ideological vision of the -astablishment of autionomcusblacK.

political entities and of a purely migrant black workforc·e

in white areas. The 19508 did see the setting up o~e the
legal and adll!tinistrative equipment necessary to the

implementation of Verwot~rdl's'Grand Apartheid' dreams. f3ut

this apparatus could not be fully utilized until the

existing urban crisis had been resolved. The Nationalists

:realized that 'they could not wish away the existing kilack
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working class. It was, therefore, necessary first of all,
to provide minimal conditions of social reproduction within
the urban areas. This the Nationalists did by permitting
major expansion in urban housing and education. They also
followed a largely pragmatic policy in relation to urban
employers' utilization of black labour, deviating
considerably from their formal oommitment to lIigr(1~'{labour
and the relegation of blacks to unskilled work in the urban
area. At the same timet a pre-condition of more thorough-
going apartheid policies was the destruction of the popular
and working class political resistance. This the government
energetically set about, CUlminating in the crushing of the
ANC, the PAC and trade unions in the early 1960s. The
period up to 1962 can thus be seen a8 one in which the NP
fellowed a relatively pragmatic attitude toward the urban
proleta,riat,seeking to 's'Cab:tlize'it by, on the one hand,
changing its copditions of social reproduction, and on the
other, crushing its political organi~ations. i~ There was
little indication of outright subor.dination of the labour
needs of urban> industry to the NP I S long term ideological
goals.

Bantu Education policy did, in the short term, and in
combination with the strengthened security and economic
position of the state from the early 1960s, achieve success
in stabilizing the education system. However, in the long
run, it created new problems for the state that were to
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help generate a greater crisis by the 1970s. The low level

of expenditure on black education ensured that material

inequality would continue to be a major grievance. The

attempt t9 establish a new hegemony might assist in

creatinq some social forces willing to work with the

government, but it generated new sources of resentment by

damagingthe education system, and was in the long run,

inoapable (Jf winning' the allegiance Qf the uss of the

people. As we shall see in subsequent chapters,

government's insistence on emphasizing primary e.dUcation,

together with the ~olicy of job reservation, i w~s to
. \,~

gen~rate chronic shortaqes of skilled labour; while the
'II

\i
creation of a mass education system was eventually to turn

school students into a powerful social force with a common

identity. The '1J'ictoryof Bantu Ed.ucatio~Jwas a d.$v,isive".

but a very temporary one. if ((

I))

~ghOQ18 and SOCiAl ReproguqtioD

Wh.i1.eBAntu Education was a particular ideoloqical form of

resolution of the crisis of the social reproduction of

youth, it did address a task which wide sections of the

dominant classes believed, had to be resolved. As argued

in chapter 3, there waswidespread agreement betweenNF, uP

and liberal political. forces that a state directed

restructuring of education 'Wasurqently necessary. It was

at the level of the ideological prooesses that entered into

the formation of Nationalist Party education policy that
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N~\tionalist practic<.t differed from the education policies

advoc~~adby UPand liberal circles. The NP's Sauer Report

of 1947) advocated a strongly restrictive attitude ,to black

urbanization. The migrant labour system Wl1S to be

reinfl')rceci and the black middle class was to qrow in the

reser,\i'es I which were to be the centres f,'.f blaq,k

developni~nt. This; ref::lected, in pa.rt, the veig'ht of

agricultural interests within the NP I whose accesa to

supplies of plentiful cbeap labour was threatened by the

drift to the towns. The upt's Fagan Co_iasion (1948) on

the other hand advocated a gradual and, controll.ed move

'toward a permanently ur~nized 11\~'I.lr force I anti toward

fostering an ur})an black middle class.1 Fagan's findings

reflect the need of industrial capital for a perltlanent,

I st,ahilised I urban work force. 2
fL,,· !

.)

In practice, tbe liP's

policies during the 195Cs diq not conflict with th.e needs

of industry tel anything like the degree tha1:~ these

ideolO9'ica.~differ4!nces might suggest. The NP did. show a

~ clear recognition that it could not sWC:iep away tne urban
,\

working class, and needed t~ regulate reprodu~ti Vii!! process
\' i

in ordEr to utilize and. control the working class', The NP
i

leadership accepted that the black urban proletar:~at would

stay in place for the foreseeable future.3

In key areas, government policy harmonized with the need of

capital to secure the reproduction of a pezmanent; urban

proletariat: the state was obliged to impose its solution

to the problems of the urban areas before it could proceed
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to moveto grandiose social engineering. Housing policy is

a centrally important case in point. Mass housing schemes

were deve:tc~J:X!dduring the 1950s in Soweto, Kwaza.khele

(Port Elizal.:H,th), Duncan Village Extensibti (East Londen)

and Nyanga (Cape Town), to naae only the most important.

Muchof the burden of. this was borne by the communities

themselves; and by emtoloyers, ...l-OU9h taxatioll.4 This

ma&$:1vegrow1:h in hous'$"ngwas accompanied by a qro~~:'ng

differe'fltiati,on in the types of housing provided in the

tOk~ship~) not only in that migrants were placed in hostels
)\ c,r .)\

andlil residents in houses, but also in \\hat, ~ncreasinglYI
II _

di~~ferent types of houses were provil~ed for d;.fferent

':9cO~Q'Jlic strata. 5 Thus, housing POliC~~ clearly played a

I';;entral role in 'the reorganizing the rep:roducti ve process

c.lfurban work~llrs.

TJ:l\e.stablishment of t'.GeBantu ECilcation Fystem formed a
. \ \.

crucial part in this state-directed reor9a~1.1.'1.ationof the

rep1roductiort lof the urban work.ingcl~'Ss. It wa&:a turning

PQi,l1t in prc)viding an educational system capable of

exerting social control over black youtp, and. reproducing

the labour fOl:"ce. The mission school sys;temhad manifestly

been unable to do this. The introduction of Bantu

Education began the establishment of a mass education

system embracing the bulk of working class youth. For the

first time the state was able to draw the majority of black

urban youth into its education system on a large scale.
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1955 marked the first year of the implementati.on of the

measures provided for in the Bantu Education Ac'lt of ],953.

In the decade from 1955 to 1965, the nU'4\bers I::>fAfrican

students in school cloubled from about one milliont to about

two million. 6 The j,950s saw this eQ;t~et.\tionalrestruct1Jring

focused on the urbi,.n areas: for eXample, scneo), student

numbers in the urban Southern Transvaa.l grew fast:.er in the

1957-1962 period t,han thos.e in mainly rural N01:'thern

Transvaal. 7 (See Fi,gnre 1.) Thus the late 1950.:~marke.d a

dra1ric;,ticadaptation in the education systel!!.to the; ta, of

cOfPtaining and contr1olling urban youth ..

Year

AFRICANPUPIL NUMBERS
(litural) Northern (Urban) southern

Transvaal Tral'ilsvaal--------------------~--~-------------------------~--~------
1957
1962:

243,688
299,144

231,143
310,784

----.~------------------------------------- ....-.--1__ -

~..igure 1:

Growth of African school student population in the urban
Southern TransvaaJ, outstrips that in the rural Northern
Transvaal. a

As in the case of hou/sing, education policy unfolded in a

way 't"hich was not centrally in conflict with the needs of

employers for a stabl.e, permanently urban and semi....skilled

work force. Thou1Jh the NP's educational blueprint
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projected a rural based future for black education, this

thrust was not rigicitly implemented. rlhe new f.orru.of

education met the cri t1cisms which had been put fonrard in

the 1940s and early 1.~50S, by both the NP and t.he UP', of

the ineffecti ~i-T\leSSot tile missionary dom.inated schoe.,

(discussed in Chapter 3). By bringing the bulk of l.1rban

African youth into a few /"ears of basic schooling, Dantu

Education provlded a mechanism of social control Which

could be ustld to fight crime and political militancy 1 and

at the same time gener1lte a semi-skilled work force. To a

la):,9'eextent, the Eise~:encOlDlUissj,onr~port me't the demands
c-:
~F

of liberal educationaJL spokesperson. Just as in the

diractly ~conomicfield., there was a considerable degree of

practical convergence betw~~n 1il:>eraJ.s, the UP and the NP,

especially over the neEHdto counter urban youth crime and

political agitation thrl:">ughs;;::hoolin9, and also on the need

for closer alignment o:E schooling and the labour market.

/j Opposition politicianet :~ike the liberal Margaret Ballinger9
/,II and D~L. Smit, and liberal ,.adl1dnistrators like J. Dugard

welcomed the Siselen r(~port.l0 They supported Eiselen's

call for!' central government control of African education,

(while disputing whethelt:'this should be under the control

of the Department of Na1:iveAffairs), 11 ana uid not object

to the commission's advocacy of vernacular languages in

primary school, as this 'wasalX'eadystandard practice up to

standard IV.12 The white opposition, whether liberal or

mainstream UPI concurzed with tr.te NP aim of providing a
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,basic: elementary education' for all children as rapidly as

possible. 13 It was only when it became clear how strongly

linked to apartheid policy, and how under-financed Bantu

E(iuca!~ionwould be that white polit.icians to the left flank

olE the government became seriously critical of state

education policy ..14

I',

The g:r::'osslyracist and inegalitarian character of the new

syste$ should not obscure the fact that. it was the first

'time that a mass education systarn effectively including the

black 'I¥'orkingclass had been put in place if! South Africa.

Importcllntparallels can be drawn between the imposition c:f

Bantu Education and the establislhment of mass schooling in

industrializing societies elsewhere.. If one examines the

growth of mass schooling in la~~e 19th century Europe and

Nc:rth America, for example, one sees noteworthy

stmilaritias to the south Afr~,can situation: there too
I

sr;::hoolinqwas seen by dominant s:pcial groups as a response
II

to the need for social control o~~erworking class youth, as

a way of producing appropriatelYI trained labour, a~!i as a

m~ans 0:1 political socializatIon Qf youth.iS BaYlt1.l

Education was unique in the forlll of it,S racial ideology;

but it was far from unique in .its role in providing an

educational app:t'opriatestructure to monopoly

industrializatioDu
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The Financing of Bantu Education

The new education system tc.10ka form which enabled the

state to solve the problem of how to institute a mass
..

education system while keeping costs as low as possible.

The NP government of the 1950s was constrained from

providing adequate finance for black education by a n~~er
i)

of factors: its own racist base and ideology generated

st7:ong political pressures against expenditure on black

education; 2mployers were unwilling to pay, through taxes,

for social services for their employees; the South African

economywas less robust than in either the precedin~f'or the

subsequent decades. The new policy enabJ.e6 the state to

recallcile its need for a newmass education syst.emwith its

unwi'llingness to pay for it, largely by transferring the

ecc)J'lomicburden onto the shoulders of blaclt. communities,
..., .. 1)

t~(ereby enabling the Istate to insi.:.itute an educational

reorganization at a particularly low cost to iteelf.

