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Contemporary work in the Sociology of Education has been
sharﬁiy polarized between approacheé which emphasize the
reproductive ‘role of education systems and thosa which
emphasize the ‘role of popular resistance and culture in
shaping the sncial relationa of sahocling. That aptz.nq for
either of these two d4i vargent approaches poses serious
I;;maretical dilen:;as is demanstrated particularly . sharpiy'
by attempts to analyae ‘the South African aduuation syatem
for Africans in the yeara between the i940s and 1996, f'E on
:tha one hand, it is wiﬂaly seen as a usyatem whic:h__
maintainad relations of class and racial inequalz.ty, on'the

other it produaad an enormous stw:lant rehe,s.lmn :i.nx 1978,

The thasis auggasts that viewing ﬁducatian ' systenms a,s part

of tha statc, understoad as a contestad Eiel& r;F BOC% al." '

reiations, offers a way of Iin*mstigatiimg educzahional
" oconflict which avoids both the Fuz{;mtionalum of
reproducticniast perspect.wea and the voluntarist tenc‘ienciﬂ.s
of culturalist interpretationa. It enables the valid

insights of these theories to be integrated i.n;f:o an

analysis without their characteristid drawbacks., On this

basis a series of analytical propositiohs about Bantu

Education are generated.
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‘The thesis argues that the way in which , state edmcation -

The thnesis argues that the relationship between Bantu
Education policy and capitalism was changing and contingent
rather than fixed, as previous analyses have implied. The
state educational ~bureaucracy did not function as an
instrumenf of capital, rathey, ot certain times its daims
were compleuantgry with the neads of capital, and at other
tim_es, igrqely _contradicﬁory - with then. -'rhe. 'edﬁcation"
system.réﬁroducad varying levels of skill in the work force

HOTOSE fimé; ﬂrbanizﬁtion and inuastriaiizatien were

‘central farcﬁa nnnlding education. pﬁiiﬂy, the introduction -

-~ of Bantu Eduuatlon\ ollcy wag a responge to urban crlszs.

~ policy was pursued was partly shaped by.popular movements.

| There wam & '"attle within the aducaﬂﬁdn systenm between the

'hegenonic 9ro3act of dwvernmant pnd nass resistance.

- Changas in popular culturu atﬁacted the nature of popular

responses to aducationa;,gtruetures. Teachers’ responses
wenﬁiparticuiarly afraawmi by their ambiguous structural

position.

The thesis aﬁtgmpts to test these arguments through a
historical investigation ot the period from the 192405 to
1976. It argues that the roots of Bantu Education policy

need to be sought in the social corisis resulting frorm

urbanization and industrialization, which affected South

African society from the 19408. In the education sphere,
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this crisis was manifested in the inability of the éxisting
- black education system to cope with the needs of urban
youth, growing conflict within the mnission schools, =z2nd
disaffection and radicalization of the African teaching
profession. In these circumstances dominant class opiniaa
favoured 'state intervention and restructuring of the
education system. The implemdntation of Bantu Education
| from 1955 was initially foduséd on r__esolving the wurban
. crisis, hy providing for the social _;:dntrol ¢f the urban
‘working class and reproduction of a semi-skilled work
force., A notable campaign of resistance, .in the form of
_ school boycotts by the African National cmék;,aress, opposed
the pollcy in 1955-1556, but eventually broke down,
pri:ﬁarily_ because of its inability to rival the state’s
capacity to prov"ide' nass schnéling. Other forms of
resistance to state poiicy, such as 'oppositian to the
astablishﬁént of school boards, féach.m: activism and
student riots, were too dispersed and li;nited to block it.
By the euﬂy sixties, a new, state run, cheap education
system had been established. However, the grim material

conditions in that system, and its racist administration,
._praveniie'd it from exploiting opp'ortunities to win active
._pnpular support. In the 19608, government, enjoying
favourable political and economic conditions, moved to a
more rigid linking of education 'policy to the enforcement
of territorial apartheid, especially by preventing the
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expansion of urban hlack secondary, techniqal and higher
aducatian in the urban areas. It appearad that a degree of
popztlar acgquiescence in the - education system was

davalaping, with the stabilization of popular participatian

in the schoal board systen and in conservative teachers

organizations. - Howsver, tkm system was _generatmg new
‘tensigns. Industry <as adversely atfected by skill
shortages increased by gowment aducational policy. 'iln
ths ear‘.l.y 19?03 industrg iaum:hed a. strong canphiqn for

changL in educatmnal "pol :Lc:y, " wh:.ch rxesulited in a.

government ahift toward expansion of urban schaoling. By _

the mid-19? (s the changing political situation outside and

inside the\ country, changes in youth r.mltura_. new

_ J.dealogical infx.uencas, and the material prublens of tha

expanding schoa}.ing systan wers craat:ing a new and not‘u

paliticim culture of resiﬂtance ancmgst urban African-'

yout'.h. Tha inp;.ementaticn of a new language .policy by
;ovarnnant produced first the &isatchtion of school boards
and thim. revolt amongst stucients. 'i'he conclx;sion argues
* that the anai.ysis developed in the thesis has justifind the
alu.’m that ‘the thaaretir'al approach adopted in it goes
beyond the limitations of rapraductionlst and culturalist

studies.

(v}
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EREFACE

In working on a study such as. this, 'one becomes aware of
debts to numerous teachers, friends and colleagues. Only
the most direct of these contributions can be acknoﬂledgad -_
here. _

My supervisor, Jackie Cock gave me caring support
throughout the lengthy process of researching and writing
 tkis thesis. During the times in which I felt that the
work would never come £o an end, her enthusiasm sustained
m‘p' .

Leuise Frenkel""s love and understanding helped ?;ﬁe more than
I can possibly express here. Without her, I very much
doubt that I would have got to the end of this thesis.

The Socioclogy Department at  the University of the

. . Witwatersrand provided a lively and stimulating, although

certainly not a calm and restful, context for my workl I
have learned an enormous amount from my colleagues in the
department, and in particular the influence of Eddie
~ Webster and Belinda Bozzoli is detectasle in these pages.
. My historical skills, such as they are, have benefitted
" from working with other members o©of the Wits History
Workshop, éupecially Phil Bonner and Peter Delius.

I am also yrateful to those colleagues and friends whose
enthusiasm for ny work helped me so much. I woulad
particularly like to thank Linds Chisholm in this regard.
She, together with Tim Hinton, Isabel Hofmeyr and Alan
Morris read and made helpful comments on “raft sections of
the thesj.s.

Sadly, of 'I:hose who were supportive are no lenger here
to receive my thanks. Thomas Matsetela, an anthropologist
of gieat promise, died senselessly in a car crash. David
Webster was brutally murdered for his beliefs.

I must acknowledge those who helped me with the interviews.
Thomas Nkadimeng’s skills were indispensable. I am al o
grateful to Barnard Matsetela for his assistance, and tJ
Jabu Mthembu.

Nicole Couvaras typed numerous versions of the thesis with
great skill and patience: my thanks are due to her.
Dorothy Wheeler’s meticulous proof-reading saved me from
many an error. Alan Morris and Sue Starfield alse helped
with proof-reading.
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I am grateful to a : er of librarians for their
assistance, Anna Cunni.sgham at the University of the
Witwatersrand archives was always halpful. Annica van
Gylswyk at the University of South Africa was also of great
assistance. sadly, she was deported on highly dubious

grounds. I also have to acknowledge t.he help of librarians
- at Rhodes University.

I received financial assistance in my work from the Human
Sciences Research Council. A grant from thy Council of the
tniversity of the Witwatersrand provided mé¢ with time off
- my nsrmal teaching duties Zuring part of 1989, enabling me
- to mncentrate for a while on the writing of thls thesis.

I -was given the opportunity to prasent earlier versions of
work contained 'in this thesis by the African Studies
Institute sewinar, Social Transformation seminar, and the
Sociology Department seminar at the University of the
Witwatersrand, and regional and anniual meetings of the
Associatian for Sociclogy in Scuth Africa. _

Earl:.er versions of sections of this thesis were published
prior to its completion. A less developed wariant of parts
of chapters one and three appeared as "The concepts of
‘yeproduction and resistance in the sociology of education:
the case of the transition from ’‘missionary’ to ‘Bantu’
- pducation 1940-1955", Pergpectives in Education, Vel.s,
No.2, September 19&7 pp.3=26. Much of chapter six
appeared af "Let Us .cry For Our Children’: lessons of the
1855~56 schpol boycotts", Transformation, No.4, 1587, pp.1-
24. Materiil which has been reworked and used iu various
chapters appeirs in earlier versions as, "rea:Yers and
Trade Unions”, South African Labour Bulletin, Vol.il, Ho.6,
June-July 1286, pp.%0-97; PF¥ood, Authority and Politics:
Student Riots in South Africa 1945-1976%, Africa

ive, New Series, Vol.}, Nos. 3 and 4, June 1987,
pPp.3-43; "state Education Policy and the Social
Reproduction of the Urban African Workindg Class: the case
of the Southern Transvaal 1955-1976", Journal of Socouthern
African studies, Vol.14, Ro.3, April 1988, pp.446-476;
#gchool Boards, School Committees and Fducational Politics:
Aspects of the Faijilure of Bantu Education as a Hegemonic
Strategy”, in P. Bonner, I, Hofmeyr, D. James and T. Lodge,

M‘; Ground: Class, Tocality and Cultyre in 19th
and 20th Century South Afriga, (Johannesburg, Witwatersrand

Unlversity Press and Ravan Press, 1978), pp.201-225; and
"Teacher Resistance in African Education from the  1940s to
the 1980s" in M. WNkomo (=d.)., Eedg_q_ggz of Dpmination:
Toward a Democ +3 ion . + (Trenton,
N.J., Africa World Presg, 19%0), pp. 93—119. Some material
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will Eppear as "A Destruction Coming in: Bantu Educaticn as
Response to Social Crisis™, in a forthcoming wvilume of
papers from the History Workshop, to be edited by P.

Bonnex, ,P. Delius, J. Hyslop and D. Posel and published by

Witwatersrand University Press and Ravan Press.

During the tﬁrhulent and often qgloony vears of ‘the 19809,
it was a great privilege to work with my colleagues of the

Suclolegy depavtment: and the History Workshop, who
sustained their faith- in ‘the value of an engaged
scholarship in bad times. . For this reason, this work is

dedic’ated .£o them.

0.
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In thea ‘mid 195{33 South Africa’s Natlopallst Party

gavernment imposed the policy of Bantu Education on l‘sfnc’an“ A
pecple, This was the expression given to aparthe:.d pol:.cy '
in the. field of sehooling. it itr.*.volved the creaticn of a

tightly state t:ontz:olled, badly funded mass educatlon

- sys:tem, which was intendqz? i’o Support .the sor:ial orﬂer '

thraugl;_ channelling hlack ’Qﬁq. mc:al aspifatmns toward the

r-aciaily seg‘rsgated pqlztical structures . of - rural
'homelands' After hraakmg the initial reazstance of

black communities to its education policies, the regime

appeared to have consolidated Bantu Education as’ a system.

In the yeaxs from 1856 to 1976 opposition and reasistanc:e in

the educat:.onal sphere was 5porad:i.c and circumacr:.bed. The

'Nationallst*s seemed to have succeeded in creating an

educational mmsﬁﬁam which effectively reproduced
apartheid snc:.aty. Yet in ‘3976, the schopls thus created
gave birth to one of the most prof:mnd amfi dranatw revc}lts

of youth .m h:.stary. :

For the student of South African gocial history, this poses
a dilemma. Should one understand Bantu Education as a
systenm which maintained the structures of existing society,
or as one which was always rejected by hblack students,

parents and teachsrs? If the latter view is correct, then



how could the aducation systeam have acted to reproduce the
apari:he:l.d sacial ordaer? Ig, on the other hanr.l, the
educat:ion system <&id successfully act to reproduc,e the
soc:.al order, how is one to account for the massive

rejectmn of it by students in 19767 The passive receivers

.ob a pracess nf socialization om, ide.ological brain—wash,ifng

;suraly. would no: be capakle of raject:.ng‘ tha very

struc:ture:s wh:u::h had formed ‘them. This paradox'- often

'1aads, in popular accov-im:s of Bantu Educat:a.on, to @ vialent

aacillatian batwaqn viaws of South Africar: educatianal

%

history centred on an’ interpretatmn of Bantu Educaticm as
pruviding the dumli':ant c}.assesﬂé:.ﬁh cheap and dcc:l.la labouxr
and, on the other hand, notions nf an unbroken cham of
ros] stance to Bantu i‘ducation 1
[

This paradnx is Yot ezclusive to Scmth African thouqht on
educat:.on, Intarwatmnally, during tha 1\9703 and 1.9305,
the renewad vigour &4f the Sociology of Education has baen
marked by a division be;.wean the work of those irieﬁing
educstion as a process of reproduction and that of those

whe focus on popular resistance in the education sphere.

Some theorists have sought to explain how school reproduces

society; this “sr-ucturalist’ model explains educational

inequality well, but often fails to examine the bases of
revolt in education.  Others have tried to show how
educational social relations are mnulde.ci from below by the
action of subordinate groups; this ‘resistance’ orx

fculturalist’ approach, emphasising the role of agency,

0]



provides valuable insights into educational conflict at tha-
local level, but often fails te address adequately the role
';.\\f large fqale .educational structures in perpetuating
social ineguality. There seems to be an ‘unsatisfactory
slidzingr bé.tﬁeen &n cverfemphasis on strﬁcture, and an aver-

_emphasgis on agency.

This thesis will attempt to invastigate .the theoreﬁical
prnblamqf the relation between reproduction and resistarice
in _.educ:;at:iz'."dta through a historical exanination of struggles
over the education of African people in South AjiEr_icza_
"ﬁetwae:f 1__-_..'1e' 19408 and 1976. 1In doing so it attempts to
&évelbp and _ﬁtilize an appricach to the analysis of
educaticonal cn;xflict "which can intégraté an awareness of
~ both "structure'and agency. " The g@rgach used ﬁere attempts
.tc.u avoid the coun{terpasitions; '_af 'struc{:uralisrm and -
reulturalism’, 'qraép'ing reproduction and resistance, the
cbjentive and the experiential_. “&n :exceasive emphasis on
aither aidé of these binary oppositivns. is seen as inimi_cai
.to' adequate Historical Sociclogy. ’I‘Ifza result, .it is hoped,

. will contribute toward a decper understanding of the

~ history of black education in South Africa.

This intreductory chapter will begin by briefly surveying
some of the major coptributions to sociological thought on
education made by writers within the perspectives of

reproduction and resistance, In each case the strengths



and weaknesses of their approaches will be assessed. On
the basis of this c‘u'.scussion a thecretical approach to the
analysis of stabilitw, cqxnflx.ct and change in education
will be developed. In- this appraach the educational
structures ¢f the state will be seen as a contested field
of ':é_ocial relatlons, embodying ﬁhe-_gtruggies between

diffirent social forces. Bducational struggle will be

- interpreted in terms of concepts developed from the ideas

of hegexsony and counter-hegemonf. The  subsequent chapter
will show how these concepts are to be applied to ‘the South
African case in the thesis.

B juctionist T! { et

ﬁsa‘l of ghe concept ‘Reproduction’ in contemporary éeba’cés

on education theory is traceable to the revival of interest

in the cvategories 'af Marx’s Capi:ta]. during the 19603 and

19908. Marx® argued that society, in order _tci survive, has
to repréduae iteiélf. This implied that a .praportion‘- of
what was prnduc:ed had i:o be tz'ansfr.r:aed into new means of
produ_ction. C&pz.ta":.s‘t productiscn had mereover to
reproduce _-'x':he. corditions under whzch the worker was
exploited: it had to maintain the separation of the worker
from the means of production, so that the worker would be
forced to 'ei:;ntinue to sgell 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



addition - and this is important for reproductionist
accounts of sducation, 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 anotherv.3 ~Without such a
reproduction of skills the -conditiona':of production no

longer exisht,

Three reprqductionist-cantributions have made a particular

:iﬁpact on ﬁha recent chialogy of Educétion. Althusser, 4
in his celebrated 1970 essay on ideclogy, argues that
rapraduct;on i secured by the combined working of
ideclogical state apparatuses (ISAs}“and_rﬁpressive state
'Epparatuses (RSAS).“ The Rs&a involve predpminantly-the use
of farce, whereaé«tha.ISAﬁ function predominantly by
ideology. Iﬁ modern éﬁpitalist societies, the daminyht ISA
is the schu&i, In Slthusser's!view, the schools act to
instil Young_peOple with the ruling ideology and to
allocate peeﬁis to different forms of labour. The neutral
‘appearance of the school disguises its vital role ih
reproducing the relations of production. Those teachars
who strive to break out of their place as servants of the
apparatus éd so largsly in vain. - Por Althusser idsology
wvorks in an all-pervading way, totally mask’iqg real social
~ relations: it constitutes an imaginary relationship of
individuals ‘to the real conditions of their existence.

Ideologies are material:s they are ewmbodied in apparatuses

and their practices.



| Bowles and cintis® in examining the history of mnmass
education in the USA argue for a "corrsspondence" between
the mocial relationsg of production and the social relations
of e&udation. Thug "...the edﬁcational system tailors the

aalﬁ-aoncépts, aspirations and sociai class idéntifications
- of individuéis to the raquiremants“pf the social divigion
of laﬁourg“s. Bowles and Gihtia see the social processes
~ which taks placé in the classroom as mirroring those which
cceur in the.wufkpiace. School prepares the individual for
. the work environment, by subjectirmg him ariher to an
exparience of hierarchy, alienéted labour, and competition.
There are centain key mechanisms %hrough which education
reproducea the workforcan by producing inﬂividuals wzth the
 right tachnical ard cognitive skills for the performance ot
certain jobs: through 1agztimizing soclal inequality:
through the rewarding and 1abelling in school of
'characteriatics appruprzate tﬁ different pasitions in the
soc;ﬂl hierarchy: and through prnducing B “stratlfled"

cansciausness.

In the model of educational reproduction offered by
Bourdieu and Passeron,’ schools rép;oduce existing power
relations through reproducing a dominant culture - the
‘cultural arbitrary’. In their terms, a particular type of
family background endows the child with a certain ‘cultural
capital’, The conditions of life of the child produce a

habitus, an acquired system of generative schemes, adjusted



to those conditions. For the middle or upper class child
the cultural kequirements cf school are contiguous with
'thcse of hone. For the Working class child they are quite
different. it is this czrcumstance whlch 1egit1mizes class
inequaiity in education. The ecquality of requirements
creates the 111usion of equal chantes Lor all, but there is
1n f&ct -a far-reabhing 1oadimg of the rules: those whose
. 'hal*itus' is closest to the. ‘cultural arbitrary’ bring a
dlgpﬁgpo:tionate advantage of ‘culfural éapital’ to the
Tappare;tlf meritocratic c@ntest. The dominated ciassfs
ﬁmisrédognition’ of this processﬁ as a fair .caﬁﬁétition

4]

., allows them to accept the outcomes it provides.
In ternms of ‘the historical analysis of educiition systems a
particularly inportant contribution of the reprodub :ion
thanrzsts has been the identxficatxon of 4 number of Iinks
between the rise of mass schooling systems, channelling the_
bulk of the yautn population through struétured educational
institutians for a substancial period of tmme, and the rzse'
| nt nanopuly capital:.sm. .Four such linkages are commonly
identiried by reproductionist authors. Firstly, chere is
the equipping of the workforce with appropriate levels of
skill and kxic‘:wledge. Repréducticnist; such a&s Dale and
£sland,® Bowles and Gintis® ana Castlas Iand Wustenberg,m
see« the Jlabour reguirements of capital as 'histarically
changing. The workforce of early, competitive capitalism,
composed chiefly of artisane and unskilled workers could be

reproduced without a Jlarge scale schooling systenm.



Artisans couid be trained through apprenticeship, whiie the
unskilled worker did not need a specific aducational
‘preparation. But with the rise of monopoly industry,
capiﬁal is seen as requiring vast numbers of seﬁieskilled
machine operatives, ‘vho must ba numerate, literate, and
in#éilled with a certain internalizéﬂ work discipline. It
also requires a multiplicity of managers, technicians, and
supervisors who must not ohly bave skills which requiré
extensive formal education, but also a commitment to the
structures within which they werk.1l  Far more caﬁpléx
mechanisms of rapruduczng l maintaining the exitting
- gsocial division of labour are thus called for, including an

extensive schooling system.

.. Becondly, repr\oductionist writers such as Jaiihéon.
p1att,13 Ratz,4 ana Dale and Esland15 have emphasized the
role of hass schooling in the social control of urhan
wurkinq class yout‘:&- | Industrialization 'and
proletarianization are seen to. 1ead to a massive growth of
their numbers. This massive youthful urban proletariat ig
often marginal to the labour market and i:hua enda up on
the sireets, where they poa‘!e a threat, in terms of crime .
and potential riot, to cap::.tal. In the early stages of
industrialization "philanthropic" organizations may address
this issue. But with the rise of monopoly industry, the
greater scale of urbanization will exacerbate the issue.

Az the state develops a role in regulating class conflict,

1z



it creates a mass education system which can draw in
working clasgs youth and control them, both in the physical
sense, and in the gense of inculcating them with values

appropriate to the existing social order.

Thirdly, some reproductmmsts R suc-.h ag Bowles and Gintis”
and Kar:.er,% emphasize 'l:he role of mass sc:hoaling in the
dmﬂimmt. clasa’s attempts to legitimize existing social
relations. The state i= seen as u=ing educatian as a means
of political socialization of the childran of people wh:a
are in the process of being drawn -out of rural areas and
\. transformed inte a new working c&\?és. These newly
urbhanized people may have little \s\enaa nf nationmal
identity; indeed, in the case of immigr% t Wdrking classes
they: may actually be foreigners. Theﬁ{f/ growing numerical
strength of the working class poses the possibility of a
threat tce the dominant class from prolataﬁan and popuiar
poli{:.-ical maveménts. In order to | avert thié} danger,
repfoductiuﬁiats argue, it becomes essential for the state
to subject the working clnss te a scheoling process which
will inculcate them w:.th a common set of loyaliies, based
on a political ideology which serves the needs of the

doninant class.

Finally, feminist contributors to reproductionist
educatiorial thought, such as Macncnald,lg see mass
schooling as involving the imposition of the dominant form

of the family. With the disruption of pre-existing forms
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'of fundamental criticisms.

of family life during the process of proletarianization,

dominant classes are faced with the prospect of a breakdown

of the mecham__isms of physical reproduction and maintenance

| ef the workforce by famale donastic 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 fﬁmily". Mass schooling

will thus be geared to 'teaChing particular géndar roles

which can underpin the form of the family required by the
dominant class, ii_x order to stabilize the physical

veproduction and maintenance of the working ‘class.

w
I

However, reproductionist writing is vulnerable {:o a numbef
' 20 1t implies a functionalist
view of society. Schooling is seen to have come intd being
because of .'I:he role it plays in the total social syste:m,'
and to take the form it does because cf the systemn’s
requirements. This leads to tautolagical argument,: because
the qrigin and form of education in a partmular soc:&ety
can always be accounted for by the gquite untestable
assertiun that these were the only ones possible.
Fuctionalist thinking tends toward an organicist depiction
of _ia_ociety. vhich cannot easily explain why the edﬁa&t;i.oﬂal

system may sometimes be dysfunctional to other social

institutions, or why it may be racked by internal

conflicts. From this functionalist tendency flow a series

of other major problems. Reproductionist work inclines

10



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

instrument of capital. It has difficulty in explaining the

numerous historical instances of conflict between and
amnngst educatignal bureaucrats and capxtallsts, or
h;sturical instances in which educational systems Fail to

meet the needs of the dominant classes. Ingtrumentalist

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

“to the study of.actual historical processes, and this is
. true evan'cf_theymnst soﬁhiéticatad versions of the
reproductionist aréuﬁent such as that of pale.?! [ale
triea_tc deal with the'dysfunctionality of aspects of state
- education policy to déminant class interests by'suggesting
that the éﬁriaus imparatives facing the bureaucracy ~ the
need to aupport rapltal accumulation, the need to guarantee
a context for_capltal aceunulation, and tha need to
1agitimiza'tha mode of?produation -~ can producq policies in
response to one of these ‘core problems’/ which are in
conflict with the need to resolve another of them. Yet
there seems still to be an instrumentalist assumption here
that the state pust address these problems and that it will
try to do so in a way which meets the needs of capital.as.a
whole. This implies a unity of ?urpose between and anongst
bureavcraks and capitaliste which needs to he'demonstrated
histori@alif for a particular casé,‘rather than asserted tﬁ
- exist a priori. Moreover, the reproductionist perspective
tends to focus on domination to the exclusion of
resistance. Althusser does not investigate how, for

example, students may see thfough the eanshrouding

11
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" ideological fog sufficiently to perceive something of their
real social position, which is surely a requirement for
a;fective political rebellion.  Indeed, _Althusser’s
rejactibn'of the validity of individual subjectivity makes
this issue difficult to addresa. SGhdala are portrayed
solely as mechanisms for the 1mposlt1an of daminant ¢lass
ideology,_and thus his position fails to grasp %hoae
moments in which studgnts, teachana_or_parants reaxst or
ignore d&minant ideclogy. Bowies and ..G.{ntis. téinilai:ly
portray values in education as imposed h& teachers in a
uuihdirectionﬁl ﬁanner. They do not adequately recognise
that atudénté'dd not sinply absorb and internaligse these
values, but often generate an& hring to the classroum
valuﬂs and beliefs of their own. Thara 15 a general aver—
e;timation :Ln the raproductionist literatura of the
efficacy of :Ldeology in maintaining the cohesion of
schooling systens. children attend school not nacassarily
because they fully support dominant ideoloqy, or because
they  accept the Ilagitimacy of the education system, but

often because of the need to attain qua).ifmatiana requzreﬂ
in the labour marketQ or because of parental pressure or
legal compulsion. Bchool attendance can be accompanied by
- apathy or hostility toward dominant ideclogy, as the work

%
of Corrigan ,22 amongst others, has shown.

Finally, and remarkably for a school of thought in which

Marxism is the predominant current, struggle and conZlict

12



ir education are concepts notably absent from
reproductionist waerk. Althusser’s argument does not
expiore ways in which formative action from below might
mould the education systen, geeing it merely as an
imposition of the dominant classes. Bourdi.éu__. and Passeron
'éee wurléing class youth’s revolt ag&inst the education
| system as a doomed p:fotesﬁ against ineluctable consignment
'to their place in the class structure. Béwl‘es and Gintis’
account of U.S. educational history sees all the major
changes as ultimately serving the needs of capital. Yet
these approaches do not enable us to explain thé nuﬁ;réﬁs.
instances in which subordinate groups have imposed their

own educational objectives on the dominant classes.

Given these problems of functionalism, instruméntalism, and
‘blindness to questions of resistance and struggle, can
anything be rescued from the reproductionist literature? I
wm_lﬁ' argue affirmatively, Firstly, it is important to
explore the real higtorical links between the rise of mass
achoal.ing and the p:;ocess of generation and regulation of a
labour force. The historical work of reproductionist
influenced writers does provide a strong substantiation for
this linkage. It appears that acoumulation daés reguire
certain miniﬁum conditiox;a of social repx{pduction, While
the;ée are examples of states ‘where mass schooling preceded
monopoly capitalismﬂ {for example, reglions of_ the
contemporary ‘third world’) there are no exanples of a

Geveloped monopoly capitalist social formation which has

13



lacked a mass schooling systen. It is the .case that
schooling has played an important role in the creation of
é;i;ills, the social control and political socialization of
working class youth, and the prospagation of particular
forms of the _fami.}.ir. Such processes do contribute o the

repifoductiox-} of the labour force. It is possible' to use

the notion <f' reproduction w;ithbut. falling into

functionalism '“u'r _ instrum;_ptalism, if we avolid the

- reproductionists’ a priori assumptions. As G.A. Coben

.

points out,23 not avery argumant which states that a
Epecifm practice is functional to a. particular systen of
relations is a functionalist argument. nn argument. is only

functianalz.st 15 we assert that the needs of one social

~.inatance arve necessarzly an-:! directly the cause of the

: exiatence of ancther social ihstance. Thus it is perfectly

acceptable to argue that an educ:atz.on systaem providaa
inc‘tustry with certain forms of 1abour It is only a
iunctianalz.st argument if we go on to contend that
schooling had to smerge In its. part.icular pre.sen{; form as

an immediate and unmediated result of a partmular labour

: neeﬂ.

Reproduction théory_ does correctly remind us that education
systems do | usually involve systematic attempts by dominant
social groups to impose their ideology and values on other
social classes. Where it tends to err is in its assumption

that dominant groups based in the state and capital share

14



the same csbj.ectives , that the former are automatically the
servants of :the latter, and that the education systenm will
necessam.ly give successful expression to deminant group

interes‘as.- A reproductive process does occur ri(_n education,
| \. but it is a nmuch more 'comp_licatedl__ one than the
reproductmm.sts allow forn. Any f;,a.turé\' of the é&ucatian

system that plavs a raprod&ctwa rm cmly does =0 . 28 the

_ oxutn.aiae f;)‘: a struggle ovar pdlwy by various social Sforces.w

Ther{t i’;ﬁr no guarantee that because capitalists need a -

i
'part:,cv(lar éypaa of lahuur the educat:.,bgz systam will

Automat cally prrcvide i'l‘:, If this comes ahput 11: is only
" bacausé‘ the representatives of a particular c:apiatalist
_grouping ‘m:e abla to identify that need., b imposs. it on
' ttm aducational decision—mak:.ng procass. 'I’heir ability to
__c‘lo S0 depands on their ability to overcome nat only any
resiatanca £ron haiaw, but alse the appnsj.tion- of other
fractions, bureaucrats, and. offic:.a}.a within tl Leducat‘ian

systeu. A8 we shazll ses, capital often has needs that

\

education cannot meet: and conversely, papular movemants :

are able to pressure educational policy in a way which is

not functiohal to capital. v

Finally, despite the instrumentalist tendency of the
reproductionist view ai’ the state, reproductionists are
justif__ied .in focusing se centrally on the state in
attempting to understand the social role of - education,
Mass schooling systems ara above all part of the si:ate, angd

mast be understeood as such.

15
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In contrast to the reprodurtionist litevature, there has

'c'_zome in'l:.g\_ existence a body Sf work by Socioioqists of

sducation who _have addroszed themselves primarily' to issues

‘6f resistance. These 'writei'_rs share an emphasis on the way

in which a.cﬂ_iva popular quiil.tnral ‘and political responses

shape the social relations of education. Such the wists
may, haw_aver, be .; subdivi{ﬁed into t&éa groupiﬁéa} "he
fstrdng? version of this é%riew totally rejects all the.
premises of - reproduction t'lj___aeory; ‘the rweak’ or ‘limited’

version of the approach ac{j.:epts a notion of relaroduct'ion.

but _trie's oo __cf::mbina it with an awareness of the role of

agency in social process,

L)

The mbre _axtre,ﬁina rejection of rgproductionism is best .

represented by the work of Wexleri% He chargex that by

thinking of society as a structure at all, reproduction

thqdry reduces conflict o a contestation within an

"éxisting social order. But, h% argues, society is in fact

constituted by class conflict: there is a conastant struggle

- of gelf-production, through which classes define themselves

- sucial life is constantly produced by its actors. If one
argues that thers is a structure of scciety apart from its
actors, one accepts the framework of the existing social

order, Instead, Wexler sees sotial change as a "goal-~

~orientated collective process of realization"35 of a sociul

group. The appearance oif order in society iz only the

16



reflection and result of a balance in «lass struggleQ
Resistance cannot be understood as opposition teo a
structure, but only as the struggle of & subordinate group

for ascendance.

Wexler thus rejects the repxoduct;onxsts' view that aocmal
75c1ass can be defined- in terms of the place of a group in a
social order, for . example as a relation to the means of
broducﬁion. szﬁs§Z§E, hé-fgilaws E.P. Tﬁoﬁpaon's view of
social ¢class as a sense of group idantlty emerqing out of
comrmon axparience,zﬁ society is constituted out of classes .
defined hy exparienca. " Bducation ig thus an arsna where
classes'attemp: to constitufe their_identity. fRepressinn
in'”eduéation represents 'attempts by dominant groups to
hloek identxty fcrmation from below. Edueatxonal
structuraa are in Fact merely an 1deoloq1cal fictinn hiding
relatiunal patterns of qiass struggle. " Wexler‘s
" atfirmation of experienti&l knowledge -aé the final
epistemological court of appeal result& in his rejection of
any atteﬁ%t.ta distinguish hetween.transformativa and non~
transformative oppositional behaviour in education,_'Thia
would presumably be a falsely objectivist imposition on

sacial process.