The NP built Ba.ntu Education on l!I Shallow foundation,

charaoterized by rigid cash limits. In 1945, JoH. Nofmeyer,

as the uPts Minister of Native Affairs, bad decoupled

expend.iture on black education from the Lncomefrom blac.Qt

taxation, to which it had previous:)y been linked: black

eduoat.Lon became a charge on the general revenue. 16

However, with the passage of the Bantu EdUcation Act in

1953 t the Nationalist government adopted the policy that

all expansion of expendH;ure of African education had to
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come from expansi.on in the level of African taxation

revenues. 17 In 1955 the statutory contribution of the

state was pegged at R13 mjllion, a level at which it was to

remain until 1972; four fifths of taxation received from

Africans was to be channelled toward education.18 Dugard

suggests, interestingly! that this was in fact a concession

by Dr. Verwoerd to the most extreme wing of the NP I who

were opposed to any sUbstantial spending on black

education. 19

The policy put an enormous financial strain on the

resources of''the education system.. Per capita expenditure

en Africat~ education fell from the equivalent of R1.7-08 in

1953 to R12'""46 in 1960.20 The consequence was a grossly

inadequate level of material provision in the education

system constl:11ctedby Verwoerd. A teacher comments:

It got 'Worse in that the population of school-
qo,~Xlg aJ;,ildren increased and funds were t,ied. so
the lDat,erial progress did not match tbe human
pO~"Flati.onthat was coming in. 21

The C01'lCretE~breeze-block buildings .thrown up in the

townships ()f this period p:r:ovided cheap school

accommodationat the expense of any modicumof comfort:

••• when it became too hot the children tended to
fall asJ.eep and no amount of :motivation would
make them alert, and in the winter [it] would be
too cold so they were more concer~ed in trying to
keep theimselves warm. 22 ' -

Another teaC"her comments that whereas mission school

classrooms ~~ked like classrooms once one entered a Bantu

Education school:
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it took ti7.neto acclimatise to a place that looks
like a sta,ble. 23

As a result of C"overnmenteducational financing policies,

pupil teacher ratios worsened from 42,3 to ,. in 1946 to

54,7 to 1 in 1960.24 In somecases:

teachers •.• had to teach classes of up to 65 or 70
per ses.sion. 25

As a further cost saving device; government introduced the

concept of double session teaching. Under this policy,

primary school teachers took two separate classes a day in

shifts.26 This had severe and deleterious consequences for

the quality of the education provided:

The teachers would be too tired to teach in the
afternoon, they would find it boring teaching the
same subject, the pupils who would come in the
afternoon wouldn't be as alert as pupils whocame
in thg morning. 27

The morning group up to eleven thirty, they w<are
alright.. Nowwhenthose coming in the afternc>on
.....it was impractir.:al.. They <lldn't, learn mu<,h.
The children came, they played a bit, becclme
tired. 28

By 1958 seventy per cent of primary schools were ~~eaching
"

double sessill>hs,29 and there are reports of Inscances where

teachers had to take three sessions a day~30

The approach of the state to the financing of black

education harmonized ,~ith the desire of capital to avoid as

far as possible, subsidizing social services through

taxation. Ma%imaleffort was exerted to makethe wages of

African workersI rathEar than taxation of employersI provide

the basis for the reproduction process in the townships. .

The state sought, for example" to avoid any expenditure on
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the care of pre-school urban children: when Ekutuleni

Mission, the only Nursery School Teachers' Training College

for African womenwas closed in 1958, a Native Affairs

Departl.:lentspokesmancommentedthat: "Wewould be glad if

Bantu parents would take more responsibility for this type

of thing.,,31 The state also sought to extricate itself from

any responsibility for the metintenance of students by

aiming to replace boarding schcof.s with day schools,32 and

by reducing expenditure on school feeding from R893,OOOin

1955 to R50,OOOin 1964.33

The consequepces of government r.efusal to spend adequately
((

on education~ combinedwith thi~.i.rattempt to use education
IIII

to further '\t.he bantustan lEiystem, led to a growing

"demoralization \~mongstteacher:s:
II
'\

I think th\_~mission Schools provided a better
type of educ~~ion since they prepared the child
for a higher ••',calling and they also prepared the
child for a ~~aningful role in life. Bantu
Education on ;~heother hand apparently deprives
the child o¥{his self I of his personality and of
his realisation~ 34

Such feelings resulted in the decision 01: manyexperienced

teacher's 1::0 resign from the neweducation s\ystem:

•• "Hlere in Johannesburg.«. we had teachers who
resic;rned- they never cameback.... 35

.... 'l~heolder teachers knew the differences and
implications between Bantu Education and the old
system, the Transvaal Education Department. So
they resigned. 36

This outflow ()f committed teachers led to a further

diminution of 'che qu,ality of the educational services.
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These resignations and tbe simUltaneous develop:ment of

larger scale low grade teacher training programmesresulted

in a decline in the average level of teacher

qualification. 37

Though in the 1!l50s such educational horrors occasioned

little commE~ntfrom business, by the end of the next

decade, official parsimony in education spending would

become a serj:.ous issue, as industry became aware of the

gross defic.!i.encies of such an education order in providing

skilled labour and social s1:ability. But in the 1950s·such

considerations did not disturb the slttGoth meshing of

industrial neel:l.s and .tate educational policy. The brutal

financial poli<t:ies in the educational field imposeo. by the

NP had allowed them to create cheaply- a mass educat:.ton

.ystem. It ~ras a successful response to the conflil.':t

between tn('- -"state I s need to restructure urban werking Ola$\'i
II/'.

life and ''the unwillingness of conael;"vative politicians,

apartheid ideologistsr a:nd industrialists to pay for it.

EdUCAtional Re-!!;lrqanizatiQn a,nd rndustl:Y

Bantu Education provided a new kind of articulation between

the reproduetio:n of newforms of skilled labour in schools,

and irldustry. say this is not to adopt, a fu.nctionalist

conce;ption in which capital simply has its labour needs :met

by the state. There is almost alwaysI in educatic;mal

policy formation, a battle between Jiifferent dominant class
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interests, bureaucratic interests and mass pressures from

below, which all go into decirting the outcome. Howeveras

sllIqgested earlier f in the 1950s the state was not yet

attempting to uproot the industrial working class (as it

was to try to do in the 1960S) and was willing to

accommodate industry's im~ediate need for urban semi-

skilled labour• By semi-skilled labour I .ean that in

monopolyindustry f automation increasingly elil'linates the

split characteri.$tic of small, competitive, industry
\i

betweenunskilled hands and artisans. AU the skills of 1~he

artisan r;re incl'easinqly repJaced by machineryt the high

grade t_chnician capable of repairing and setting up

factory aachines co.es into his own. Onthe other hand the

:machineoperator eJIerges as a new kind of labourer: the

soi-skil.led worker who requires skills Qf literacy and

nU1!leracyand an internalized work discipline.38 The

generation of such semi-skilled labour was an imp~rt.ant
j. .,

part of the new education system's early aims. It was

widely believed by state officials that :ro1ur years of

schooling was sufficient to provide basic litel':,acy and Some

knowledgeof English and Afrikaans, and a basis for further

education .. Thus the~e first four years WE!?fe seen as

capable of providing a level of edu«l~ationappropriate to

se!!!.i~skilledwork. The initial thru~lt of Bantu Education,
was thus toward the expansion of these first fO'uryears o~

schooling.
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A flexibility was shownby the state in reconciling its

formal commitmem.. to job reservation with industry's need

for semi-skilled labour. It was the utilization of black

labour in these semi-skilled positions, rather than in

artisan positions, which was really at iasue. Potential

conflict between government and indust:r'Y was largely

averted via the device of the floatirjj(} colour bar: white

workers were upgraded and blacks moved into the positions

vacated by them..39 The United Party itself had, when in

government, followed such a policy I seeking, "as Lewis puts..
U

it, "to reorganise the division of labour to l~aintain

racial hierarchy. K40 The Nat.ionalists took a ;i~ilar
u

approach, allowing blacks to move into semi-skilled

occupations as whites movedout of them.41. Cleftrly there

were differences of long term interest. between

industrialists and government, especially around whether

blacks would ultimately provide urban artisans. By this

time it, was becoming increasir;lgly clear that white labour

could not provide a larq-s.r proportion of artisans:42 But

demandfor black skilled lind clerical labour \o1a~low during

the., 1.950s, compared with tha.t for semi-skilled labour ..

Conflict was further post.:ponedby the slow growth resulting

from the slump of the late 1.950s. For the time beil.'l.g

governmentpolicy on labour did net present major obstacles

to urban industrial employers.·43

Bantu Education was not; an except.Lonto the complemental:ity

which exiet.eC between the Nationalist I s policies of the
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19505, and the skill needs of industry_ The educational

policy put in place by the NPin the mid 1950s concentrated

on building up the first four years of primary education,

as its main initial objecti ve _ J. Dugard, a Regional

Director of Bantu Education at this time, says of his r; ~

that "Our first aim was to promote literacy by making it

pO$sible for as :manychildren as possible to complete the

·irst fou:t::.years of school. 1,44 The basis of thi$~ four

year emphasis was spelled out by the Minister of Bantu

Eiiucation, W.A. Maree, in 19~4T when he asserted in a

parliamentary debate that a Standard 2 (i.e.. four year)

education gave a child an ability to read and write in his

own language,. a reasonable knowledge of the two o·fficial

languages, and a basis for further education. 45 The point

is clear: four years in school was seen as providing a

basis for se~i-skilled labour requiring a miniMalnumeracy,

literacy and work discipli]\e, and ft was schooling at this

lev~l that the state sought to encourage. Thus, given that
industrial employers were interested \in J'sing black urban

labour primarily at a semi-skilled level, the basic thrust

of governmentpolicy was in line with their need$. (It may

be objected that four years of schooling could not possibly

provide tills ski lIs identified by Maree: however what is

important for our purposes is that policy makers believed

that it could.) In the urban areas this emphasis was

encouragedby the state's policy of making it. possible for

white municipalities to finance the building of African
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lower primary schools, whereas higher pri~ary and secondary

)hools could only be .established where communitybased

school boards paid half the cost.46 This priority was even

built into the physical structure of the townships: pians

for township expansion in this era included space for new

lower primary schools, but old buildings had to ])9 used for

higher primary and secondary schools.47

Althouq'h in the field of technical educa:tio1n, racist

ideology triumphed over capitalist 'rationali,t:t' and the

number of technical t:raining places for blac]ts sharply

declined, 48 this was not a major issue for employers, who

as yet di~ not showmuchinter~st in the trainintjJ of black'

artisans.. The state also showed a willingness to assist

industria~~sts in obtaining suitable employee~t~~ough .ore

systematic channeling of persons with appropriate: abilities

into different levels of the school system toward!different

levels of thg labd~r market: during the 1950s th~~National

Bureau of Education and social Research emba~~kedon a

project to develop intelligence tests for use J!.nAfrican

schools. 49 ()

Whereas :missionary education had provided a h.i.gh-level

academic education for a small elite, .and failed to reach

or to educate effectively primary school student:s. Bantu

Educati.onprovided mass primary education.. This change of

empI/.isis fitted in with industry's need for semi-skilled

labour I and its lack of interest in training blacko fot'
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skilled or ltlanagerial positions. Whatever the ideological

differences between Vcx-woerdian bureaucrats and.

.~iQstrialists f the educational policies of the state up to

the early 151605 did not give manufacturing industry major

cause for cQlnplaint4

Christie ~mgcollins50 have rightly drawn attention to the
.' (\.

hegemonic btiaract~r of the Verwoerdian design for Bantu

Education. Verwoerd and his cohorts did aim to" create

mechanisms fc)r the incorporation of lrll.ackswithin the new

political ord~r which they were propounding. The
'holn611ands'would provide the arena within "oIlhichblack

po1ttical advance..ent and educational develop.."nt 66uld
taJ~~~~ce. ~he Na~i~nalist government tharexore sought to

esta&':i.isha .·aans by '\ibieh the allegiance of sector? of the
,<,

black popul~.t~.onto a conception of their future as in~,.the
'\,
CI

homelands, .ccruld be secured. In order to do this,

otructul as w,ould have to be set. up within which such

incorporated, sectors would cometo see themselves as having

a role in detElrminingtheir '*future. This illusion of self ...

determination would enable the domina:.':t;',.st.)cial gr.C"·/:ps to
\' " (.J <~i

exercise control without being perceived to ba doing so.

Verwoerdquite explicitly outlined his aims in education in

these terms in his 1953 speeches to Parliament on Bantu
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Education. In these he called for a fCllrm of black

participat:i.on in black educational administration

•••wh:lchwill make him [lithe Ban'cu"] f·~el that
he is co-rElsponsible for his education but that
he is; .aISlb assisted by the quardial,'l I"the
EuropE~an"]Ln so far as he is inca:pable of
aSStllUl,ngcOi-responsibility for. it ••• 51

'rhe school boar~s and committees were the mea:nf.';chosen for

Not only would they play tlp.e essential

ideoloqicaJ. role of winnihg parents I allegiaj'lCe to Bantu

Education, but they would also provide a means of squee~;irlg

black communities financially, in order to s:ilPsidize tlle

kirkd of cheap mass education which the Natiol'Ull Party was

aiming at. Thus Verworr,rdargued that black parents should

be 1!leldeco-responsible for theJ,j" children I s edtllcation and

••• that co-responsibility is two-fold .,, it is
co-rBsponsibiJity for control, but associated
with that i$ co-responsibility in respect of
finances. 52

Thus Bantu Edttc6.tion suught to construct a llew hege"llony,

whiCh could secure the allegiance of large sections of

blacks to the new educational ~lrrangement.sami thus to the

new social order. In this slense contelnpc11raryMarxist

aneIyses Whichsee the system as purely about; the creation

Of black labour power at low levels of skill, fall short of

the mark.53 Verwoerfiwas a sufficiently shrewd political

actor to understand that he could not rely exclusively on

force to dominate a subject population, with a:ny chance of

success. Nor was he sufficiently foolish to ibelieve 'Chat

it Iit.I.)uldbe possible to maintain black subordil'lation while
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holding the barrj.ers to career advancement at ' certain

forms of labourl• The point of V~rwoerd's rightly

notorious, lout wldely misinterpre'ted orationsl on Black

Education of lSJ53"'S4" is precisel~' that while he intended

to impose strict lilllits on black educational land career

advancement in whi1~ellreas, he held aut on the other hand a

new hegemonic visdon to co-optable sections of blacks ;"n

the other. 54 Ve;rWoerdwas essentially proposing homeland

structures as a key part. of the 'material substratum' which

would secure blac~: acq1oliescence. Discl.1ssiorts of Bantu

Education often treat Ve,rwoerdI IS strictuJ:EIS on black career

advancement as if' they were new :ieatul~es of political

discoi," ,A~' But.,of !Cout:~sethey were not: 'civilized labour'

had a long and brbad.ly based history in white politic=.

WhatDa newwas bis ~I,imto'k'ard operling new structures of

black incorporatiot~ tht'ough the homelands..

AccordinqlyI the J~antu,Education Act (No..47 of 1953) qav~

the responsible JII:inist:er sweeping powers to provide for

black participation i,n educational administration by

e,stablishing "sucb regit)nal, local, and dOl'l,estic councils,

boards, or other :bodias as he may deem expedient"S5 or to

place any governlnellt.sc1\,oolunder l'lodies such as the 'Bantu

Authorities,.56 As we shall see, the sweeping powers over

such bodies gra1l1:erjby the Act to the Minister i)Werenot

always used in 1.\ 'w'ay which was consistent with thei:t'

hegemonicdesign.
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Regulations 1a.id Clownthat the school conunittees , which

were immediately responsible for a particular school, would

be partly F.41ectedby the parents. In both rural and urban

areas, four to six of the committee members could be

elected by parents; 57 clearly this was aimed at drawing

local "ommunities into the new system. In order to

strengthen the strata participating in homeland structures,

in the rural areas, the local uuthority was given the right

to nominat,e six ,of the membersof the committee ..58 However

these no:m.inati(:m!~were subject to approval by Pretoria, and

the sec::retl!lryof Native Affairs could appoint a further two

mt~mbers of the committees. 59 In the urban areas I the

school committee members f cOl\wrising a
\I

department or the
\~,

ma:jor~ty, ~rere direct Al')pointees of the

Thel cOllun:~.ttee$ were t,(~be the key link to the community,

cOJ!lt;r:oll;i,nq scbool funas, erectir~g new buildings, and
i'

ad'~dl~in9't:h .., sch"ol bc!ards"61 What real power was embodied

in the sys'tam subsis1~ed howevert in th~ school boards.

ThE~sewere \fhc\lly appointed bodies, with one school board

(''':ol'ltrolling c.~ \lro'Up o~ school committees. In the urban

arle(.\~ all the :memb~rsW\~re appointed by the Native Affairs

Departlller~t. 62 Irh the rural areas the members were

nom.tnated by the rlepartmet}.tand hy the 'Bantu Authority'.

It seems that as 'che homeland system developed, the

proporti,on of hom.elandautho.t'ity appointees was nV.owed to

iI11crease.63 The boa~t'dshad considerable powers over local
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schools and teachers. From 1955 all African teachers'

siilaries were paid as subsidies to the School BoardsI which

mE~antthat the boards effectively cont:rolled hiring and

firing (although the department could force the Board to

sack a teacher by withdrawing the subsidy in respect of a

particular p.~rson).64 Fromthis brief d.~scription some of

the inherent weaknesses of the system ought to be apparent.

The hegemonic aims of the school co:mmittt~estructure l'tis.re

underminedby the Native Affairs Department's reluctance to

concede real control to parents, by j.nsistiI1g on a maj(lrity

of appointees. 'I'he Native Affairs Oepa:r.tm~n.~.. wan'\:~e
'i

parental participation without qivin~. up real' (:!ontr~,a.. 'l'h.

boards did ~omething to ~trengthen the power of hU:lneland

authorities.. But their apr,.ointee dominated st:;;·.H.;(.ure,

their control of the school conunit.tees under them and the

fact that the~ywere not responsible to the parents of loca.l

students, also undermined their legitiMacy. This ~tr~oture

tended to enCoul.'agethe emergence of tyrannical school

boariis, subservient to Pretoria and res anted by local

parents and teachers.

But despite these inherent weaknesses and fierce organized

opposition from popular movements(which will be discllss'ed

later), the establishment of the board~ went forward with a

degtee of success 'for government, especially in the less

politically volatile rural areas: by 1956 4,000 committees

and 300 boards had baen established.65 Certainly, this did
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not constitute a part:;'cularly effective social base for

Bantu Education: but it did demonstrate that there were

substantial social groupings which Verwoerd could rally

around the new system.

Another dimension of tbe Verwoe1Cdi~nattempt to develop a

new hegelDonywas the greater emphasis qiven to African

lanquag,as in schoolin(J. Under the mission education order,

EngliSh (or in some oases Afr.'ikaa';1s.) was used as a medium

of instruction within the primary phase of education.

SOlletimes this 7.)egan from the earliest years of

schooling. 66 But Verwoerc.Vsattempts to emphasize ethnic

diversity amongst black 'tribalt groups led to a reversal

of this policy.. NowAfrican lar,.guages would be the sole

meana of instrflction in primary school, and English or

Afrikaans was only used as the medium of instruction in

secondary eduf.::ation. Teachers whoexperienc.ed both systems

perceive -the result as having been a sharp falling off in

th~ standard of English amongst secondary school pupils I

and even un.iversity students. For teachers this policy was

a destructive one, not only because it sought to increase

linguistic differentiation amongst blackE, but also because

it made it so muchmore difficult for pupils to succeed at

the secondary ~,oh.\'Jols:
",..-"'~

Before Bantu Education was introduced it was so
easy to teach students, man. You find that •••
those children can w:d.te English, speak English,
official lal'~gt1ages,easily, easily, easily .•. It 's
d'lfferent nowI teachin':1 in a High School is
difficult. 67
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One of the greatest problems we had in secondary
schools, with children who had been taught In the
African medium••• is the inability to express
themselves freely in the English language~ 68
Nowyou talk of a mine where gold and the rest
are dug, the trouble is now this child has been
taught for about eight years in mother tongue.
NoW'merely spelling of a mine, you find that it's
writing m-a-n-e. 69
When tbey go to Un.iversi ties they can' t even
eXpress themselve&:;fluently, because they are
used to an African language••• 70

Teacher resentment of this policy was sharpened by the

feeling that African ;tan9'lages of·ten did ~.ot pc:,ssess the

vocabulary to explain some of the (~oncepts that they were

required to teach:

••• we htld such a difficul.ty· in far instance the
teaching of arithmetic in the vernacular. Take a
thing like Geography in 'the vernacular, when yon
pome to somet_Qinglike the "Roari'ng FortiesJ1,

what do you say' in Zulu or Xhosa? 71

This problem could even affect the task Qf explaining
(I '

concepts to sacondary scbool studentsl who had a weak

background in English:

You can't teach a student in matri~:: some of the
very difficult words used to expl.ain a sj.mple
name that can be qiven i1'l English.. You havan't
got it. It makes it so difficult f~:>rthe. teacher
and worse for the child to grasp those new
terminologies. 72

As the teachers' coxnmentssuggest I Vel:woerdI s strategies

-wereinherently flawed as tc)ols for building hegemonyc The

a~uthoritarian manner in which his policies were imposed,

and the failure to concede any real autonomyto communities

and teachers in educatiom.\l policy making, meant that any

gains the regime might makemight be undermined by new and

deep resentments.
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Conclusion

At one level, what this chapter has argued is that Bantu

Education provided a soluti~n to cen'cra1 aspects of the

orisis of social reproduction of the urba;n working class

which had arisen during the 1940s. Amuchlarger education

system than had existed before was creclted., and despite its

low level.! of financing, j.t was far lDo:ce effective thall the
"

previous /'educatio1'l.order in drawing Ln, and lIlaintaining the
I!

attendanl1~eof primary school students. A set of financing

lIlechani~llmswas created which enabled qovernment to
)t

I!
instit~'t:e this rAass education system very cheaply.

I
Educat:ij!:lnpolicy was orientated to the levels which would

/
provid~~the semi-skilled labour with which industrl:r was

\'
most q~oncerned. state education policy thus did meet the

needllr,of capital for regulation of the reproductive proceset
i

of the urban working class. This argument therefore
;1

follows Hindson in foregroundinc-:the significance of urbanr ~
soc~,al reproduction in explaining- state policy in this

period'..,

This does not imply a .functionalist explanation of

educat.Lon policy I in which the state automatically .and

n~~ce~~sarily il:\tervenes to resolve the problems facing

capitaL What I have corrsended is that the economic and

political. constraints on state policy makers in this period

pushed them toward addressing the urban crisis as a

priority. The same circumstances meant that it was
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difficult for the state to act other than sympathetically

tow;ardthe labour needs of capital. To have concentrated

on hom~landpolicy and the uprooting of the black urban

working class would have been to risk urban conflict,

greater mass political opposition and the plunging of the

economy into intense depression. There was thus a

coincidence of interests between capital and the state.

But this outcomewas not inevitable; as we :shall see in

subsequent chapters the primary commitment of the

Verwoerdian bu~eaucracy was to apartheid pt)licy. When

circumstances permitted in the 1960s, it would pursue such

policy even where it cut clean across capital's interests.

If the outcome of the educa.tional policy of the 19508 was
• J,. ••
an so'Utesense functJ.onal to the needs of ca~;rJ.tal, thJ.s Was

a product of the conjuncture and not of; an inherently

functional relation between the state and capitaL The

IrartiCUlAr ideological tora given to Bantu Education by the
;~~ationalist leadership is further evidence of the

impossibility of r~~ding off state policy from the needs of
.(

capital. The utilization of school boards and committees,
,

and education in African languages, to Gtrengthen Bantustan

structureS'~ Was a specific political and ideological

strategy Wh:{~ll.cannot be simply dari vee! from any need Of

capital. The interests and ideology· oif the Vervoerdian

bureaucrats and poli ticial~s are their scurce ~

There is a further sense i.n which tum::tionalist views are
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rejected in the above analysis. None of the measures
introduced by the NP were complete solutions to the
problems facing the dominartt classes.. Indeed every
solution generated new potential sources of conflict.
School expansion with limited resources was to generate a
strengthened sense of identity and grievance amongst black
youth; a policy emphasis on reproducing semi-skilled labour
led in the long run to a failure to tt'ain the skilled
labour which industry would need in the next decade; the
incorporation of s1,:.mesocial sectors via boards and
co_itt ••• led to the disaffection of others. EVery short-
term solution prepared the way for a long-term conflict.
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CHAPTER SIX: RESISTANCE TO THE. ,DiPLEHENTATION_...Q;F , BANTU

iJnUCATION' : i. THE AFRICAN NATIONAL Q.ONGRESS SCHOOL

BOYCOTT 1955-56

By the early 1960s, the Bantu Educa'tion sys:t~'lnhad been

securely established th;roughout the countr.y. Yet during

the period in which it was being set up, sufficiently

widespr~~adresistance to the policy arose for this outicome

to have appeared far from a foregone conclusion. Th~ dire

mat2rial and political consequences of the new policy~ as

outlin~11 in the previous chapter i made such resista:t~ce

alm6:st inevitable~l Thus the question must arise: whywas

the, stat~ so successful j,n impleme.nting its policy? Why

was Dr Verlrloerd, as Minigter 6f Native ~ffairs (to 1958)t

and latt:~r Prime Minister (1958-1966) able to bring into

being an educat.Lon system that accorded so well with his

Grand Apart.heid designs and which made, appat'erltly I so fe't'l

concessions to' the wildesp:r:eadhostiJity it encountered? !t

is these issues which. this chapter and the next seek to

answer. Th~ questions cannot be answered simply with

reference to the strengthened position of th/~ state in the

1960s, 2ol1owing its successful repression of oppositional

political movements and the deve.l.opment;of the economic

boom" Most':of the resistance to Bantu Educat:1 "'1 had bee'",
'\

subdued well bef..:;,l:ethe end of the 1950s. Resistance to

Bantu Education broke. down for reasons quite specific to

the dY,Hamicsof the t..'ocial movementsinvolved.
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This chapter invest.iga'Les whypopular resistance was unable

to block or retard the implemer.tatiol'l of state educational

policy, through a dlatailed examir.ation of the most coherent

and vigorous ca:mpai(;mof popular resistance to Bantu

Education, the ANCII's scbool boycot,t of 1955-1956. This

involved not only ,keeping large numb~\rsof students out of

primary school, but also tne establishment of 'CUltural
/,

Clubs' - effe:::tiv.l~ly, alternative schools - through a body
~.;

cal~,ed the Afr.icc~mEducation Movement (Am)~. Despj,ta its

considerable a1chievements, the campaign eventually
r(

collapsed for c'r(~~usonswhich throw mueli light on the
"

I'dy~amica ofled~cational conflict in South Africa.