An approach to the dgffim.tian of youth's cultural identity
with strouy affinities to this view is put forward by
Jenkins,27 drawing on the work of Gidﬂen&.zs Glddens tries
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to overcome the puzzle of the relation between structure
and agency, by deny_’ing the wvalidity of thinking of the
problem in terms of this duality. Por the agency/structure
dualism, Giﬁﬂéhs substitutes a theory of ‘stiucturatian’.
Structuré cannot, in this iiaw! bé said ta exist outside of
the practices of thasé who preﬁtce and'reproduce it. ¥or

Giddens, systems caanot be said to have any reasons,

“purposes,- or needs outside the intentions of the human

- actors whose practxcés canstltuta tham. Giddens'emphasizes

the extent to which a social actow knows a good deal akout

the conditions in 'which she/h§ iz enmesited, and thus

. aggigns a strong element of volition to the continuation of

exigting sucial practices.- ;In line. with these
praauppns;tzons, Jenkins?’ analvsia of pdpular qultura
assigns immense weight to the subjective parcept'ions of

social actors. He argues that although ’scientific’ and

" rfolk” wviews of social events are different in kind, they

-, are equal in validity - hoth.tryﬁto invest percaived

reality with nmeaning within a particular cultural context.""

' He sees the identities adoptéd'by subprdin;ta groups almost

entiraly_in_terma of a highly autonomsue cultural prbcess
within thoaé groups: group identitias within the working
cl#sa afise from labelling decisions of strategically
placed actors. 'Thus, iﬂ.his stu&y of working class youth
oen a Northern Ireland housing estate, JEhkins 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

12



assign identities and wake those identities count by
‘allocating resources or penalties; and the practices
_cdnsi;ituting the organization of the ingtitutional context

{work and school).

hﬁxongst authors wha do not engage in such a d}rast’lc
re?acti_on of . any notion. of social strtactu;e or
rer;igoductiqn, but dp try to inject ‘the dlimensiun of "a_g'ency'
. lnt(p our underﬂtandinq of the Sociology of Youth" and
Educ.:&tion , AN autstanding coritribution has been mda by
Birninqham's Caentre for Gantemporary cultural Studien.
Summing un the approach of this schocsl, (:Iarke, Hall.,
Jeftersnn and Robertazg begin with the cnnc.ept of cu‘.'l.ure.?_:
e Culture is the way m which somal groups engage with their |
sn?;Jl axistam:e. It iz a way c:f 1lfe, it prcw:.des the
r u‘m}.pa of maam.ng' which we use to intarprat the world. The
culture c_af the dominant class will t‘_endﬂ to be damnantz in
‘society; but it is only one of ’the cu:,l.tur‘es whic_ﬁt exisi;: at

any given moment. In a class soscisty, different clagses

have different class cultures. The Birmingham authors P

" argue that t.he ruling clasz attains a hegemony - a total,
social ‘authority - when it is ah].a to lead subordinate.
social classes effectively, winning the consent of
.subardinate clasges ta the existing institutions and
structures of society, and laying dnwn a framework within

which problems and conflicts " are resolved,39 Hegemony

13



deoes not always exist; a dominant class may rule, but tha
attitude to it of the dominated classes may fall well short.
af the ’spontaneous consent’ which hegenc'y implies. Even
in a situation of hegemony, there ia, however, a
camplicated dialectic bhetween the hegemonic dominantf
cuiture,'and the suhurdinaﬁe cuiture of tﬁe workiﬁg class.
The subordinate class trieﬁr within the frﬁméwork éﬁ

- dominant institutions, to ‘win space’ for itaelf.i In the

schanl, a culture is imposed on working class youLh wh;ch'
is at variance with their own culture: in response mtpdants
devalop strateqies of negot ation, strugale or re$istanue.¥

Young people devaelop sub-dultures basad cn partbcula:_

. styles and symbols, for theméhlves. Thesa are sp&c¢£1c to

youth in that youth have a specific generational aﬂpatienca-u;
which is historically diffqﬁant from that of their patents.
These sub-cultures derive from, and ara snh—satsgoi, the
larger colass culture in which youth of a particul&r édcial
class participateferha'3uh~cu1+ures éra attémpte to solve
tha problams ofﬂworking class youth at ihe level' of
1maginat4on. s such they are doomed to fail in salving
youth’a practical sacial prmblams What is impartant about
this argument is that 1'1: Bees reprndacmlmn as on.l.y
accurring within a context of strmggla for gocial
| dominance, in which the smborﬂinat& c}xsa is uaver wholly
incorpcrated nn the *sucial eyder, - ‘and pmmsibilitiem of

resistance are always pre#ant._
)

[
1

20



s
e

The work of the American theorists, Giroux®! and Apple,

32

proceeds along similar lines. They are willing to accept
the notion of reproduction  of tﬁ'a' social structure, but:
stress that n': aut:matz.c e:urrespnnqtence of school and wark*
place can lz;ue aasumeud‘ 'I'htag' stress the not:u:n of the =chool
as an arena of :-'ultura.l canflict and res:.stance, w:.Lh a
h:.gh deqreia df aatam'ny :(Ercm a‘hhear social instances.:. It

reproduc:tian takes . plan,m it z.ﬁ, Lhrough a px'acess o;’

~cultural aEruggle. scn.atimas schaalmg can, as am oy tcmtce

‘r;'

ses.
;Lch

of :trugg*i.e, cut acrasa tl:;e pra*fm,ling social pra:or-ep‘s

'I'ha cu:l.tu: al pmcaas is mzem as a crucial tem-ain or: ,,,Jh

'-asubnrdinaha ancia:i. groupqL Gan i’arga K ﬂounter—hegémnnic'

altem?,tivas ﬁ.o t.ha hegemdny of the dominant clas’.,ﬁes. It
ia thus :seérf ag important tm d::.ffemntiate between cultural
alaments; mbnt:g.mmq trar&,ﬁfcma\twa possa.bll:ht:l.es, and

cultura} elmmts whcicl'“ 1at.zk such progresgive implications.

S
i .

’rhe moss}: powexful praaantmt i.rm oL such a perspective is

'that of Pauz P‘il.‘kis.33 Wi },14.3 understands  the response of

ytmtd‘t t.o esduf*atmnal structures as on; of cultural
prcductimm working cm, ar,ci in the contradictions of, a
dnmimani: mbde of 1arcc1uai‘:mn. Culture is a human and
:mllectﬁ.w aat:.v:.t:'g of ‘meaning-making: in the cultural
noment pm.npla use rec@xve& symbolic, id.aolngical and
cmltural,__ _rnspansaa _r!:o axpl.ore, understand and respond to

the awc{fial;. c:-i':tnditi-ans in which they £find i-‘t:lnen:msse;.'wr@.'l:is.

Willig {-iallgs .-ibf ":_:tiifl.tural praduction’ because the process

is understood by" him as proceeding; in the same way as
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material production. Agents use tools (meanings, cultural
forms) to work on raw mnaterials (their structural
conditions) in order to produce a finished product (an
active zlrespon'se' to and redefinition of their situation).
Willis sees popular responses to 'dominant ideology in terms
of a culture which includes both ‘penetrations’ -~
dndarstandings'by actors of their position in the social
ﬁh.rala. ~ and r1imitations’ <- phenonena impéding such an
understanding. Through hiai case studﬁr of working class "
youth in an English school, Willis shows how ‘the lads’
constitute a fgraup withiﬁ the school wha. create a
militantly anti-school culture. In JWiliis'sh view this
represents in part a'penetrétiQn: the lads underétand the
faigity of the afiicial school ideulugy which exhdfts then
to attain individuai carear success by conforming to Echﬁﬁl
rules and making academic éfforts. They recognise that
théir real sacial anitiaﬁ excludea such success, and
raspond in a rebellious, collectivist narnner, Bué their
rabéllion allows them to be reincorporated into the
patterns of social reproduction. . In rejecting official
school ideology, they reject mental labour, which they
identify with that relected idaaquy, while thef glorify
manlua.l wom;k which they identify with the social prestige of
masoulinjty. They thereby doom themselves to a lifeﬁime of
manual wﬁrk; Thus-they'rﬁject dominant ideology, but by a
route which allows theﬁ to be pullad back into a

subordinate pasition, and thus into the reproduction of the
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relations of production. This process of recuperation by
the dominant order is not presented as universai, however;
in the disjunction between the social structure and
cultural .respanse., there is always the possibility that

cultural production will gensrate new forme of resistance.

Ju.ét a# functioﬁali#m disables reprqduc:ﬁioniat théory, the
cﬁlturalist pasiti&;n, in its extreme variant. represented
-haré by Wexler and Jenkins, is disabled by its volﬁntarism,_
Its amphas_;s on the willed action of participants. in social -
processes leads to a rejection of any notion of social
struétnre existing over and ‘above those willed actions.
tonsequently, reproducticon vanishes, for there is no social
structure to reproduce. This re_jection of the notion of
structurai i's. not viable. It hampers attempts to farmuiate
description of the regularities which exist in society. As
Cohen®% d&;onstrat_es, it does not follow that because “the
practices of persons form central cmponentg | Dof a soc;}ial
structure, we cannot talk of a structure of society as
diﬂtin_ct_. from the specific practices of the particular
perséna involved in it. When we speak of a social system
we ara discnssiﬁg a patterh éf }.-ala'z:ions which can be
discerned in a society, and which cannot be reduced to the
relations between the i"miividuals who occupy those
positions at any given moment. Moreover, as Anderson®?
points out, if society is seen merely as representing a
contixiuoﬁs collision of wills, it becomes difficult to

explain why there should be any regularities in gociety at
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all. Anderson argues that explanations of soclal cohesion
that focus on intentinnality; ignore the centrality of
structures of prqductiqﬁ in conferring a unity on a social

formation while at the same time creating a process of

“ Btrugglé. _/As a result of this deficiency, the extreme.

cultural.%t pom.ticm Yefuses to recognise the importance of

the w?ffr in which pattarns of production and reproduction

p}.a,ce social actors in groupings which cannot be reduced to

/x

,__/cheir subjective view of the:.r pasition. 1)

An acceptance of a ‘structural’ approach to the detinition
of social class docs not, as the extreme culturalists tend
to suggest, necessarily lead ﬁa a neglect of issues
ccncgrniﬁg the development of consciousness. As cohen3®
argues, the definition of social class as Common experience
advanced by Thompson (and by Wexler) draws a wrong
conci;;sion from a sound premiss. Thompson is quite
jushiti.ea_, in arguing that préduction relations do not
mechanically determine class copsciousness. But there is
no logical reason to draw the conclusion from this that
vlass cannot be defined in terms of production relations.
It is perfectly valid to ask under what conditions a class
can attain a common consclousness. Bubt this is a different
guestion from that of what defines ;a social class. The
Wexler—'n;pmpson view of c¢lass confuses the issue of the
formation of cons~iousness with the gquestion of the

definition of class boundaries.
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Because of its rafusal of any not:ioh of structure, the
extreme culturalist position fails to recogﬁise the
- censtraints which operate on processes of group self-
realization, and the variability in the valﬁe of the
experiential knowledge genarated by group action.. The
dualism of agency and structure does capture a cantral
aspect of social reality. Namely: that although human
beings ara capable of various types of acts of volition,
| nost of the ac’cs which we undertake most of, tha time, do
not break. t:hrough patterns of relatmns in which /we are
enmesched. The experlance of most human prac& e is
precisely one of belng trappad within larger structures.
Many of our actions .may ba vo}.untary, but they genérally
. take placa w:.th:.n a structurad framework of social
relations., A&nd if they attack that framework, they have no
guarantee of success. Moreover, Wexler’s glorification of
ekpafiential knowledge obstructs the development of an
analysis of popular culture. As Anderson3’ reminds us,
people do not always. draw the’ correct lessons from their
exparienne. Clearly some understandings of raality ara
more accurate than others - a point that culturalism, with
its | tendendy to see exporiential responses as superior to
aﬁélyt-ical thought, does not acknowledge. Soclal science
requires that we try to estaklish waya of differentiating
valid knowledge from invalid: a project which is certain to
lead us to questisn individual and group self—pérceptians.
Experience is indeed an important source of knowledge, but
it is not a privileged medium, equivalent to insight.
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The less sinplistic version of the culturalist position,
represented by Clarke m_l. ’ Giroux, Apple and willis,

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

‘of Education that avoids functionalism without being 'agl___

tinge& by voluntarism ag that of the ’strong’ ahltm-alists'&e"r
The _understandinq that dominant social groups endeavour to
construct their hegemony, but that this occurs in struggle
_w’z;r.h the ai:%tampt:s of .popular culture to' win spase for the
au_huidinate classes, enabies. us tQ hi:éak away from a2 simple
re;roductianist view of education, reintroducing conflict
into our understanding of"edﬁdational préaesses. . The
concept of sub-culture providas a basis for exploring
youth’s raspanses to the:._r conditiuns_ of l:.fe. Wi:tlia'_
modir.igd understanding of reproduction enables us to

examme the interactisn of the attempts of participants in

| educational systems to carve out t:hez.r own futures and the

pmcesaaa by which e*{ia*ing sccz.al structures are

maintained. Finally, these thecmis-ts rm[fogzuga that _;191:

all experiential knowledge is analytically valid, and thus
that sope actions are based on better types of insight into
social structures than others, and ars thus more likely to

lead to sogial trarsformation.

However, culturalist writing in ‘general shares with
reprodliction_ism a common failing: an inadaquate account of
the state. Even in mors stru.cturally—mindad culturalist
work this tends to be the case: a residual voluntarism

v
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ar:.szng from the focus on wxl}.ed action. Culturalism tends
to neglect the role of national leval state structures in

the formation and perpetuation of sducational systems. It

i

tends to concentrate its attention on local level fqrms of
resistance and to assume that the ¢ombined effects of these
. must modify natinnal_, educatmn stxuctures. But this will
in fact only bhe the case if local stﬁdené res;!,stanceé' take
place in similar ways, if these praséuras are reflacted
baék, through their effect on teachers and ::ff_icials,- to
the nat jonal aducation pulicy proceas. The emph;sis of the
_culturalists on Iocal resistance tends to play down the
" ‘nal:.tativa diffarenca between such resistance, and broadly .
organised and politically articulate novemernits, The latter
type of re@istanca__ is far better able to challenge the
structures. _o.lf. education than the former. Moreover, it is a
. precondition for systematically 1'inking up and popularizii;g
a;ciating 'pcnetratlimons’ of students into their actual
social conditions. éu]_.t.uralist writing thus fails to
develop an adequate account of the state, and its relation

te popular struggle.

Thus far, it has been argued that theoretical approaches
deriving from a reproductionist perspective are flaiﬂad
because of their functionalist tendencies, which lead in
turn to an instrumentalist viéw of the statefs role in
educa’’on, and an inability to deal adzquately with issues
of struggle and conflict. However, it has alsc been argued

that the reproductionists have established historical
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connections between the :;:ise of mass schooling and
* "Fpstrial'iza “ion which are valid provided that tiuy ai'e
: ...f-:u”ﬁc‘.'zféi:sstabd in k- non-functionalist way. Similarly, it has
Laen argued that it is important to understand the specific
‘methods by which daminant groups seek to further their
ohjec'h:l.ves thruugh influence gver the educational system,
but that thxs c:annot he seen as occurring autmatically.

Rathier, J.r'safar as . it takes place, it is the result of

‘struggles by domin&nt groupa ta formulaie object:.ves and

~ impose them on soaiety, which may or may not be successful.
;i‘hirdly, it waé contended that the repraductionists concern
with understanding the state -structures of education was -
justified. In relation to culturélist work, it was arguéd

|
voluﬁ*‘*w.tém whicn made it unable to deal with guestions of

that)"f its more extreme variants were characterized ¥y a

soc;la}. s*tructura, and thus 1ed to a failure to recognize
the constrain*a which exist on wil,led action in society,
and an inapiiity to c!ritically evaluate d:l.fferent forms of
action. On the other hand it was argued that a more
ﬁodulated version of the culturalist position offared an
injportant contribution to pur understanding of conflict in
educaticn, through the concepts of heg.xony and cocater~
hegemony,' and a development of an analysis of culture and
of various ferms of cultural and social action. However,
it was then argued that even this form of culturalism was,
like reproductionism, inadequata in its treatment of the
state. It is precisely through an adequate analysis of the
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state in aducatianai cénflict that the gap between
reproductionist and culturalist interpretations can be
hriaqed, and those insights of the two sclivols which ﬁe
have identified as Valuaklg.can.be éynthesized. |
Banaﬁﬂgssiﬂnuﬂnd;Bgzi5;in&s¢_mgsar§§_hmﬁxnthﬁﬁia

The - start:.ng point of such an analysis of the state is
provided by Poulantzasf final work, g;gggﬁﬁugggg;*
| §g§iﬁliﬁm “3 In it ne breaks sharply with ‘the notion of
the state ms merely an znstrument of thevdominant classes.
The state ;s viewad not as a_discrete ent;ty but as a field
of relatioﬁs, within which strﬁqgle arnd contlict may take
place. sﬁacifically’ charactegistic of caﬁitalism is a
saparat;on of economic frum political structures. Whereaé
the 'structuras of producticn would encourage class
"idantlfiaahlon, thewoperation of the state acts to divide
| social cléﬁses into individuals, and to 'rﬁﬁﬁify' theée
individua;s within the state as citizenb.:- But this
oper3 iﬁﬁ, whidh arises from clase confliat; also takes
place within a context of class conflict. = The state is

- thus the materialization and condensation of class
relations. its form reflects struggle within the relations
of production. But because it is constituted as a
'relativaly autonompus space, poljtical ciass struggles also
take place within the staée. So while, as in Poulantzas
earlier work, the state represents and organizes the

various fractions of the dominant classes, the struggle of
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the dominated classes iz algo present within the state. In
this conception, as the state organizes .the reproduction of
subordipate ciasseg; it has to cope with their demands and
presuures. Thé staté_in a menopoly capitalist phase
" enters, mpraovgr,-incraasinglyuihto the economic sphere.
This means that the contradictions of the production
process h_egi_n_ to be directly pra@ent; within the state.
'?hus faﬁmPﬁulantzas the state is a field of confiigtz bn
the one hand conflicts between the diffarent capitaiist
fractions and also between the diffarant‘state apparatuses;
on the other'hetwéan.dominant-and dominated classes., The
state is thus .seen neither és neutral arbiter nor as

instrunent of“qﬁmination,'hut a$ a battiefield.

q&#u&y and” Levin3? have dev&loped_an}approach'to the
anﬁz?éis of education based on this understanding of the
state.'. In keeping with Pnuléntzasf views, they see state
educational structures as a field of relations - a terrain
.of, conflict, the nature ¢f which reflects the struggle
between contending class forces. Capitalist fradtions
struggle to define the reproductive nee’s that they. want
‘the education system to fulfil, and to have those needs met
by the state. But dominated ¢lasses also attempt to impose
‘their own educational aims on the statg. The form that the
education system takes is an outcome of these intexacting
struggles, and is constantly traversed and reshapeﬁ by
conflict, '
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While the objectives of the dominant classes in the
educational spheré may often be achieved, there is ne
guarantee of their success. Subordiniate classes ard
sometimes able to impose their agenda for the restructuring

of education. Where such changes or refor'?rhs ara wen, their

implanantation itself becomes an object ah" struggle, with .
'the damimnt class attempting t'a ‘use its. pmer to give the

ch_nnge the intqrprgtation most favnurjﬁhla to itself,
Nevertheless, popular pressuras act on thei 'pi':ccsss: of change

in education, even where the fchanges being nade are not

'anm with which popular mmfements would identify.

P -
- Tt

'Carnoy and - Levin thus provide us w:l.th a model of

educaticnal conflict which avoids the pd‘cfails of both

're‘.‘..t-,.n,ductinnisa and ¢ulturalism, It preserves reproduction

theory's ins’ightl tfaat there - is often a 1link betﬁ;een
production relations and eduaational st;&ugqle. . But it
deniesr that such a link is automatlc. Edui:atian can easilir
be out of kilter with the needs of r-apital, Like the

. culturalists’ pergpective, it focuses on struggle in the

soclal relations of educatién. But that .atruggle. is
understood in relation to the state, and as taking place
within a pﬁrticular objectively existing structure of class
r_ela_tibna,- vihich pgfticipants gseck %o reproduce  or
transform. By f;acusing on struggle within the state,  both

functionalism and voluntarism are avoided.
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It is this type of interpretation of educational struggle
which will be pursued in this thesis. 2n important
modification to the Poulantzian account as used here, will
hewever be in” relati.on ‘to ity treatment of bureaucracy.
While Poulantzas’ later work made a éury serious attempt to
give due we:i_.ght to the auto:nomous dynamics of stai:g_..--"
inst.itutic_ns", some of hf_s fcmulatians do tend to suggest a
 residual alﬁss i:eductioniam, in which wvarious sections of ,
the state apparatus fepresent purely condensations of cliass
interssts. But as our historical account wiil sha{‘:,. though -
some features Gf an educational hureéucrasy do rt_?.ﬁ;:_eaz:-';nt'
 outcomes of class interests, other featuvzs ocan 01;]13( e
| hnderstand thrdugh; an acknowledrement of s;utcnomf in the
_#peration of bureaucracy. Administrators do develop their
mm idéolagieé, interests and inértia, aven if these aére
cohatrained. and -mdulded by i:lass forcés. In order to
understand struggles around the bureaucracy, wa nheed 'to
_pursue a more mnequivécal anti-reductionism than Pdulantzas

offers.

In order to do this, I will draw on the work of Theda
5kocpol.4° She argues convincingly that classical Marxism
“failed to foresee ox av:.'teeqluri‘:e:l.ﬁ\:r explain the autonomous'
- power... of states as administrative and coexcive machines
embedded in & militarized international states system. 141
Skoépol{ s wcs{:k enmphasizes that the relationship between the
state and the dominant social classes is not a given but

varies hiétorically. Bureaucrats may be subordinated to,
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or autcnomous of capitalist interests. We cannot teli
ttheoretically’ what ‘their relationship _is before
“ specifically investigating a partioular state, If we want
to be able to argue that the state serves particular
.interests, we must be able to .show cdr}cr-ately what ?;hé |
causal mechanisms are that move the state to intervene
actively for thu#e interests. The state must be understood
-a‘# & set of organizations, extracting :.-_asaurdes from
g;'aciéty and deploying it in coercive and aﬁministrative '
6rganiéations; it is only by understanding the features and
capicitiés’ of this org_aniéation-_ in historically specific

terms that we can grasp the way it acts.

A major problem for the posit.ion' agdvaﬁcad here may seein to
be that the Carnoy and. Levin’s vieﬁr of conflict in
education is based on an examination of education in a
liberal democratic state. It might ba argued that in a
ﬁ:apresiva third world context, the iﬁaa_of state education
- structures as an &_re-.na of conflict in which the musses ars
present is absurd. Surely, it might be said, in éuch a
context, education policy iz dictated from above rather
than influehced from below. . 'But 'it is precisely because of
the limitations in Carnoy and Levi:;’s characterizaticn of
educational struggle “in Ainexica that théir " work remains
re.‘u‘,ﬂ -ant to very aifferent jconteatt.s. They add to the
argument discussed above, an element of American

exceptionalism which is scarcely justified. By removing
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this element of their argument, we are left with a model
that is far more widely applicable.

carnay a’ii'd Levin“- argue that in 'the U.8., social

' inequalities within education are less pronounced than in

‘other spheras of s6ciety. 'J.‘his, accordinq to 'l'.hem, is the

sutcone cr a :Eundamental tension in Aneriaan seciety,

betwaen i:he imparativas of Democracy and those of

-Cap.italiam. Democracy provi&aa political aquality, but in
‘an econcmic systew narkad by :;.naqual:.ty. The irxstituticna-

of .tha state, inc:luding the school, are subject to the

inegalitarian gressurqs of the . workplace and the

egalitarian preésures -"-iof democracy. The democratic
fcnaracter of . the. politit,al system creates the opportunity
for lass ar%vahtagad groups to pressure the education systen

.fizin a\mare egaﬁitarian directian. .

But while 111& is clearly “true. that access to democratic

'_-palitical me:uhanisms 1mproves the ability of suburdinate '

g*oups to :meose their needs on the state, this separatian
of democratic __palitms : and undemocratic economics SEeRs
unsatlisfaét'ory. ' s Wood?? points out, éuch an argusent
accepts the spli’i: bétween feconomic’/ and ‘politicalf

spheres characteristic of capitalist society. It does not

“give suff_idient f.ittefitibn to the fact that an inequality in

sconomic position means an inequality in access to the
means of enfor¢ing one’s political rights; it ignores the

way in which '!:he ideology of individual political eguality
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helps to mask class ineguality. Thes argument that the
gtate iz not a simple dominant class instrument does not
rest;"- on the existence or ﬁhaence ‘of political democracy; it
is an arguuant about how social relationa should be

understood. While the absence of damcratic institutions

nay J.imit the optians of popular classas, it does not mean -

that the state is not traversed by class _strugglqs, or that
it can avoid contendiﬁg with .po_tml.a:: 'prunﬁrds. It is
possible .to analyae repressive tﬁird‘ -world statas in the
vrperspective of ‘the state as a field of conflict. ' An
' exahple of the successful applica:tmn of such an approach
to semi—peripheral countries is Cardoso and Faletto’sdé
seminal ar;alysis of the state in Latin Am'arica.. ~ Thay put
forvard a view of the st.at:.e in semi-peripheral countries
which'_ can proceed along ~simi1ar lines o that of
Pc:j:u_l}ntzas, while at the same time grasping .. the
'sﬁeaificities of Third World conditions. Their view.
rejecté the tendency of dependency theory to ses the state
' in the third vorld as merely the instrument of metropolitan
bourgecisies. It is their pasition that while the state
can act as a purely ‘nev-colonial’ force, it will do smo
only if the specific forces which become dominant in the
state are sectors ) whose ihterests are linked to
metropolitan ones. While the disadvantaged pos:..tion of
such countries in the world economy limits dominant group
options, (especially where policies involving the political

or economic incorporation 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..'aa in Poular;tzas’ work, the
atét_e is seen as an arena of class confl.'ict; not as an
1nsmnu1 entity. An dimportant implication of this is_
that the state, even if 11‘:. pursues reprnsive pnlicios, is
subiact m nass pressures, and that it can ba the gite of
strugglas 1.11 the course of which mass novaments nake

-democratic gains.

. A _ ;
'J.‘h;_a approach to editcational conflict which has been
proposed allows us’to integrate aspects of the 7limited’
- variant of the culturalist argun';ent into bur . gonceptual
_ framework. If the struggle of thé aominant classu to impose
:i'.ts“ needs on society is to be effective in .-c::_r.:eating a
s;ta’blé social order, it needs to create an education system
bf a hegemonic type, in which the_ subordinate .'clasa is
fully drawn under its leadership and prcﬁrided with a
framework of life, the hérizcms bf which are defined by the
dominant ﬂlﬂu-&u On thé. o::tha;r hand in their struggle £o
pursue their own ne:.eﬂ. popular movements develop counter-
~ hegemonic initiatives through which a broad social base for
educational alternatives to duminant class policy ©an be

built.
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However, lan ﬁdequate typology of papular responses to
education systems must provide us wi.t:h categori 268 through
which to analyse thoae situatiens wnich fall short of, on
" the one hand, an identification w:.t_h the hegemunic
framework of the dominant class and on the ni:her a rtmnded
deveiapment of a popular cqunter-hag_amony.

it will be argued in this the.sis t’hiﬁ: Gpop'ular ruponxes‘ to
'aviuca.tibh. mystens often t:ak;e the form of acquiaicance: s
rasponse which is bna of acczapting a particular sat of
social arrangementa, but without =a strong degree of
internalization of the values which 2re concomitant with.
those nrran#ements. _ Tt will be argued that hegeﬁany
implies the winning of the allegiance of tha subordinate
social group to the cultural framework of the domninant
group; it implies active ident:.fication and c:ommztment, In
a sii:uat:.on where the dominant class is not able to
construct an effective hegemony, but where the subordinate
c:lasses are unable to nffer an alternative of their own,
the ruling slass may saf:{:re the wzllingness of subardinate
classes willingness to live within the dorinant
institutional framework, but without aﬁy interior
‘acceptance of its hegemonic clainms. Poulantzag’/ work helps
us to understand such a: s—:‘.tuatibn.“s | He poinﬁs out the
dangers of 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 thi:ngs, or trick thenm.

Acquiescence in a particular social order is not given
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purely because of fear or ideological plindness. In order
to build any degree of popular acceptance, a -regime has to
nake r-ertairi r:oncessiuhs to the _needs' of the masses; it has

46 calls a ’mat’eriai substratum’

to provide what Pnulantzas
tor this suppcrt. ' In Poulantzas’ view this is true of even
the most repressi\re regimes. This argumant, Which accords
greater ability to social actors te undaratand the..r social
conditions than doer, far exampla, the axtlmssarian
pasitionr accords 'w:.th cﬂrr:.gan and Frith‘ s" critigue uf
the convent_.}anal wisdom of reprnductionist e_duaationa}.#

ﬁoc'iolaqy. For them, the idea that the upper classes

somehow brain-wash working class youth ie inherently

.inplaua.thle - 7 mz_k_;mg__gu_eﬁ axperience of bourqemis
institut:.ons fs mmlikely to produce a total idealagical
'suhordinatz.on‘ moral values taught on their own - are
uniikely to be accepted unless reinfo:ced by other facats

of social reality.

fﬁrthermora, aé_Pﬁulantzas also points out, the repressive
role of the siate oﬁarates'nét oﬁiy through violence, but
also through'tﬁe creation of a ’bodily order’ involving a
differéﬁtiatibn of the very bodieé”of people in different
social classes and the insertion of those beodiss ihto
various state apparatuses.?® It cannot be assumed that the
constraints imposed on youth by thé school system are
primarily ideological. As cCorrigan and Frith??® show,

subordinate classes can be institutionally incorporated
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without being ideoclogically incorporated. That large
proportions of thé subordinate classes attend school is
important, in certain conditions, to the maintenance of
existing gocial relﬁtiona; it provides ‘% peans for the
‘social control, in a physiéal samae', of working class
) ymzth. But it does not necessarily signify acceptance of
..the ideological thrust of the education system. Youth may |
"Iaccapt schooling either bacause of coercive factm orl
5;:5econouic forces, without acczeptim; the . hagamonic framewerk

of the dominant classes.

| I have .azjgﬁed a‘é:a::ve for a recognition that sﬁme « forms of
" social action are ~ore effective than others 'in creating
‘Bocial change, because  they are bzﬁsad on better
undoratandings of real soecial relati [ﬁs. '.‘u‘.'his leads us to
support the view that it is nece \Bary to diatinguish
. between’ thoge forms of behaviour wh-;r.:h are. ahla to act in a
transfomai:ive way in society, atid those ‘which are not.
Sonme kgurﬁs J. of oppositional kehavicur arise _”‘put of real
saciai conflicte, but are' unable to change t!;éée realities
because of their d'iviaivg or "'pur'ely des‘tr.ﬁative features; I
will designate this ashnon—transfo'rmative oppositional
be.havidur. B Oﬁjmsitional behaviour which doss e”fectively .
attempt transformation, is at the same i:ime, not the same
as a .cauhter-hegembny. A counter-hegemony reguires the
organising of a wviable alternative to, in this case, the

educational structures and practice of the dominant class,
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In analysing how these forms of social action change across
time, recourse will be made to Charles Tilly’s notion of
'réperﬁoire' . Tilly argues that when people act:

+++they ordinarily have a limited number of forms
‘of action ~ a repertoire ~ at their disposal.
Repartoires of collective awtion var. \from one
group to another, but in general they a * lLimited
~snd change rather slowly. Repertoires dAange a3
a function of the group’s organisation and
sxperience, but they alsc change as a function of
‘the constraints imposed by other -yroups,
including authomtms. 50

What 'rilly is pointmq to is that for:ms of social action

are not chosen on & str:.t:tly rational basis frmn all the

_nhysically possible alternatzves. Rather, a trad"t:.an

develops withm a part:.cular c:lass, class segment or sub-

" culture of acting :.n_ a cq;tain- way arocund certain issues.

Forme of action are "...learned, historically specific,

rooted in the existing social structures and seriously

" constraining."?l s : AR

This has a nuwber of implications for the study of
contention in education. Firstly, it should be poésible ‘to

trace patterns or types of contention, acrogs substantial

higtorical i:eriodst A repetitiun of particular forms of

action ih_ different times and places sign.fies conflicts
within.similar patterns of social relations, and a
continuity of specific traditions of resistance within
those relations. Secondly, we need to consider the
constraints imposed by ’‘other groups’ on students’ actions.

In the course of this study the links between student
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Form

1 2 3 4 5

Pominant {Acquie- Opposi~- Oppositional {Political
Jelast . sence tional Behaviour Opposi-

Hegemony | (Institu~ |Behaviour {Transforma- [tion
(Sub- tional (Reagtion- [tive. ywounter
ordinate |Incorpora-|ary kotential) Hegemony)
class tion) potential)
2lleg- .
iance)

insurgency and national leveis of politics)l mobilisation
wiil be 1nvestigateﬁ. ar"“ %& these ‘other groups’ whose’

action conatrains ﬁollam.ﬁn-. action, Tilly wmentions the

rauythoritiesf: it is ncoessary to exanmine .students’ or

teachers’ actions in the context of the state apd
educational authorities’ responses to them. Thirdly,
Tilly's'work has the implication that the changing of*forna-_

of collective action is not an instantanaous process, and

thus new or specific problems may be adﬂressed through old,

:acognlsed types of protest action, 2 :Elaments af an

\ exxat;ng fnrm ‘of protest can be changed in the cuurse of

struggla but they are unl;kely to dimappeay. The fact that
a particuler form of action Is widely racognised by those

g pafticipating in it forms part of the bagis of their

golidarity, even if they are takxng part for differing or

new motives.

L]

The spectrum of peopular respconses to education which have

been defﬂned'appears thuss

Figure 1: Forms of Popular Pesponse to State Education
Systems
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Bach form of respense, in any concrete historigal situation
gontcaing its structuring and const&aining repertoite.- oOf
pourse, Witnin.any one e4ucation system it is hardly likely
that one ‘pure’ type of response would éxisi_:, as iz the
case with any socinlogical model. Rather there is iikaly
to be a characteristic combination of these types, with a

~waighting toward a particular form.

 The responses of teachers to“tha atruggles wi@hin the

% edncataan sy&tem will be a central focus of thim thesis.

\ We will seek to igvestigate repraduetion and rasistance in
Kschoollng nat ahiy by examxnlng state policy and mass
lsoclal movamenta, but also by_exam;n;ng.wnat happened
w;thiv the classrocma Teachers, as the pivotal figureé in
zimha clagsroom, must thus conatitate nn esaentiul focus of
Ls;ch investigations. This then pnsas the ¢guegtion of
dewaldping an adeguate fréﬁework in which taachafsf actions
~¢ari be understocd. Althou&h their responses to changing
political cifauhstances in education will be nlﬁée& within
" the typology develuped above it is also necessmary also to
congider the ways in which the specificity of their
position in the education system affected their political
responges, This in tu;n leads us back to the central issue
cgnaidé:ed in this dhapter:_the relaticnship between
structury -ng agency in social action. In coneidering

teachers’ roles in educaticnal structures, we will pursue

42



the broadexr attempt to re.j.ect both extreme structuralist
and cultufalist tendencies., The thesis will attempt to
understand both structural constraints actif;g on teachers
and their active role j.n ge{l;lez_:_'ating their own cultural .-

responses.

This approach éhtai}.s' a rejection of _a:‘ny ndt:ior;;‘ that the -
behaviour of teachers can be 'read off! in any simple or
direct wgy f;-om their _o;lass location. (All the more is
th':ts' tha' case in a sbaiety 1ika:" Scmt;h hfriba where
relations of cla;ss and race are mutually atructuring 23
Fallowing Raymunﬁ Williams, in this thesis the forces and
relations of praductlon are viewed as setting limits and
exerting pressure on social actions rathe» than pradictmg,
prafi.gur_;iﬁg' m: controlling. thei.r content,3? ~ However, it
will be sﬁggm:t_:ed that the structural class position of
_ teachars iz a highly ‘ambiguous one in whicf: tha atﬁual:ﬁras
| and limitations 'impoa.ect' o:i_ their aci:iogxs by their social
pusit’ion‘ are such as to give a .particuiagly high degree of
centrality to the po.litical, -id"eologi.cal and culthral

context in shaping their responses.

'f.’here has been an extensive a;ociolog_ica.l debate in recent.
years ovéi:* how the class pdésition | of the ‘’intermediate
strata’ ~ those who are neither clearly prol-eﬁrian nor
menmbers of the haurgeois:.e or petty bourgeoisie -~ should be

defined, Some writers such as Bunt>% ane Mandel®® have
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'~ arqued that these smployees are, by virtue of being wage
earners, part of the working class. But this position
appeara to ignore the specific characterlstics of ‘the
‘employment of the intermed:.atg_ s"c:.rata - in tv,é caee of
taﬁcharé,tthat"they_enjoy'a greater degree of gutondmy in
their work than do ordinary workers, and that they aLa not
involved in the direct prncess of cap1talist production.

dd : :
'B.'and,x._ﬂhrenfeichss have argued that the pmol&éeration
of jobs of the intermedlate strata type in cm_;i;_fsmparary
society mékks'the‘birﬁh'of a new class, the Proééﬁsional
Hanagarial Class (PMC), which is defined by.itsfrole in
. maintaining processes of social reproductlan. ;5 But the
reproduction of soclety cannot be understnod as bﬂing based
only on the woﬁk of those in ideblogical, bureauwratac or
'welfare employment. The whole of the PIOG@BE of pxoduction
contributes  te, and must ba maintained hy rapihoduatwe -
processe\‘ One cannot make a simplesdistinctiom hatwean
work and vork which reproduces society 1? ubreovmr, this
view does not deal with the great ranaﬁ of iﬁ?erastﬁ within
the intermediate atrata, with some uccupylng very axalted

and others a very 1ow1y sac1a1 position,

The general direction of contemporary class analysis has,
'homaver, been to view this social category as one whi&h is
defined, in one way or. anothar, by a class location *hat is
neither that of capital, nor that of labour, nor that of a

new class. Rather, it tends to be seen ao intermadiate
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hetweeﬁ_ &apital. and labour and thus aﬁ subject to
contradictofy or ambiguous political and sozial pressures.
Thus, Pdalantzassa views workers in sgcial aervices,
commerce nmd servive “ndustries, and supeﬁvxsors, managers
;And tachniaians, as a "new petty hourqe@isle” They are
| differantiated f&-om the traditional pet:t:y bourgecisie by
the ract that %they sell their 1abour,_hut also from the
wurking class by the form of their expl@itatian, which éaea
involv@ the ertrachion af surplus value. = However,
politically and ideoLogically, the new*petty bourneoisia is
_vieweﬁ by Poulantza& as sharing the sqme taffecte” as the
"traditianal petty~ bourgacisiev, wﬁich is geen, in the
manner of classical Marxism, as ambiguaualy placed in its
i_relatlon to the interests of -capital ‘and labour.
jCaruhadisg arguas that the miadle strata combine the
 'genara1 funct;on of ﬂ&plt&l'- (that is nf domination over
the kahaur force nacessary for the extraction of surplus -
-value), with the 7function of the colleative worker’ (that
| is tne tasks necessary for social prndmction). They are.
undergoing a graﬁual process of proletarlanlzation in which
the_'general gunction of capital’ becomes less important in
their work. Erik 0lin ﬂright"sso early work develops the
notion of contradictory class locations as a way of
understanding the position of the intermediate strata. He
explaina this in ternms ofnreiationﬁ of domination. Semi~
autonomuus - wage earners (s.a. w.e.s. y. such as taachers,

oucupy a c&ntradlctory position between that of the working
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class and thac of the petty?houigooisie. They differ fromn
the proletariat in having sﬁbstantial control over their.
own wo}k, hut unlike the'petty bourgeoisie de not control
the .' means of productiorz. 'I‘hey are not located in the
aphore of direct oapital;ot production, but of netty
commodity produoticm. In te:ms of this wmodel teachers
would be pullad sbo;ally and politically, tovard the
posii.t:.on of the working class insofar as thay are. wago
earmero, but toward the posltimn of the petty hourgeoisle
in that they have not lost all controi over their work.

-Tho contradictory oharacter of the sB.a.w.€.8.’ mater;al
poa.ltion nakes then particularly ausoeptiblo te the
politioal and ideologioal appeals of the major oontonding
socﬂal forces. In Wrightfs more reoent work®l he revises
his argument, explaining the ambiguouo social location of
| the intermediate strata in termo of thn oritexxon of
exploitation rajhor than ﬂominatlon" Exploitation, in his
texmsﬁ is whega the ‘wealth of one group leads to the
-1mpove%iaﬁmont of another. The new middle classes are
oxploiﬁed by employoro._ But they aiso exploit the working
class: 'managenli?.-.s and supervisors by their control of
orvganizational éoserts, and oxpertsl such as teachers, by

their control of skill assete.

All of these theovreticians are tryixrig to grapple with a
reality in which the social location of employees such as
teachers places them in an ambiguous social poesition where

they are subject tc confl icting soclal pressures. Whether
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strategies of individual or sectional self advancament are
pursued, or whether alliances betveen teachers and popular
Aovements aining at social chanyge develop, depends on the

pressures encountergd at a particular point in time.

A cé.ntrhl. form af te.acher. politi-cal raspoﬁse to educational
struggle which will be deaa.lt with in this thesis :ln t,hat of
"profaaaionalism. "ehis farm of action arises out of
teachers’ anhiguoua nsocn.al 1r:scation, which placas varic:rus
limitatians and pressures on thei.r pursuit of it. As;
a:‘,cldthurpesz suggeatg, the delegation of responsibxliﬁy to
"the enployee, and alluw:.nq the amployee to axercisre &
' speeialist knuwledge, requires the exia'tenca of a cert‘ain
basia of trust batween employer and employee. This
e atmnsh:.p ragquires a deg*ae of active cmumitmez T f’rz:m
the ampm‘:ae, which w113 cmly be sustained if apprc:priata

| conditions of employment are provided.

This type of work relationfahip enables teachers to see
themselves as professionals, and to puzjsue a sti‘éiteg} of
professionalism. As Larson®3 argues; profasaionali ]
proclaims that mwembers of a particular 0ccupat...on have A
special munopoly of knowledge and competence in a
particular area of work. The strategy is pursued thraugh

the castablishmem: of a professwnal assoc:.at:.on, uontrol of

- _}'naw ledge that is accepted as real, al:. tempts to systematize

cont_;:‘ol over training and credentials and to gain £ull
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autonomy at work, and colleague control over the
profession. :The ultimate purpose is to improve the market
position of the professional. However, as Esland54.points
out, a profession, to achieve its. aims, must be able to
convince a lay public or government of the validity of its
claims. Teachers, not being self employed and lacking the
rare and specialized skills and tmeinimg*o; doctors and
lawyers, have, histdrically been lesa.successfui than those
professions in attaining the objectives ~" .rofessionaliam.
The possibilities of such success have been further ireduved
by the tendencies in conﬁemporary capitalism toward the
proletarianization of intellectually qualified - employees
noted by Braverman,65 Mandel, 8¢ and carchedi®’ and of
‘teachers specifically, as noted by Harris  Such writers
argu¢ convineingly that there are strong .. .dencies in the
sphqra of social services toward +uhe separation of
condﬁptian and execution typical of contemporary industry,
and thus toward the undermining of the autonomy of

_prdféssionals such as teachers.

The frustrations which teachers experience may interact
with &nmmitmants to professionalism in various ways. They
may respond to deteriorating conditions by pursuing a
traditional conservative professionalist «strategy,
emphasizing their specia. claims to better treatment. But
they mﬁy also be radicalized when they feel thht the.hasia
of thelr profession, their respurs-ibiliny and ability to

deliver a service, are being undermined, 'This is an
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important manifestation of the way in which teachers’
ambiguous social position makes the political, ideological
and cultural context particularly important in structuring

their response.

Qﬂnﬁlﬂiim

'rhis chapter has argued that. the 1atar work af.’ Poulantzas” %
_prcvia\ps a basis for the understanding pf nducaticmal
eanfl;!.ct ‘through which the wvaluable insig‘a\ts of both
reproductionist and culturalist approaches can be linked.
In the ;oulantzia.n view, developed by {arnoy and tevin , the
- etate education "Isystem iz seen as a fi.e,'l.d of _relaﬁons
‘travérgad by social conflict. It exists in the context of
a gix_rerf’*-\._get of ¢1ass: relations; it embodies the outcome of
- confiicts. In this th;sis,“ such an. approach ié modified by
Skocpol’s undemtanqu of bureaucrac:y which is vi&ured aB
an entity which oan a:.ther be at varianca wiixh, or
auhcmi:l.nate .to, the interests of the ﬁaminant; alns:sq In
order to dasm:'ibe the process of educational czonflmt
within, ﬁth:s.s state I draw on the cancept of hegemny. The
dominant classes engage in struggles Yo establish their
hegemony in the educational sphere, as they do in other
areas of zsociety. In response dom_inated Qlasses attempi:,
at pérticular tiines, to construct a counter-hegemony. But
they also make a range of Jless assertive responses, a

typology of which has been offered.
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In, this chapter %he implications of the theoretical

approach algborated in the previous chapter will be drawn
out in reslaticn to the si:udy of conflict in south African
‘education. It will be argued that recent critical
acadenic iita;c'ature on South Afxican education contains the
same divisipnﬂf between répreduction and resistance
api:roachas i:hat we have noted in the international
literature. It will be shown how the type of apprcach
adap{'.'éd in the previous chapter csatln help towards a
resolution of gome of the key issues in coﬂ'teﬁpa.t-ary \Sﬁuth

' African educational sociolugy.

Reproductionist perspectives have predominﬁted within thse
new sociology of South African education. In the work of '
authors contributing to | Kallaﬁaysf 1984 collection
Aparthei¢ and Education,* a distinct South African variant
of reproductionism emerges, typified by the work of
Chrisitie and Collins.? This interpretation of Bantu
Education is leavily influenced by the sc~called ‘Cheap
 Labour Power Thesis’ devé:l_.\pped in the work of Martin
Legassick® and thé early wc;:‘::k of Harold Wolpe.? This
- position, (to sum up briefly é vast and complex literature)
centres on the view that the low-wage, migrant labour

system of South Africa was made possible by the maintenance
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of pra-capitalist production in the homelands, which

provided a portion of the cost of reproduction of the

..__:'5' migrant and his family. This meant that capitalists were

able to i:ay below-subsistence wages to their workIorce, and

at the same time capital and fthe state were spared the
expense of providing for the reproduction of an urbanised

working clage. Apartheid is thus seen as an attempt to

maintain, by coercive methods, a cheap labour system

founded on migr&ncy in a situwation 1n"'which the pre-
capitalist sector was beginning to, braak down The post—
1948 regine, by\ ﬁfnrcing labovr migrancy, attempted to
contain the craat:.on of a pollt.man;, dangerous urhan
proletariat, and alsc to avoid the L.oerts for state and
capital that would be attendant on the reproduction of the
workforce within the urban areas {(implying higher wages and

nore extensive state provisio:r of housing and services).

‘I‘his worl: marked a major advance over the prev:musly

"&ominant ruberal' view of South Afrlcan history, which

postulated -an absolute confl:.ct between t:he imperatives of
racism and tapitalist growth,® and thus was incapable of
axplaining: Soﬁth Africa?s economic boom of the 1960s. But
the Cheap Labour Power Thesis had the defect of moving.
toward the oﬁposi te error of seeing the racial order as
perfectly functional to the capitalist economy. In
addition, hy fosusing exclﬁsively on the migrant composient
nf. the _iahagr force, it ignored the role of the growing

urbanized labour force.
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Viewing the repi:'oauction 'af the labrmr force wii:liin tﬁe
framework of the CI:eap Lahaur Power Thesis, repr&ductianist
authors such as Chri stie and collimﬂ tend t»;' zmaljse the

Bantu Education po.:.icy, from its inc«aption ;{m:o the 13‘?‘5&:,
.as ona that provided for the réprcduatmﬁ/ of an unsk.ii il
Afri:.an labaur force mthi‘h ar\ m.onomy the major
charactar* stic of which was migz.“arxt 1a.bnmr. Despite
various attempls tu dizclain fanctionqﬁ.im, i:he mn?r in
which the arqwnenta of the&a Wi‘bﬁrﬁ‘ are w.-d& tande toward
‘the typical ';lim*tatians of . rep“nductidnist thought.
Dysfunctianalii 4 batwean stata st ruct:-.xres and production,
divisicns betmxeﬂ ::apital and the regime, ‘and w:.th:.n the
}mraaucracy, and the impact of social canflmt an
aducat;anal paliwy are not wel}f’incurpar:ited into the
analyais. Al though making frequant verbzl gestures in the
direction of recoqnising such 1k\sues, repruduction:.st
writers cn South Africa engage in types of axplanatz.on in
which ‘a model of stat,e aducatz.on palicy as essentially '

meating the needs of capital preva:.ls.

On the other hand the influence of resistance orientated
thought is apparent in the recent work of Molteno.® wWhile
Molteno has made & valuable conﬁributirm to the lita'rature-
in providing usz with the f.ir_st good studies of student
movements, his work ends to the voluntarism that we have
noted in rmsistanc_e theory. He rightly challenges the
inabllity 6f reprdﬁuctionist thought to satisfacteorily
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account for and investigate popular movements in education.
He assigns great weight to ths practices of students in
gererating an alternative school system through a process
. of cultural production. However, in doing so he tends:to
.ﬁramave the apalysis of movements from the context of the
structures which mould and. limit them, Molteno does nbt
suffﬁciently labatssadugation strugglﬁs in relation to the
'staté. .
(I

sbuﬁf ﬁfric?n education thus seems to have presentéd
éinilar“_anaiytical problems to those facing educationzl
sociologists internationally. In this chapter.x will
dembnstrete how the conceptual framework generated in the
previous éhaptar can provide a way to avoid the polarities
of reproductionist an@”fesistance thinking in interpreting
Bantu Education.’ I will autline.the ways in whicﬂ:my
approach differs from earlier interpretations ogfaantﬁ
Education. I will then sketch how the thesis wilil portray
the strugglesz around education policy from the 19408 to
1976;

; ! ; E . l!l

In developing an account of the struggles over educaticn in
South Africa between the 19405 and 1976, this thesis will
develop a mamber of centra) propositions which depart from
both the répraductionist and the resistance approaches to

South African education. For the sake of clarity, these
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propositions will be identified here.

The .tesis will argue that the functionalist tendencies of

reproductionist thdhght'have led it to misconstrue both the
siqnif:.cance of Bantu Educats.on for capitalmm, and the

nature of the interact:..on .aetween the apartheid bureaucracy

‘and capitalists. The ralat:.onship between Bantu ‘Bducation

and capitalist development was a changing and not a fixed
:on_e. The view that Bantu Education sinply reproduced cheap
labour for capri tal will be shovwr to be umsatisfactary. L “h
‘the sawe way as the liberal view that apartheid schaal:mg
nscessarily ohstructe& ‘the capitalist ecanamy cennot
explain why economic growth 4id take place in the 1960s,
the raproducf.ionist position cannot account for those
- periods and féatufes of education policy in which capital’s
needs were not met by the education system. Rather, it
will be contended that at particular moments, and in
particular aspects, Bantu .Ed.uc:-,ation policy agsisted
capitalist development, and in other mwoments and other
agpects, obstructed it. This positinnh _has affinities with
Wolpe’s recent argument that -
««.the re].a.tmnsh:l.p between capitalism and white
domination must be seen as a historically
contingent, not a nhecessary one... the
relationship will be bkoth functional and
contradictory at the same time -~ funetional for

the reproduction of certain relations and class
positiens and contradictory for others. 9

¥y rejection of the i‘eproductioniat view of the

relationship between capitalism and aparﬁheid flows from a
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rejection of the functionalist aspect ©r reproductionist

~ thought. It cannot be assumed a priori that the origins

and gnature of ore social instance, Bantu Education policy,
can necsss&rii}? and automatically Sa explained by the
eétistenca of another social instance - capital’ﬁt economic
rqlatinns. - Where Bantu Educatibn policy sarvaﬁ.
cap:l salist infterasta, that result was the outcome of

succe.ssful political strqules by capital, wrather than of

Cany automw’tic relatirmship. As well as being functianalist,

tlm rapx:odﬁuct jonist view of South African aducation palicy-_
suffez‘s from a class reductionism which daea not give
adequate _wuig;nt to the racial, colonial aspects of power in
society. - | o

Tt will alsc be argued that the relationship between the

educational state _buféaucracy and capital was a contested

~and 'changing ond,  Bantu Edncation policy cannot be

understocaa merely as an example of hot the state acts in

the i:‘lterests of capital. This view 'is entailed in mny

_rqxjectian of an instrumentalist view of the state. As

Yude}.m‘:anlo first recognised some time ago, nuch South
Africsm writing on the state is vitiated by reductionism.
The f;hesis wil;. show that there were important pu:_‘icy
divis;:iona batween papital and the bureaucracy over various
aspects of education policy. The bureaucratic political
and economic interests which were embodied in the civil

gervice and the National Party government vere largely
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. distinct from +those " the predominant capitalist
fractions. . The extent to which there was co-operation
betwean the state and capital at particular periods was the
outcome ﬂf relat::.vely con)ingent factors. The introduction
of Bantu Education did solve certain problems for capital,
but this was because of the existence éf complementary
 interests between a state whic:ﬁ faced important economic
._'ind political _. limitations to its ab_iiity to intrdduce a
~ full aparthei& progranme, and an industrial and mining
sector whoaa aims in terms of socii:l policy change were
very limited. In the _19705, attempts were ma-de to.
reorganize education pelicy in a way witch ,\bette.r: suited
capital’g 'new requi’remeﬁts for gkillad labour. These
succeeded because of econonic pressures on the state,
_::ev-aater {&representation of incmstry in the National Party,
and the m\ed for raorganz.sa.tion in the bureaucracy. On the |
other hand in the 196‘35 state eﬂucation planners rode
' roughshod across the needs of industry, and the policy
change of the 19708 'prbvéiked an obstructive backlash from

important elements of the "l:ureaucracy.
: II
|
Despite our cr:.tz.c:.sms o;E reproducta.onist thaory, it has
been argued that the cclnce:pt of reproduction can offer
valuable insights into tha' creation of mass schooling
systems, provided that thu; use of functionalist.ﬂ assumptions
is avoided. The thesis r@Eeeks to generate a more refined
understanding of the reprodustive role of schooling than

that which is found in existing South Afrjican literature.
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It will a].so seek to utilize the wvalid crml:rihutinn of
intarnatxonal reproductionist work on the relatlonshlp
between nass schooling, industrialization and urbanization,
Gin ordexr hetter to understphnd i‘;ha genesis of Bantu

Education.

£ ‘|

Bantu Education invalved the reprbductian of varying and
historicany .shanging forms of J-.abou‘r, and issues arising

‘out of urban labour markets and J,:Lv:l.nq conditions were of

“central importance in policy struggles 6ver education.

This contrasts with f;he South _'-.African raproductionist
o emphasis on Bantu Edu{gation'a ro},e in reproducing a poorly

skilled, rural based, nigran" labour force. In this

;  respect, I dr¥aw on Hindson’s c;r;ltz.que of tim Chaap Labour _

Bower 'I'hes;s.u Hindson ﬂemanﬁ*“ vates that the apartheid
| soclial order 'iid net have tha eftect of reproducing only a
s:mgle t¥pe of labour p*wer ;= the unskilled m.grant.
Rather, apar..he:.d legislat:.on deecpened the dxat:.nct:.ons
hetwaen sections "'f the labaur market, in that the pass
laws gave urban reaidents, nigrants and rural people
differing ,i.evéls of access to urban centres. Hindson’s
~ 'Differentiated Labour Power Thesis‘ argues that, by ti:e
19508, the reproduction of a non-migrant section of the
labour force was taking place within the m;ban areas, Thus
the state and employers were forced to intervene to provide
conditions of reproducticn for this section of the working

class within these areas. And while the wages of migrants
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g mm:tld continue on a ‘belw-subsistence basis, the need for

vepraductian of 1:1‘1@ urban wage f'orce implied that they

\

.{fwcmld receive wagq&s sufficient far suhsistenca. In

;';;;Hindsm'u view, the | cheap Labour Power Thesis has led to a

| .fpla'rinq dmm of str#tifmati.an of the working class, and to

o

‘a neglect of thefurhan reproducman process, and the

stata'ss role. théyre;{m. ' ’I‘he point is tbat the specific way

in which ‘l'.he concapt of xeproduca*ion has been usad in the
South African dabaute haa tended to reduca ‘its focus to a
nsrrow range of cqmcarmn This is apparent in the vk.rk of
raproductionist c.sbntribuzt.ors to educational studies ' such
as Kallaway’s aﬁthors. __  rirstly, thesp writars tend to
treat the’ education sy‘st:am as monolithic, and do not pay
at.tantinn to the prubabiiity thakt the réproduci:ion of
differentiaj:ad urban and rural ;.ahcmr forces involved
ctifferanf. systams of uz:ban and rural education. Secondly,
they tend to -lock at the role of the school il, reproducing

- laboyr power in abstra{atmn from any understanding of an

urban reproduction process, taking place within the
parameters of a wage economy and involving the pro_lsion of
housing and other social infrastructure satisfactory
understanding of educaticn reguires that it be place
within the context of an understanding of state urﬁah
policy. Thirdly, and here I take the implications of
Hindson’s critique a littfl.e further ﬁhan he does, eduzation
policy needs to be understood as aimed, at different times,
at producing varying combinations of levels of skill

amongst pupils - such differentiation has not been taken
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into acm'aunt by those who see Bantu Education as only
reprodu'éing unskilled _..’l_.;maur.‘ I will seek to show that
Bantu Education policy was not an unchanging policy
intzjoducaé in 1955 and rama.:ining the same ever after.
Rather, it changed in rmsponse to social pressures. |
. T . ‘:}.’ﬁ: W i .
The , Pprocessss of urhanigation and sacondary
industrialization are cmcial ﬁb an un&erstanding of the

or:.gms and evolution of Bmtu Bducation policg. In part,

1

“this contentiod dezivex\ “co‘ln Hindson’s case for the
__ ‘inpuftanga of the urhan di;;;l&i.or‘ in stake policy. More
widely, it der:wes ffﬂm- our reaoqnition that ).
internatiﬁnally, %:he reprop}ucti@nists have shown important
connections between monupoly 1ndustr1alization and the rise
of mass ?chcaling. i have argued that this iz an important ”
3ine of [lim';uiry to pﬁréue, lﬁrcn"vided that it .. is unﬁeratood
ina non—f:mct:.onahsff. way. It will be éhown iﬁ ‘.:.he thesis
_‘ that, as ;.ra mt,uer countries, :.ssues of s}:i}.l tra:.ning, the
| social control of 'ymii:h,\ pcl:,tical socialization of youth "
and the organization of the family were at stake in he
creation of Bantu Education’s mass schaol ing systen. What
was specific to sSouth Africa wvas that the creation of this
particular schooling system occurred in thé vontext of K
society whose whole character was deeply structured by its
colonial history.' This gai*i're the Bantu Education system its
deeply racial and racist character. Bantu Education is the

peculiarly South african form of mass schooling. It is
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iniﬁbrtant, however, to realize that it is not unigue as an
atteﬁpt. to utilize educ.aﬁiﬁn for the purposes of social
dominaﬁio§ in an .{hdustrial_izing ‘society. Its singularity
c:_on;!_glésts fathér in the depth of social ineguaiity it
<-ﬁinv61vggi.u
. ~ ”

Fallowing £arnoy and I.ev;.n"s late-Poulantzian view x:-f thea
state as a contested f;ald &f social :relations, th«ﬁ.s thesis
views educatiocnal systems ; .«a shaped by mail struggles and |

the reiationship between pamzlar mvements and the state.

LIt thus por:trays #he mpasiﬁ.mn and development of Bantu

Educaticn pcl:.cy as the regdlt of a series of struggles
trfe}exsé.ng\ the state., and as enbodying the outcomes of
lﬁfmse struggles. The laval of popular resistance to Bantu

Eé‘lmatian is saen as impwﬁing important constrajmts on

state pnlﬂ, . The popm,ar insurgency of the 1950s was a .

majer prééura on those in pover te restructure education. |
in a way which contained popular discontent. It also
" prevented thé _Hat;ionalists from attempting to carry out
some of thé mﬁst drastic slements of apartheid peolicy.
 This changed in the 1960s when the destruction of popalar
opposition enabled government to pursue pollcies such as
using 'éducation policy to block urbanigation, and to aid
its attempt to ﬁércot the urban working class. Then again,
in the 13870s, risimy wass opposition intreased the pressure

for educatitnal restructuring.
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The thesiz aisc attempts te investigate the role of the
 gtate educational bureaucracy in tke formation of education
policy, in a mannex which segks to davaiop a non-
reductionist understanding of the?staﬁe, of the king
pointed to by the late wor%: of 'Pcu_lantzas, and m_org
emphatica_u_lly, by Skocpol. In reg:ognizing' +the auvtonomous
&Ynauick ot _state_ a__.:tr.t_w'_tufés, thé thesis mtresses the
jmportance of dlivisions within government and civil ﬂervi‘.s;/
in shaping education policy. Ruptures between officials
.comimg out of tﬁe,missian school tradition and apaitheid
mme‘gias ware _apparent'iﬁ the 1950%. The extent of state
‘funding of black education in the 155018 and 1960s, and the
policy toward urban secondary education in the 1960s .and
wl19703, fér'iﬁstgncar were objects of contestation within
the .dominant. group. Differentiation and division were
pres_fmt' wi;:hin _’g_{;_ésg- circles. Problems o©f organization
wit:hin _the eivil ﬁ_ervice__ played majc. parts in important
. ;solicy shifts, si;ch as the rdorganisation of educational
funding in the "i;é}rl_'y. 1§705e The internal dynamics and
struggles within the Ftate over policy-making need to be

recognized.

By inserting culturalist notions of a struggle ¥or hegemony
ini:a this Poulantzian 'interpretati-oﬁ of the state .as a
contested field of social relations, the thesis attempts to
enrich our understanding of South African educatidnal
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It will be argued that the struggle over Bantu Education
can be understood in part as a struggle between the

domz.na,nt: g::}pups' attempts to create. & new hegemony, and

popular a‘l#‘{:empts to develois oppogitional and counter—

'hegamonic alternatives in education. ’I'he introduction of

Bantu Education policy m the 1950 was zn attempt ta
create a hegemonic urﬁ;ar in aduca,_i:inn follnwinq the
breakdown of the form of hegemony emhqdigd in the
aducational 1ead¢rship. of the missionari&s in the 1940s.
The rasistance to the pol:.c:y, partwularly that of t:ha AHc e

' includaﬂ attampts to build cﬁuntcr-hEgemom.c alternatwes,

but thesze were ultzmately defeat&d.  However, the
Nationalists failed to draw the masses into a new hegemonic
order. In educatign, they were . capahle of crushing

opposition, and of inst_‘.itutionally incorporating black

youth in the séhools. The provision of Jarge scale
schaolin§ sarved as a ’mat:e:r. J.aﬂ subtratum’, a concrete
- concession to wmass pressures, which | cmi;l.d drav pdpular
participation in the achooling systen, Bﬁt the racial and

" _inegalitanan dimension @f the system was too strong for it

to win the active pcpu:lar ident! f:.cat:mn with the system
requd:.red for heqemony. The best that the state could
achieve was what I have described as the ’acqguiescence’ of
the mass of the population. | However, the use of
Poulantzas’ ‘material substratum’ concept implies that this
acquiescence ca_,nnot be seen as based purely on the effects
of forcible suppression or dominant ideology, although the

former played a large role, and the latter a limited one,
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There were also material incentives for popular

ncquiescence in the hew systemn.