Firstly t a st,riking feature of the campail~n, considered in

the light of present d~.yevents, was its inability to ~9,voke

~ mafJSpolitical :movementof. youth. It will l:::u:~ shown that II

thirS was ,part of a wider problem fo!' the A.."lC ... the low

l8'17e1of responsiveness of the urban black youth t..:"If the.

3/950$ to the appeals of political organizations. I will

a;t'gl1e that ~t.he social conditi,ons of the 1950s,

eharaet{;;rized by rapid urbanization and lack e,f s;:::hooling

and employment opportunities, generated a ilu,mpen' Urban

youth sub"'cal.ture which tended to be ,i-1;>011 tical. This

undersoores the argument made in chapters one and ~wo that

it is necessary to understand the impact of popular culture

on educational conflict. The point also supports the

distinction that was. made. in the the.oretical chap":ers

betwee,'l opposLtional behaviour with and wl thout
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transformatlve pot;ential. The behaviour of urban youth in

the 1950S was oer1:ainly marked by a rejection of authority,

but this took. o:ciminal, individualistic and anti -social

forms; it did not generate transformative possibilities.

Se.1condly,although the ,Cultural Clubs constituted a bold

attamp-e at creating a counter-hegemony in the field of

educhtion, it mi.scarried because the initiative lacked the

resources to susta.in itself I and did not' have a viable

concept\laJ.ization of its role. The AEM"was unable tl.?

provide the m(.tterial resour.ces for alternative sChooling

for more 'than 11 tiny proportion of blaok youth, and the

attempt to llustain alternative school.ing over a lc:mgperiod

of time becameeven more unrealistic. ~oreover, sectors of

the ANCthemselves developed unrealistic expectations of

the possibility cf stlstaining educational alternativ*3f:.'1on a

large scale outside the state system, and this hampered the
o.

or.ganization in developing a workable policy. The ANC made

a signif:i.cant ~tt.elupt, through' -the A.EM, to engage in

struggle for hegelUony in th~ educatil'i):r~al field .. But the

practical li,mitat ..1(:m.son its initiative undexmLned its

c:i.:'edibility ae, an alt.ernative to ex.i~tin9 educational

institutionG~

Thirdly., ! will show 'b:l1ai;.the new capacity of th~ state to

provide a mass education systt.'m drew the mass of urban

youth and their parents into the new system, thus fatally
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undermining the attempt vf the ANCto build oppoe>ition to

,,~,overr.ment policy through a strategy based outside the

IS~,t:atesystem. The abili ty of Bantu Education schools to

provide some form of child care, and educational

certification which could be used to obtain employment,

madethem SUfficiently a~tractive for the large majority of

black parents to consider it worthwhile sending their

children to attend.

cc:mvention",-'-accounts of Bantu Education fail" to deal with

its astounding success in drawing black youth intb a ,new

\~dl1cationorder. That is not to say thhc it attained much

p~'J>ular3upport at a political leve.l. But Bant1.tEducation
\\
'\tr1\umphed partly because it met some of the needs of
\)

subo~dinate classe.s for educational provision. Th~~
\, '-
\'

incr~~~sed availability of educational ~rovisi.on was

sUffic~~entlY attractive to township pax;ents that it
-\

overcame\theb-:- scruples about its ideological content and

impoverisfi'1!dmaterial character. ~I'ust as the building of

vast. townsl\~ps ~~nthe 19505 was not only a defeat Of

battles by dw~llerl.l in inner city slums to hold on to their

localiti~s, ~~JWaQ an attempt to contain the pressures of

mass squatter mO\l'enlentsand attendant discontents, so Bantu

Education was J12t.......Q.ll.l.]: about the crushing of ideological

diversit.y in the schools, but also part of an attempt to

contain the potentia11y explosive needs of urban youth and

the educational aspirations of parents.
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This aryument derives from the Poulantzian view, developed
in the early chapters of this thesis, that the state should
be understood as a field of relations within which struggle
and conflict takes place.1 This implies that the struggles
of the subordinats classes should be seen as pres9nt withiD
the state. Th(i form of reproductive institutions is not

Ii

Jir~sul t of a state actions which createthe simple
structures unproblematically functional to capital, but the
outco~e of battles between an array of social forces.

The e~-tablishment of Bantu Education thus,; cannot be

explained purely by repression or purely by ideology. As
poulantzas argues, in order to attain popular acquiescenc~
in the existing order, the state has to provide a 'materia.l
substratum,.2 It has to provide -material changes in the

'.\social infrastructure in response to T.he pressures of the
popular classes, even though the state will often attempt
to shape these into a form congruent with dominant class
needs. The sueceas 0·£ the state in stabilizing Bantu
Education in the 1~60S required roth the successful use of
force against popular movements and a struggle (only
frag.entarily successful) to impose a new educational
ideolo9Y~ But it.w~s underpinned by the establishment of a
ne'w school system which provided a decisive material
element in consolidating popular Hlcquiescence. The school
},)oycottsand other campa.iqnsagainst Bantu Education failed
to gah~ their professed obje.ctives. But they did also
increase the pressure on the state to attempt to contain
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educational aspirations through further school provision.
All of this is not to minimize the drastically racist,
discriminatory, and materially impoverishe(i character of
Bantu Education; it is merely to state that it represented
the outcome of a struggle over educational restructuring in
which the popular classes were not passive bystanders. It
will also be contended that the apparent Victory of the
state neverthftless contained the· seeds of destruction of

the new education order. The very success of Bantu
EdUcation in cr~ating a mass education system would provide
a common institutional location and basis of experience for
black youth, \yhich would be a basis of future rebellion.

This chapter seeks to analyse th~ 1955-1956 boycott rather
"than to provide a detailed history of it, as t.his latter

task has already been very adequately undertaken by Lodqe.3
NeverthelE~Ss, it lUay be usefu.l briefly to reca,pitulate the

'\\

chief events of the boycott. The Anc was initia\'~lyslow to
respond to the passage of the Bantu ~ducation Act in 1953,
and to the governments plans :lor its ixnpJ~mentation during
1955. However, at an ANe conference in Durban in December
1954, a decision was '1;,akento launch em indefinite boycott
of primary schools beginning on 1 April 1955. In March,
because of the lack of membership response, the ANe's
National Executive Committee (NEe) decided to postpone the
boycott of schools and instead to voncentrate on a boycott
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of school boards and school committees. Belt in the

Transvaal there was considerable pressure from membersand

local leaders for the school boycott to go ahead. As a
result a new conference to consider the issue was held at

Port Elizabeth on 9-10 April; the principle of an

indefinite boycott was supported. It was decided that the
\

date for the national implementation of'· .;.;he boycott· would

be left·· to the NEC, but that 1\ocal boycotts could ,begin

earlier with the NEC's permission. ~_' 12 April a boycott

was launched o~ the East Rand, spreadinq to those townships

nearer central Johannesburg. From 23 April b~ycotts took

place in the Eastern Cape. Thousands 01: school pupils

participated: but the boycotts did nor ·~".readsignificantly

beyond these two regions. .ay, the AEMwas

e.stabliahed at a·i conferEmce in Job,annesburq. It then set
\

about creating and servicing fCllltural Clubs' - alternativ~1

educational facilities for school students. The Cultural

ClUbssustained a vlqorous functioning well into 1956. But

outside of a few areas ·,of pa'cticular mili tancy , the vast

bulk of the black school-going pop9lation stayed inside the

school system. Gradually support for the boycott eroded,

and by late 1956 th~ ANC decided to abandon the strategy.4

XQYth cultur.e_and PO~eiticsin the 1950s

since the mid-1970s youth has played a. central part in

political struggles in Sm'ith t~l,:t,..ei.",~, to an extent which can

have few historical prec~dents. It thus ~'"'mesas something
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of a shock to realize, when one turns to examine youth

politics in the 1950s, that the urban youth of that period

SElelnto have been relatively unpoliticized, and to have

pl':'oveddifficult for the ANCto organize. I will argue

t1ilat this was partly the result of organizational problems

on the side of the ANC,but was mainly due to the culture

9renerated by the structural position of urban youth i1'-,the

:l~50s, which made them far less open to politioiz~tion than
',',
,

't.Heir counterparts of the 1970s ft-nd 1.980s. Social, and
o

particularly, educational changes help to explain why the

boycotts of the 19508 proved far less explosive than those

which came later t and why they were more cl~arly and

abruptly brought to an end.

"Fromthe early 1950s, the ANCmade efforts to recruit

sUbstantial numbers q.;f young people. 5 Ho'{veverit faced an

important organizational difficulty. Its youth wing, the

African National Congress Youth League (ANCYL),had emerged

in the 1940s as, essentially, an intellectual ginger group

of young leaders, who were trying to change the policy of

the ANCin a more militant direction. The ANCYLthus

entered the 1950s as an organization ill adapted to

attracting young people to its ranks. As a Congress

documentof the early 1950s put i'tt the ANC¥L

consists mainly q.~. ~ntellectuals who feel they
must watch over the policy Of the ANCand no
attempt is made to organize sections of young
African work.ers, scholars or peasants". E
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Consequently, a situation prevailed where, as a Youth
League publication admitted, the ANCYL "has but scratched
the surface in its efforts to create a genuine Mass Youth
Movement in this country".' The geographical base of the
Youth League was limited to those areas where the ANC had
very strong sup~(ort. At its 1954 conference there were
only delegates from the Cape and Tr2.al.nsvaal,with no
representation at all of Natal or the Orange Free state.8
Moreover, details c: an ANCYL Provincial conference in 1955
show that its Transvaal organizational structures were
basically confined to the Rand, with no branches in the
Pretoria or Vereeniq.i.ngareas or the rural areas.9

In ord,9r to try aiid ove:rCOl:l1athis situation, the ANC
leader,shipbegan, from the early ~950s, to direct the ANCYL
toward changing itself into a mOre substantial
orgo.nization. In 19$3 Rohert Resha, the ANCYL's Trfl.,nsvaal,l~";,,' , /

leader, called for Youth Leaguers to esta91ish Congress and
ANCYL branches throughout the Transvaal.·10 Walter Sisulu,
the ANC's Secre'tary General, SUbsequently called on the
youth to make 1954 a year of "Mass youth Action against
Fascism"_ll Duma Nokwe, the ANCYL's Assistant National
Secretary, advanced a policy of creating a 'Mass youth
League' through the holding of "Mass Youth cont'erences".12

The ANCYL's 1954 conference resolved to strengthen its
activity and organization so as to fulfil its "historic
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task of rallying the masses of South African Youth".13

This direction toward the building of a mass youth

organization was continued into the period of the

boycott. 1'"
\iSome quite vigorous attempts ,\were made by Youth Lea9'1le
\,

members to implement these po~~icies in the period 1954-

1955. They embarkedon a drive to convene mass aeatings of

youth at soma of which new ANCYLbranches were formed.15

By 1955, the Transvaal ANCYLwere able to claim at least

six newbranches on the: Rand, and c;mein Klerksdorp .16 The

At.lCYL,showed a lUuch greater im.volvement in practical

political campaigns than before, for example playing a

prominent :t:,olein resisting removals in sophiatowT1/Western

Native Townships a))d in Germiston.17 In particular it was

logical that the Youth Le~gu-eshould play an important ;J>art

in tho education boycott campaign. A plan was drawn up by

a Youth Le~gueworking group which spelled out their tasks.

students' cOlDlllitteeswere to be formed at all levels to

organize students, and special orqanizations for students

were to be reviveq or set up: mass meetings were to be held

and bulletins on D~ntu education were to be distributed:

Youth Leaguers were. to make contact with parents and

teachers. The Youth League was to be involved in the

establishment of the broadly based Anti-Bantu Education

Conunitte~s which t~ere to co-ordinate the boycott in each

area. 18 To some extent these plans were implemented: for

example on the Rand, there was considerable activity by the
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western Areas, Germiston, Natalspruit, Benoni, Brakpan and

Alekandra ANCYLbranches in the anti-Bantu Education

Campaign.1.9

\1

Howev@rthese attempts to organize youth politicallyi! on a

masS scale were, generally, extremely unsuccessf.uL .At the
.'/

ANCconf~rence at til} end of 1955, the year whl.ch had seen

th<$ school boycott at the height of its stre.ngth" the

National Executive com.llented that the ANCY'Lhad failed to
"\~\

~~comea mass movement.of the youth, and that its relation
!'\

with the ANCwas far from satisfactoii ..20 The Transvaal

Youth I,eagus's report for 1955 explains that despite the

estabJ.ishmellt af some new branches t some of the established

branches bad b~gun deteriorating and had collapsed.

Although mostiibranohes had recruit.ed :members,most had also

lost members.21 By 1956 the ANCYLseems to' have been at

extremely low ebb:22 Youth League leader T. Makiwane

commentedthat the youth League's w~rk in the Transvaal was

"at a vitrual si:andsti11". 23 By 1956 the ANCYLwere once
(,)

again reconsidering the problem Which had originally faced

them - the creation of a mass youth movement.24

To some extent the5~ difficulties arose from the

organizational structures and style of the ANCYL,which

found it difficult to break away from being an organization

aimed at an older and more intellectual constituency. A

1954 ANCYLpublication urges readers IIhave you enrolled

247



your sonl daughter in the Youth Leaguett25 thus suggestirlg

something of an inability to address young peo;pla directly.

s!l.,ilarly, a 1.956 edition of the same journal .identifies 19'

to 36 year olds as the target ~roup fo~ ANCYL

recruitment" 26 showing-a lack of inte:r.·ee;t in recruiting

teenagers which was clearly incompatible with 'the aim of a
"mass youth orqanizationlt• This emphasis is particularl,lir

strange when one remembe~:~sthat the school) bOycott was

di.rected at primary schools; 27'· those who ~~illl~dtheir

recruitment efforts at people in their tw~mties must
,

" j : i\

clearly have missed opportunitif.:!s open.3~,.:apby ~~heboycott.
\, ,

'-_ I

The ANCYLwas tlso htndi(:apped by a

technical organizational'\ cC)nsiderations.
/)

number' of more

Its members were

.frequently used by the JUiC'mother body' as foot soldiers

in its campaigns and ~thus were forced to neglect building

up the YouthLeague.28 There was a lack of infrastructure:
(',,-

the r.t~.ansvaalYouth L€:'lguefor example had not ohe full

time official.29 A frequent leadership c~mplaint was that

the 'Xouth Leaguewas unabla to organize cUltural activities

to attract young SUDPorters.30

The work of the ANCYLseems to have ~een disrupted by the

long factio:nal battle between the Congress leadership and

the Africanist grouping. This batt!~ centred on the

Transvaal where the Orlando Youth League branch under

PotJ.ake reballo was the Africardst's stronghold. The

oppositionists were pa~ticularly opposed to the ANC's
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Congress of the People initiative, and highly critical of

the education boycott. controversy with the Africanists

se.emsto have abs~.irbedan enormous amcunt, of the ANCYL

leadership's energy.31

Thus th~ problems eXperienced by the ANCYLrelated to its

own internal difficulties.
-,

But it would be unfair and

inaccurate to identify these as the ii.ain cause of its

inability t~ evok~ a :m,",ssresponse ')fro. urban black youth
',.I

during the 19508. The fact is that tha lavel of mass

polit,tcizatlon of youth was negl.igible. The: Gbntrast
~',

between'0the19'08 and 19~Wswi.th their massive eruptions of

both selni-spontan~~us and organized stl.~2enti 7'ovementscould

not be sharper. The ANCYL taced a potential constituency
,. ',.i

~hl'J(were far less easy to :mobilize than that facl:ng student

militants in the post-1976 era. As an AI::YL journal put it
in 1.955, "manyof our youngpeople stl.l! hel ieve that they

are not interested in politics". 32 In simt,lar vein the

ANCYL's Sophiatown branch executive T;.]'a::rnedin its 1956

report against the danger of directing the League's efforts

at the "mighty few PQlitically ~erious youth". ~3 The

SophiatowJ'1youth Leaguers clearly found tb:at the majori.ty

of young people had inter«asts quite distinct from theJb: s:

"We can strengthen (the branch] by catering for 11-he

ordinary sporting and social youth. By ha·,dng interests in

their activities.. (sic) They in turn will have interest

and confidence in the C~Lmovcment".34
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What explains the contrasts between the political

volatility of urban black youth over th~ last decade and a

halfi and the unenthusiastic response of youth to the

political activists of. the 1950$o? I would argue that the

inadequacy of state provision for the reproduotion of the

WOl.·y.:tngc:laGs in the 1950s - whether in education, housinq

or mechanisms of social regulation) resulted in situation

where u:t'Di!J,n youth was to a very significant extent drawn
i ' ,

II
into a 'lumpenized' sub-culture. The absence o~ an

I i\
effective school system, the lack of employmentprosp~cts,

and the lL:elatively recent formation of a perl1tanently

urbanized proletariat., all militated toward a situation

where youth tended to seek individual, and ofterl criminal,

l~ather than collective and political, solutions. Don
I '"

Mattera, 'himself IS. memberof a sophia~4wn gang, captures

very cl~a:;:ly the way in which the 'lumpeni:lati~ll' of urban
, \

youth made it difficult tor the ANCto organize th·em:

But at this time there were more 'I'~otsis and
qaHgsters than people at work. So tht;~e waa this
social problem. So the politician could not

'Iorqanize successfully because he was being
hamperedby the social disorder. 35

As I will attempt to demonstrate in Chapter 10, it was in

fact the advent of Bantu Education 'that was largely

responsible for changing thls youth culture in the 1960s

and 1970$. Howeverthe township youth of the 1950s were

pat,chily reached by the school system., and whElrethey were,

largely went through the relatively benign missionary
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system. Bantu Education on the other hand drew in a larger

proportion of youth to at least some exp.;::rience of an

under-resourced and repressive education 11YSt.'P.~'" Whatthis

rapid expansion of the education· system diii: wa~,;to provide

yOl;\thwith a commonset of political prl;)blems,I and a common

identity within which thGy could react to those problems~

While Bantu Education subjected the youth to a far inferior

education than that provided by the' mission ..chooLs', it

reached a far gr.e&ter number of studen~s for (on average)

longer periods of time. It. thus created a far bigger

education system, with far harsher character tha.n its

predecessor. The changing education system thus provided

the structure which would bring: 'youth toqethor-: and give

them a commonframe of reference against which they would

rebel. auch a unifying set of common institutional

eXperiences and grievances was absent in the 1950s.

While a somewhatanarchic sp#ri t prevailed amongs'tthe bulk

of urban youth, cn the other hand amongst regular school-

goars of the 1950s, i. .::ental autho!'i.ty appears to have been

much more intact than in more recent times. In its way

tbis too tended to inhibit the emergence:of self-organized

school student movements. The tendency of young people to

i1r.posetheir political will unilaterally on their elders

beoame a filaji')r political problem tor oppositii'iiial movements

in the 1980s.36 Bycontrast, the 1955 boycott was a purely

adult contl'olled action. The ANC did not appe&l to the

school stude:nts to boycott the schools, but rather to the
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parents to withdraw their children from the schools. 37

Posing the issue in this way was in the circwnstam::es

appropriate: there was no sign of autonomousschool student

activity. It was orily through parents that most young

people could be drawn into the boycott. Nor is there any
',I

evidence that stUdents' participatio~ in the boycott

under.ined the power of the parents: there was no evidence

of clashes of opinion of any SUbstantial scale betweeQ

students and parents. It thus seems probable that between
if

the 1950s and the 1970s there was a shift In authority

relations within the family, which is as yat unexplained,

b~twhichmust be central to an understanding of post 1975

student movements.

The first limitati()n of the boycott's possibilities was

then, the lack of St~lf"'orqanization and political awareness

of youth. The second was the material inability of the AEM
to provide a work:tng counter-hegemonic institutional

alternative in the education field. The ANC clearly did

envisage that It was providing a different vision of

education, as part of a wider political challenge to the

regime. The emergenceof 'People's Education for Peopl~/s

Powerf as a major slogan and strategy of popular political

movementsin south Africa since late ~9a538has tended to

be perceiVed as an entirely new development. But in a

strictly historical sense People's Education is not at all
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a new concept. During the 195:;-1956.boycotts, leadership

elements of the ANCadvanced the slogan of People's

Education in exactly the same Slense in which it has been

used in the r~cent period - mobilization to transfor~

edu..::atienas an intrinsic part of a strategy for overall

liberation. An ANCleaders;hip document of 1955 defines

"People's Education" as "Democratic-Liberatory education~••

It will be Democratic in c()ntrol t organization and

purpose~•• It will be Liheratory in object because its ~ain

object will be to' equip the peoi,le and the youth to fulfil

their historic ,.:.'askof liberating themselves". 39 The impact

of the concept was however limited during the 19&08. There

was some attempt, during the decade, to popularize the

slogal~ Peter Ntithe, a Congr·essYouth League activist,

for example, greeted a 1955 sophiat.o~ conference on Bantl,\

Education with the words "Lcmg live(s) the PeopJ,e'S

Education".40 But the slogan was not widely taken up. It

was not until the 1980s whE~nthere was a far more

substantial mass challenge to 'the education system, that

the 'People's Education' appzoach really came into its own,

and the term walSwidely used.

Whatdid People's Education achieve during the 1950s1 It

did briefly sustain a remarkablE:! level of organtzed

altfarnative schooling activity, although as we shall. see,

in natio~!lalterms it was limitecl in its impact and hampered

by a lack of resources. The alternative educational
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facilities provided by the African Education Movement

during the 1955-1956 boycotts were knownas cultural Clubs

- the Bantu Education Act prevented them from presenting

themselves as schools or teaching formal courS$s.

considering the lack of available resqurces and t~~~vli.n9,!

the AEM did a remarkable job, sustaining networks of clul>;.,.~

on the Rand and in the Eastern Cape through the period of
I.

the boycott. ANCmembersI and also members of the white

congress of Deimccrats, provided co(~ordination and support

for these projects. 'The best of the CUltural Clubs Were

well run: one at Karsten in toe '£astern cape, for example,

provided "games, physical exercises,' health talks and
"

singing" as well as a feeding sc~eme for the children. 41

In New Brighton an effective club was run for about

1, DOC children which boasted a well trained choir. 42 At

Veeplaats 900 child~F,.n.Were in the cultural club43 and at

Brakpan 800.44' At Kleinskool t1~e club was so effecti ve

that even after a year 75% of the children in the area were

attending its programme of "g~mes, bible studies,

singing ••• "45

The back.-up provided to clubs by the AEM was very

competent, considering its. lack of financia3 resources. A
timetable and guidelines for club leaders were provided.46

Training groups for the 01ab leaders were held once a

fortnight,47 and larger scale training courses were also

run occasionally, especially during 1956.48 At these
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training courses talks were given by prominen't figures like