Through invoking the coﬁcapt ef hegemony, we can alsc deal

nore satisfacterily with the question of wlfat kind of

"change Bantu Education represented and of interpreting
_ shift:s within it. By undarstanding Bantu xdunntion as an

attenpt t:c change the role of educatian &0 as to ;;reate a

new .heqe_mic sc_:cial order, we avoid a difficult dilemma

' éhich has faced previous accounts. Liberal approaches,

which glm_:ify and rdma_ﬁticize i::_ission. aducation, such as
that of Kuper,'? see Bantu Education as an absolute break

'wit:h' previaiis aducatibm.l histopry, ignoring the lﬁstoric

¥ole of tlm mssicm schools in maintaining the previous

socidl order. On the o her hand, repreductionist authors
1ike Christie and Collins,?® by presenting Bantv Education
as just another phase in the educational reproduction of

labour power, -inadvertently minimize its sig:ii_,g_icance.

¥hile recognizing the reproductive aspects of missionary‘-

education, it is argued here, we should sze Bantu Edubat_iun

as an attempt to remould education in a way which would

enable the Nationalist govermment to win black popular

allegia_ncu to its new social order. This atteﬁpt was

necessitated by the collape~ of the hegemonic role which

the missions had exercised amongst black Christians and the

black elite up to the end of the 19305, as a result of

social and political change and. internal crisis. The idea
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of an attempt to recreate a hegemony gives full weight to
the impact of the new policy, while recognising that the
. previous education system had also played a role in

aoﬁinatian.

The theais saaks to .'mtegrate the culturaliat insistenae on
" the need to invaat:.ggte pnpula;: oulture ayﬂtmtiml ,/}
through its subsidiary focus on the chamging eultmte\a of.
yonth. I will at the same time attempt to ralafe 1‘1}115 h
questian to ny conceptualizatmn of  struggle within ‘i:he
state by #howing how popular youth qulture_ modz._fiad the

. “ourse of struggles over educaticn policy.

1t ﬁwill be argued, in this connection, that it is glmportant _
tc differentiate between forms of youth oppositional ..
.b&haviour 1iarhi.l::h were capable of be:ng nobilized J.n a
transfamt.ive social process and those which were not.
The 19508 found the _mss' of blaék_ urban youth on the
s’treei:s, involved in a iumpenized sub-culture w;:ich was
largely :éasist&nt; to pc’:iit:{'qal mobilizatien. The scheol
riots of the period from the "‘"19403 to the 1950s did contain
a more transfomatlv? potential, but remained isclated, and
were not drawn into a counter-hegemonic project. I argue
that the passivity of school-going youa‘n in the 19603, and
the rebellion of the ganerat:.on of the 19708 reflect
.different generational exper:.ences. The cresation of a mass
schooling system broke down the street auchulture of the

19508, By plzeing youth in a common Iinstitutional
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framework, it gave __i:hem a  common tjrnup identity. However,
urban {i'cuth initiai}.iy 1acked' the repertoire of responses
that were neaded ta evpres‘s their resantment. The heritage

of urban youth fmltures could not r*onfront a new set of

t-

- :lssues, while the axisting tradition of student revolt was

located f:ln thef ‘mission ‘bn&rding schools. Urban youth had
3 . ﬂ?}( s

to Jnvn/.va its own rapertaira of revelt. By the 15708, the |

common axper;_ience- of Bantu Fducation institutions, the

'energen'ce of new urban youth "'\"sub—cultizres, and a2 changed

.pol:r.tiaal conjuncture allowed such a development. Despite

gome regressive asgfects, the new youth aub-c:ulture showed a -

nuch\\ gre;.ater transforwmative potential than it:s

predecessors,
kS
; y

. ' . . ’l
Finally, our ana?mis of the position of teachers, while

informed by e.ﬁpts to understand the structural

constraa.nts ‘imposed on them by their eznplayment position,

‘also seeks to develop a ‘culturalist’ sensitivity to the
effects of the ideclogical and the. polit:.cal. Teachers’
‘response to Bantu Education is understood in terms of their

occupation of an ambiguous social position which exposed

them to the crossg-pressures of both dominant and

e

subordi_naté _clas'ses. iWi_thih this context, however,

d'iffex_jent teacher groupings developed widely differentiated

responses to changing social conditions.

In the great period of political mobilization in the 1950s
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teachers were . puahed by popular pressures toward

- radicalization. Even then, however, idec |ogical

diffarentiat’ién generated consetvative political trends
annngs't teachers. The defeai: ot . ogposition _mévemeni:s
by "'hhe 'early 19608, on t.ha. other hand created 'cbnditions
for aonservativa and pragmatic teacher groupings to
flourish. . The ideologg of profezsionalisn played an
hpoftant fole amongst taachers in our period as a whole.
The nission - schnglq succeeded f.ar ~better <than the -
subseguant nduczatian Bysten in cveating A sense ot
protesnionaliam amongst their teacher trainees, becausa of
their 1ess ch Jating style, and the better quality of: tha

1ns1:ructi9n they offerad. Prafaaaionalism proved to be a

daubla—sdgad sword; .for some, it Wwas the baslis of .a

| conservatim and hastility to palitics. For athei*s," it was

tha basis of daep resentment at Bantu E&ucatmn's poor

st&m!ards.

- Thus, the theais will éttmnpt: to explain Ahe history of

- atrugglaa araund Bantn Eduaaﬁion in a way whieh avoids the

pitfalls of both existing reprodumtianist and aulturalist
approaches. The mei:hodolugy of this study, which flows

from the thao(_retic:al viewpoint put forward ir, this, and the

previous chapter, is discussed in Appendix A.
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Periodization

The propositions outlined in this chapter wil]. be ﬂaveloped
- through a historical account of the energence ami cris:u.s of
Bantu Educaticn. By way cof intrgduption to th:.s ¢ ‘the main
teatures of this historical accmzaﬁ will be butlinad
priefly and periodized. While seeking to provide a
nati?nal' overview of social conflicts around education, the
thesis will have 2 particuldr focus on the Rand and the
Eaatarn Cape. These tiwo x:'egiar;s were chosen because of
- their central significance in conflicts over education
during our pe.riad. The yeyional focus allows .2 more
detajled exploration of 't:hes‘e key conflicte than would

otherwise be possible.

The period from the 1940s to the nid-1950s was one of
social crieis. _Rar;td urbanization and industrialization
transto_:med' society, giving rise to new social and
political mqvaitents challenging the state. In the sphere
of education, this crisis was manifested strongly. The
existing, missicnary-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 conseguent lac:k_ of urban schooling facilitieg
led to ineffective social control over working class yc'nith.
The inadequacy of schools generated a shortage of semi-
skilled labour. Mission schools ﬁeré unable to maintain

themselves financially , or to cope with the growing demand
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fbrleducatian. Moreover, the rising txde of African
nationalism was unﬂaxm;nzng the hegemany which the mzsaxmns
up to ﬂwn had exercmed over the m..nds of the Af”z“ican
elita. .Students in the mlasion schaol& took to ribt and -

'pratest._ African teachers hecama 1ncreas1ngly polkticizad
-nilltantry organxzad, and hmatila toward the migsion

authoritiss.

: 4 : = : o
The introﬂuction of ‘the puliqy of Bantu ﬁﬁucation in the
19595 and aarly 196@& was an attempt m ragtructure the -
educatioﬁ system in the face of this crisis, thh an:
emphad

|,

urban aruns. It wag part'of the Hatimnaliat government's

ia nn dealing with the educatlanal structures of the

endawvaur to restructurse and reagsert centrol of the cities

in that period. It was also a component of the

Nationa}iéts' breaking of nass gpposition movements. By
rapidly expanding the education system, on the basis of a
financing policy which placed the_econdmic burden on biack
communities, the government guickly attained'its'éﬁofﬁgtarm |
objectives, |
\ ﬁ

By erwing a large portian of urban youth inte school, a
measure of social ¢¢htrol over them was established. 2an
emphasis on primary education mgt'some of the labour needs
of industry. ﬂhilé these measures were certainly in the
interests of capital they do not demonstrate a functional

relationship between capita) and the state. Rather, they

represent a cmntingenfzcﬁincidenue ¢f interests. The
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‘government was deveiopir_lg its Grand Apartheid palitica.l
solution, invoiving the denial of urban poiitical a.nd' eivii
rights to blacks, and the channelling of their aspirations
tox\or;rds_ "rura:l iﬁomelands. But they could :ict, in the 1950s,
pirsue thesé pplicies too asziducusly. 'rfggy were limited
?Y the g‘__i:éat;gﬁ popalai‘ ppl_j,tica_l- apiipsition o; the time, and
the pgor edononic situation, These factors pressured them
Itp_ co-ncent::ajift'a on policies wvhich would, sdcinliy and
. zsblitically, i?prcvide. greater coptrol of the urban areas,
and meet the labaur needs of industry. But the pursuit of
policies whi;ﬁ.ch zitted in with the nesads ofﬁ_y}ndﬁstrial_‘_.
capital was :mt th? result of any nec:assary Q;z{%{;/fdinai:ion_
of state to cii;apitai. | o
| - - /

_state policy immlve__d an attemgt to create a new P&agemony,
_1;1_ ‘which black political aspirations would be directed
toward - thia homelands. In education, cammuni_ﬁy
participation in school boards and committees was se:en by
ga.vernmentj as &n '_iinpcrtant means of achieving this,
However, popular resistance, and the racism of the state

. _ : . : o
educational bureaucracy crucially undermined this ainm.

The period of imple.mantat::l;ion of i_:he policy saw important
educational resistance. 'f'he ANC é.ttempted to develop the
cultural clubs, an alt{iirnaﬁive school system, which
constituted a project of ;fa counter-hegemonic type. But
this initiative was unable:; to sustain itself ; and the state

i
b
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was able to achieve mass insticutional incorporation into
the new aducation syétem because the expansion of the
schoolxng system provided the 'material substratum’ which
could draw the black working class into the schools. The
resistanca of teachers’ movemqnts to the policy was broken
by victimizaiion and the teachers’ own factionalism.
Student rasistance in education remaired rnoted in rural
:hoardzng schools and failed to takefén a suff;ciently_
txansformative character tq be a rngl cha;lange t? s;a;a.

policy. : ' 7 B

The period from the early 19s60s to the early 1970s ﬁﬁ? one
in which Banty Eﬁuc;tion was pursued in its ’‘purest’ form.
The defsat of'massiopposition mdvements and the ecopomic
boom nmeant that there were few aonétrgints on govermment’s
execution . of apartheid poliqy.-;Eﬁucation was used as a
tool of this purpose; urhan education was systematically
“stranglad in ordexr to drxve ;ecple into the rural areas.
This policy adversely affected industry, which had a
growing need fbr urban educated labour, but the bureaucracy
WBS willing and able to pursue its own project regardless
of tmgs. While the state 1eadershlp had succeeded in
attaining a large degree of institutionpal incorporation of
the masses in the new educational order} its blatant racism
prevented the creaéion of a new hegemony. Acgquiescence was

the limit of the education system’s achievement. Neither

teachers nor students gave their allegiance to it.
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From the. late 19605 to the early 18708, conflict begsm to

: deve*‘i‘ug within the dominant classes over educat:.onal
-policy. w:l.th the end of the boom of the 19603, economis
' restructuring became important and éapi"hal hegan to contest

state policy,; driven by the lack of adeguately educated
labmir which they faced. The institutional organisation of
Bantu Education becane problmatic, as existing financing

policias nndaruinad qovarnnent' own educational

oh:}ectivcs.- szten a. complex pulitical struggle, thcise_

sections of government willing to make limited adaptatinns
] .

of apartheid pclicy. won. The financing pcli-cy was changed

and urban education expanded once again.

The educational rantructqring uf the years from 1972 in

fact madv;artently prepared the ground for the revolt of

1976. The rapid expansion of a poorly resourced aac:mdary

schqol system created & basis for  sdcial: revelt. - Thig

coincided ‘with shifts in the sub-culture of urban black
working class éouth,'- and national and internaticnal
political changes which created 2 new upsurge of rebeilion
amongst students. When in 1976, policy divergences in the
bureaucracy led to the enforcement of the use of Afrikaans

as a medium of instruction, fevoli: broke out.
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1.

P- Katllaway fad ). Apartheid and fducation: The
1a puth Africans., (Johannesburyg,
Ravan, 1984) i ’.{his is not to suggest that all
Kallaway‘s contributors took a uniform position, or
that they were unaware of scme of the difficulties
inherent in repreductionist thought. This is
partioularty true of Kallaway’s own introduction to
the vojume. 2Bather, it is to suggest {hat the lack
of a coherent alternative to reproductiohist theory
and an uncritical attitude to the Cheap lLabour Power
Thesis interpretation of Apartheid blocked the
devalopment of less furictionalist approaches to
underatandmg hpartheid aducation, _

P. Christie and ¢. CDll_ins, *Bantus Education:
Apartheid ldeclogy and Labour Reproduction®, in P.
Kallaway (ed.} (1984}, gg,_q_;‘,_t., Pp.160-183, See
alse O. Collins}: "Biack Schooling in South Africa:
Notes towards a reinterprétation of the schooling of
the indigenous peovples of South Africa”,

Perspective, Ro.17, Spring isgs, pp.4-1s,

M. Legassick, "South Africa: Capital A‘cecu’muiation _
and Violence", Econony and $Spciety, Vol.3, Ko.3,
1974 ¢ FD. 253-911 : ’

H. Wolpe, "Capitalism «nd Cheap Labour Power in
south Africa: JFrom Segregation to Apartheid®,
: ' ; Vol.i, HNo.4, November 1972,

 Economy _and Society
pp.425—-456. Although Wolpe and Legassickfs views
- were distinct, debates betwegen them resulted in a

conasiderable convergence. This is reflected in
their joint article: M. Legassick and H. Wolpe, "The
Bantustarns and Capital Accudnlation in South Africa,

MQ%:MME. ¥No.7,
September-December 1976, pp.87~107. I thusg feel

justified in treating their position as a common
one.

For an example cf this position se.e. R. Horwitz,

(Cape Town, Business Bookman,

'F. Melteno "Reflections on Resistance ~ Aspects of

the 1980 Students Boycott“ in M. Lawrence (ed.),
- e~ Co apers,
(Mafikeng, University of Bophathatswana ’ 1984),
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9.

- Africe), Review of

Pp.33=59; F. Molteno "Students Take Control: The
1980 Boycott of Coloured Education in tha Cape '

Peninsula®”, British Jourpal of  Sqniplogy of
mm’ VO?--B',‘ 'NQ-I.; 1987, ppq3""21¢ v )

My use of Poulantzian  ideas in the Scuh African
context reguires comment. Poulantzas is nc longer a
fashionable figure in Southern African stud.es. The

" work of the Poulantzian school of the 187908, (see for

example R. Davies, D. Kaplan, M. Morrig, D. O‘Mears,

“clags Struggle in -South Africa®, Review of African
mx@m_l_zgsz“f:&, No.7, Septewber-December 1976,

pp. 4430}, hag, -2n extensively criticized, Ky, awong
others; B, Bozzeli, "Capital and the State in South
_ i iti A i ho.ll,
January-April 1978, pp.40-50, and :§. Clarke,
stapital; Fractions of Capital and the State: ‘nec-
Marxist’ analyses of the South African $Htaten,
x r Nﬂ.s, sumar 1978; PP.:SZ-?'?-
R - o 5 . . )
However, the prevalling ‘dismissiveness toward
Poulantzas misses two |orucial points. The first is
.that the use to whicl) hiz concept of factions was

. put by his South African followers was far from that

which he intended, e South African Poulantzians
tended to egquate a‘speévific capitalist fraction with

» a particular pelitical party, and chandes of

electoral domikance with changeg of fractional
dominance witkhin ruling power block. This
Zeprasents a reductionism, and a2 denial of the

. *relative autonomy’ of-the political, which was

glearly far from Poulantzas’ . intention. Thus, the
deficiencies of the Sopth African Poulantzians®

« handling of the concept q fraction certainly (» not.
- discredit the concept as a whole. Secondly, it does

not appear to be widely realized that Poulantzas/’
later work, embodiéd in his Sttt Vi ism,
{London, Verso, 1980}, represents a considerable
break: from the rigid structuralism ‘of his early
work. Poulantzas* criticisms of Althusser in this
book represent an. overturning of certain
Althusserian notions c¢ontained in Poulantzas’ own
early work. As it was the early Poulantzas whose
work wds drawn on by Ssuth African thecrists,
criticism of that work does not in fact constitute a
case against his later views.

For an e'ixample of which see E.G. Malherbs, Education
____aix_igg_.__m, (Cape Town, Juta, 1976). .

H. Wolpe, Race, Class and the Apartheid state,
{Paris, UNESCS, 1988) + Pe8.

80




10.

3.

L]

- MO LE 18, O 12 - S 5le
mmm_..m& xica, mew Haven ; ‘Yale
 University Prikse, 1965) . g.ms. ..

D. Yudelmn.- ﬁ &Q‘Mﬁﬂﬂ;

{Cape Town, David Ph:.lip. 1983), p.30.

‘Hihdson, "The Pass &yhtam and Differentiated
Labpur Fower", Law Socisty Seminar Paper, Universit
of the Wi'!:\mtarsrand, 11985; D.

Sontrols and.,

kupe::\ 'y m'

r:hz'istie and L-oliins {1984&), op.cit.

l"

1
_ ¢

£

\ NaE
i |

8l

Hindson, pPaks
the Urban African PBroletariat in Scuth
an:j.gm (Johamashurg, Raman Press, 19875.



The certral c:cmc.ern - of Bahtu Education pss cy as

implem&nted by the Nationalists during the 1950s was not,
as reproductionista ten& to balieva, with the !nm.ntenance
of a. supply “of migrant 1abcur. Nor was it, as iiberal

writers tend to argua, with a malicious, ideologis:ally-—
\\}~

driven deatﬁhction o /7 the miss:.on schools, “butchered" . &s

Edgar Brookes put :Lt, "to . make an ideologist’s holiday¥. 1
Rather, it was t:ha erisis of reproduci:ion of the . urban’
labour force that developed in the 1940s ‘and 1950s, a
arisis '.roat.ad in  the rﬁpid _urhanization and
industrialization of the period, which is crucial to an

unélérstanﬂing of government action. It was the inability

© of the ewisting education systﬂ.m +to control and train urban

youth wh.wh was the chief focus of state a*tention during

tha_ per:n.od in which Bantu Education was first introduced.

The state vas above all concernad to address thege issues.

;.

During the period of the Second World War and its
aftermath, social reproductive wechanisms which had
operated in the 1920s and 19305 began to break down. In
the 19408 the combined farces of collapsing homeland
agriculture and ""expanding secondary industrialization,
generated rapid urbanization.” This placed the existing

provision for uvban social reproduction under enormous
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s*train. I-Iouéing, transport, and wages were all inadequate
to meet the needs of the growing urbanized warkmg class.
?drpular initiatives which contested these arenas, sueh as
sqxuatter mmrements, bus boycotts and trade unionism spread
rqpidly. In turn, these fueled the energence of a higher |
ankh more radical level orf nppositianal political activ:%.ty P

-, wked by the emergencé of a new dgeneration of ‘Laadcarship

Yhus the dnminant classes vere faclad on the

 physical reproduct;on of their wnrkforce, and on i:h@ other

by ‘inew political threats. ) 'I‘he Natienaxl Party’s policles of

onl} hand with levels of poverty whic*h threatenaﬁ the very

the, 18508 were largely addressed to resolving th s urban
replraduc’tive crigis. %

Tha introduci:mn af Bantu Education hag to be un&erstood in
the |1 f-ontext of the govermaent’s restructuring of urban
rapi?bductiva conditions. The cctnditions which pre\}ailed in
eﬂqution t}urmg the 19465 constituted a major ebstacle to
suciiul stabn.lity. - The ex:.ating, provinc:.ally admim.stered
systam of black educatien, in whz.ch mission schoecls
predq?mi nated, was not extensive enough to reach the mass of
. blacll_.*, urban youth. 'This was seen by administrators and
educé.}tiunalista as a crucial reason for the
uﬂcoﬂ'itrollahility. of this youtti, manifested in crime, and,
they feared, in potential political mobilization.
Moreol*:'fer, the urban workforce was not providing the numbers
of workerg with the education regquired for semi-skilled

labour in the expanding factories. By the late 1940s and
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'social cnntrol and 1abour need.

early 19308, a wide spectrum of dominant ciass opinion had

come to see the extension of mass schooling as an

appropriate response ta these problams.. 3antu Education

pcl:u:y was initially to be directad to providing 'l:he

repmduc" ive. mfrastrucﬁure to x:esolve these prohlems of
b
1}
\\

i(

This viawpdint does nui'- undernmine the argument of the

thesis that t;hare vas' no autamatic identity of, the
inte:esta of sLate and q:apital. Rather, ‘i.t is ‘suggested -
that tha major proh}.em ariaing from u,rban crisis, that o& )

gorial control of the blar:k workmg class was nna in which, ’

politicians, hureaucra,t;a and cap:.talist‘s had a conpwmon
interest. The state’s ﬂ'.tllinqness in the 19505 to meet
certain industr:.al labouir needs has to be sesn as the

 result of the naed of a s‘tate in a precarmus eaonomic and

political pos:.ti'mn, to maintaz.n econonic stability while
trying to addr(ms urgent prc:h lems of urban restructuring
and political {éontrol.
.;:?}

The crisis of the period was aligo one of hegemony, with
rising popular clnaillenges' to the existing social dfdez: in
the political and ideclogical spheres. Within the mission
school system, there was growing instability. In fact the

mission school system was in a state of near collapse. Not

only was it too poor and toc small to cope with popular

demand for education, but it was increasingly riven with

84



" internal divisions between mission authorities, staff,
stt;danta and black coumunities. A powerful missionary‘
aducai:ional tradition which had, t{rough a ‘long historical
period, exerted a rai'mtiv'e influence over the' rising
afriaan edncated elite, was for the first time expai-ienﬁing'
substantial challenﬁq_és from below to its claims to
axitharity and knowledge. Verwoerd, as Minister of Native
Affairs, sou;jht thrbugh Bantu Education not cnly to replace
the missions with a more extensive and sconomically viable
ahﬁucation system, but also to craate a new form of hegemony
capable of Securing he ‘support ot popular sec-.tors for the
aduaai;lion systam an the social relations it e:nbodied.
this chapter will seek to explore in detaii the nature of
the social control problems, labour needs and the
: institutiéna]_. cr:i.sigﬂ in the mission schools which faced the

Nationaliegt government.

i’li.ﬁtiﬁiﬁmaiﬂ;bﬂn_ﬁch_hnﬁ

| : . ‘;‘)
By the 1at{é 19405 and early 1950s, the education system was

provmg qu;te_ incapable of provz.dmg schools.ng for the
_gr'awing numbers of urban youtk., 1In 1952 school inspectors
estimated that of African children .of school going age on
the Rand, 58,138 were in school while 116,276 were not.?>
At this time the zr.;ajority j-I.'bf schools were mission
institgutions with a liﬁited- state subsidy:? th state thus
lacked the educational apparatus to deal with a growing

yauth population, espacially in the urban areas. The state
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| provision in the Cape was particularly peor; in the eaxly
19508 onlv 24 out of 2296 recognized schools wers state

pruvidgtd.s The” attrition rate of those _ﬁhc_: ‘qid attend

school was exceptionally high: in 1345 only 50% of pupils - ;

in :t:ha" Cape stﬁdiéﬂ bayond the first two “yeara of sqﬁqol '
and anly 2% reached beyond Standard v1,6 Sac:d.nda'ry
sr:hooling was very poorly davelopad It' was only in the
1930@ that st Peter’s kecame the .f:l.rmt school in the
Transiaal to take African pupils to’ ‘matriculation level.’
'ﬁfssigbﬁ schools were thus 'unable to provide edﬁéation__ for
most f.hfrican children of school age in the urbam South
Afris;..:; of the 19408 and 1950&. ‘Iet in an endeaveour tc. deal
J&tﬂ this problem they axpanded pupil intakes drastically,

impmsing a massive strain on their existina resources.B
‘Thus_s they were failing “to pg.j@rform effactivaly , elther in
.:.:elfgtion to the majority of ;;c';’c:antigl pupils whom i:heir were
'exq%.uding, or in relation to the minerity of actual pupils
whon ‘they ‘took in. . The Eiselen Report was thus d_oinq ha
morﬁ tl;?n giving a realistic appraisal, from its own
Pq&:spadtive, of the .actiiJal ait;xation' of the axisting
schools when it said of tht-:m. that they: ".. .are providing
education for a ralﬁtivel_y small proportion of a backward

{Bic) populatian".g
The squalid level of most of the educational facilities of

this period iz attested to by teachers in recalling the

‘conditions under which they themselves learnt and taught. A
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Sophiatown mission school in the 1930s was "a tin shack"10
while another in B¢ Mary's, erando, in the 19508 was "old
looklng and dllapldated."ll A school in Top Location,
9harpevi113 during the war years:

swas an old church building built from stone from

the quarries., It was so0 old somebody told me it

was just built Rgfore the Boer War. It had thg

plank windows." _ _ | \\

The building which housed a state school in the 1950s Jas
 m,,.an 0ld library, out in Benoni location. &
derelict huildinq,npo electricity, one tap,

hardly any toilets.”

Nor wére the teacher training facilities much better:
“when I was a student, classroom buildings were
at a very, 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 piecgs of wood that were wneant for
rafters; and we osuilt desks.™ 14

During the 1940s, there was a growing awareress, on _ the
part of a widé 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
redrganization 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 intallectuals. In his 1946-1947

Presidential address to the South African Institute of Race

B7



Relations, Senator Edgar Brookes called. for compulsory
education as a “preventative against dalinquency and
crime. w15 pe expressed concern that: |

In our towns thousands of ch:.ldren are growing up

- Juvenile delinquents, and a State which is
prepared to maintain a police force and
reiormatories is apparently not prepared to
incresase the expenditure necessary to keep then
N 34 4 t.he strests during the:lr formative years. 16

That Braukea' primary concern was with the urban cri.sis is
confirmed by his squastmn that dzonpulaion could be

introduced more slowly in the rural ams.17

By the : end of the Sauts government’s ténure of office, such
ideas had penetrat.ed the thinking of significant sections
.af goverment and admmistration{ The Secretary for Social
Welfare _vaice_d the view that compulsory aduc;‘tioﬁ' vas
needed to overcome the "scolly" problem: in a proncuncement:
pr(édaqing Bantu Educatiun, he caliéd for a differential
syllabus which would include social and personal
"hygiana".l’a The De Villiers Commission reported in 1948
that:

A nunber of witnesses, includ:.nqg responsible
municipal officials contended, in ewvidence bhefore
this Commission that 3uvem.3.e del:mguency amongst
Natives was assuming alarmi proportions,
especially on the Rand, and tha’{ compelling all
Native children of school age t& attend school
wouléd reduce the incidence of delingquency. It
was argued that these children, being usefully
‘occupied during part of the day would acguire
‘habits of orderliness and industry, and becone
amenable to discipline., 19 : .
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S on comihg to power in 1948, the Natiopalists faced the same
problems of social centrol. The 1852 Van Schalkwiijk
committee noted: "an appreciable increase in the juvenile
population of _ti:e urban areas during the last decade...
fwho] fall an easy prey to the vice of the towns."2? The
committee bemoaned the fact that “absence of compulsory
education in towns... results in greater freedom from
supervision of nan-Europea.ii juvaniles."n". In 1;ha same year
'the Afrikaner educationist and head of -Diepkloof
'rsfarmatoiy, W. FKieser, wrote \bf how, as he saw it,.
»thousands - of Bantu chil:iren loaf around the locations,
‘lacking in goals and without the necessary supervision...

| daily the number of juvenile delinguents grows, W22

The stﬁtefs apparatus for ..dealing with .juvenile crime was
very limited: there was only one reformatory for African
mala youths (Diepkloof}, and one for female. yoﬁths {(Eshowe)
and four institutions run for less hardened offenders by
the Department of Welfare.?3 Xieser supported his argument
" that lack of achoaling contributed to delinguency with
sta.tistics demonstrating that, of his charges at Diepkloof,
59% had never Leen to school, whiie a further 47.5% had
only studied to Standard II or below.%% There was thus a
belisf amongst the dominant social groups ‘that Jjuvenile
- crime was a growing threat' to soclal order, and one that

- could most effectively be countergd by mass schooling.
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But contrel of urban youth was also seen as a problem at
the pnlitiéal level. Kieser, for example, noted that the
nature and enforcement of the pass and liquor laws had
brought the law itself into contempt anongst tue urban
bi&dk community.zS He also observad resentment of "so-
called" &iscriﬁination, and bitterness and envy towards
white economic privilege.26 The former he inevitably
attributed to “agitation and ideas ﬁith a stfong Comunist
influenca.*27

. _ K} _
_foiclal thinking identified the issue of & mship family
structures as a further source of weakness in the social
regulation of working. class vyouth.  fhe van Schalkwijk
Committee saw "the "naglécted chiidren of divorcees and
unmarried mothers and bf*pamﬁ or destitute families" as
parﬁiaularly prone to fall prey to ﬁrhan nyicew, 28 Kieser
compiained that *Tha_parents are not in a position to give
their children the necessary guidance"2? and also expressed
shock at what he perceived as the unwillingness of black
pafents to discourage_ﬁheir ehildrén from engaging in
theft.3% KXieser was concerned at the black family’s
failure to inculcate Western gender sterectypes, reflected
in the fact that one out of eight African convicted
juﬁanile delinquents wag female, compared to one out of
thirty white delinquents.?l 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 whish both parents were present.>? Thus it was apparent
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by the late 1940 and aarlz"ly 19508 that the school systen,
the refafnatorias, and the fzimily structures were not
contro;’.iihg urban youth z.n an effective manner.

~In a situation Aehere such fears of crime . _and ;J:htical'
‘activity were at the forefront of policy nakars’ concerns,
the 1nahility of the exigting educational systen to z:eauh |
larg‘e numbers of youth became a mjor problem for. thé.‘
_ mtionaliat- Party government. As we have already seen, in

' 1§y1ng.. down the bluepri.ﬁt for Bantu PFducation, the | 1951

Eiselen conmisﬁinn iﬂdentif.ied the relatively small

* proportion of youth reached by the"'seﬁoqls as one of the
ﬁajor probiems of the exist:ﬂng educational di‘ispe;asation.:’?
'I'hns, althouqh the Nat.i,onalit‘st Party never fully embraced

compulsury education, the ida& that youth were a clentral

facus of the urban crisis, a,nd that this issue canld be

addressad hy the intraductian m? nass schooling . ﬂras cne

prevalent in both United Party am}l Hational Party qulrc;ea.