P..;asha,J. Radebe, NormanLevy, Helen Joseph and (on one

occasion) Eddie Roux.49 The AEMalso .suppli~ldclubs with

good quality educational materi.al, on roneoed sheets,

covering games, stories, history, geography, maths and

English. 50 Most of the mater~al did not have a

S']ecifically po)'lti<:;al orientation, and was broad in its

scope., Recommendedreading incl.uded Paton IS cry The

»elQyed Countx:y, an interesting ohoice -eol'lkJiderinq the
//

tl,1sfavour into which the book later fell in African

Nationalist circles. 51 culturally the m.,~terial drew on

diverse traditions: African folk tales and western nursery

rhymes featured in it.~2 Thematerial for the most part was

direoted to the passing on of real skills, and to the

transmission of mor~l precepts of the type: "WelIus't;.not

think of the present only, but we must always prepare

ourselves for the futuren•53 HoweversO!lle of the material

did address social and political issue~. A well written

history lesson sought to makequite complex points such as

that the 17th century Dutch colonists thought in terms of a

Christian/heathen rather than a White/Black distinction;

and that South Africa had been settled by Blacks before the

arrival of the Whites.54 cultural Club leaders were

advised to explain the Bantu Education Act and the campaign

against it to their students, and to teach them the Freedom

Charter. 55 One draft programmefor the Cultural Clubs

recollllnended,as well as a "talk by Anqlican priest or any
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other denomirlation", discussions on the lives of radical

leaderl; like Johannes Nkosi, Bill Andrews, Dr. 'Oadoo, Moses

r ./tans, Albel~t Luthuli, J .B. Marks and MaoTse Tung;56 this

recommendation is not really characteristic of the general

tone of AEM material however., The participat,ing children
'-_ .. ,

nevertheless seem to I., ,i!e identified. clearly ~rith the aims

of the boycott: Huddleston records that ~'ltsn Sophiatown

children passed the Bantu Education school 1:h.~ywould give

corngress salutes and yell "Verwoerd, Verwoe~d", and that

those attending the cultural clubs sang the sorig:

There ar~ only two ways for Africa.... one way
leads to Congress and one way/:=;'6Ver.woerd.. 5'7

extremely limited resources • Within mon'chs of the

The AERts activities were thus an exemp~,~ry
Ii)

a boycott there was in existence a netwc~rk (If cultural

Clubs and training facil! ties for leaders .and a supply of

educational materials which could be used in the clubs.

Nevertheless, the achievement of the AEMshould not be

exaggerated. As a whole it reached a very small proportion
of the school pcpulation. We have detai.led figures for

student atteradance at the Cultural Clubs. As of mid-1955,

the numbers at Cultural Clubs on the Rand were as follows:

Alexandra Township
Benoni
Brakpan
Germiston
Jabavu
Moroka
Natalspruit

200
327
800
320
89
49

289
TOTAL: 2,074 58

==;:==
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Attendance in the Eastern Cape, aJ1of the beglnnillg of the

boycott, (or early 19515, according to the availability of

figures) stood at:
MalmaisonLocation (1.956)
Missionvale (1.956)
NewBrighton,
Fairview
Despatch
uitenhage
,reeplaats
Kersten
l\leinskool
Walmer
Kirkwood

1.41.
50

1. OQO
(not given)

287
455
900
600
1.02
60

296

TOTAL: 3,891. .59
----------

Given that the boy(~ott did not I:eally take hold outsidii!

these two reg ions, it seems that the total number-

attending the Cultllral Clubs was of the order of 6,000.

llhile'\ithis was a considerable achievement, it ought t.o be

ltememberedthat by 1955 there werElover one million African

children in school.60 While in thE~areas where the boyccltt

was strongest the proportion of th ;:;e attending cultuJ:al

cllbs was very large, in national tel":msthey reached c1nly

just under one school student in everyone hundred and

sixty-six. This clearly did not consi::itute an alternative

system of education.

Nor could tqe AEMovercome the problem of the lack of

political strl.lctures for youth. In June 1955 an attempt

was made to launch a youth organization known as the

Baputsela. It was modelled on t:he Scouts and Guides
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movement,but had a rc.tdical political conter-It.6~ HoWeller,

it seems to have rapidly- faded away. Despite considerable

enthusiasm from the youth for participation in the Cultural

ClubsI the AEM did not solve the problem which had faced

the ANCYL- that of structuring a mass 1>u~thpol! tics.
:1

De.pi te the great courage and imagination that the

activists 0111the 1955-1956 boycott showed, the fact 't'emai.ns

that they suffered an absolute and crushing defeat. During
('C-)

the seQQnd half of the 1950s enroilment in Bantu Education

sch001s rose from 11lsS than one million to over a million
"\"

and a half ,J~2 and the schooling sYS1::emwa.s effectively
,,'

--::._,

restructured along the lines e~vis~ged by Verwoerd. So the

boyc~(tt wa~
1

Educa'~on.

it pr~\1t~

unable to block the implellentation of Bantu
\'

It thus seems important to ask the qu~stion why

impossil;\le to sustain a People's Education
, ,

initiative alongside Bantu Education. ObviouslyI state

repression and the kind of tactical and organizEltional

vicissitudes to which any political :movementis subject

played an important role in, undermining the boycotts. But

I will suggest that these were not the decisive reasons for

the ultimate failure of the boycott. Rat}lfAr I the attempt

to create 'People's Education' did not succeed because

there were underlying ambiguities and di~ficulties in

trying to provide a counter-hegemonic education system

which were not squarely faced. These difficulties, I will

argue, are endemic to attempts to provide an alternativ~
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education in the context of a state which is capable of

sustainil'lg itself <>

Repression by the state ceX'tainly confronted the bol'cott

movement. In April 1955 Verwoerd expelled fr01ll. school

7,000 children whowere taking part in the boycott in the

affected regions; in t:!'ulyhe ~greed that they ''Wereto be

readmitted the following year only if their parents gave

underta.kir...;;Jsabout their behaviClur, and if their case had

been investigated by the School conunittees.,63 In the sam~)

period, 116 teachers were removed f:~m their postSc"6~

..There were 'constant' raids on Cultural Clubs by the

PQlice;65 this placed severe limi'i:ations on 'the type o~:

activities\' wh:i,chthe clubs could offer, as an item like a.

blackboard could be used by police as evidence (;of an

illegal school ..66 The st:' ~,'e strl)ve to disrupt AEM

activities, fOl:'example, in January l.956, 30 Eastern Cape
'J

culturciil Club leaders were restricted from travelling to

Johannesburg for a training course at Alexandra. In view

of this the AEMdecided to hold a course in Port Elizabeth

at Easter. But the imposition of a ban on meetings forced

them to m.oveit to Uitenhage. On the second day of the

course, the Special Bran.chand the location supe'rintendent

arrived and took away organizers Helen Joseph and Norman

Levy. Municipal police tried to take thn namesof tho~e at
/ ,I

the meeting, but the d-2legates refused to co-operate. The

SAPthen arrived in force and p;rdered the meeting to

disperse, which it did after singing to showdefiance:. Th.e
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next day the conference continued, Ln secret r in the

countryside ..67 The police als.? discouraged hall owners
\1

from allowing the CUlturai Clubs to use their facilities~6a

Where students mounted pickets at sehqo1s, these we~e

broken up by the police.69

HoweverI the boycotts lack of su-r >:ess cannot really be

accounted for by these realities. Police action and

Verwoerd's threats did not drive the bulk of thoSE):
I_e

pat:'ticipating in the CUltural Clubs back to school: the

clubs sustained themselves well into 1956. Moreover, the

repression was' very limited compareq,to the situation in

the 1970s and 1980s: there are no reports of the use of

f ire-arms against sChOjpl students nor of arrests of

sUbstanti.e.1numbers of thsl1l. Yet in the 1970s and 1980s

boycotts have sustained tbemselvas 'far IOIl~er than in the
-, _'

r" c.

earlier period. The boycott and the AEM clt)rly did face a
II g~eater deal of harassment at the hands of the authorities,

but this does not in itself explain the campaign's' lack of

success.

Problems of organization and tactics were another fil'x-:"',r

which may have had an i.mpact on the anti-Bantu Education

campaign's fate. The AFC certainly had difficulties in the

area of organization. At. its 1954 conference, the NEC

complained about bad administration at the provincial

committee level, and the unwieldy size of branches, which
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could :run to a thousand members;70 whilE~ at the 1955

conference th.e 1mc pointed out that it was handdoapped by

the local 1eader,ship's illability to efficiently forward

mell!bershipfees and levies to the national organization.'1.

There were ~lso some tactioal problems in the way in which

the school boycott was organized. At the 1.954 ANC

conference, the isS)ue was u"handedover' to the wo.ens' and

YQuthsections of the move~nt,72 a development suggesting

that it tended to be seen a~ a sectoral issue~ of interest

t<>womenand youth onlY'~.<',At the ANC's 1.955 conference the
. ..' .} >

:
NEe pointed out this ~" ,"?r, noting that Bantu Education

, I ~',;- I~~".<:

was d;irected against ",the ent.ire liber'i.Jtory struggle" and

tha~ ~he campaign "shOulci'not be handled in isolation ficim
if

other campaigns".73 The wrangle within the ANC as to when

and where the boycott should start also causecl difficultie~

for the campaign. According to ,the ANC's Cape organizert

T.E. Ka Tshunungwa, it created "a confused situation" and
/;i

"<iall\pelJ~,dspirits througbout the .country". 74
I~,>/

These

setbacks ~~e~'n(t~ have been linked to problems of local-

level ol:'tJardzation. \~en the NEC met in 2!arch 1.955 to

decide on whether to go ahead with the boycott ~ no local

reports w~re available to it.75 Ka Tshunungwafelt; too,

that the leadership did not adequately communicate

conference decisions to memloer.s.76 B1Llt again 1 these

tactical and organizational issues do not provide the key

to the boycott/s limited impact. Despite such problems,

the ANC was able to launch campaigns whi4:::hdrew enormous

popular support during the 1950s. Whatever problems they
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experienced i.n organizl:ng their initiatives do not seem to

have prevent~i::d~t;hemfrom drawing a widespread following.

There is thus no reason to assume that organizational

~fficulties dealt a fatal blow to the anti-Bantu Education

:\

The fUndamer"tal weakness of the campaign wa.~ I would

argue; its lack of clarity an the issue of whe1;'he):or not
1

it was seeking to provicl.{~.Co permanent :tl.lternative systEm to

Bantl},~ucation 2

I'

/..«\
three distinct:: '~i6ws of the role of the CUlt"l..'lralClub&.

In ANt policy aiseuf'sions and activity

'r",:~l:,

emerge: these three vifn~'~'were not in reali ty separat~d

out, but 'Wereoften used in SOlile combination.

acti.vities were V~riOU$J(irportrayed as:

'if a protest aqainst. thE.: B~ntu Education Act, w17.ichwould

The A.EM:'s

be of limited durationi

~ a temporary provision of cut,tural activities and child

care, but not an all-:a:ound educat1.bn for school

students, during the course of a ~.)ycott of indefinite

length;

* an attempt to establish an alternative, popular

education whic::hwould conti:nue until the c'ollaps~i of the

Nationalist government;

This lack of clarity created in the m.inds of some ANC

supporters the ,t/iea that the movement could permanently

provide education for their children - FAn impressi~n which

led inevj:tably to disillusionment.
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A popular l1l('',Vementcan create its own educational

structures ~~ a mass scale itl peri,ods of mass mobilization.'

But in a lllo<1ern industrializing oc\untry with mi!lions of

school students. no movement'!can sustain such a populat

educational system outside of state structures for long- A
popula.r move.ent which does not cbntrol the state simply

cannot find the material resources to (Support the tens 9f<.,
' ..

\1 :'.:::_~~---::<~

thousands of teachers, the rud,$,:iIlsnta.ryeducational

equipment, and the co~plex bureaucratic planning which is

required for the lilainte:nance of any permanent 'mass

education system. Popular education movements are

therefore likely to be undermined by t..lJ.eir materi~l

weaknesses. BU~ they are also liable to be debilitated by

\i i' their own status as ' al ternati ve l' institutions. If an

existing 80::10.1order remains intact, the student is going
r/)

-' 1
to be faced with ·'the need to enter t1i labour market. It

r~p~dly becomes olear to both parent and child that the

student whohas be~.nto a state scbool will have a form of.-~
\

i, certifioation which will be accepted by employers, while a

student who has been through an 'alternative' education

system will not only lack certification, but will be

negatively affected in terms of empl.oymentopportunities if

the employer knowsof his or :ner background. The result of

these factors is likely to be a steady drift of students

away from 'People's Education' and towards state achcoj.s,

Thui;1a 'People's Education' movement Which tries to

maintain itself as a separate entity from the state system
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is liable to withE.\raway. Moreviable for such a movem~nt

is a strategy of providing some limited alternativ~

acti vi ties .for students insi<.le the state system, combined
I'
"

witp a, poJitioal struggle t.c change aspects of state

education policy and to transform school practises through

communityand student activity at a local level. In this

way, a long-term struggle for a popular education programme

can be carried on by attempting to block the state's

educational agenda, and to impose a popular agenda on it

instead" The 1950s boycotts dia not faoe these issues

squarely. Given the fact that there was no prospect of the

ANCcoming to powerI the idea which W;asprevalent in the

boycott that a new educational system could be built

outside that of the state was totally unrealistic, and led,

inevitably, to the failure of the campaign and djsillusion

on the part of parents and students. This ana~ysis will

now be substantiated through an examination of the

boycot.t's attempt to build an educational alternati',Ye.

'Whenthe notion of a oampaignon the Bantu Education Act

was first floated by the ANCat its December 19:53

co~ference in Queenstown, no tactics were specified, but

the aim was identified as the repeal of the Act. 17 This

conception of the campaignas a short-term protest against

the Act seems to have been carried on by the ANCYL working

committee set up to plan the campaign. In its View it

should attempt to be a "country-wide demonstration" and

should try to counter the effects of Bantu Education
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"primarily by raising the political consciousness and

understanding of the Youth and students". 78 The action

should take tha form of "withdrawal of children from

schools for a defined periodh•79 However, once thE' boycott

movementdeveloped some momentumit began to open itself up
to the idea that Congress could provide children with a

permanttnt educational alternative; the way t'or such an

underatandinq of the cC'lmpaignwas prepared by the use of

such ambic:pIOUSterms as "alternative educ~tional and

\::ocultural activities for African children", SO in the

planning of the boycott. This ambiqui ty was quickly

transformed by SODe elements of the ANC into an

understandin.g of the cultural Clubs as a perraanent

~,lternative .,to Bantu Education. "Once the people have

rejegted Bantu Education" a Congr".is pUblicatioi'l stated in

~fovember1955, "they will find an alternative to Bantu

Education and to. the entire slave educatic of this

countrytl_81 Similarly a congress of Democrats document of

the same year describes the AEMprogramme as "a direct

alternative to the school educatdon, ,,82 This grew iuto a

somewhattriwnphaJ.j.st view of what the cultural Clubs and

tll:e boycott could achieve. At the 1955 conference of the

Transvaal ANCYLthe campaignwas prematurely described by

the Provincial Executive as a "victol:Y" and the Executive

went on to assert that "The uncompromising impleuentation

of the decision to withdraw the children must lead to

265



destruct~on [of Bantu Educat~onlw.83 Because of the

practical and legal difficulties of carrying out formal

schooling in the CUltural Clubs, th.!l AEM evolved the idea

of a system of HomeEducation, in, which the Ami would

provide material which students could study under parent.al

supervision.84 Not only did. such a scheme have ef.l'~en
... /
,

greater 1&.aterial p:rqblems inhnrent in ita reali~a~\ion
if

(provision of study kits, illiteracy' amongst parents e'~c&)
il

but it was also interpreted in a way which fed into ((the

idea of. an AEM 'alternative" I settlng out to provide "a

start i:h formal education". 85 The x~ampantambiguity' about

."the future of the boycott is demonstrated by a 1955 article

by an AEM activist. Having writt.en ttlHowmuch of an

alternative do {CUltural Clubs] prov.ide?' ••• frankly wemust

anf!tWar ~ 1 ••• not very :muchr", she goe~ on to assel1.t,

contradictorilYq that "There will ~. CUltural Clubs as long

as there is B~ntu Education". 86 In fact substantial

elements of the Congress leadersni]p were olear from the

beginning abOut the limitations of "rhat they could 'provide

in the educational sphere; their llrobJe'l't was that the

creation of the Cultural Cluh..- !t:renerated unrealistic

expectations. Robert Resha had told the conference that
I

luunched the boycott \Of the "Pl:actical impossibility of

providing alternate primary e.ducativh~.', and saw the

cultural Clubs as strictly limited to cUltural and

recreational activities.87 :In (~ssessing the campafqn at

the end of 1.955, the ANC'sNEe reco~lnised the difficulties
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which had been created by the ambiguity on the issue;

Wemuat beware of creating the false impression
t~lat by isolated local boycotts the Bantu
Education Act can be defeated ••• we must not
deceive oursel ve$ or the people into believing
that, in th~ immediate future we can, with our
resources, substj.tute a national education
system.. We have no state budge,t:. behind us. 88

By late 1956, the NEe had followed through the logic of

this view by calling off the indefinite boycott.89

In the course of thE~boycott, the ANC cameoincreasingly to

realize th?', :material" difficulties standing in .~he way of

any alternative educational system. At the conference held

in late 1955, the b'iEC criticized the 'undue emphasis' laid

on alternative facilities; this, they concluded, had

strengthened the ar9Umentthat Bantu education tores better

than no education
I.

(presumably because of the

disillusionment cnused by the lim.£tations of the service

.AE.Mcould provide). 90 As congress leader Z.K. Matthews

commentedin retrospect, "The boycott failed principally

because of the difficulty of organizing an alternative

proqramnpfor the children" ~91 By late 1956, the CUl'i::.ural

Clubs were in a state of collapse, chiefly because of a

simple lack of funding" 92 A discussion of the clubs

presented at the 1956 conference of the Transvaal ANC

identified lack of moneyto pay Cultural Club leaders as

the main problemwhichwas undermining the clubs: manyclub

leaders had left because of the lack of an income, and the

remainder were expected to do so at the beginning of the

next year. 93 But even before this collapse, the Cultural
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Clubs were placed in a position where they simply could net

provide adequate resources for the numbers of ""hildren

attending. For example, in september 1.956, the Brakpan

CUltural Club reported that with "about eight" leaders it

was endeavouring to cater for 758 children, divided into 13
separate groups, and all meeting in the open air.94 Even

given the limited extent of the boycott, the .AEM simply did
not have the material resources to undertake the task it

was attempting.

ll.~mtuEQycAtionAs 'Hatex:ial Subg!tntulU' for Acguiesence
"

/ \
\" r

Themost impot'c:antreason for the defeat of the boycott was

however the capacity of the state to provide mass

schooling. "Wemust cry for cur children" said an ANC

speaket' in Morokain June 1955, even as i1eurged parents to

pC'.rticipate Ln the bc:aycott.95 Parents I concern for the

future employability of their children first limited

support for the bo!Tcott and then undermined it. Boycott

organizers were never able to counte;~~ this pr.oblem

effectively. Only the state schools could provide a route

to certification acceptable to employers, and, given that

the eXisting social order would clearly not change in the

short term~ the inexorable forces of the labour marker

pushed school students away from an alternative system.

Fromthe first, the NECfound the response to the boycott

I~not enthusiastic". 96 As the NEe recognized in its

assessment of the campaignat the end of 1955, all it could
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offer a parent through the campaign was an act of
'political conviction,.97 Parents were generally unwilling
to make this sacrifice of their children's futures except
in a few highly politicized areas of the country, as even
strong proponents of the boycott like Father Huddl·:eston
acknowledged. 98 Even amongst parents who could be
parsuaded to participate in the boycott there ~~s a steady
decline in support. The Veeplaats Cultural Club, for
example, started with 900 children in 1955, but -chishad
fallen to about 500 at the beginning of 195,~.99

The restructuring of education enabled the schools to draw
in vast numbers of new pupils: the schools of Bantu
Education thus provided part of a 'material sUbstratum'I
which could secure the acquiescence of the urban working
class in the neW social order which was to prevail from the
early 1960B to the mid-1970s. This was, precisely,
acquiescence ..and not allegiance<: but the absence of
widespread resistance in education from late 1956 to mid-
1976 surely cannot be satisfactorily accounted for in terms
purely of coerci9n or brain-washingv The Verwoerdian
edUcational outlook failed to hegemonize significant urban
social forces. But the material reorganization of the
education system in the period did help to defuse potential
opposition.

The urban working class parent dnsperately neede~d the
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schools: not just for their role in education but also for

their role in taking care of the child. As Z.K. Matthews

put it, in explaining the failure of the school boycott"

schools kept pupils "safe from accidents and juvenile

delinquency" while their parents were at work.100

Alternative schools did not have the m.ateria); capacity to

replace regular schools in this role .. In addition, the

1\

tremendous numerical expansion of schooling un~("tbtedly

generated some supportive reactions from parents 'who had

not previously been able to keep their children in school.

While politically cemscLous people and most teachers

rejected Bantu Education, others, especially those whohad

previously not had access to the school system1 welcomed

it. A teacher whowas working at the time comments;

Nowmost of the parents were illiterate, they
felt that nowanyone can get educatedc••Thosewho
realized the set up reacted with more support to
the missionary schools.~G 101

The Bameteacher found that parents often did not grasp the

reas(ms why tea(!hers were resigning in protest against

Bantu Education. He believed that the expansion of the

numbe~rsof students made a favourable impression upon

co:mmulnitiesand that it was only those aware of education

issue:;;whograsped the meaningof the newscho".Jlsystem:

.'•• it appeared that the changes meant that you
c~ouldpursue any type of education you desired. a_

l:t is only those whokneweducation, and what it
luust consist of, who knew that it was a
destruction comingin. 102

other teachers commentin similar terms:

It was mainly activists who reacted.
communities just didn't know about

Black
[the]
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differences ••. [between mission and bantu educa-
tion]. 103

••• the people did not understand the change from
missionary education to Bantu education. They
did ;not. My father for instance did not
understand that. People like Mr , he knew
wh&twas happening - they knew, they had been in
the field for a long time••• the community in
general did not knowwhat was happening. 104
('--'--")

t would say it was a small percentage [who
resisted] e The lItajority sent their children to
school. 105

Tha expanded material provision of schooling underpinned

the attitude of those sections of black communities who

weX'eprepared to live with the new system. A veteran

teacher 1 now in his seventies, says of his: --"(ommunity's
I, , /

response to the ed.Ucational expansion of the late -1950sand

ea.rly 19608,:
/:'
l'

.••1 think they liked it - because the state bu£lt
atltractive schools. That's what ! think - better
than the mission schools e' They had in mind t.hat
these are good for us. 106

In a similar vein, another teacher takes the view that:

[The communit:y] were pleased because the
department built more state schools and as a
result more children could be accommodated~101

In one interview a teacher expressed the opinion that his
! I

communityviewed the expansion of the education system i

during the early years of Bantu Education

.... wi1~happroval because indeed .... this is .::me
posit1~ve side of Bantu Education, that m~:>re
pec.pl~~used to come, were able to get iltlto
schoo]. 108

One intervl.ewee' s commentssuggest that there was ,existing

black feel:~ng in favour of greater state intervention in
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education, (if not of the form .it in fact took) on which
the Department of Native Affairs could capitalize:

•••the Blacks felt that the time had come now
when the government should also take over the
education of t.he Blacks. That was the major
change which the Africans advocated at the time.
109

The ideological elements of Bantu Education were also able
to exert a'certain appeal.. The remark of a WOllan teacher

\\. (~ - ~- -~suggests how the Verwoerdian attempt to mobilise ethnicity
in the new education policy !tetwith a degree of success:

(The community] thought that it was a good thing,
that the use of bantu language would make it
easier to cope. 110

In line with the arguments I have made- concerning the low

!

level of PQliticization of youth, she .::a1so found t;hat
initial student reaction against Bantu Education was 'not

\I

widesproad:
I think th.y didn't know it then, that this BantJ.1
Education was killing them. 111

One teacher interview~d felt that with the exodus of
politically conscious teachers from 1955, the t~achinq
profession itself became increasingly reconciled to the new
system, especially with the influx ot teachers trained
under the new system:

M,pst of the teachers are children of Bantu
Education. So I don't know what you think about
your mother. Generally, the younger teacher
seemingly has no odds against the depar.'tment.112

The power of the schools to attract parents' support
despite the social inequalities which they embodied is
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borne out by the events surrounding the 1955-56 boycotts •
.The numbers of students in sc.hools nationally increa~
during the schools boycott by about 85,OOo.~13 EVen in the
ranks of the ANC itself, members were suspended in about 25
Cape branohes for sending their children to school. 114

ultilllatelythe question came down to this~ the state could
provide exp&nded capaoi ty for education and child care,
albeit on a grossly inegalitarian and racist basis; the
CUltural Clubs could not compete with. it on this terrain.