As we shall see, the thrust: of {Natmnal Party’*s urban .
- educatisn policy in the second hal.f--.-;_ of the 19508 and the
sarly 19608, wos diracted to containing whe .prablezn of
social controi of urban youth in the way advocated by the

f L _
supporters of mass schooling in the previcus decade.
The coming of Bantu Education also needs to be placed in
the context of strong pressures fyom industry for labour

with a greater dzgree of education, especially for
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emplovment as semi-skilled operaf.ives. It is by nc means
necessarily the case that, had the United Party (UF) been
ve-elected to office in 1948, policies significantly more
'favourahle to high-level black skill. training would have
heen followeﬁ than these pursued by the ‘Rationalists.
_‘I'nere was a _'_Jfar ‘greater decgrae of pq}.i_cy ove_rlap between
the two .m&j:ar white parties on this ;.ssua than one 'might_
expect. During the 1940s the$growth of secondary industry,
- with an increasingly strong manopufy '-Qector, generatied ‘a
va_a'ta -m_ﬁbar of jobs for semi-skilled sachine operatives.,
By 1948 two thirds of these were being filled by black
workers, of whom 50% were Africams.?? = mut the
complémentai-y growth of technical and supervisory staff in
mon?paly i.ndustry did not lesd industrialists ta trai
blacks for these pesitions: industry preferred to rely on
white t.echnmz,ﬂns and supervisors.3? Far from ericouraging |
black gkill I.Bpgradmg, th& Smuts government’s attitude was
‘consistent v/ith this new racial division of 1abour. The
third interim report of the Van Eck Commission in 1941
argued that there should be an increased emphasis on
training whites :‘:jfor skilled labour in industry, instead of
pro\?idinq them with wunskilled <doks in govevnment
departmenté.ss The Secretary for Native Affairs c:u'l_:lined'
the Smuts government’s policy to the De Villiers Commission
_in the fo'llowing terns: |

The needs of the zountry .far: ‘native journeymen

.and the existing oppurtunities <for their

employment in the recognized trades are much more

restricted than those for semi~-skilled men.
Moreover, it can be argued that the generslity of
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L,

the Hatives should be satisfied with an
intermediate position for the time being... the
unfolding of extensive Government development
schemes in Native areas will bring J.nta ‘veim:; a
iarge numbe.r of gkilled posts. 37

Thu&i the UP, as the Nationalists were to do, did not see
labour requirements as necessitatirtg black skill t.rmning :

at aurtwarz lavel or above, and moreaver justif:.ed 'hhi.s

: situat.icn oi(l the basis of largely nyth:.ca.l opportzmitie§ in

the rqaservas or homefinds. The ideclogical juistification
of - rra polic:y put forward by the De Villiers Commission was -
representative of current business and government th%nﬁ" v
on the issue: "The mentality of the Nativaﬂ it opinéor {- |
"makes him pecullarly suited f6r repetitive operations. "3"3
There. was f racoqnition by the UPfs peolicy makers that ‘a
restructurxﬂg of education was required to generate the

seni-skilied African lakour they sought. The f/aystem they

\adyncated clsaarly prefigures that realized under ‘Bratu

L

Educ&tim;_. - The De V:.lliera Commission urged aducatﬁ.om.v.
a!ﬁpmn ion in order that "we could prefitably t:gge B8O ;nany

effinient Ngtive man-hours®,3? Just as the Eiselen

Commission was to do, they urgéd the linking of education

and work skills: "for their present stage of davelopment
[hfricans] profit muth more from practical subjeats than

from acédemic subjects®,40 LA

The difference between NP and UP in reepect of the directly
labour market oriemted aspect of thulr dducation policies
lay more in the energy with which the Kationalists moved te

tgstxucture education than in their basic perception of
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labour reguirementg. When Kieser wrote that the African
student "lesaves schooi witﬁ just enougjh .educatian to maké
" him averse to any manual work®4l or when the Biselen
' cvmmiaéion wrote that "the general orientation of school
| mr!r is tﬁo academicv, 42 they were axpfeﬁisimg a parc-.é,ption |
" also present in .UP circles and amongst indnstrialists.
:'_Hh @ it is true that Nmt:.ap Siag paliay was more
| sympathatic to the laboux :equirements of agricult:ure than
_Ejl:he UP would have been, their- edu-cat:.onal- po].;cias did not,
“in ‘the 1950s, nhatruc.t the - Heprnductisbn of the type of
iahour that :n.ndustry by and large required,

The Natiahalis‘t government was o prove | nipre receptive to
‘ nduatriai labour needs .than“ their formal c:bmmitment to
gmreventing the estab.:.:.shment of a pemnantly urhanized
Black working class might lead one to ex;-w't. Once it had
'uome to power. the Nat'f.anals.st Party «howed a clear
rincogm.ta.un that in the shor:t ﬁt:erm it could not attempt to
uproot urban workers: rather the aim was ts gain effective
entrol oirar_ the process of reproduci:ion of the urban
wdrking class in order to utilize its labour and control
its political and social life. By the early 1550s
government was akle to reassure industrialists that it was
guite willing to support the introduction of black .semi-
skilléd workers into industry, providing that this w3
accompanied by a move of white workers from unskilled to
semi-gkilled, and semi-gkilled to skilled posts. The

'floating calea.’ bar’ temperarily resolved potential
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conflict between indﬁstry and government. Tha
unwillingness of the Natianalista.tn accept urban artisan:
level training fou blacks was not an important source of
friction betwaen industry .2nd goverament: neither the UP
nor tha industrialists showed a;strong:practiﬁal interest
in training ﬁlacks in the'ttadas, évan'thaugh a shortage of
axtisans ‘was beginning to wmike ituels feit. 4%  Thus the
_Natf%nnliata were, during the soa, racaptive ta industryfs
ng;n 1mn¢diate tabour need: lemi-skilled 1ahour. i As we _
wxll see this had ite impact on the Hationalists' attempt
at resolution of the educatianal crigle.

i. {
i l

[

Thug by the 19408 the exiSting school system’s inadequacy

'°_in agaémmoaatimg the growing numbers of urban youth, and

the problems which this posed for those concerned with the
policing of -soéiaty_ and with-?the generation of an
appropriately trained and socialised workforce, ware
whacoming apparent. The school syﬁtam's critical condition
was not, however, only one of inadequate capacity: within
the schools themselves, increasing migns of disintegration

were evident,

) )

-7 P
The crisis of the mission schools/ manlifested itself first
of all as an sconomic one. The De Villiers Commission
identified "financial starvation" as one of the chief

causes of the deficiencies of African education.?? Brookes
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described a situation where almost every training college
and high schoel "had to live from hand L¢ mputh" and where
the existing schonl buildings were "from an architeétura_l
and héalth point. m‘;‘" 1‘.r:'.aw as well as from a purely
| Iqbéﬁcational point of wview very unsatisfactory.w5 The
_. f’rinc_:;tpal of Healdtown complained in 1945 thﬁt although
:teac_:hérs were paid by the Province, all other charges,
including £ood and medical attention for 900 psople and thﬁ;
‘upkeep of hﬁildingé, had to be met from ordinary income,
'which .a‘onai'sted ‘almest entirelyﬂ of fgeé.45 At the saﬁa
?ine,._”tha traditions of the missions meant that schools did
not ususlly charge pupils for books, iaearing these costs
| themselves. f’ War-time inflation exacerbated this burden,
: and the ab:itl:’-i_ty of the missions to deal with it by raising
 fees was. u'nd,_afmined by the inability of parents  to 'pay'

" major increases. 48

The consequences were disastrous: by

1946 Lovedale was 30 000 Pounds in debt.%? it the same
time,. the demand for education wﬁs putting pras_é.ure on the
nmigsions to take. greatér nunbers of gtudents than they
could really teach: the inguiry into the 1246 Lovedale
disturbance concluded that "...the number of students is
too large for the Institution to handle effegtively,">?
Tha luminous educatiopal achieveinents of a few renowned
m:.ssmn high achools should not obscure the fact that most
‘mission schools were poor primary schools with 1arge drap
out rates.”* The Eiselen Coemmission was neot inaccurate

when it 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 achievement in the
schools as neasured by examinations and
achievenent tests is low." &2

There were major problesms from the 19408 in maintaining the
nﬁmhers of white teachers who had traditionally been
preserit in“t.he missions. According to Z.K. Matthews, thmce '
was & declina in the proportion of motivated whit |

missiomry teachers.?3 'I.‘he gmment' 8 iniistence that

'the missions offer white teachara the same wages as theur

counterparts in white schools wmade it da.ffic:ul‘- far the
missions to atford then. 54 (The turbulent eondi . = ngi
the misaions and the lack of prommian pnsmbil:'.t...us
outside the state sector reinforced this trend.?® The
impoverishment of mission finances contributed to growing
stﬁdent discontent. - Traditionally, students a.t' thé misslion
boarding schools lived on a "starchy and inonotmicus"
diet.5% mhis continued into the 1940s, provoking continnal
resentment amongst students. Wlu.le. more perceptive
missionary figures like Brookes came to recognize the
negative effect this had on student attitudes,>’ funde were
not available for the missions to easily be able to change
their practice in this regard. By the 13408 there was no
aignificant sector of dominant class opinion which did not

favaur greater state :mtarventlon in black education. This

included the: missmnar:.es themselves. A't: a. 194? meeting of'

' the heads of miss:.onary schools in Port Elzzabath a

statement was issued to the effect that the institutions
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could not bear their financial burden without greater

assistance from the government.38

Bﬁt the ¢risié;of the mission schools was also a crisis of
hegemony. The social relations of mission school life wefe
. disintegrating under the blows 6f‘so¢ial.upheaval. A
strongly cohasiﬁe way of 1ife brRgan to break up. TUp to the
19303, and in many placéa iﬁta the 19408 and early 1950s,
relations betveen the mission schools and their pupils were
often warm and friendly. ~This is reflected in the
'genarally happy memories teachers i;terviewed in the course
of this resesxrch had of thair school days. A pupil of St
Cyprian’s, Sophiatown, in the 19208 sees that period as
"just one of my best times"? and another teacher who
attended the same school says "thatfs where my foundation
" was 1mid.wS© | This viaﬁpaint_is hasedglargely on the close
relations which existed between mission teachers and their
studénts; and thehresulting high esteem in which teachers
were held. A teacher says: |

Even today I stiil respebt nmy teachers, because

they proved to be men ¢f some truth, of dgoogd

motivation, and they were men of good charauter.

Thay were noble people... 61
One of the St Cyprianss pupils who later attended Sst.
Matthew’s in the Cape: "They held us in high respect
also... In fact they laved us very much."62 A student at
Lnmana mission in the 15408 says: "The teachers discussed

with us. They went to church with us. They were part of
us.“53 '
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A member of the last generation to attend mission school in

the 19502 comments:

‘The reason why I respected my teachers is that I
would say they were dlgnified. What made them
dignified? wWhat made them dignified was that...
‘morally... most of the things they did were
right. 64 _ '

A largely favourable perception of the quality of mission

 education underpins this assessment:

My own time at scheool was very enjoyable because
I7da say the education we got and the teachers we
had were very conscientiouns, I would say, and we
could see they looked like professional people.
65 '

I feel the misa;onaries were doing excellently...
in ny days Standard 4 scholar, let me say the
average one... they had better pxpression in

. foreign languages, in the thres "prg¥... the
founting wasn’t a difficulty to them, Afrikaans
‘wasn’t & difficulty to them, English wasn’t a
;. difficulty to ther, mnother tongue was Just...
iweets!
»  »sspeople who 1earnt with the nissionaries, they
- applied what they learnt. 6§

The missionary schools were far superior in their
schools than the department., 67

»+.the prasent student just wants to be spoounfed.
During our days a teacher was just there to guide
you and you as a student were the one who had to
go out and do the reading. 68

The religious and moral content of missionary education had
a powerful effect on students:

«» Wy edueatien was always connected with church.
+-.0Nn weelkends, Saturday mornings, we used to go
Yo what we call Angli¢an classes. There we
learned catechism, when we finisheR catechism, we
Cleaned the church. On Sunday parents, I can say
the vwhole community, went to church... after
church we continued again with an hour of
classes.
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eas@s X conaider it today, compare it with those
days: obadience and Christianity close to it...
69 .

When you attended a mission schonl there was also
the influence of the nmissionaries to take you
over to that denomination. 70

 essour schools during those days... always
conpenced with their daily work and scriptural
lessons. .
. «c8nd 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 knowing arithmetic, that was
not important, but they went from arithnetic to
.seripture and worals. 72

...what they stressed most was punctuali'l:y and’
cleaniiness, 73 _ :

“- .obtaining high marks, neatness, puncﬁhality
and studies. 74 :

¥When I was at .school, really what the teachers
stressed 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

relatinns between mission school teachers and their pupils

_seems to have taken place. A rising tide of African

nationahs_t militancy combined with the material structural
problems of tﬁe missions to erode the close relationships

which existed up to then.

Missionary inst.{_tutions had a long record of student
disturbances. The earliest recorded of these was one at
Lovedale im 1873 in which a section of the stﬁdenta
protested against alleged discrimination in favoﬁr of the

Et*ingt::s.?G There =eenms to have been some increase in
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incidents after the First World War.?’ sStudent revolts
took place at Kilnerton’8 and Lovedale’® in 1920, and at
Blythswééd in 1929.39 1n 1940 there was a strike at
clarkesbury®l and in 1941 a stone-throwing incident at
Lovedale.®? However; it was generally agraéd by mission
éuthuritie_s and educationalists that there was .na precedent
for the grest upsurge of student revolt that struck the
‘nissionary ihstitutions at the end of the Second World War.
‘Hirson has sought to argue that :.ncidents in the 19305 were.
'."hushed up by the government, and that this accounts for the
1imited nunbers rapo:_:ted before the 1940s.53 But this
seems to af.trihute a greater degree of control over thé
press to the gov;. snment than it actually possessed. It is
more 1ikely that the political and social co?liiitians of the

i
19408 generated snmeth:.ng of a student upsurtde.

| Lavedala's Principal, Rev. R.H.W. Shephard; said at the
time of the 1946 Loveda.la riot that there had been sixteen
incidents in missicm educat:l.onal institutions in the last
two years ,8 ‘while the ‘South African Institute of Race
Relations (Shiﬁm counted .‘:2_0 disturbances in the 1945~1947
period.85 Prom 1947 there appears to have been some
decline in the number of incidents -~ then in the early
19508 conflict. X **ix}ed. I have found evidence of four
major conflicts during 1950 (Adams,ss 8t Matthew’s at
Keiskammahoek, St John‘s at Umtata and Shawbury);37 two
during 1952 (Mfundisweni - Faku Institution®® ang
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Bensonvala);ag four in 1953 (Bethal,go Indaleni,??
Mariathal,gz and Healdtown! ;_93 and one in 1954

{Mvenyane) . 94

The most impertant 'of the miseion school revolts of this

time waé that at Lovedale in 1946: it will serve as an
jllustration of the intensity of the conflictes of this
- period. At .30 on 7 Augusi, the institution, 'i_:me of Seuth

Africa’s l#aéling miésigqary educational centres, was hit by
an &xplosir?n of studenttc anger. A crowd pf 150 to 20é male
students aﬁoneﬁ t:he houses of some "a_f the ;sta.f.f and set
fire to some sinall buildings and eguipment. étaff whd

tried to intervene were themselves stonéd. When police

- arrived to di:sparae the riot étudents threw stones at them

as well, The police fired warning shots and the students
fled to the hill behind the school. At 'dawnl they gave
theﬁselvas 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 ja:@.'ied fellows. On the return of the
mérdiers, the women s.tudents, who up to then had been
fairly gquiet, became rowdy. The next day, Sunday 11
August, women students participated in stone throwing and
ringing the church bell, while male students boycotted
church. A letter from the students was handed tc Shepherd
demanding ‘that those who had been arrested should not be
subject to double punishment by ﬁhe Lovedale authorities,

and announcing that a boycott would be maintained until

102



this issue was resolved. On the Monday none éf the women
students and only thirty of the men turned up for _clﬁéses.
. Shepherd suspended classes and sent all the students home.
On 15 August the pupils who had been arrested were fried in
the Alicé Hagistraté'a Court, 152 wera faund guilty and of

;-._._l:.heae sixty—four who were under ninatean years of age were

san‘%:encud to hatween eix and “gn cuts, while the. ‘remainder
were g‘ivan___ sent:-‘v;..ces pf 5 Pound fines, or two nonths
":i.mprisdnmaht, The supposed cause of the whole im:iﬂent
.was students’ discontent about t.he. rationing of sugar, but -
as we ghall see, -tha meaning of school violence was far
more cohplex tlian this. %6 Before tha Lovedale events were -
over, Healdtown, the Eaétarn Capa’s other autétaf’ﬁding
missionary' sducational institution, was ahaken. by similar
troublés..' Agam, supposedly in protest over the food - in "
this case a reduction of the bread ration - a small group
of pupils unsuccessfully tried to stage a boycott and rict
on Wednesday, 14 Aaugust, and then set fire to a school
building and cut the telephone line to Fort Beaufort. A
number of the leaders of this ;action were expelled, and the
Institution’s author:.tias raferred the cases of tho-e'

involved in cutting the wires tu the police.??

Why should previously stable educational institutions have
entered suck a pericd of near-insurrection? By the 1%40s,
the mission system was breaking down at all levels. This

breakdown affected not 4just institutions which were
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competent in  their teaching or administration, but the
glite levels of the system. Lovedale and Healdtown, for
example, which were plagued by student unrest, were
'ihati_tutinna which between them provided during the early
_19505, half of the African students _passing_ Cape Senior
Certificate, and a majority of students at Fort Hare, the
country’s only black University. 98  ghe resource-stretched
'nissior.w wers affacted by a L\g\ituation in which black youth
was incrsasingly influenced by mfrican nationalist
'aspiratianﬁ'. " While for the missioza author:.t:l.es the riots
weré a sort of political Rorscha;ch test wh:.ch tended to
suiemon up a‘.ard:asies of all ki!fﬂs of conspiracies, it is
certain that st dents were in reality l:_aec;oming incraasinqu
aware of national ﬁclitical issues. ’I‘hzs wag certainly
'.noticad by observers. | The SAIRR commented in 1947 that the
mission riots %appear to be sylptomatic of a general unrest
‘among the African pecple threughout the count:ry" ;99 one
m«bsionary wrote in 1953 tihat "...in the present ferment of
things all over Afrma all our institutinns stand in the
same danger of riot as we have lately seen active..,n;100
while another commented cn the Healdtown disturbances,
Y“many th:.ngg; are cc:ntribm:ing to a spirit of defiance and -
resentnent in the sphere of race r_elations."j"nl 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 amg . of poliﬁical agitation

taking place in the mnission schools. A missionary
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memorandun opined that "“many forf‘:es, all too often
negative, mischlevous and injurious in their approach’
combine to ingpire irresponsiblé- and unworthy reactions to
'the church and its. 1nstitutions."1°3  Bev. B.K. Hazell of
I"aku Truim.ng Institution wr:s::*:.tar in 195 t.hat "subveraive“
literature had been distributed in h:n.a diatrict for some
tine, nent-ioning particulurly tha I-Inity Hovement
publicatiori,"_ "Ihe Torch". 104 “mn Noven;ber, teachers had
gold pupils cop;tas cf “The student“ which Hazell identified
as "the product ©F clever Communist agm.taticn“ and whwh'_,
contairied a "garhled" account of the -recent Healdtwn riots
with "the snggastian ‘that other students J.n othar i
institutions should arise in the same manner. "105 #n
awareness of j.nternatianal .pul_it'idé certainly played a ro].;
in ﬁha developmen£ of the strike wave. J. Radebe, trying
to 'motivate his fellow étudents_ to I___stril:.'e at Healdtown in
1946 said: I

There is only one way of getting our way. Look

at overseas, The only language the Europeans

understand ies to go on strike. It is the only

way by which things can be put right, and wa
shall do that here. 108 ;

_éome _,;;ntrihution to the ;:oliticization of the missiolus may
have been made by returning war veterﬁhs, radicalized by
their _service experiences, who went. for teacher training on
their return. A case in point | is Potlake Leballo, later a
major leader of the PAC. After leaving the ai:my, Leballo
went to Lovedale where he participated in the ieadership of
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the 1945 riot.1%7 He then managed to vbtain entrance to

Wilberforce Academy, -wl;éi"e the headmaster, Rev B.S. Rajuili
described him as “qu‘ intarested in the d:n.sturbance of

authoritative admmistratiﬁn."loa . He suhsequently -led a.

sit-dewn 51:;':11:3 at Wilberforce, ;m conjunctian with a qroup

;,

. )
&
I

of t:eacnez:s. 109

o ';.'ha test mony of former pupils of mission schools Eeens to

: cqpfirn the proposition that there vas an important shifi

i"n;?' political attitudes amongst them during the war yeara;

-W'-uareas & pre-war missicm graduate says that "In. those days

- there was no politics - not at 211,130 ancther who

-at‘l:ended schc_ml until the early part of the war says of the

_ student riots of this tixe "Well I think... that was the

h,aéginni&'ig c‘.’f the spirit of nationalism among “the
bl{cks. wlll Spaaking of an incident at his school he says
"The epirit of revolutiaon was alreic:ir in, it was already

al’.}}' over... rvevolting against whites in general, let me

| s’ay...' The impression I got was that the students were

revaaltzng againsy’ wrh:d:ﬁts.'"n2 At st. Matthew’s the boarding

mastar, a former Australian prison warder, provoked a riot

m which buildings were burned because: "His general

attitude was that of a white man against. blacks. "113 A
stuclent at Pax Training College, Pietershurg, from 1943 to
1945 did not experience any .'maj:or incidents, but was
neverthe.dss clearly influenced by the mood of the times:

" ..as long as you don'’t see, if you accept

everything given, it was gocd. I remember when I
began questioning -~ the white want to appear to
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th& black cﬂildren as supar:.or An mind, in
everythim; " _

-
T
B

. of 't:he mié{ga.onaries he says: ". . +their purpose was to delay
what we neX\d nowt. 115 A student at a Catholic Hisa;mn in

¥

Lesotho in
lus diff.ereu&es in {olit.ical outlogk with a conservative

he late 19408 and early 19505, came to realiza

(:anad.ian h:latém:y teacher, during his History lessons. He
disapproved of \the terncner’s view ¢Z South Africa’s past:
wijke for .matam:e the Xhosa Wars. ;- The Xhosas stcala from
the JBoera, and \..hean the Boers redtlaimed the cattle. ©116
- Their clash of ou\looks extended i:a ipthar questions: “about
':tne French Revolution we had a la.ttle differame. w117
! | |

_Thére was some iﬁ‘fluancg on atudenté from poli‘éinized
hﬁrican taachers who would discuss pe:alitical issuecs with
them. this' wag alleged to have been - A part of the
' backgrnund ta the Lavedale ria:.ng in 19%5.3«13 At Faku in
1953., as jusf* mentﬁ.anad, staff were sgi&,}ing radical
1iterature %o s=l:uc1t=mi:s..;1'19 But such &ctivi:ties ﬁleariy
were not very systamati.c:. There is nc evidar_ma_%‘pf a ‘plan’
by mass organisations to- 'subvert’ the gchools of the kind
in which the migsionaries balieved. _'Rath.er, ivhat- was
' happening was that the polit.ical developments of the time
ware f..raating an atmunsphere in wh:.ch students were more

likel_v to rebel.
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The missionaries had formidable moral and ideo].ogical'
weapaons which they could deploy against the threat of

rebellion:
._{'\_‘\‘Q

..sbeing -a good boy was paramount. Even though
we may have had complaints, we never exposed
them, badause of the tendency that if you speak
out ycu are marked as a bad student, or a bad
t:atholi;!, or something like that." 120

f
'J?hese ""Fwa'aptans aaulﬁ also be deﬁlcyed against abtual_
rebelliun. aftar one st:htaol at:r:ilf'e over. food

-:i.’ . ..immadiately ve. do that, we were called te
mchurr:h, we had to pray and pray and pray ‘you
know, and then in fact prayer made us submissive
and...” we could rexiise ' well, we have offended
serim.s ? 121 :

LIl

Nevertheless, by mid-1540s it was clear that the rising
tide of nationalism was abl¢ ta provide ‘a legitimacy for
rebellion that weakenad ‘the moral pressures of religion and

authority in the mission schools.

The combinaticn of the breakdown of the missions’
infrastructure and the political changes of the tipe
produced a bresrdown in the authuarity of the missions cwef
tialr students. The inquiry into the 1346 Lovedale riot
noted that until 1939 discipline had been no problem at the
schooi but now the students identified "the Buropean staff
in the instituticn as part of the Government machinery® and
some students "behaved in a most unseemly way towards che

teachere".lzz One of *%the +teachers commented that Y“Trhe
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feeling among the stiudents 'is that the teachers are against
them. wlz3 The situation at I.ovédala, others ncte:i, was
such that it was very diffit:ult .to preach in the cl‘mrch
hecquae of the students? tendency to make fun of tha

preacher, 124

- The lack of trust alsé extended to strong feelings amongé;t
students that the white missionaries were appropriating tﬁ:ﬂa
rasources of the schonls fur thamaalven. " When J. Radaba!
vas trying to persuada his fellow a‘ltudents at Healdt:own to~

b
rabel in 1946, he de.nounaed the faa‘l,. that "the new latrine

is not. finishar’ and the Gmrernor builds himself a new .

of corruptian was alwmost certaiwhly unjt\st, what is

J.npartnnt in this spaech is the pkerceptio}k\ :lnvolved -

missionaries could not be trusted 1o refrain- fram using

Ptheir power in a way ‘which bolsterepd the.u.? prlvilege as .

Whiteﬂ_o o

The students distrust of the .miasion .I; aut{f_i;ﬁrities was also
underpinned by their syx;lpathy with ;hfriszan ‘teachers who
- were subjected to discrimination within the schools. The
Lovedale inguiry noted that African staff saw the
differentiated treatment to which they were subject as
having "“an unaettllna effect on the ninds of the
students, w126 14 also seems likely that the increasingly

militant attitudes of African teachers was contributing to

109
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- a breakdown of the mechanisms of social control withim t.he

‘sbhools. At Lovedale, when new rulas vere institutad by’

LN

thethead of the, high gchool in 1945, 'l:o winprove discipline

and co-—oper&‘t:iah" these ware not anforcad by certa:l.n
" members of starf, and the attitude of sone of them was

. described as one of "passive resistancen,127

A particula.r wurce of stuaent rasentmant was the - prafact
system. - At . a maeting batwesn . delagations from the
Associaticm cf Heads af Native Institutions and ::he Cape
m:ﬁcmn Parents Association in 1947, trs \Rev. J.A. calata

&rguéd that students resorted to ntrikes because they had
no other way of making their grievances knawn, ag prefects

aid npt ‘convay the cmnplainta of students to the -

authoritias, while the students thenselves were forbidden
to approach Principals directly,i?8’ Certainly prefects
were rasented by other students for the privileges which
they aﬁjoye.d, such as ‘being able to go out to movies,

dances and concerts.?? and this was compounded by the way

. in which the vast age range in the mlssion schools produced

a gituation where *funior’ pupils were often older than

rsenior’ ones who were supposed to keep them in order,130

The way in which di;'sciplinary ayst:(ams were falling apart

'under the strain of the ternsions of tha times is wall

illustrated by the events which led to a 'stand-up’ strike
T o
at He&%_‘l.dtown in 1953, vwhen students refused their meals and
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. he r;asignad and the prafects re-assumed their positions.

refused to be sesated in the dining halil, in pi:ateét agajinst

the placinq of a prafecst at each dining hall table. In

_ response to this the authorities sent about 100 students
._ hnme.131 The prefect system had been undiar stram at
Healdtown for some time. Im 1952 there was a mass

Iresiqnation of }refecta . Who felt that thei.z:: position was

being undermined by the unw‘i.llmgna:s of t:he Honsemastar,
Mr Hnuube, to i:ake action on disciplin&ry natters._
anuba'a failure to pravent fights hatwean '?c:rt. Elizabeth’ |
and ’ Transkei' atudents and the :act that stut!lents had been
coj.lecting waapans in tpa domitoriés then came to light;
132
'I'he inst:itution of prefegtship was czlearly not fulfilling
its Arnoldian purpnses. Studemts accorded the prefects no -

legitimacy. In an sponymous letter to the authorities the

Healdtown students domplained:’ !

The wmost impartant po...m: which causes us to.
scribble this is bacause our repregentatives are

> not taking out complaints to you... these rules
are not for all ogur students but for the juniors
and seniors who have no say in your Aristocratic
form of’ Government... what is the use of these
prefects as bding our Reps, they should be called
your tools for making us. 133

The feelings of resentment toward the prefect system were
precipitated by the action of placing prefects at tables,

which jatensified t’ﬁg resentment ©f other students at being

supe&iéirise& by younger pecple. The older students felt

their ’dignity’ had been insult.adlu and demanded the
withdraval of “Junior Prefects in the Senior Area in the
Dining Bal1l,"135 other grudges of the students related to
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the guality of the food, the refusal of permis&}_ioﬂ to visit
the women’s hoste1l36 and the garrying out of :}nan'ual work,

(in this case getting up at 3.00 a.m. to bake ﬁ_}_-gaa.',nv |

The is'sue. of manual work seéms to 'have had d‘ pa‘_rticmla"r_
significnnce, featuring in bther mission dil;tui}hances.

There was a long standing resantment of it uil Fhe part of

'mission pupils-_ two teachers who attended mlsikiun school
wull ba“are the war, replied. when nskad what ithrsy liked

least about their schools: ‘;\

. ..the type of" thing 1 did not 1:s.ke very mucbh was
manual labc:ur, 138

and «« the mnual woerk... we dug tranches, wil_:a ﬁlug.‘
holes. 139 ) ' : - o

The new militancy of the 1940f and 19508 .'sé@s to have
sharpened these resentmﬂnts. At Lave.dale in 1926 "the
toolshed and gardening tools were slingled out for
destruction."?40 one may legitimately surmise that it was
the social inferiority bgh;lc_:h manual ‘labour éymbalized that
was the issue at. staka: Students’ unwillinqness to obey
the diaciplinary aystem of the miskions was ttms both a
symptem and a cause of the crisis into whirsh tha missions

had entered,

It was the riot over food, hiwever, which was the most
common item in the repertoire o}f student. prot:est'. Food,

though, was often a2 nominal cause of these actions which

masked 'their real meanings. Frequantlj, the issue of food
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became a metaphor for issues of power and authority. Tkere _
were czrtainly qenuine inadequac;es in the food in mi351on
ﬁ&bearﬂing institutions, . Dr Cooper, the medmcal
suparintendent of Lovadale adnitted, in 1346, that while
the fuod in the 1nstitutian was adequate in quantity and
was tmirly well halanpad, nig was nonotonous and there was"
shortage of vaqetanlau."141 Students b Lovedale in this
marlod did not get tea or milk in thair diet either.142 2
tnrmar niuaion school student, aske& ; comment on what he
ﬂ,‘uismmd abont school says: "Well the comdition of the
'huilding was not rﬁaily of thaniast, say:the food, Ja, thé
_fhﬁd efinitely “*‘3 Récallinq an incident in 1945 whén
' studen#ﬁ: at the ‘Diocesan  Training £~'lege, Pletersburg,
f-refuamm to eat ‘their food, a forme- .pil ‘describes the
Hfood as. tmlluw#: \ . o |
'% R h#&’yellaw mmmli& meal and.., the relish
i was kafferbeans... these¢ brownish ones. So when
. it whks cooked, w&ll...;ysllaw mealie meal it’s
i never Jugt beautifully inovked, 1t always tastes

g ‘half | ‘cooked, and then the beans had... weevils
- inaid?. “Then we tried to eat, no good. 144

4
'ﬁhrouﬁhuutfthe miésian system such deficiencies in the food
provided wmra maﬂe worse by supply problems and government
rat;onlng meaﬁures durlng the war and immediate post war
' periud,f*s. and; the financial difficulties of the
"Inqtitutiohs.madélzt difficult for them to make maijor
imprnveﬁents in this area.*® 7Thue, as was certainiy
widely :acaqnised, that tﬁ@}?emﬁ_in the nissions was

unsatisfactory.14? L
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Food was thus a matafial grievance for students. But the
true significance of the food riots cannot be understood
purely in. theae terms. A closer examination of food riots
ﬁuggeats that for the students the :I.nfer:l.or guality of
thair food became a synbol of the forms of sgsocial
' acmination they experienced in their daily lives. The
isslie gf food often emerged as 'o_ne which embodied the
tmjtmt -rala{:ions of a rTacist society. Thus a host” of
i§sues relating to guegtions af authnrity, §ower and
Jpolitics aandanacd around, #nd were lynboﬂizld by the issue
of :ood.igwhaaript bacame a form of prote ¢ which was well
known and widely accepted within the student’culture of the
miseion s&hoala. By focusing on one universal issue of
consistent discontent, it cguld unite students motivated hy
disparata grievances. The riot over food was thus only
parkially about f&od; over time it was the expression of a
.ahanging set of challenges by  students to the power
| structure of thelr schools and nf'protasts_by them at the
‘power structure of the soclety. The food riot was so
central and persistent a feature of the repertoire of
pritest pra&isely because of its ability to absorb new

erlying agandas.

Ffequently 3,inkirg into these disturbances was a faelihg Shn
the part of students, that t‘.he< poor food represented a
contenpt on the part of the miss;ionaries for their pupils,
a lack of concern for them. . An ancnymous student at

Healdtown wrote to his headmaster in 1953:
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(1) We have been eating sour and dirty bread
and raw porridge but because you do not
geat these you don’t worry.

{11) In the time of Rev. 8. Mo we were given
fresh fruits and fresh vegetables but see
to what you give us. 148

(and on a related theme) |

{iv) Just see to what you give us as a Boctor
a mere fool. {sic) 148 .