By late 1956, the major campaign of resistance to Bantu
Education had come to an end. In part, this was the result

/Jof repression. In part, it wa$ the result of the ANCS own
tactical and st1·ate.gicuncertainty over the aims qf the
campaign. But there were more fundamental reasons, beyond
the control of the ANC, f.<;)rits lack of success. The
attractions of an expanded school system, however poorly
equipped and racially structured, were sufficient to draw
hundreds of thousands of new pupils in~o the system in a
very short space of time. Alternative schools run by the
cultural Clubs c~uld not provide the material wherewithal
for the care of youth or the educational certification that
could get them employment. In a situation wnere the state
was not under immediate threat, these factors ensured that
the vast majority of hlack parents would try to keep their
children inside the state education system.
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But at the same time, popular demanO.for educaticm wa1,#part

of the pressure on the state to expaa':l.uthe school syste:m_

Andin the expansion of schooling there were hidden·dangers

for the regime. Tqe creation of a mass education system

would, in the long runi forge a new cultur~ of youth which

would in the 1970s show a receptivene$s to politicization

which was absent in t:.be youth of the 1950B.
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CHAPTER SEVEN: RESISTANCE TO THE IMP.LEM~NTATION OF~TU
mll1~mON'; ii. QPPOSITIOli TO THE SCHOOL BOARD SYSTEM,
TEACHER RADICALISM AND STUDENT RIOT

Th~ANCschool boycott was not the only form of resistance

to Bantu Education. Boycotts ()f school boards and

committees, teacher resistance in the Cape, and continuing,

<ieepening protest in the mission schools were other

manifestations af popular resistance to the restructuring

of education. This chapter analyses these other forms of
educational resistance. Our focus here is on the struggle

for hegemonyin the educational sphere .. It is 8u9gestad

that the educational bureaucracy was' able to defeat or

contain these forms of opposition during the period between

the mid 1950s and the early 19608, when Bantu Educatiotl

policy was being implemented. The school board sYt~temwas

effectively established despite the attempts of popular

movements to d.isrupt this proc.ess. Victimiz8'tion of

teacher acti vists ill. the Cape ground down theil'

organization. No coherent social movement of school

student resistance ~mer~red. To someextent the edu(~ational

authorities were aided ;~nwinning this vict.ory by internal

problems of the oppOSitional movements; for instance

sectarian division alnom~stthe Cape teachers was important

in undermining their oll'ganization.

These defeats appear:sd to open the way for the creation of

a new Verwoerdian hegemony in the educational sphere.
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'Indeed, signs that officialdom had the capacity to draw
sectors of the oppressed into willing support of the new
educational order began to emerge. There was growing
participdtion in the school boards and committees. But in
looking more carefully at the changes unfolding in the
period, it will become apparent that the new dispensation
in education was not in fact successfully creating a new
hegemony. The ~at that it could achiove was what I have
characterized as acquiesence: an acceptance of existinq
soeial arrangements I but one falling well short of
alleigance to or identification with them.

The school boards and committees would operate with a lack
of real aut,hority Which prevented them frOLl building a

permanent and secure social basis. Teachers mistht 1.,)e
reduced to political passivity but were alienated from the
educ",tf~~Ijsystem by the arbitrary behaviout of the school
boards and the racism of education department officials.
And, while the tradition of student riot"faded In the rural
boarding schools in the 1960s, it was to re-emerge to much
greater effect, in urban schools in the 1970s.

Resi~tance to ScboQl BQargs and School Committees

The boycotts against school boards and committees attained
wide support during the period of their inception in the
mid 1950s. Yet within a few ye:ars the boards and
committees had been securely established. This was in part
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a result of the success which they attained in giving lnore

conservative members of local communities a degree of

control over teachers, whohad previously enjoyed an elite

status, as well as the tempting opportunities for

corruption and patronage which participation in the system

opened up. The attractions of these factors were

sufficient to draw large numbers of participants into the

bOards and cODitte~s. Howeverin the longer term, the

arbitrary actions and corruption of the boards and

ccmmi.ttees further alienated tea.l:hers :from th(i new

education system and becamean obstacle to ?nsuring their

willing participation In it.

if,

The School Board system was immediately challenged by the

political :movelftentsof the time, '~hich saw it as an

intrinsic part of Bantu 'Education's ill1Jpositionof a totally

separate and inferior education syste~~.. l..t the meeting of

the ANe's National Executive committee in Durbanon 6 March

1955, a call was made for a boycott of the boards and

comm.ittees.~ The unity Movementalso opposed the board

systemI and indeed, unlike the ANC,saw such a boycott as

thlo!main strategy i"gainst the Bantu Education. 2 Although

nationally insignificant comparedwith the ANC,the unity

Mc)vementwas in a posit.ion to affect the struggle over this

issue in the Cape, because of its control of the Cape

African Teachets Association (CATA).
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During the two years following the introduction of the

board and committee structure, there were numerous

instances of resistance to its establishm3nt" J. Dugard,

then Regional Director of Bantu Education in the CapeI

writes that:

... ewhere the ANC was acti ve only very brave men
would agree to be governltlellt nominees on the
boards and it was quite impossible to organize
meetings to choose represe:t",t..atives of
parents. 3

In the Eastern Cape and Transkei there las fierce
(I

AJi Grahamstownoppoaition to the boards and committees.

meeting to elect a committee was broken up by ANCmembers
(I

from East- London.4 In Tsomoand Mt.. Ayliff districts

about 25 out of 30 school committees were subject to

successful ..boycotts ..5 The magistrate at Peddie ad.mitted,

in September 1956, that he had experienced so ,:much

difficulty with school committeeelections because of local

opposition to the collt!llittees that he had been reduced to

nominating them.6 In Elliot district in 1955 the boycott

was so successful tltat the authorities were, unable to find

a single local dignitary to sit on the school conuuittees

and the School Inspector, E6ucation Department Regional

organizer I and predikant (all white) had to constitute

themselves into a school board.7 At Tsola the local people

voted to rafuse to hire out their school buildings to the

Natj,veAffah'a Department (NAD),and also voted to boycott

the school boarda and committees.8 A spokesmanat a public

meet.ing "aIled by the Native Commissionerand the Circuit
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Inspector at Whittlesea, Queenstowndistrict, in early 1956
told the officials:

We are a progressive community~nd don't want
Bantu Education. We want the same education
that 's ';Jiven the Whites, and possibly something
better if the brains of the lihi tes are art
d~generated th$t they can't progress. 9 '

A major meeting at Bumbana in the umtata district on 10

February 1956, broke up without discussing Bantu Education

atter '\tb,e authenticity of the chiefs present had been

cha1.lenged, a.ndofficials of the Native Affai~cs Department

(NAO) brusquely treated.10

The campaign against school boards and committees also "

achieved some success in the Weste:r:nCape. cape Town

prOveda particularly difficult nut for officials to crack;

initi.al attempts :to qet parents at Lanqa township to elect
/(

committees failed.11 On 31 August 1955, a further attempt

was made, with election meetings being held at five

schools. Howeveronly one of these meetings agreed to
II

organize election.s I and in that ('!~se~ Ibhe vote was taken as

a rather suspect secret ballot conducted by the Sub-

Inspector. 1.2 At the MethexHst School, an Ct1.1aience of a

hundred shouted downthe Native Commissioner,S.J. Parsons,

when :l1etri~d to speak, and informed him that they would

have nothing to do with any committee he set up. Not a

single person supported the election of a committee.13

Langa High School parentg verbally attacked Rev. Mbizela

who supported the idea of the committees, urging that
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"those whoaccepted the Act be treat;ed the waywitches were

treated in the olden days. ,,14 By September 1955 only six

out of 1.9 "Bantu" schools in the Peninsula had elected

committees. 1.5 Renewed NAD initiatives to organize

elections in early 1956 we't"s no more successful. At Lanqa

High School the Rev. Ledigat the chairman of a meeting to

se':: up a school cORUllittee, had to run home to escape from
'I'

anl,\ angry crowd.16 At LangaMethodist School those refused

admission to an election meeting forced their way in - "~e
wOl'l\enled the men in", and after the parents had refused to

allow the cbairman to close the ~eeting, he left via the

window.17 The School Boa~dmembersfailed to show up for

the meeting they had convened at st. Cyprians F and "the

people reaffirmed their stand against any form of ass~sting
1,\

in th~ mental enslavement of their children. "18 The

secretary of the School Board i1'1 Athlone, Ngo, arrived

under police escort for an election meeting. Findinq,that
;1

the meeting r~fused to m.akenot:linations for the sH~hool

committee, he was reduc~d to :making the

himself, "dth till! C.l.D. as seconders.19 There· was
,

resistance in some'!places in the western cape outside ~::ape

'I'ownas well; par.e~ts at l,angabuya High School in Eaarl

voted at a meeting in May 1955 not to elect a schoof

committee after a speaker suggested that ". 0 • it would be

better if Dr. Eiselen c~,meto explain things him~~elf.201

.Jhe school boards and committees thus met a qreat deal. of

opposition at their inception, which to someextent stallped
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them, in the popular imagination, as organs of an

oppres~ive system. This was clearly a major t'h:;;.:;.tto the

achievement of government's aims in implemenT-ingthe board

and committee structure. But just as there were sectors of

the dominated groups who resolutely rejected this

structure, theire were also those who sought to enter it.

Those who were participating in tl).c 'Bantu Au.~hority'

system. i11 the homelands, urban elites who hoped for
/ \

advanc&~;..:enttt~rough the advio;;ocyboard system, and l~Sf;;

educated people who resented the relative sccial prestige,
I,

of teachers, were prime candidate~, for 5uch incorporat:.ion•.

Furthermor~, there were those opposed to the eXisting

9rder, but whn did not see the boards and conunittees as

)i,wort~ opposing. All of this is reflected in the 7?ct that

0'~S1:".J.testrong opposition, the state did Hl11anaq~to put the
;~--"'.~~\ .

\\
\'

G-:istemitt plac'!!. By 1956, in the country as a whole, there:

were 300 school boards ana 4,000 committees in eXistenceJtl
"Educafi':;n officials found that in the rural areas it \i~S

not difficult, in most areas, to find limenand womenof

somestanding in the community"to serve on the boards.22

In urban areas building support for the boards and

committees was more difficult foi: the NAD- the boards

often consisted of clergy and ex-teachers who lacked much

popular support.23 But someprominent figures, s~~h as Dr

W. Nkomoand Paul Mosaka, could be found advocating the

i.cJea of joining school boards in order·· to fight Bantu
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Education from within.24 It seelns too, that not all ANC

members adhered to tb.eir organi2;ation's line of a total

boycott of the commit.tees • At all ANC public meeting at

Dube in June 1!1''S5 a speaker advocating a school boycott

argued against a. boycott of the boards 0 He: argued that

those who emphasized the boycott of the boards:

farget that in Schopl Boards there are
elements [WhO ax'e, present) only because they are
getting their bl:el,~d.25 .

It seeXlls that in NewDr!.ghton in Port Elizabeth" somEIANC

members participa.ted in the election of a school

com...-uitt:ee. 2.6 These ~vents should be seen in the C,tOntelctot

t.he fact that it w,as only hi the 1950,S that the ji\Ne ll~oV'ed

away f~otl judging part.ipipation in !;tate struct,:tl:t'e:s on

tacticC!ll·'ground,s.

What ae\',pects of popular consciousness enabled the boa.rds

and cowni tt.ees to attain ,1 degree of support? Intervj:'ews

with teachers suggest that the way in "'?hieh the bOllrd and

committee system gave ordinary members of the c:omml.:,nitya

\'legree of control over the formerly prestigious tElaching

profession mobilized feelings of envy in order 'to bl.~ild a

support for the system~

[~oard and committee members] could sty what they
ll.kec1 to teachers, they could threaten teacher~~
with dismissal. They were usually ordinal"v
workers, and they 'Aanted to show teachers they
were the bosses. 21

••• [boards and committees seemed] popular with
the community because they were regarded as
ov~r.e.t:"··:::ys whowould discipline teachers. 28
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