The way in which fcod griévances focused other discontents
is wel]l illustrated by several instances. In the 1594¢
Lovedale disturbances the students put forward the
raduction bf the 3ugarnrati¢n'as the reason for their riot.
However, both Shepherd and the Housemaster had discussed
this issue with student delegatianS'and haéfpointad out
there waa B sugar shnrtage. Moreover, students were still
getting a pound of sugar a week, 150 It thus seems highly
_unlikely that the sugar issue jtself was the real lssue ati
stake. Similarly in the 1946 Healdtown djsturbances, those
| students accused of being instigatora by the authorities
- stated their motive as the reductlon of the bread ration
and its raplacement by mealie porridge. However, when told
by the teachers that the need for this had been explained

to the student body, who had accepted it, they admitted
that they were really motivated by a desire "to do what
Lovedale has done".1%l an even clearer illustration of how
food became a metaphor for power was the incident which
occurred at Mvenyane Institution, Cedarville, in 1954. On

9 March women students complained that the méalie porridge
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was smelly. Biscuits wexe g'iiré.n to them instead. The
school authorities invesi_}igated and found that some bags of
mealies were rotten. The bad mea]_.ies were picked out and
only good' ones used for the nex£ meé.l. - A new supply of
mealies was ordered, but they were not immediately
available, and this position was explained to the s_tudeni:s.
Starf 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 membéré again tasted the
porridge and. found it adequate. But the women  students
then all walked out of the institution. Both the District
Surgeon and pafant.é. who brought back theirh daughters tried
the food and found it acceptable, but despite this, on 14
March the male pupils carried out their own mass walk
aut.1%2  Here the food issue was clearly the focus of a
power and authority 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’ basisl53 which_ mnust have emphasised
any tendency to ethnic definitions of conflict. At
Lovedale in-1‘946 the discontent of students was intensified
by the fears of non~Xhesa students that they would be

excliuded from the Institution, an erronsous impression
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created by the dropping of swana and Sotho as janguage
subjécts because of insufficient numbers.15% 1In the Natal
missiuns which had played a significant  role in the
development of a 2Zuylu ethnie . particularism,lsS__ auch
incidents were particularly intense. In 1950 when the
Principal of aAdams Ccrllége' banned a Shaka day celebration
by the Zulu society, a.n incident arupted in the aftermath
of Which he expellecf’ 1‘15 pupils.155 _In a later incident at
Cchlange Institute in 1956 there was fighting between Zulu
and non~Zulu st:udents %5? the comment of mhg__jzfg;:g}; that “at
the Ohlange Institute the Zulu studenf;s are made te feel
proud, different and even arrogant®i58 is probably valid in
view of Ohl_ange's ormgins | in the. rwork of tt_:e father of

méd_ern {{Zulu particularism, ﬁav. Johnt ;!ube.lﬁg

One aspect of nission educ@t}.ion in the 1940s and 1950s
which seens to. be absent from its pdpﬁlar :i.mage is the way”u
in which mission autharitms were willmg to use stern
repression against\ their students :m c¢ases of disorder.
The missionaries were mno less willing to summon the
constabulary and to éngagé in mass expulsions of students
than their. successors. At Mariathal, Ixopd, 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 arrived to r.estore nrder. Four days later
three car loads | of poliée escorted away 26 students.160 on

14 May 1953, 184 students at Bethal Training Institution

were arrested after a riot and only six days later another
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42 were arrested after an arson incident at Ndalsni
college.1%1 rmhese are just some examples of the widespread
use by mission authorities of the police in response to

stude.nt reballion.

Relations between the missionaries and police during these

timeé of canflictz' saen i:o haée bee:i cordial. The Governor

of Healdtown wrote to th& foicer in Charga cf the South

African Poiﬂkice at Port Beaufm:t in 1953 thanking hinm for
the “most rﬁzady and wz:!.ling assist:ance" wh.u:h the force had
glven duriz:{p tensicans at Healdtowrf‘”? 'ﬁot tha'b this

relatians”nip* was. always untmuhlea. 2In tther mme period the
A -

Principal of - Healdtawri \Yom;:lained that a group of black and

white SAP men had infuriate& his Btudents by d;c:.ving
. through the -grounﬁs_ of the _Inst_;tution making congresgs
salutes and yelling “Afrikaiw, 163 he nissionaries, as we
have saen, themselVea dealt harshly with studegts who
straye-ﬁ and nass expulsions were freguent, 64

It was not only Students, but also black communities, which
were turning adfrain_;t the missicis. It was tirue that tho
older and more conservative section of the Irural elite
still felt strong links t» the missions. G. Bikitsha told
the Blythswood Governing Committee in 1946 that there was
much "disappointment® with recemt studs bt actions, and he
praised the Principal of Blythswood for allowing neetings

of loca. associatiens and attending them: ‘’good
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undarst&nding, gondﬂili and harmeny have rasulted and
displaced or replaced misunderstanding.v165 put already |
these close, paternalist relations we::e dlsintegrating'
under the impact oi? the social crises of th_e 1940s. Black
opinionr was i_m;reas.{ngly” unwilling to give mi&&ians the
benefit of the déubt. - Brookes comnted in his 1946-1947
address’ that dur:l.ng the Lgvadale d:.sturbances. N
« «eslarge sections ‘of responsible. Bantu nﬁ{tnicn
. sesms to have rondemned the authorities and, the
wisrionary bodies without condemning - the

- indiscipline and licence whisy lies behind such
_artion on the part -of adolescCents. 166

N

& teather reacalls that wgat f;eemed la.ke a dete’rmrata.on in
the quahty of the mission schools N |
...with the forties brought youa §o ‘W, some
doubts frop the communiZies and ‘when it reached
. Ig-;the tlfties i.t started simmering and wqu:.ng. .
The -'1946 riots wm:e. followed by numerows appeals on the
part of the expéllad students.f""sa Govan Hbeki".; in his
cap?city as General Sébxjetary of the. Tf_éﬁﬁ?-‘iei_ :Q,nrganized
Bodies (TOB), lobbied the Secretary of the hssociation of
Heads of ﬁative Institutions (.‘MH%’II.‘}..r calling for an inéuiry
into the issue',lﬁg and led a T{\)B delegat:.on which met
Shapnerd about the dismissals.170 1n .1,950, following
disturbances at St Matthews, the Rev. J.A. Ca.lata,-' as
Preside\nt of Cape African Parents Assaciation {CAF~Y,
convened- & public meeting on the issue near the school.}71
CAPA sent a letter to the AHNI attacking the mission fro

_calling in the police, for discriminating against ifricans
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in appointments and administraﬁion,'and not fully warning
those involvad in the riots.17i- Following the events at’
~Healdtown in- 1953, fhé Rev. S. ?itts was.widely criticized
for his disqiplinary-éctian against students.l’3 A group
' of Pport Elizabeth parents led by W. Tshume circulated a
Mannranaﬁm-complaining that ¥the ralatibnﬁhtp between the
Inatitgtion and the Purahts have (éic} deteriorated for the
paﬁt twﬁﬁyaara."174 Popuiar santimént.was ne longer#with
the missionarias. o i_' o ;ﬁ
A further important faéture of the crisis within the
education system was the breakdown of the hegemony which
white mission authorities had exercised over black teachers
Ain the years préaedihg the Second World War, - The
subsequent.. decade and a half saw grn&lhg conflict withinf
the education system. The nission system 1. s becoming
unviable in terms of its claims to guidén&é bvef:teachers.
The gradualist integrationism of the leading missicnary
"ideologues was unacceptable to a rising generation pulled
along 'hy the tides of social crisis and radical
nationalism. As we shall see, Bantu Education was to try
i:a address this .collapsie of the existing order’s outer
ideological ramparts by attempting &o constyuct a new
hegemonic discourse in education. Missionaries began to be
avare of the new unwiilingnsss of black teachets to accept

a subservient pogition. Shepherd noted in 1945 that:
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African teachers, particularly graduates, are
claiming exactly the same treatmant and to have
the same customs as Europeans who are their
fellow teachers... African Leaarnxs Feel that
their salaries, as compared w . th & ropean _
teachers doing the same work are toc low and this -
leads them to think that thers can ua little or
no claim on extra services. 178 -

| Shepherd was' responding to an ohsarvation by Rev. D,W.
Senpie of Biythswood that he foung - his African teachers
unwilling to underfake extra-curricylar activity. 176 ¢
was ‘hardly surpriasing that black tedchers were increasingly
resentful. - Iovedale, for exemple, hﬁd a whites-only top
table in its dining halll77 and it\\ senior posts were
arcupied by whitas.”a There w& L a stramy suapj,cion on the
part of taach&rs that the m:.ssicms passad over suitably
qualifie& African teachers for such posts in favour of
whites: in 1852 the local branch of the Cape African
Teachers Association ér\itiqized Healdtowh on thisz 'fscor.e.”g
/

Conglusion '

The late 1940s anu early 1950s 'thus saw the education
: systen in cr:.s:l.s. The lack of offmzal interest in the .
~expansion of black schooling hefore the late 1940s had
created an immense gap between the scale of school
provision and the numbers. of black | youth o©f school-going
age. In the urban areas the consequence wa's':'-i:hat the state
lacked the institutional weans tc regulate the lives of
black youth. Without éducational opportunity, many urban

youths roamed the streets, becoming part 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
systom as a whole inhibited its ability to -generkta the
growinq numbers of aemi-skilled workers raquired by
industr;f within the mission schnolu thnnselvas, financial
difficulties were undermining their inﬁastructure. These
raterial proﬁlm combined ‘with a rising tide -of 'African

natianalist se.n'ciment amongst students tu gsnerate 2 wave

of student ﬁi&affection amd ravalt in the years after the '~

Second World War. The relations between mission

authbrities and, hlack. teachers gznd cmunitiés deteriorated
sharply 2= & result of the same pressureaq. The next
‘chapter will provide a detailed study of the part playéd by
teachars in the pducational crisis of this pariod.

This ch#pter has suggestad that " the travail of t‘ze' “

education system in this pericd was part of. & wider social

crisis., From the ‘late 1940s the dominunt classeE: as a

whole were grappling with the issue of how to deal with the

chall.‘e'nges they faced in education and in society as a

whola. Chapter 5 will explore the particular form of the

attempt to restructure education by the Nationalist
government during the 1950s, in response to this critical

gituation.
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CHAPTER FOUR: TEACHERS AND THE EDUCATIONAL CRISIS OF THE
1940s AND EARLY 1950s

- The previous chapter aut'iing'd _ﬁhe crisis which .develope@ in
education during the 1940s and early 1950s, This chapter
 explores in detail the role of tuachers in thet orisis. It
' aaeké to show how the &raﬁati_c_ éocio'-pﬁalitmal changgs -:,Qﬁf
| the era impmtéﬁ on tea{;chers, and how their di&hffﬁﬁn
itxelf became' a 'centrai component of educational crisis.
The ﬁnal_ysis presented hera is informed by our canceptioxi
' of hageaoni-c struggle in education. What is described in
thig chaptér is ﬁgié""ﬁrisé of a challenge by ﬁi&achers to the
ﬁnm_ina.nt hegenony, and __varioug ~defensive attempts to
countei* that If{«nhatif.il.e;nt_:ufa.. _ 'I"he. iogs of | effectiva hegemony
over 'African teachers constituted an Aimportant aspect of
the cnliapsé ¢f the educatiomal -~ ystem confronting ' the
dominant classes. The next chapter will, among other
| tr;::;ngs, diacu.sz‘s hg_;w,_ with& the introduction of Ban-t.ti

Education, the'\s.‘ha't:e sought to create a new hegemonic order

in education which could reincorporate teachers.

Much of this chapter draws on inte_rviaws with teachers who
lived through thié period. For a discusgion of the
methodoloqy informing this research, the reader should

refer to Appendix A.

. While African teachers’ organizations had existed in the

various regions of the cmintry for decades, they had
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previously shown little sign of militancy. It was a mark
of the '“giravity of the situation facing the education system .
and 1:1'@}I society, that from about 1940, teachers adopted
incvrea;ingly aggressive stances over both working
.coum.tions and pn.aiticatl issues. This culminated in the
aar:ly 19508 ; in the emargence of :raaical 15ac1arsh:.ps in
koth the . Transvanl and t:ape teachfars' organizations, and
harﬁ fought battles waged against state education policy by
t:ea;chers in thoge provmcesq {A comparable pol:.t:.cal shift
does not seem to have oeeu rad in Natal and Orarge Free

State teachers’ crganizntions}

This chapter will expiére _si:he priging_. of the teachers’
revolt, viewing it as part olf ‘the ..:ﬁ*ider crisis in
education. It will be suggested that the rise of radical
sentiaent amongst te_achers needs to be understood in
relation ta three crucial factors. irstly, it will be
argued that the exis‘tmg culture csf mission-edueated
teachers was aot simply conservative and professional. It
aisc _containa& important elements of emphasis on service to |
{he community, which could form an important ideological
and cultural basis for teachers’ rejection of the state’s
a"ft:"tempt. to control and direct biack educational
aspirations. _Secondly, the new ra__dicalism was rooted in
the structural, socio-economic problems facing teachers,
especially the very poor position in relation to pay and

conditions prevailing from the time of the Great
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‘Depreasion, and the 'diminution of professional autonomy_ and
status which the educational policies of the Nationalist
'gavérnment brought about. Thirdly, a vital role in
shifting teachers’ political perceptions was played by the
political intervention of African Nationalist forces
. amongst them, aspecialiy of'.yaung tsacher-gctivists
enteéring the profession ih th‘e.l 19405". The chapter the:i
goes oix to describe ﬁhe rom_s which teacher 'r_eh;i_izlion" took,
as well as the attempts by consefvat:lta -Séctions of

teachers to resist the rising tide of radicalization.. _

This account sesks to avoid a‘*'ttribhtinq ﬁ;litical ) ”
" ncbiiizati_an either; in a voluntarist fashion, solely to.
the role. of pbi_iticai ..activi.sts, or:,.' in a structﬁraliﬁt
fashion, purely to the imp&ct +£ objective changes in the
structural positibn aof the teae_imrs. . Rather, peolitical and
ideological interventions and éi:rzmtural' che .--;;:es ai_re. secn
as acting on one another, while it is also 'suggasta& that
teachers’ _enéisting culture and .i.deologf providecf them with -
important cultural resources which affected their response
to these forces. In this way the argument seeks to steer a
"piddle path" between the tendency of structuralist
approaches to see particular political responses as the
objectively determined impact on a particular social
category ..of certain circumstances, and the endency of
culturalist writers to reduce the explanation of political
behavicur to a matter of volition. &n attempt is made to

relate the culture of a social greoup, the intesvention of

135



political orgaﬁizations, and the structures of material
life in explaining wny particular forms of politics
_deveioped. ' Facing a ¢rigis in society and education,
teachérs did not simply respond to the call of their own
cccupational culture, the deterioration of ‘Fhelr
protessional position and  the appeals of polﬁtiaal
activists. Instaad their actione were shapad @y the
interaction of all of thesa. As we wzhall aed, the
differential interaction of thase factors in different
regions and amangst'diffarent groups of teachere produced a
range of résponses to crisis. Some were of a-#onservative
colouration: but the predominant trend of tms era was

toward taaaher radicalization.

it was argued in the firat chapter that teachers occupy an.
amblguous position which makes them paxticularly vnlnarable
to the cont_radictory pu;ls of dominant and subordinate
class interegts. This wﬁs esﬁeciallir i‘:he case in South
Africa’s racial order of the '1'9405 and 1950s, where they
were the most s:}bstantiai sector of blacks .in an
intermediate occupai;.ional poéition. Teaching was the maiin
career opportunity open to blacks with ":'som_e education. In
1946 there were 13,953 African teachers, compared with
5,203 nurses, 2,697 clergymen, 289 interpreters and
translators, less than 100 doctors, lawyers, journalists,

lecturers, and iaw clerks, and 69 social workers.l
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How teachers reacted to ideclogical and political pressures
{7 . .

is however extremely complex. The very ambiguity of their

position allowed for differing responses. oii the one hand

gome, fearing 1lcss of theixn. '_relatively- prestigious

employment, took deeply conservative positions. on the
other hand, &d:cmomic hardship, and the pull of 'pupul'ar
:radicalmn turned at'.hera towards a politically oppositional

stance. ﬂhz.ch path wan taken wag 2 rasult largely of
idenleog®~al respofizes to- 'l:he situation. In, this raspec:-t,

 the’ existence of a culture of ‘professionalism’ amongst

teachers had ifﬁpbrtant effects. Prnfesaionaliam could

_ uléarly underwrita conservative political responges inscfar

ae it tended to emphasize the aistinctions betwsen teachers |
nmi other employees. But/tu the extent that it emphasiqed
the - specialist compet'ency of ﬁhe teat..her, and an active

comnitment to edur:atian, it could be a radicaliz:.m: Factor.

Vb

__Begra&ing! treatment and contempt for teachersf skills on

n

- the par_t of the authorities could and did prodJce an sense

of -qut._régéd profesaibnaliﬁm amoni;ét teachers ghhiéh could
turn "pmlitidaliy radical. The form of pr Assicnaln.st
ideclogy which existed in the missions was, il it will be
argued, a particularly ambiguous one; it c}fmtmned an
enphasis on educatian as a social service whiu.;h could

underpln a sense of grievance at educat:.onal J.njustice. _

Tet us first examine the aspects of teacher ideology and

culture which made for conservative responses to their
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situation. = For most teashers, thelr access to teacher
training often made the dif;grencé between a professional
career and' a life of manual labour. 2 taacher' who attended
a mission school orphanage from 1825 to 1931 recalls that
his contemporaries there generally ‘became farm labourers.
By going on to attend Pax College from 1932 to 1937, he was
able to joln a sﬁratﬁﬁ who went on to obtain skills and

: profeasional qvaliticatiom.. 'Within Pax itself, differant

streans of instruction provided entrance to careers nf
- differential levels of prestige. At the college while sone

- ®teok tem;hir\u;", others toock tailoring and carpentry."?

I
‘\\ "
: '

Teachers’ outlooks often represented a strong

identitication with aspirations to upward social mobility.
. Tha lack of other opportunities for educated Africans meant
that teachers formaed a prestigious top layer of African
compunities. . YDuring wmy time," says a St., Peter’s
'graduat:e,_ ‘%, ..teachers wers regarded by the community as
highly respected peupla,' and behaved themselves properly."3
The social praatige of the University graduate teacher was
vast and could awaken longings for social advancement on
the part of their pupils. At one state High School on the
Rand, on Parents Day, 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 were graduates, you

understand if they stood there, twenty six of

them in their gowns with their various colours,

you 1looked at a wonderful scene, and this
motivated you to reach that stage. 4
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Another teacher had the same esxperience:

.+.when I first saw them in their gowns, as
graduates, I sald "I must get that gown". 5

‘Finally, teachefs often had before th&i‘_.r eyes grim
reminders of what. happened to those who failed in the |
ptofession. fThe strain of attempting to attain educational
success was . such that many collaﬁsed under it. Of his
'conj‘:u:poraries at St. Peters, t;}e mnost prestigicus of
n_i_ssiim schools, a téacher BAYS, pﬁaticm’*.ly: '

:.;sona hav; become lawyers, |

some have become dottors,

some have become teachers,

gome have becoms jailbirds,
some have become drunks. 6

The political imp}.ications were complex; for a?mé teachers
the fear of losing what they had won through immense
personal struggles, inclined them to caut.:ian. '~ This made
them receptive to ideologits which _iémphasized the
separation of education from politics and from camn:hnity
jife. Tt underpinned for them, the appeal of the! most
conservative elements in mission educatioh's ideology and
culture.  The -miésions provided teachers with a set of
ideological values, originating in the culture of 1sth
century {(mainly Bra‘_.tish) musculay Christianity, which were
to be an important support to the tendency of some teachers
to see themselves as a caste apart. This ideology was tﬁ
provide a basis of group cohesion well after 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 fram belﬁw. The High
victorian character of ﬂiis culture is qui'i:é startiing. To
ine two examples: in 1959 teacher organizer W.D. Ntlokc

..wrotﬂt

The tenptat:.on to quate Tennyson when I in¥}pduce -
nyself to the teachers iz guite irresistibl’ 37

vhile in 1968, G.L, Kakana told his audience at a Cape

teachars bﬁnfe}rancel-'that the jdeal teacher wés " Christian
gentleman."? Sucl: an outlook could tend to sway some
teachers toward an a-political view of their role which
erphasized the need to maintain the continuity of
educational services, and stay aloof from __sa;iﬁl.. eonflict.
We shall axplore such conservative grdﬁpings later in this
chapter. -

Yet there was another side to ta’ne ideology “and culture of

mission education. By amphasizi;ng the sogial responsibil-
ity of the teacher, especially in setting a wmoral .example

to the youth,. it also provided the basis for a strongly

develcped social conscience on "tfrze part of teachers, which
could help to make them responsﬁ'e to the needs of their |
communities, For one teacher, hﬁ.s training at &t. Matthew’s
in 19379 emphas:.zed.

First, as a teacher, you ha-:i to set an example...

‘'you should lead an exemplary lif¥e...to the
society and to the children too...Next, I should
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be in constant touch with the community I am
serving...And ke conversant with what is taking
place in the lives of the people I’m working
with..,I agreed with {these ideas}...they helped

mer very much. 9

1

~In interviews, teachers trained in the period from the
early 19308 to the mid 1950s often expressed a strong sense |

of the intrinsic value of education and of comaunity

servica: | -

.s A‘ha most impartant thing in teaching is to
asgist the student. Well the cheque comes
because in order to be able [to] live you need
Wweney, but then the money must not be the most.
ﬂ,partant aim. 10 . |
Ay

. __/:')

i -

This aariricé i _of.ten' seen .as providing personal

ulfilmnh. . /

s weel’ enjay being ugeful to the children and
guidimg them and exchanging views with them of
' whatu:lmer issues -~ social, pnlitical ete, 11
" ...I'have been involved with so many people who
are ltappy they ever met me. 12
T ta@k up teaching as a calling... I wanted o
gerve African people... I think I’ve been able to
accomplish it throughout my teaching career. 13
- 4
The ideal:of service through education was propagated by
dedicated iAfrican mission teachers. Of the teacher who
arrang_iad for him to do teacher training a respgindent says:
Hi= dedicaticon to the education of the pqé_aopla. .
“yes, that is what brought us into the game. 14
The uncle of another black teacher “influenca!ﬁ me towards

'helping the black community in teaching.® 15
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Simplistic criticues of the calonial__ character of mission
education, such as the well known text by Majeke, 16 niss
the ambiguities in such an idaology. Thé_ emphasis on
| _sai'vic'e to the commenity could provide rescurces for
radicalism az well .as conservatism, as this chapter wilil

ghow, '

The sense that teachei:s were delivaring an impori:ant
service, which underpinned their committment to thair work
seems to reflect their poqitive experiences of their own
teachers. Among bhoth African teachers and white
n;ssioﬁaries a remarkable degree of elan and enthusiasm
Besmo ta have prevailed, and to have transmitted itself tn _
their pupils. & number of misaion trained teachers
educated in this era talked during interviews of how they
had experisnced their instructors as inspirational or
éxeuplary: o

.++the way he taught us wade us like teaching. 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 ideas in life. I

was very keen on educating other people. is

.«-even vhen I was still at the primary school, I
" dreamt myself being a teacher, And I dreant

myself being a teacher and just working like a

certain mistress, Janet, who was one of mny

teachers... and conducting my lessons like she

did and evén being playful with children 1ike she
uged to. 19 :

A student of Lemana nmission in the 1940s tells how he named

his first-born son after two of the¢ mission’s brothers.20
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Another says that he wanted to teach because he didn’t want
tp disappoint the missionaries who had arranged his
schooling« 20 Th;s strong sense of vocation on the part of
teachers existed in state as well az mission institutions;
at Alexandra schools between the 19405 the teachers,
according to one of their pupils:

«xs8trived very hard to do their work. «« and they

motivated us a great deal, and they were aimost
role models for what we aapired to, 21

Thﬁ culture af mzssicm education d:.d advance certain
confornist a.nd imperial values, which had the effect of
:Lnduc:ing some teachers toward conservatism. But tﬁat
culi:nre also epphasized the responsibxllty of the 'teache;*:
to the camunz.ty he or she served, énd the need for i:he-
teacher %to make an exemplary contribution to camunity
life. It. generated amongst many teachers a strong "sense of
commitment to educatmn and especzally to the educational
aspirations of his or her pupils and the African peaz(le_ as
‘a whole. 1In the 194 05, facing deteriorating c:nmiitions in
the schlools, and in the 1950s, faced with a state.
determined on a ;Solicy- which many teache:::.s saw as attacking
Afr.{can educaticnal achievements and aspirations, many
teachers felt t;:nmpelled by deeply ingrained culturai vaiues
te oppose this process. The ambiguous ideoloqgy of
professionaiism had heiped create certain elements of
teachers’ culture which could provide cultural and

ideclogical sources of rebellion. aAmongst the teachers
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guoted above who speak so warmly of mission-era educa‘l:mn,

quite a number were involved in the teacher mili tancy of

the 19408 and 19508 and some in the ANC’s educatiomal

campaigns of the mid 19508, The resourtes of conviction

- which generated teacher revolt in this period came from

unexpscted sources.

The second feature of teacher 'radicaﬁlizatian in the 1940s

and 19508 was a revolt against low pay. Austerity policy

pursued by the atate from early in the 19308 held down /-

teacher's wages, ani: wartime - inflation worsened the
teachers’ plight. By the early 19%40s teachers werse snovmg
to wage ni?éitzmcy. This ref lected, simultaneously, a fear

of detericrating status, and a reduced social distance from

the working class. Structurally, teachers’ economic

conditions posed a threat to their prefessiona) and ‘middle

class’ gocial standing. Indeed, the relatively h:.gh

prestige wh:l,c:h teachers enjoyed 1ns:Lde black communitxes

bore no relation to the },ow wagéL which they reces.vad.

The Great Depressicm had serious adverse effects on the

economic pogition of African teachers. The first natlonal '

salary scales for African teachers were gazetted in March
1929, to be retroactive to April, 1928. But because of the
onset of the depression, the state introduced drastic

cutbacks in expenditure and, consequently, 'Ehe scales were
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not implemanted.23 The Transvaal African Teachers
Association (TATA) brought & successful logal test case

against the Transvaal Director of Edtwat on over this
Jnf

. igsue, and ahmzt 500 teachers were, &8 a yest-lt, ablie to

cl&in back pay frcm the provi.-ncial administrat. n.?% But

S --J

utagnantk or dacls. ,,iig real wages, and PRy cuts. In early .:
1931, a Lt’.sut of 15% was imposed on the.salaries of some

s P

teachers.?S - Between 1932 and 1934 2 7¥ cut was inflicted

on tha salaries of urban teachers, and an 8% cut on those
T

of rural teachers sarningimore than S50 Pounds & year. 25_ A

po],icy was introduced traating all newly; appointed < .-

teachers jn the Transvapl as unqualified “teachers for;_,

S

"aalary puyposes. xn ,.937—1938, those who had: suffered cu‘bs»

in 1933’—3.934 receivad ,A:refund, but teaahers who had been

pena’ligﬁed by other austerity neasures obtained no

'componf/étim‘s whatsoaver.g' ?'he early 19403 braught only

very lim.ted impravemante. :.nt che pay position. Fqnowing

an interview betweer a teachera’ delegation on tha

Secretary of Native Affairs in 1ate 1941, teachers salaries

were raised in 1942, and ghataafter amual pay rises were

‘instituted.?® However, cpnaideimble discontent over pay

remajined, ard was exacerbated by the effects of inflation.
The price of clothing more thantdoubled between 1938 and
1548, and focod prices alsoc rose sharply in the sane
peribd.zg: |
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In response, TATA ﬂn 1941 launched a salary cawpaign. The.
1aadarship of the aampaign 1ncluded S. Lesulanq (Chairman),
David Bopapa (1ahek an 1mportant memher of the Communist
Party), and A.P. Mﬂa (who was to become the thanretzcian of

: the Africanist curﬂent within tha ane) .30 Bopnpe, who was

sae:htary of the aqppaign, travellad all over Lhe province,_

organising a mass protest maating, which was beld at the

- Bantu Ren‘s Social Centre, Johannesburg, in late 1941.3%

It was 28 2 conaaq&anue of the campazgn’ﬁ activaties that

‘the dffimial interview of 1941, leadﬁhg to pay

: impravemants, was aecurad 32

H
|I

This was follawed ﬁy the 'Blanket campajgn’; neachers taakr

to wearing Basothamstyle blankets to work, %to. signifv that;

_they were unable o buyftmansalvas-suits or dresses".33;
:Hquevar, a need was felt for more militant forms of actian,:
- and to obtain broader support, especially from parents. 34!
'Accnrdingly, a mass demonstration was called, ?o b2 held in

- cantral Johannesburg on Saturday, 6th Hay, 1944.35 At 9

a\?. a *mile long procession of teachers, parents ana

school childrent left the Bantu Sparts Ground.’6

The excitement of this demonstraticn still lives in the

memories of participants, A teacher recslls:

X ﬁhink the whole Reef came together in the Bantu
Sports and they demonstratcd through Eloff Street
with placards... 37
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Another-'--;eacher speaks in sirilar terms:
..sall the teachers who could afford it came inte
Johnnnasburg and we moved street by street
carrying posters...Eloff Street, Bree street, in
fact the whole of Johannesburyg. 38
B~nners and posters were raised - some ¢ manding free
univeraal. education and more schools,39 while others bore
the alogan ”a Hungry Teacher cannot Teach A Hungry |
. chila® 4%  an attempt was made by the police to stop the
demanstration from proceeding; but the teachers called for -
women to go to the front 'of the demunstra‘tioia ’ “an@ bacaus%‘t
of the reluctance Qf ﬁhe pala.ce to attack them, and the"

’J/ of the damonstratnz:a, the police had ¢ give

detamination
way.*l The raily ufter the. damonstration was addressed by
Dy. XYuma, ?::gsidant-aaneral of  the ANC, who pledged his

| _ _oruan:.sat:.qn' -3 aupport for; tha taacherm"z_

The demonstration 1hiight have bee.n & ‘I_pre.lude" to even nmore
-militant action; bnt the actiéhs of gome of TATA’s leaders,
and the government*s shrewd handling of the situation,
prevanted this from occurring. The organizers of the pay
canpaign hagd plannad a one day strike to follow tne
demonstration. But the posgibility of this occurring was
forestalled when, d;uririg the post-demonstration rally, the
. President of TATA instructed teachers to go back to work on
the next working _ciiiazg'.‘ﬁ 3  The government responded to the
demonsifpz:%;ibn’”by ss.eﬁdiﬁ!g the. Hinister of RNative Affairs,
Hajof"éi'iet van der Byl, ta address the TATA conference at
Witbank in July.‘q"" They subsequently raised the level of
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teachers’ annual inﬁrease,45 and.appointed a commigsion of
inguiry iﬁto African Teachers’ salaries, which recommended
a uniformu;alary structure for the whole country and all-
:Eotmd iﬁcfeaaes.“" Although £ha inquiry’s recommendation -
were not impiamgpted until -19_48,47 the governdent’s actions
se_én i'-.'a" have héen sufficient, in cénbination wif.:h t_he'
: pq#éivity_ of the TATA 1é§dership, te bring the campaign to
a 'l.ialt.*w ‘I.'he TATA conference bemoaned the inadequacy of

tha new pay scalas, but it organized nol protast against -

thnm.49 The assuczation 8 bms to have been incapable of
mobilizing the continued diqbc&‘rntent of teachers over the
- pay  issue. A former n;enmber still fefls that 'che
; ...mpravemant in pay after tl{h .demnnstratian was "x maagre
| _ ane, not worth aentioning ait all. "50 ‘¥Yet TATA activism
over pay faded away. rt_
Part of the reason for 'rqum's lassitude may have been
corruption ampngst its dlaadlngrship. According to a former
member;, -thé c.mmaicharaﬂalqezgi resources mnstered in the
_ aftermath of the demunstrat;}on were emhezzled by at leasat _
one oif:clal'
Let ne tell you thousagtds, hundreds of thousands
of funds were offered hy the able, sympathetic
people along the Reef and Pretoria alone. Wa

‘were unfortunate thal money wasn’t properly
looked at, beciause shori:ly after that we only got

information that had resigned. |His
resignation leaving o Td-* pifse, our treasure wth
nc pay. 51
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However, the demonstration was an extremely significant

'evant, being the first example in South African history of

teachers orqanizing in a *trade-union' fashion, seeking to

gain thair objectives by mass action.

Thia pariod saw a growth of teacher discontent over wages
in thn tape as well as in the Transvaal, avln though in the
fornﬂx prnvinca it ﬂid not panifest itself au dramatically.
in Jum« 1944,. the dxape arri.can 'raachers Association (CATA)

held'a "naunath* maeting nt ﬂillawvale thraatening militant
actiﬁn ovar pav demands .22 carafs journal Teachers’

giginn kapt up B atrident demand for better pay, far

;example connentinq acidly on tha Royal Family'a vlaxt in
19472 |

Ve hopn.that {the nev payﬁscaiaaj will coincide .-

with the arrival of His Majesty and his family 2w
South Africa sc that the latter wmay see the good
things our denocratic government is dﬂiug Eor us..
53 _ SR

1
o

B

The nateria; privatiana which teachara experiancaa durinnff.

tha deprassxun and the war, anﬁ the ﬁn&ermining of their

social positiom whacn this 1mplied wap thus a fundamental

. aspect of the transformation of ‘thelr consciousness in this

g

period,
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The +hird major factor contributing to teacher
radicalization in the 19408 and 1950s was the work amongst
them of African Nationalist activists. Material problems
bannot on their own account explain' why teachers’ political
attitudes shifted into the particular form they did -~ that
of an increasing receptiveness to African Nﬁtianalist
political ideology - during this pei‘iod. 31thou§h the

. initial wage agitation was conducted in terms of a fairly

*non-political’ ideology, it seems to have fad -into the o

growing pol iti{.a.: self-aasertion of teachers m suhsequent e e

) yem:s. The fact that . ts#ehazrs-r- material dmcontents did

T TSR onlv ma.,rifaai: thenselves as ’trade unicnism’ needs to

be explained partly in terms of the active work hy
political movements. to Qevelop - 'counterwhegemonlc':—?
attitudes smongst teachers in this’ ;E;erind. At a political
and cultur;.“l;ﬂieval an important impact WaE made 13 teachers”
in this decade by the energence of a new,.-]-igeneratmn of
. young radicalized teachers linked to the Affican Hatic’:hal '
Congress Youth League (ANCYL) and the Non Furopean Unity
Movement (NEUM). This tendency toward the 'pnliticization
of the teaching profession was reinforced by the First
signs of black wurban community organization around
educational issues, 'I‘h:_l\s would beccméﬁ pronounced during
. the turbulent 6e¢aﬁa of ﬁe 19508, It certainly began to
- place teachers under popular .prassure tu act on political

izssues in the education field.
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The 19408 sgaw the entry of a growing numver of young
teachers into active participation in the nationalist
movement, and especially into its ra'dical._. Africanist wian
This radicaiization originated to an important extent
amongst tiachars who -ﬁrere graduatez of PFort | Hare -
University, w’l_;ich guring the 1940s, became a highly
politicized .innizitutinn.' .Many of its graduates of that
dgcﬁdﬁ Buhsequently becane‘ m&jor leadars bf i:he ANC or the :

. PAC.  Dhese m*.mded Ralaon Handala (whu graduat.ed in
”194a), oliver Tamba (1941), Robert Sobukwe (1949), Tennyson
'hhxakiwane (1941), Dums Nokwe (1949), and G.M. %itje

--..(194&}. 'I'anibc was Secretary of Fort Hare stxiﬂent

Representativa @Fou*mil (SRC) in 1341; fallowing a dzs;@ute .
petwean the studlants “and ‘ﬁﬁe Univarsity autharitias, he Was
axpellad for ra!*using f-u sign a pledge of good ccnduct, amd
wvas thus unabla to camplata his at:udles for h:s.s pas‘t—
graduate teachers’ diploma.55 studant strilces tupk plad__.':e _
in 1941 and 1942.%% A branch of the ANC Youth Lé:ague y{;s
founded at the !Iniversity in 1948. It gave support tdri} 2
nurs\éa' strike at Lovedale, ‘and i:his, toéather with ntt;pr
clashes witia avthority, led to its banning .by ti_;ne
University Senate.3’ Scbukwe headed the SRC in 1949, whiﬁe
at the same time playing a leading role in urging a more
radical political progranmme pn' the cépe region of the

ANC.BB_ Many Fort Hare gradﬁates were to enter the te-:n..chiné}

.profession, carrying their political convictions with them.
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When the founding meeting of the ANCYL, 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 role®® and many of them had
gained their politidaliexpgrience in students’ or teachers’
nrganizatiéns.so Despite their commitments in the h&oader
political sphére, the Youth Lhaguers were active in TATA.
. Oliver Tamhd, for example, playad a praminent role in the
-assaciatian's 1847 conference akt Lewana, xaising the jssues
of uampulaary aducation, TATA’s relations with_palitiaal
bédiea and trade .unions,_ and the ill-traatment. of férm
labourers in the Bethal district.®? |

A related devélapmant which was to have a significance for

the teacher resistance of the 19507’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 of 1944. This movement e:upted when Dr. Language,
head of Brakpan’s Native Affairs Department, (and in his
spare time, the Ossewa Brandwag’e “native eﬁpert")
persuaded the Nationalist Town Council to have David
Bopape, a leading political activist who was then teaching
at the Amalgamated Mission School in the town, sacked. The
i:otive was apparently Language’s displeasure at Bopape’s
involvement in community politics. In protest against the
saqking, the community organized a hoycott.of classes by
2000 pupils, ahd a stay-at-home by the entire 7000-strong

workforce of the location, lasting for ome day.sg This
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event was an impori:ant pathbreaker of combined action by
students and community on political issues relating to

education.

The radicalization of teachers in the Cape followed a
different route from ‘that of the Transvaal. The politics-
which became dominant in CATA derived primarily not from
the mainstream of African nationalism represented by the
ANC but from the All-African Convention (AAC), by this time
an affiliate of the Non-European Unity Movement (NEUM),
smaller, Cape~-based bia_ck nationalist orqanization. | The
Unity Movement is often characterized in a way typified by
Roux’s comment: | |

African intellectuals, particplarly teache::a,

found that their profession made it iwpossible

for them to participate in mass movements involv-

ing physical danger or imprisonment. at the sume

time they were more politically conscious then

the masses and realised the encrmity of the

colour bar. They therefore sought psychological

compensation in extremist programmee which in
fact were never implemented. 63 .

A sinilar view is express}fﬁd by H.J. and R.E. Simons,®* who
see the movement as lafijely confined to ‘Coloured’ and
African intellectuals. -,‘_iin their view the Unity Movement
. emphasized the tactic of fl:he boycott as a way of awi&iﬁg
direct confi'ict with state authority, and concentrated on
passive propaganda activity, much of it directed toward

sectarian attacke on other crganizations,
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.H_ow acctrate is this view? There is more than a gr&in of
truth in Roux and the Simonses’ assessments. As will be
shown, the NEUM did rely heavily on teachers for its active
;support.” Unl_il_ce _the ANC 1t was unabple t’& create long
lastizig. atructures é: mass support. The NEDM‘s emphasis on
 the boycott as the be-all-and-end-all of political strategy
'Qid offen lead to mere pussivity. It generally failed to
put forward any tactical or strategic pi-::poszils baycmd the
unificatiun of hlack organizationa within its ‘faﬁeral

structure' and the carriﬁ.nq out of haycotts cf statef' |

po?fiu.eel_,igsi;itutions‘ It was virulently seetarian toward

other organizations.S$5

But the NEUM was not as marginal to conflicts ciur}ing the
1941.)5' and 15508 as St:ch criticism may lead one to exﬁ&ct.
Tha. implication that the social composition of its
leadership led inevitahiy to a cautious form of politics
seems a rather reductionist argument; the leadership of the

ANC and PAC also drev heavily on the black ‘middle
clasa' 56 Nor does it seem entirely accurate to interpret
NEUM/g politicai h_ehaviour in terms of concern for its own
safety and professional position; it{rs members faced
considerable repression from the state am_}d combatted guite
vehemently those teachers who advocated protection of their
professiohal position as a priority. The .boycott tactic
daid .nqt alvays lead to passivity, as for exawple in the
Fastern Cape during tﬁe 1950s, when the NEUM achieved some

brief successes in stimulating activity by rural people in
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boycotting govermment attempts to impose new systems of

agriculture, local govermment and education. While the

NEUM was often quite as s$ectarian, arrogant and

abstentionist as .its critics suggest, the movement was far
'from being & 'totally marginal force in popular struggles in
the Cape during the 1950s,

This was pa.rticul'arly g0 in the field of education. With
the foundation of the NEUM in 1943,%7 ite affiliate, the
AAC, began to spread the movement’s i} Afluence amongst Cape
African teachers. The CATA joursdl Jeachers’ Vision,
carried articles by writers who advocated Unity Movement
viéws.ﬂ Ong of these, writing undér the pseudonym "Vﬁy-
Vuyi", propounded a Marxist-influenced account of South
African society: "We are oppressed not because we are black’
but because we must be exploited."5%  vuy-vuyi advocated
the AaC’s political line, without mentioning the name of

~ the organization, and argued that CATA should take a more

overtly political stonce.5? The AAC militants togk the
view that the African te&bhef could not organize in a
purely ’professional’ wmanner, because the racial
inequalities of BSouth African society would always prevent
then from making progress in that way; thé only solution to
teachers’ problems was for CATZ to abanden its existing
strategy of lobbying the Educaticn Department, and to link
up with a political mass movement. Vuy-Voyl wrote on this

theme:
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How can professional dignity abide in the tin
shanties we use as classrooms? How can we feel
dignified in hunger and rags and in the presence
of the starved and sickly children whom we have
to taach? And when we realise that all these
disabilities are an ocutcome of our being discrim-
inated against by reason.of our colour, we cannot
help but feel that smug respectubility is our
' g‘reatest ENemy...
.s .h#}ld:.ng annunal conferences and fmrward:.ng
regolutions to the Department is a feeble and
hopeless method to fight the odds against us. 70

._-_;;A}:reaﬁy;_ at the 1944 conference of CATA, mftiliatianf):a the
AAC was unsuqcessfﬁlly propoéea (an attempt to affiliate
the assoéiation to the mfc also failed).’% Howéver, the
2AC wag working on fertila grmmd- the nanifuld d:.scontents
of the Cape African teachera gained its grow:l.ng support.
These discontents were manifest in ‘Teagher’s Vision, which
parried numerous artic;:l.és oritical of the natiohal
politica»l ndispensatien ;7% and -freénent complaing{s about
such matters as raciat“ 1anguaqe.73 'ﬁ'hefe were also attacks
on the official prohif;itinn on teachers’ participation in
.-politics.74 CATA was co itted to :the principle of
*education of the whole~ ccmz:nitf whﬁlily financed by the
state”,”’> and advocated a single education department for

all race groups,75 demands which ip themselves raised

queétibns of' national politics.

While the Unity Movement was generally insignificant in the
Transvaal, it did manage, during the late 1940s and early
19505, to exert an ideological influence over limited

numbers of important individuvals in Transvaa)l teachers’
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poiitics. Indeed, Eskia Hphahlele clams tha‘“ at one stage

the AAC' s influence on Rand teachers was grenater than that

of the Africanist cucrent of the ANC.'”_ _
Thus in +the 1%46s, the preconﬁitiﬁns i*éar a radical
taan!ners;' novemenﬁ emerged'. | Taachers had suffersad

acononi.cally- They had been pushed into ndtrilizing in an

active and militant manner for thg tirq 1' time. The
politicimtion of Fort /aare, " and the rise ai tﬁe ANCYL and
the NEUM brought an Jéfusian of politmal aqtivism into the

prafession, And {:ha Brakpan emn\\e pravidedl a new model of
political action ;lnvolving comun%ty, ,l‘schoda] students and

| teachérs. With the coming of the yat Lona.’l{ Party (NP} to

pownr: and the impenﬂing implementat:l& ni of Y lans for Bantu
education, -new” rau“iﬂal teachers’ 1eadenshigp were able to

yoke this leqa.fcy to tea\kbe:s eoncern ov‘rr the degeneration'

of education and thelr own social pusitio!fl,‘ to create a

gsidarahle wave nf teacher raszstance to bt»tate education

policy in the 1950s. _11:

Thus far, this chapter has identified the prigins, during

the 1940s and 195065, of teacher radlcallzation. ‘This

section of the chapter will be devoted to ali examlnation of
the forms that radicalization took in the period following
the NP’s accession to guvernment in 3948. In doing .so, it

develops the argument that education systen faced a major
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‘of Bantu Educatian, o o -'\1_“_____‘;

crigis in this era., That crisis was one of hegemony: the
nigsion teachers, aleng with other popular sectors, were

increasingly challienging the existiry authority relations

of the education system and. the society. Teacher

resistance became a central feature of the disz.ntegration*

of-. schoolmg , which the NP mmld have to address if it were, -

)
to ifestore the hegemony of the dominant classes. L As we

- shallk see in the gubseguent. chapters, zaasserting; control

dvar teachers and attempting to create a new :-hagemnic

ui:ﬂéf which could incorporate them, were cenbra@, »:Eez;tures
B | - Ta
Woge militancy, teacher political activism and 'éémnun:ii:y
actxdh and growmg moral revulsion over state pal.acy were
trends which prapared the way for &ry’matic changes in
haac:hsm' organizations. 'rhe [-#md oi. _the 39409 and  tha ‘

beginning of the 1950s, caw the two leadme.:g atrican

TR \I\

' _taachars’ argam.zatmns in the country swing ,}atra"a‘,ly ta

J the lef't , and began a period of pol:.twal :..ombat:.veness on

the part of teachers. Undoubtedly 'I:he election of the. NP

'Party government and the ennunciation caf :Lta hlack

educatioun policy in the Eiselen Commission repeart (1951)
were important preca.p:.ta,gts of these ~Arends.  The NP’ﬁ
victor:y undermined Afrzcan hopes of a retreat from
sggregatz.ongza‘m and Chus weakened gradualist 1deolog'},es of
social chahg'e amongst teacﬁers.. ‘The Eiselen report with

its apartheid orientation and proposal for centralized

!
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government control of education, was seaen by teachers as an
obstacle to African aspirations and as a threac ¢to
teachers’ professional autonomy. Yhese events. speeded up
and intensified tendencies amongst teachers toward
oppositional activism vwhich had been apparent earlier in
the deaaﬂe. - By the 1ate 19408 and early 1950a 'thera was a
very perceptible change in the mood of taacners. New
radical leaderships took® ‘over’ the, Transvaal African
Teachers Assocoiation (TATA} and the Cape African Teachers
Associatior. (CATA). Boih bodies waged vigorous campaigns
apninst the introduction of rBantu Education’ policy and |
were able during the early 1950s, to raise cbn_siderable

support amongst teachers for this stance.

_I:h the Transvaal t:h;’r.si leadership came from a ldcuse grouping B
based in Juhanfpesburq'a Orlando township. The social
dynamics of the township help to explain why teacher
?adicalisﬁ waB cent’r‘éd there. orla'ﬁ o was eshaablished b‘r
'!:._hé Johannesburﬁ Mun_icipality in 1832; it was to be a
‘Model }Iative'.‘rawnship'.‘?s As was initially more
attractive to higher-income sections of the' African
populaﬁion,w who were probably drawn by the | reslativély
good guality of the housing available - there,89

- Conseguently, it -ame to have a much larger intermediate

social stratupr than any other tawnsh_ip.al' But despite its
size, the /middle class’ of Orlando was not partidularly

privileged. It shared the township with growing numbers of
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the urban pocu:'.a2 Transport costs and living expenses weare
high.®3 According to a Johannesburg municipality study in
1948, 96% of the population of Orlando lived in
unsatisfactory and un_hyg"enic housimj conditions, bacause of
o?ercrdwdinq.s“ overall, the middle class of Orlando had

little to show for its academic or commercial achievements.

The resulting frustration ﬁas an important force behind the
politicization of orlando in the late 19405: Orlando East
ANCYL and ANC branches were. the second largest in the
Transvaal, 35 They were not regarded as amongst the most
radical branches, 3% but Congress influence was strong, and
afq',;?’_;:,gd pupils and teachers, When G.M. Pitje came to
tgach at 'orlanc_to High School in 1945, he found that the
scliool students were highly politicized, in many cases
menbers | of the Q\NC, and were aitending weetings conducted
by the major figures in the aNeyrn.%7 o sum up'u then, the
orlando teachers were part of a ‘middle class’ whiah was
numerically stronger than in other townships, particularly

frustrated, and thus bpen to political activity.

The new leadership of TATA arose in the course of conflicta
within the asaﬁciation in the later forties. After the
1944 demonstration, there was a bagklash from rural
teachers, who saw their colludagues on the Rand as being too
militant.88 This sentimen: produced an ineffective and
conservative, rural based TATA leadership from 1945. E.M.

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’s magazine, the Good Shepherd as a monthly
publication.®? The President from 1947, J.M, Lekgetha,
showed himself unable to comprehend the political issues
pésed for teachers by the coming of the NP to powar in
1948. At the TATA conference of that year, in Lydenburg,
he commented that he hoped the new government would do more
"far African Education as the Prime Minister had held out
hopes of fair play and justice towards ‘the Afrmans n90
Finally, at the 1949 canfertmce, the more radical urban
teachers revolted. After an hll*m.ght sitting filled with
acrimny and allegati:ms of imtimidaticm, voting took place
at 5 a.m:%! Lekgetka was, ‘thrown out of office, and
.repl'a‘g::ad by\; R. Tshak&, tl!;le __candit_iate of the urban
faction.?? This led to a spi{it at the 1950 conference of
the ﬁssociﬁtion, when, after ﬁihe end of the discussioix, the"_
' rural delegates remained hehlnd and resolved to break away
from TATA.” ’I‘heir nev orqanizatiun, the 'rransvaal African
Teachers Union {TATU) had a basa in the rural north and
- west of the province, but ’I'A‘I‘E_-h retained the allegiance of
the urban Southern Traﬁlsvaal 'fespecially the Rang, Witbaﬁk
and Pretoria; TATA thqls becams largely an organization of
politically aware urmm taac:hars « in Es’kia thahlela’s
words;-, “a hard core whg;: believed in the Afs_;i\t..an and took no
instructions from i'.ha_.! Transvaal Bducation I_Department. n94
It was this canatitueﬁcy which in 1951 elected a group of
young radical teachari; from orl.ando High Sc¢houol to the
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leadership of TATA: Zeph Mothopeng became President, Estkia
¥phahlele became Secretary, and Isaac Matlhare editor of

the association’s journal,?5

The TATA executive appears to have been the first group of
leaders of an African arganizatidn' in the country to
address the swée?ing’implications ofithe Eiseian report and
mn mounted a | canmpaign againq’c ‘the commikeion’s
recommendations. It was to be a numhm: of yaars beféxe the
attention of the mainstream of tba afyican nativnalist |
‘movement became foaused on the signiflcaﬁca ot the proposed )
new educntional system, thahlelq ccmmef m 3T ntlvb that
*The African Nationai C:ongz:eas was caught wzth its - pants
, down am far as the mtroduction of Bani:u Edus.:at 01 Was
' concerned, %96 and that mit took the ANC a long time to
digest the méssage of our campaign in 1551 and 1952.%57
‘Qf;_'he TATA execuﬁ;ii}e launched a J_speaking 'tq,ur of the
fransvail, durind"whiph they alabq;étad a sharp“critique of
Bantu Education. 'Their views in ﬁany ways anticipated what
was to bacone the standard African National;st analysis of .
- Bantu Education as = mechanism of racial domination.
Accarding o thahlele. " o
\WG travelled to variuus parts of the Transvaal to
‘address teachers’ and parents’ meetings...We
warned people against the dangers of the proposed
system not only for the child but for Africans as
a people with a historical destiny. This

" education Zor-slavery had to be resisted because
its philaaophxcal underpinnings were wrong. 98
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At least some teachers of his generation share Mphahlele'’s
.high estimation of the role of contemporary teachers’
organizations in opposing Bant-.u Educ:ation. Cne says of
TATA and CATA:
They were the group who knew t:he dangers. . .Thoy
were aware that the government was removing these

things from the mias:.onaries m not giving them
agqual education. 99 _

: The"Tn'i'A gxacutive ':Sbnvenhd twe conferences on the Eiselen
Report in Harch 1952, one in duhannesburg and one in
Pretoria.l%C | Both re'iectad the report, and manifested
their animosity toward white u1il:>e>rau‘.5t by voting to refuse
an invitation to discuss the issue with the Institute of =
Rada Relationa.ml' The meeting alian decided to bc__;ycatt the
upéoninq featival cammemorating' ﬁhe three hundredth
;nnimsary of Van Riebaack’s 1_an_ging at the Cape,10?2 The
“ar'gariization 'e.ried to strengthen its '_linké. ‘with the
-community_ by huildin’g or re-éi’;hlizixiq .parent-te"ach!ars
) asaaciafions - but this was only 'auccessfuf. in a few cases.
The Orlando radi:_cals thus' led an active um;mpaign Qwhich hag
a real iﬁpact. ._But the response wgsie_} é. nixed one.
thahlgle éonments: *.oomost éf .'bha téﬁchers did not
understand the full implications of what we were
saying,n103 | |

Their activities quickly" brought the three TATA leaders
J.n't:o conflict with the Pr;mcipal of Orlando High School,

Godfrey Nakene, w‘.ho enthusiast:.cally aupported the plana
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for Bantu Education.l0% He was allegedly irvolved in
financial corruption over school fees ‘and text~book

purchases, and his staff was divided between his supporters

‘and antagonists.10% Nakene reported the TATA leaders to

the Transvaal Education Department (TED) for being involved

in the production of a community nawspape_t-} The Yoice. 106
‘They then recsived a letter from the TED, referring to the

paper as a ‘'subversive publication’ and asking them to
confirm or deny the}.r.'conﬁsct_ion.with it:f ;'97 They lreplied,
denying thaiﬁr involvement, and asking ‘Ehe Department for
the source of 'its'- information.108 {In tact it seems that
!{phahlale and Kahlhare, but not Hathopanq, were active on

- the paper) 109 m haui carried material critical of

the Eiselen rapqr{t.., and this presumably attracted official
displeasure. 10 | Following a visit by a Spec.iai Branch

_&fficar to arlana& High School, Mphahlele and Khabi Mngoma
, were charged wit " ' publishing a newspaper without printing

their names and aadresa, however ;, they were acqu:.tted on a
technicality.lll The TATA leaders then .sent 2 memo to the
daﬁartﬁant ' dhtaiiing Nakene’s mismanagament of the school,
in a bid to unseat him.112 pat Nakene arranged for the TED
to institute a Commission of Inquiry intn the schnol"

statf 1_"_el.au!::u.t:.1ns.1-"-3 | |

Nakene had iittle dAifficulty in convincing the Commission

of his point of view; it devoted most of its efforts to
unsuccessful attempts to find evidence that the thres had
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tried to spread their political views in the classroom. 114

In July 1!-}52, Mothopeng, Mphahlele and Matlhare were

sacked, with one months pay in lieu of notice.}5 mara
responded with & statement noting that they had never been

charged 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 policies, anc_l' _

the Van Riebéck Festivai,l1®

1t soon bacime apparent that the Orlando community would
" not accept the éackings. When Nakene announced the

dinhissﬁnls to the school, he was booced by the students, 117

on 10 August, a mass meeting was convened at Donaldson

Orlande Community Centre by a ’Pavrents Protest

committee’.11® Apout 500 people attended and a resolution -

wae sent to the; Di:éactar of the Ths warfilng that a school
boycott would be called, and alternative classes organi.uad
for students unless the three were reinstated.119 a
resolution of 410 confidence in the schoc:l board was pasaed,
and ,its raplacamnt by one eleatud by parents demanded. 120
The :_ueatinq also calléd for the resignation of Nakengd
within seven days.1?1  The community thus demonstrated
support for the TATA leaders, confirming TATA’s sucoess in
mobilizing ﬁfopular suppert for the cainpaign against Bantu
Educg:tion. 122 |
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When the Department failed to respond to the community’s
demands, a definite decision was taken to launch the school
student boycott on Monday 25 August, and to set uﬁ the
a'lfaernativa_ classee.1?3  When the boycott began, it
received the support of more than two thirds of Orlando
_B;iqh ‘8Schogl’s studnnts;;z‘* .. Over .100 attended the
dlternative classes at the Donaldsan Centre.125 on the
sacond day of ‘ii;the boycott, the a.ut%._haritias struck back;
Mothopeng, Mphahlels and Matlhare were arrested and charged
with incitemant to public violanca.l_zﬁ The boycott began -
to lose nomentum, and students started to return to
school. 127 However, on Thursday 4 September, a successful
ztudgnt_l rally boosted support, arid a big parents rally was
held on '5?,*3 Suﬁday which also helpéd to revive the
cadpaign.t?®  an initiative was launched to sue the TED for
wrongful dismimsal 6!3 the three.1?? when the three
appsared in court on the 8 and .9 September, the Crown’s
casg rapidly fall {apart: 3¢ 7t was 'alleged that at a
maeting at the Donaldaon Hall on the first day of the
strike,‘. the accused had urged bovcotting students to use
violence on those who continued to attend school.l?! But
at.udants called as Crown witnesses denied that the three
had inc‘,tcﬂ them to violence; they said that they had given
sibL ‘Lements o the effect that the three urged wviolent
| ta),ctica, ov‘v because . ‘the police had threatened them with.
tn_:__':ee years in Diapkmof Raformatory if they did mnot co- |
opérate.13z
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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 wag making a
\. profit on the sale of school hocks by denying students the
10% discount to which they were entitled. 133 " (an
interesting side-light on the case was that ﬁ.he instructing
counsel for Hathapang was his ANC col;//&ague, Nelson
'nandaﬂ.a )134 Th{ 'three had won an important psychological
_ viotary.

After this success in the court case, the student boycott
gained the momentun i:o continue for a_aine tine. A TATA
amargé_ncy conference at Brakpan on 13 Septembar, which w__é;s
descriﬂbad as ‘the’ largest ever’, suppbrtad the threes’
demand for reinstatement, expressed confidence in their
leadersnip and voted funds for - their defence.l35
Addressing the c:m';ference, Matlhare argued that the
sackings were f”“ attack on those African intellectuals who
had "turned fheir backs on the old reactionary road of
deputation and humble requests to authorities.nl36

The _l:_}iaycntt. came apart when, in October, a shooting
inciddnt outside Orlando High School gave the police an
opportunity to arrest a substantial number of students;

eighteen of them appeafeﬂ in court in early November on

167



B

charges of public violence.137 The tide of opinion in TATA
turned against the three with‘ the boycott’s failure.
Mothopeng, Mphahlele, Matlhare and their collé;gue v.K.
Ntshona, who was Assistant Secretary, were all voted from

office at the TATA Conference in July 1953,138

An inpbrtant factor in this defeat seams to have been the
authorities’ refusal to ﬁ%gotiate with TATA as long as the
a\:;adical groevs was in the leadership. This resulted in a

“ktandftill“ in relat:.ons between teachers and the

auvthor \tias which tended to generate frustration on the

_part of tha assaciation's membership, 139 In the words of

cne vateran tsacher:

.+ -the Department wonld not have any discussions
with the teachers’ organization as long as it was
led by those men, because o©f their political
views...Their case was turped down, and the
“teachers voted thesa paople ocut... 140

Thus - mny taachera . while sympathizing with the oOrlando .

_ group's cause, were suscaptible to the arqument that the

organization was not representing‘ them effedtively to the
aunthorities. 'The new' leadership seems to have been .-
constituted through an alliance between relatively
cofiservative taaéhers 'wuch as §.P. Kwakwa, +the new
President, and a éectinn of the more radical teachers led
by G.M. Pitje of the ANC, who became magzzine editor,i4l
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.“?
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Kwakwa’s success was partly based on his being seen as a
man who could restore negotiating relations between the
asgociation and the department:

The only progress which was made in the
negotiations came when Mothopeng was succeeded by

Kwakwa. . Kwakwa was acceptable to the
Department...to negotiate, to have discussions

wit_h. 143

The ANC’s sttitude to TATA and its leaders had been a
complex one. mc militants intervened in the structures of
TATA; congxn'ass. membexrs in tﬁe '{_pflanlc_:_ TATA branch ;:rie_gd to
persuade tﬁeir colieagua_s to support tiie 1950 ANC/Communist
ﬁ',;urty'.striks against the suppressioh of the _Cmnmuniém Act,
yﬁ;i;le Picje disseminated the ANCYL’s Africanist ideology at
TATA meetings.l4? orlando ANC gave active backing to the
three during '_!:hair reinstaé;ment struggle; the Parents’ H
Protest Camiti:ee wag Headed by the . ANC braﬁch chairman,
I.M. Msseko5 and ANCYL membersa served on it.1%5 put, at
a national level, ‘_th!a ANC displayéd limited interest in
TATA’s campaign against " Bantu gﬁ\ucﬁtioh. Mphahlele
approached Congress leaders -&Qout fhe political
implications of tha nev education system during 1952, but
failed to elicit n}_uch res;:onse.“? Perhaps because the ANC
was not, at this stage, giving prioiity to educational
issues, the Unity Movement’s affiliates, especially the
AAC, appear to have some following amongét Rand teachers
at tpe time.48 he Unity l{gggment paper, The Torch, gave

regular coverage toe che - " ando teacher’s struggle, and its
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Cape teachers affiliates CATA and the ’Coloured’ Teacher’s
League of South Africa held meetings toc support the
cémpaign.149 The Unity Movement’s orientaﬁinn to education
issnes allowed it to gain some influence direr zeachers.
Given the hostzllty between the YEUM and the ANC, la:gely
generated by the NEUM's sectar*lnism, it hecomes more
understandable why the susp;cion_ofrthe leando group
having links with.the ﬁEUK shauia nSVe.génerated such
hastility from an ANC leader like pitje.150 L

e !

. \\
"\_}

dHowever, the Orlando teachers leadership was £ar from heznq

politically homogennus in their outlook. thalele seems to
have been’ influenced by both the ANCYL and the NEUH, durlng -

the mid 1950s he moved rapidly toward the ANC, and’ Was the

main speaker apfbulture and education at itsg'COngress of

the Peqpiaf -in 195&. 151 nbthopeng, a 1ang~standlng member

- of the Africanist current 1n the ANC, heaame & prominent

leaﬁer of the Pan Afriunnlst CDngerJ (PAC)152 What united
snch politically dlverae individuals in the 1951-53 period
wag that thay devalcped a critique of antu Eﬂncat;en, and

fought for their ideas, at 4 time when the mainstream of

* .¥he nationalist movement had not yet fully.addfessed itself

to the political significance of educational igsues.

To fully understand the politics of TATA, we need to note
the central role of Orlande, and especially of Orlands

teachers, in the rise of Africanist opposition in the ANC

“and, eventually, in the emergence of the PAC. The May day
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or former teachers,

strike of 1950, in which the ANC co-operated with the
communist Part._-.v; divided Congress into a non-racial

faction, whiclé _ g:aned the =alliance, and an Africanist

one whi::h cpposed it."53 ﬁtricanist dissent on the Rand

cryst.allizea ‘around the leadarship of three crlanﬁo

teachers - Kathapeng, Peter Raboroko and Pot.laks. leballs,
© Gnder Leballo’s d:.rrectmn, the Orlando East ANCYL became

increasingly critical of the ANC’s links with non-african

well .as of the ANC’s viev that the boycott of state . |
154 "

institutians waa a tactic rather than a pr:.nciple

) organizations zmd the influencu of /foreign ideologies’, as

Africanists in the leadership of the school boycctt':

» ihclué:ad 'n'bi;. only Hothopeng, -l'aut also the ANC -branch

*:.:na:.man , Maseko, who led ‘the ’ Parents’ Pfatest Committee'
In 1953, Maseko became involved in an Africanxst’ AHC

faction known as the "Bafabegiya' . and was cunsequently

expelled from t‘:o;jgress in the next yea::f.:ws ‘Teachers wvere
_extremely promineat in the Africanist opposition with nine
‘out of the fifteen most promine_x__ai: Africanists' beiny present

15¢

tending toward the Africanist faction.}®’? wThis Africanist

trend was reflected in the handling of educai:ion issues

within the Orlando ANC; in 1955 thml':.e was a move to set up
a h&'eakawa:}" branch of the organization in prétest. against
the national leadefship's postponement of  the
iiplementation of the school boycott of that year. 158  he

role played by Orlando teachers in the developmen® of

171
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Africanism can partly be accounted fpr by the factors
discussed earlier in this chapter, As part of an unusually
large and confident township ’middle class’ these teachers
found their aspirations frustrated by the _c_:onditinns of
mﬁteriai life in Orlando and responded by focusing their 
hostility on the occupanﬁs;gf the social positions which
they covated;_whi;es_asfé group. On top of this came the
diminution of teacher'é status and auionamy, as they were
subjected to the controls of Bantu Education. Gerhart
suggests a further reaaon fnr the feelings of frustration
that fostered Africanism: the lack of profasszaqalﬂ
mobility;lbf the fifteen most prominent Africanist lead;rs
,nine attemptad, without suczess, to break into the fields
6t medicine or law 15%  rhe emergence of Afriaanism in
::Orlando may thus be attributed, in large part, to the
economic, political and career frustrations of a ’‘middle

olass’ consisting largely a@_teachars.

-In the Cape, the fise of a newlleadership:iﬁ the téaahgrs'
associatinﬁ came #slightly eariier than iﬂ theJﬁwansvaal.
The mro—AAC wing of CATA, which bame to ke known as the
"progressives”, 160 giq pot have it all their own way: some
teachers voiced annoyance at what they saw as the
pragreéﬁives' neglect of basic material issues,>51 ynile
the Preéident of CATA, H. Masiza, opposed a more political
orientation, arguing that until a strong class of wealthy
Africans emerged, "so long will our leaders, politicians

and organizatiorns clamour vainly for our rights."162 put
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the general trend of events was in the AAC’s favour and at
the 1948 CATA conference they were able to secure the
affiliation of CATA to the aAc,15%  at that Conference,
CAT2 adopted a ’Statement of Policy’ ahidh declared that
"Dur strugglé is_inseparable from the general struggle of
" the African peopie"'®4 and committed CATA to come together
with other dodies in order to. ", .,co-ordinate their
struggles in the fight againat their common oppression -
| the fundamental opprasaion of the Black man.“165 While
'other budieﬂ" was® interpreted in a sectarian sense,
”_)Faaning only other ‘NEUM affiliates, tuis shift toward fuyll
pplitical commitment represented an important change in the
ﬁolitical attitudes of CATA’s base. A prominent CATA
menber, R.S. Canca, vividly descr¢hed:thig process in 1549:
" Por a long time the African teacher imagined
himself to be somewhere between the oppreassed and
the oppressor.  Henwe  we refused to identify
ourselves with the .#ruggling masses for we
.considered gurselves tt be above them. We mainly
believed that the oppressor would suddenly change
his heart and admit us into his society. But
events show us that »ll laws that affect the
rinex, the garden boy, the kitchen girl affects
us too...We cannot a0 much as attain a single one

of our objectives unless and until black South
Africa has attained i@; freedom. 166

CATA’s affiliation to the AAC involved the incorporation of
the . Unity Movement’s political strategy into every aspect
of the Association’s activity. Even thosé demands of CATA
relating specifically to education were seen as confronting

wider guestions of political power:
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approaah .

ro seek equality between the wh:.te and black
teacher is to seek full social, economic and
political ecquality between black and white South
~ Africans. Our glogan 7Equal Pay for Equal Work?
therefore jimplies that our struggle is the
“general political strugygle for the emanc:,patinn
pof the African, 167
deciared Mﬂﬂ
The accession_ to powaib_\ of & new leadership An, CATA had a
galvanizing effect on - its arganizatibnitl- growth.
nenberahip rose from a mere 612 in July 194!? to. nearly
2,000 in June 1950, zmd tr:e aboub 3, 060 in a‘uly 1952 : these_
f:.gures repmsenting, respactively, about 10%, 1*33% and 50%“
of %thetotal number of &fric:an teachers in tha cape.168
This sp&ctaculm: growth j.ndicates a receptiv&ty un the part

of & substantial sectian of teachers to é’:kTA’s new

4

During this periad CATA undertook a. number of iﬁitiatives.
The association was active in campa:.gmng on the: issue of
salaries 189  puring 850 it used the hearingts ‘of the
Eiselen cemmissiun as a platform to voice its v.lews. a
memo was submitted to the Commissian demanding state
financing of education "a:t the some rate per_ child
iri'espective of race or colourvl70 aﬁd urging the use of
English as the medium of instruction.l’l It also opposed
ragulatiqns_ :i_.nt:‘:oduced. by the autharifiez to rec"iuc.ﬁa the
school papﬁlation as a solution to school overcrowding,
instead drawing attention to t‘hé . numbers -of unemployed

teachers.'72  Efforts were made to build up 1link with

174



//_._.

African teachers’ aesociations in other provinces, but

these ‘did not meet with great success, largely because of

the grip of conservative strains of ’‘professional’ ideology

on those bodies, and because the relevant organizations in

other provinces objected tp CATA’s AAC affiliation. At a

méeting of ‘the Federal Council of the African Teachers
Association (FCATA) at Bloemfontein on 17th Decamber 1949,

the Cape dalegation vere told that although taachers in

Pt

other provinces were:

... Just as political minded (sic), if not more
80, than their brothers in the.Cape...they had

learned the importance of divorcing duty from

political convictisns, and they would not

subiject their. professional associations to the

chaperonage of any other bodles, which it was

feared may only result in professional

inefriciency. 173

While the TATA o§ the early 19508 had a certain amount in
common with CA‘I‘A it never forged close;. links, despite a
meeting to discuagg unity between the CATA leaders and
Ntshona and thah},ie;a. in Kimbarie:y in April -2;%53.174

*. Naturally, moi;‘e proéf_ress was made 1:1 constructiné links

with the Teachers’ League of South Africa (TLSA), the Unity

Movement affiliate organizing ‘Coloured’ teachers in ti_le

Cape. CATA and TLSA leaders met in Port Elizabeth in March
1951 and formed the (ape Teachers Federal Council as a co%
ordinating body._175 _And in June 1952 CATA and TLSA held a
foint conference in Cape Town, at which L. 8ihali, the
president of CATA proclaimed that "we have realized it is

high time that theéese artificial barriers were knocked
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down."176 However, the NEUM never succeeded in creating a

teachers’ union embracing all black teachers in the Cape.

A significant feature of CATA’s acktivity in this period was
that it began to forge linlcs with the rural populatibn in
car;)za.in areas of the Eastern Cape (and especially ‘the

_' 'I'rk‘ﬁskei) « This was to have important cnnsequaﬂces in the

mid -’ n..l‘lﬂ lat.e 19503.' Unity Movement leaders saw CATA

‘nembers a8 a cadre of activists through. whom the

arganization' -3 mfluence could be spread intn the rural
area, 177_. K. Hasaim, a notabla Unity Hovament figure, -

comments in retrospect that #it was the taachers who were

-often cur.link with the countryside." 178  after World War

’11
IX the AAC responded  to the chernment' 8 soil .

rahah:.l.l.tation scheme and the various unpopular forms of
b¥ack represantation with a campaign far a boyec: H: of
them.1’®  Peasant organizations and vigilance committees
sprang up, with which the NEUM claimed to have 1links,180
It is difficult to determine the accuracy :if the NEUM’s

claims as to their influence in the rural Eastern Cape and

‘Transkei in this period, but CATA members were | cert’aihlg

active in rural agitation. A few examples may serve to
illustrate this point. On 15 March 1952, a meeting of Iso
Lomzi (“Q‘igilanca Committee) of Willowvale ?gg. held at Ciko
school; it was addressed by three CATAI -act_ivists, N.
Honono, Makasi and Jadazweni, .whn attacked the Bantu
Authorities Actfl'al - On 30 March of the same year, the

conference of the Transkel Organized Bodies was held at
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. Baziya. The main speaker was W.M. Tsotsi, a ICATA member
who had become General Secretary of the AAC,. who spoke,
about inequalities in access to 1ahd between blacks and
.wr.:ites.' X. Honono played a ﬁrominant part at the
conference in attacking Bantu EBducation and #he'santu
- Authorities, which, he sald, made people responsible for
their own oppression.t82: In 1954 it was reported that the
authorities had cailed a celebration of the. establishment
of the first Bantu Authority in the cape, at Willowvale.
Teachers were asked to bring a bottle of. lirandy each, and
parents tq bri;ng sheep, gaats. and a bullpck. But the -
celsbration was s‘ucceséfully hoycotted by CATA and AAC
'a'su;ppurterg"} only two sheep materialized'léé donations and no
taiuﬁhers participated: “the local’ magistrate became very
;mstiie toward the teachers.n183 | i
The r_apoi:t of the Eiseleh éoimiséion was published in 195i.
- Its recommendations were embddied in legislation in 1953,
but this was only put into full effect in 1958.184 fmere
was thus a lengthy period between the govarnment giving
notice of its intention to transform the- syatem of African
aducatmn, and the execution of that desig-_n. Puring this
period cn‘m was very active in propagandiz ing against the
proposged 1;ew syatem Its .publications emphasized its view
that the government sought to use education as a way of
generating cheap lazmur. The Teachers’ Visicn commented in
1954 that "The aim [of Bantu Education and Bantu
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Authorities] is to increase the power of the ’herrenvolk’
by producing ignorant, docile CHEAP LABOUR, CHEAP 'I'EACHERS,
CHEAP GOVERNHENT {sic) of an oppressed paople d;videc’! -zﬂ'a
suicidal factions and feuds amongst themselves - . Bam:u
'Culture' w185 CaTA's critique of Eiselen’s system
: underlined the ethnically divisive role that it j‘rmld play.
T, Tgotei told a CATA meat.ing at Hfula on 2 October, 1951,
that the government aimed Yat starving afr:l.aans of

aducation, sending thezq 31: to tribalism.n186

 The 1952 CA‘I‘A annugl- conference cailed on its menbexrs to
| organize the people and to expla:m to tham the s:.qnificance__
" of the report.187 The main tactie advocated by CATA in
_opposing Bantu gducatim 18 that of a boycott of the
school boards and cbﬁﬁ;i.'- g T-3 - which'“ the governmént was
sﬁki‘ng to establish ifs every community. Its "\vigw was that
by setting up these bodies, the state was attemptz.ng to
make the African ';éeople operate the ‘machinery of their own
appr'assion'. aIn urder to "prevent this happéning, it
argued, no one should serve on the boards or commxtteea or
in any other way support the adm;.nxstratian of the new
schooling system.l832  The immediate difficulty with this
strategy was that it did not provide any scope for action
in the period befare 1955, when the new community based
administrative apparatus had not yet been set up. CATA was
theref.ore limited to propaganda activity: hut they were
very active in -. tii~ £inld. For example, on 3rd November,

1953, the Western p_roirince__ wanch of CATA held a public
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meeting of more than 500 people in Langa to denounce the
Bantu Education Act. 189 on 14 December, 1853, CATA held a
hation—wide teachers conference at Queenstown to consider
how te fight the Act, which two hundred delegates from all
ovér the country atténdeﬂ.lgo ﬁﬁring 1954 CATA issued and
distributed two pamphlets attacking Bantu Education, "Yemk/
Imfundo” and *Verwoerd Speaks Out", 191 :L:n' April of the

same Yyear, 220 Transkeian teachars andﬁ some parents

attended a conrerenq;e on Banty Educaticm, convened by CATA

‘at Davies H:.ss;on School. \\They passed & resoclution

condemxing Bantu Education and® affiming solidarity with

| The active political role of CATA attracted hostile :gtate
'attenig.inm The Cape Education Department, which bad for

many years racognized the associat':ion ag a representative
nrganizatoicn of African 'Eeachers_, .wit:hdroiw recognition in
1951.19%  chier Inspector F. de Villiers explained to a
CATA delégation that ﬁhiﬁ ‘had been done because the

association' had affiliated to a political organization

~hich aimed to "upset the present policy of the

government."194 Dr. W. de Vos MNdlan, the Superintendent
General 6.f Education in the Cape, publicly threatened
teachers and scheol managers who engaged in politics,195
while Dr. Eiselen himself threatened."CATA in a radio talk

in December 1953, during which he warned teachers not to
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123 prom 1953 onwards,

attend the Queenstown conference,
Special Branch members began to attend all CATA
meetings.w?' In November 1952, CATA president L. Sihali,
and M. Moerane, chair of the local CATA branch, were sacked
from the Bantu High School, Queenstown, apparently for
pulit;(ical reasons, while two members of the association, .
Mali #nd J.N. Hlekeani of cradock, were instructed by the
police not to teach for six months.19% on 19 July 1954,

the police carried out a series of raids on the homes of

. CATA activists, in which books,. papers', @minutes of

meatings, accounts and address lists were confiacati’ad.lgg

The early' 1950s were thus characterized by a level of

‘political activity by teachers, as an organized "

occupational group, wh:l.-cﬂ,:l wae quite unprecedented. This

was a measure and a part of the crisis in education.

As has been argued earlier,; the conditions of the early
19508 did not lead to uniform teacher radicalization.

There vere amongst teachers 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
avay '-from attempte to transform their oi:ganizations. These

factors resulted in the birth of “teacher groupings which

'conceived their professional role as one of avoiding any

participation in wider social conflicts, in order to ensure
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both the maintenance of educational standards and secure
their own social position. This section will outline the
development of these conmervative groupings."’ Many teachers
felt strongly that they had something to lose by engaging
in militancy. 'Teaching provided most of the opporéunitias
of employment open to Afrzcans with some education in this'
perimd, thn loss of a taaching post thus tmreatened the
teacher with a precipituus fall into the proletariat.
thinusly:thié wae a basis for caution on the part of many
teachers, In addition, sections of teachers felt that
.thnir sbcial pasitian was undermined by activitiaa which
reduced rather than nmphasized the diffarences between
thnnselvas and the African people aa a whole. Given the
q;xuggle which attainment of-a teaching past represented
for ths-individnal and his or her family, it_is not
surprising that many were unwilling to pﬁt the
’ opportunitias it raprescnted in jeopardy. There were
alements of the ideologies present in the mission aducatzgﬁ'
tradition, which underpinned politmal quietism. These
pressures toward consgervatism were manifested amongst
teachers by the development, during the early 19508, of
groups and organizationz which reacted against the new
radicalism, This too was an aspect of the crisis of the
educationa; order: there was no precedent for such a
polarizatidﬁ'amangst'teachers, and the struggles between
the right and left wings of the teachers’ movements
ceftainly added to the fragmentation of the education

system in this period, Notably 'though, the more
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conservative organizations were generélly 'wea_k in the

1950s. The tamper of the times, with a rising African

Nationalist movement holding the promise of drastic social
change', made the ideoclogical attrﬁ;ztioné of cautious co-
opération withr the authorities very limited. It was to be
only in ‘the 19663, when hope gave way to despair, that the
'pragnati;’- appraach 6f the 'prafess:.cmalist‘ teachers’

organizations agtablished in the 19503 would flour:.sh

The defeatpf the TATA radicals and the determination of

" the new leaders to unite wﬁ th ‘the a—politica:l. TATU were to

have severe ccmsequencas for the development of teachars'

-politics in the Transviml. Although for a while the _lagacy'

of the 1951~1953 period ‘ingered, in that some campaigning
activity was nounted against Bantu Educaticn, the bland

unity appeals which :had been used to defeat the former

¥

leaders allowed an a~political groupinq to deminate TATA.

The reunif.tcation w:.th the mora conservatwe TATU in 1957

cenented the hegemony of the right w:.ng, and allowed
Transvaal teachers to become dominated by a conservative
arganizabiaﬂal machme which retained its grip throughout

pur period.

Substantial anti-Bantu Education activity did continue
throughout late 1953 amd early 1954. In October 1953 TATA
held a special conference in Pretoria to consider the Bantuy

Education Bill. ‘The Bill was rejected, and methods of
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fighting it were discussed.??0 TATA continued its efforts
to organize strong parent-teacher associations (BTA‘s).201
In November 1953, the founding meeting of the Morocka -

Jabavu PTA, attended by 200 people began planning a boydatt

of schools in protest againﬁt the Bantu Education Act. 202
In February, the P‘I‘k cqngned' a 'meeting of 500 parents amd'

teachers at Kc:rris Isaa...snn Hall which suppcrted the

bnycott althouqh :l.t seemns that the plan::%ed action never

took place.?w the meeting was claarly iﬂﬂuenced by the

A
Unity _.Hovamgnt;- a report on their Queenstown anti~Bantu

. Education Confersnce was m?e,,. and 2 resolution “was passed "

which, in true NEUM patari‘cm nﬁﬁgwd thes meeting “to tench

the ¥ le net to chK ‘?:hb nachinéry of oppregsion

" themselves \\2“ By mid 1954 there had been_ TA’I'A activity
\
tawgrd fq;rr.i.ng PTAs in Sekvkuneland, the Johannashurg

tm&hips, Lady Selbourne {Pretnrm) and the East Rand. 205

-

i
\..
=

, Hnwavex« the deeply divided 1954 m-ra ppnferenca at which

Rwakwa and Pitje fought bitterly' wit*h Unity Hovezant

supparten*s, was not - anspicmus for the future d&velopment

of the aaﬁociation. 206  prese hostilities were manifested
When the lﬁlipapruit branch, of wh:fl,ch Ntshona an \hazrman,
was censured for sending a delegate to the Queenstawn

canference,za?

The conference passed g-‘_ a resolution
expressing .disappro.val of sending deiegations and
resolutions to the E&ucatiun Department, 298 put this was
the last vasp of | ?ATA militancy. The association

demonstrated its turn away from political action when in
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1955 it refused to participate in the ANC’s school boycott
on the grounds that children should neot be “used’ in the
struggle against Bantu Education and ¥that even a Bantu

Educatibn was better than no education at 511.“209

The bland appeals t:b unity raised by TATU?10 found a ready
response in_ the Iéhal{wa group. TATU was plaéued by
brghhizgtia‘nai and  f£inancial wahkagases,' an.d thus was
incraaainqu interégg‘_ed' in a nergfé'r.zil Following =
negn'l:iatio:[ﬁs zonduct&ga"') by Kwakwa, TATU and "wATA finally :

amalgamated at z 19'5? conference in White River to become

 the Transvaal United Afridgn Teachers Asspc{atinn

(TUATR).212  The’ second half; of the decade, during which
Bantu Education e effecﬁiveu{ mpiemented, saw an absence
of nppas:.tiona}. response from organized teachers in ‘the

Tr;nwaal. r o .

A much ciearer split -between right and i.e'ft 'Ei_eire}opeq\_ "
amongst Cape teachers. Two pres“é‘;urés_wére crucial in this.

development, = On the one land, more conservative teachers

became alarmed at the political stance of their

érganizat:_ion, and, at)the samn  time, were intimidated by
the prospect of conflict with the --stai.;a.'l' On the other
haiid, the suthorities saw CATA as an obstacle to the
intreduction 'c}f “ Bantu Education, and the __“f.-"Cape Educatisn

Departmént was strongly hostile to CATA. The resulting

tensions in CATA led to a break-away and the formation of

134
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the Cape African Tearhers Union {CATU). This split was
prlmarily over whether, as CATU kelieved, a teachers’
organization shouid represent puraly 'profeséional'
interests, or, as CATA arguad, i+ should concern itself
with kroader political questions. It'divided those who
felt that the post—ﬁar radicalization of teachers had
underm;ned their social position from those who saw their
interests as lying in palitiaal action.

"1‘_'1 : .
LR
: . 4

The righﬁ.wing in CATA comprised two groupings. oneﬁﬁas

‘the North Western Districts Teachers Union (NWDTU) which

wae the coustituent organization of CATA in the Kimberley

araa, ané the other, a group 1ad'by I.D. Mkize, the

Prindip&l of Langa High School in Cape Town. NWDTU
analgamatad with CATA in 1947,%13 put ChS qraft never touk. v
After. 1948, at CATA conferences, NWDT™, delegates oppased 5

the associatiun's political oxientation, umﬁ - wade

unsuccessful attempts to disaffiliste CATA from the AAC,214

hThe Kinberley branch defied CATA disciplina by giving its

own evidence to the Eiselen Commission without aonsultxng

the exacutive.2l5 Their militantly a-political outlook was

voiced by a speaker at a 1950 NWDTU meeting, who attacked
both the ANC and the Arc:

Are we going to achieve...change by preaching any
one political philosophy? My answer to this is
an emphatic HO. Rather we will achieve this end,
by helping the child to such wholenesa . of
development that he cannot only adapt himself to,
but co-operate in devising new social forms. 216

185



Thus, the NWDTU counterposed education to politics as a
means of achieving social uplift. On 4 August, 1951, the
NWDTU broke away from CATA, on the g::_csumla of the lattexr’s
AAC affiliation.?17 |

i

I.b. Mkize's history was very different: he was President

of CATA from 1947 to 1950, and at that time supported the
\gasgciation*s pro-Unity Movement policies 218 However; for
reﬁQohs which are unqi'ear, his pol_itica:,l views thereafter
shifted rapid.ly. to the right. _Duriﬁg_ 1952, his .actions
precipitated a major conflict in CATA. Tﬁé. majority of the
assdci_at.fx_un baéanie- incensed over Iﬂci_ée's particip_atioh in
?thle van Riebesck Festival, which {’a‘.’m had aominitfe,d itsé:’l.f
to boycotting, and ovex; his atteﬁdance at an Institute of

Race Relations Conference (which theji regarded as a-

‘Wgollsborationist® action).21?  Clearly, these incidents

were merely pegs on which’ were hung far more weighty
differancés ; Mkize had huabj&ndoned CATA’s refusal t.B
participate in Bta’:.e-run or liberal institutions in favour
of a gradualiat stro gy of seek*ng part:.al reforms and
eoruess:.ons. Confl:tct escalated, -and CATA charged that
Mkize had tried to sabotage its 1852 conference by
complazning to the c.'ape Town Native Ccammzssioner about the
associations vse of certain funds.?20 At the conference an
atteiupt to disaffiliate CATA from the AAC"was heavily
&efeﬁted.zz.l' On 18 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 1952 to mid 1953, he was active in
attempts to found a Secondary School principals’,
association or a new teachers’ association.?23 These
efforts auc_cessfully culminated in the founding conference
of CATU, held in the Municipal Hall, Grahamstown, from 23
to 25 June, 1953, whldh brought together the NKNWDTU and
Mkize’s supporters.Z24 In his preaidential address to the

congress, Mkize gave a thorough sunmary of the views of the

- split supporters. Fallowmg 1947 he claimed, "there was

growing on tha teacher an unhaalthy interest in politics"
which led to the disintegration of CATA and harm to African

Education, the. undermining of the loyalty of staff to

principals, bad results, the closing nf Bome schools and_ _
‘the lowering of prestige of others 225 C.N. Lekalake*s

Vice-Presidential address explainec; that the union sgought
recbgnition by the Education'nepartﬁent because an exchange
of views between the two %Mes wasg “esrantial and
beneficial to the pro.fession "225 ~ That the authorities
almo sought such a relationship was made clear by the guest
speaker., Dr. E.G. Schnell of the Capé Education Department,
vho stressed the need for a "responsible body of African
teachers to advisé the Department on Native Education, 227

' Racognition of CATU vas granted by the Department before

the union' 8 next conference.zza

In the period after its formation, CATU was successful 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 component of
the Federal Council of African Teachers Associations
(FCATA).zzg However as an organization which was committed
tb_tha<s§ecial igtereéts of teachers and rejected political,
cémpq;gning on cémmunity iesmw s, it had little ability to
éftrqut brbad support in a periocd of political uphegval.
_Hhen,.in August 1953, Nkiﬁe_cbn#enad a public ieeting'in
Iangafﬁt which Chief Inspector de Viiliers was to dpeak,

less than tan people showad bp, a nunher‘sf_whom were Unity
lmvmnt “suppoi"ters_: who proceedsd to denounce the CATU -
pregidant.“‘o is: fe CATU was able to establish the kind of
prozéksiahul 1§bhying 'relationahip'hwith governfient
.envisaged by Mkize, with FCATA delagptibns being received
by the Native Affairs Department, 231 this did not mean that
CATU members were necessarily content with all aspects of
_their lot. They were all aware of thapadvarse'affedts_of
aspects of Bantu Education on their position as teache;s;

and even to some extént pf its political role. Thus at the

1954 CATU conference, harsh criticisms of Bantu Education

vere made. The discussions "disclosed convictions (sic)
that thé_hfricanﬁ wete going to be given an inferior type
of education"; fears of lower exam standards, and
criticisms of thz double shift system and of the fact that
teachers had noisay in the adoption of syilabi were
vniéed.zag Thus while the zoncrete issues which alg#med

CATU members were ones which adversely affected their
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professional autonomy and status, there was also a strong
suspicion of the basic aiﬁs of Bantu Education.  This
underlineg that it was not differences on educational
issues as such that were behind the CATU/CATA split; rathe;
it was différances over whether or mnot ta&ﬁhers'
organizations should take an overtly political stance, and

whether the relationahz.p of teachers to the authorities

]

e

_should be one of confrontaﬁ;on or co-operation.

» A
R A

3 Tha_sﬁiit posed some difficulties for CATA. 1In April 1953,

Pondalgﬁd Rﬁgion diaaffiliated:at its conference and visits

"to the district by exscutive members and an emergency

conterence wpre needed to bring it back into line,233 while

- ‘in Novcnhar attenpts to disaffiliate Xalanga and st. ‘John'y
_hrnnchqg were defeated.?3% put in qanaral CATA weathered

the split fairly well, Its leadership pnsit;vely weicomed
itn 'purifying'-effects- L. Sibalﬁ told the 1954 corderénce

l(’

 that: "CATU was a new organization tnday becauge it was,

| frse from traitors, collaborators, and disrupters,v235 i

¥While this response reflects the lack of realism of CATA's
leaders, it was indeed the zase that the conservative

teachers were not in & position to attract a strong

 following during the 1950s.
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conclysion

This chapter has attempted a detailed study of the impact
on teachers of the social and educational crisis of the
late 1940= and early 1950s. It has beaen aréuad that during
thz_'.g period the outlock of tsachers was ttansfnmed, awvay
fro:; a close identification with the existing educational
dispensation,f and towards a far more oppositional stance.
The' ariginé of this arfe to be sought in the combination of
reaﬁptﬁ'_ent over deteriorating pay =nd c_gpditions, the
pol_é,?ical and ideclogical influence of a ri_;:ingél tjeneration
- of {"{African' naticnalist political activists, and the
mobilization of teacher’s r:ommitﬁent to education in
response to the R’atioﬁalist government’s attacks on black
educational aspi.rations.' ‘Mission educatit_::nal ideology was:
inherently ambiguous____.}and capable of contributing t_a a
culture of resistance, rather than one which aztrai;ht-
.f;orwardly reproduced existing social relations. The coming
“to power of the Nationalist government and the propagation
of Eiselen’s blueprint for Bantu Education brought the
process of teacher radicalization to a head. The eariy
years of the 1950s saw teacher militancy at its height in
both the Transvaal and the Cape. But professional
aspirations, the vulnerable position of teachers, and the
more conéervative components of missien ideology also
generated conservative currents amongst teachers. However,
the insurgent pclitical climate of the 1950s was not

conducive to the flourishing of such groups. The
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. of the nekt chaplter.

digaffection of teachers was thus a central component af
the critical situation facing the Nationalist government in
th educational sphére. Regﬁining ‘control over teachers
and attempting to win “their -g;legiance were to be major
aspects of the res‘truc;i.mringﬁ of the National Part;yr_s

zieatruéturing_ of b}.a;ck* _édumtion during the ‘period frrom

. " 1955. This restructuring and its effects are ‘the subjact
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Tha two previous chapters have argued that South Africa

faced an urban social crisis in the 19408 and early 1950s.
The .inadequacies, failures and internal conflicts of the
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
govei'nment; during the 1950s and early 1960s, toward
ralativaj.y pragmatic pol_i;-:!igs aimed at addressing urgent
problems of social cnni:réi‘a,- and labour reproduction in the
urban areas. Their policies were a response to, and a form
of r_e’golution of, the urban crisis of the previous decade.
Bantu Education pdlicy, as pursued by the state in this
period, was primarily directed toward the social control of
urban youth and the re-organigation of urban life',_ and the
reproduction of the labour force.

State education policy in the pe:_riod 19.55-71962 shows the
features of a policy forged under the pressure of the urban
crisis. '. Firs’é.ly, a much larger education system than had
ever existed before was created . allowing the state, f"clar
the first time, to draw the bulk of urban working class
youth into the schools: aducation vms thus set on a wmuch
more £irm 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 prévided a new articulation
between the labour needs of industry and the school, in
which the requirements of industry for semi-skilled labour
were far more adequatelf met than had greviously heen the
case. Fourthly, the Nationalist government utilized
education in its attempts to create a new hegemonic social
orderf In'particular, it attempted t: incorporate black
pﬁrenﬁs inte the runniﬁg of the school system through the
establishment of school boards and committees. It alsoc
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 Bantugtan system.

The fact that centfal agpects of this new educational
dispensation, such as the cl¢éer linking of education and
labour need, and the more efféétive sqcial control over the
urban labour force were clearly in the interest of capital
does not undermine our earlier critigue of the view that
the state was automatically impelled to act in a way which
was functional to capital. Verwoerdian bureaucfats on the
one hand, and predominantly Anglophone industrialists on

the other had distinct ideologies and interests. Rather,
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it is arqgued 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 economy forced the state to
address the urban | issues most urgently, and to refrain from
maior attempts to uproot the urban. woxrkforce, The
consequent urban restructuring was in line with capit&lfs_
needs. But fhére was no reason why, in Gifferent
circumstances, the conplementary character of this
relationship would continue. Indeed, in the end, it was to
N break down.

This ch&ptai‘ provides support for several of the major
propositions advanced earlier. Iﬁ arguing that Ban;:u

Education iwas,' in its first phase, a reépansa _td urban

" gsocial crisis, it provides evidence for ‘the arqument 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
paliﬂ:iq{;al dissent, it suggests how struggles trﬁverse , and
are embodied in_, the structure of the state. By arguing
that the education system became orientated toward the
reproduction of semi-skilled labour, it enmphasizes that
Bantu Educatidn involved the raproduction of varying and
historically changing forms of labour. In stressing the

struggle for hegemony within the education system, it seeks
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to show the usefulness of understanding soch struggles in

terns of the concept of hegemony.

1 0 . .
Crisis, originating in the phenomena of the collapse of

reserve agficuliura ¢ secondary indust.riaiizatian and rapid

‘urbanization, threatened the social order in fundamental -

waysl._"-,_-'On the one hand, slhum housing, crine, inadequate

sch_eolirig facilities and poverty threatened the vyery

reproduction of the working class as a i«ork force with the

N

appropriate level of skills, er' discipline and h?hYSica;~--'-

cmuhity movementg, trade unions and Africém nationalist
political campaigns which arose in response to these
conditions., posed, direct politicail challenges to the

dominant cxés\ms. The urgency of the situation dictﬁted

capacity required by urban employers. On the other, thu -

that the policies of the perind before about 1962 were

driven more by pragmatic considerations of social control

and labour reproduction than by the Nationalist’s long-term
ideoclegical vision of the 2stablishment of autonomous black

political entities and of a purely migrant black workforce

in vwhite areas. The 1950s did see the setting up of the

legail and ad{ninistrative equipmént necessary to_: the
implemenj;atian;' of Verwoerd’s 7 Grand. Apartheid’ dreams. But
this apparatuf? could not be fully utiiized until the
existing urban crisis had been resolved. The Nationalists

realized that _i:hey could not wish away the existing black
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working ciass. It was, therefore, necessary first of éll,
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 alsc

. followed a 1argely pragmatic policy in relation to urban

employers’ utzl;zatian of black Ilabour, deviating
considerably from their formal commitnent to nigra* labaur.
gnd tha relagatian of blacks to unskilled work in the urban
aréa. At the samea time, a p:e—cenditiéi of more thorough-
going apartheid policies was the destruction of the poﬁular
and working class political resistance. This the government
energetically set about, culminating in the crushing of the
C, the PAC and trade unions in the early 1960s. The
pericd up to 1962 can thus be seen as one in which the NP

_f&llowmd a relatively pragmatic attituae toward the urban
- proletariat, seeking to *Stabilizn' it by, on the one hand,

changing its copditions of social reproduction, and on the

'.nthcf; crushing its political organizations. There was

R

little indjcation of outright subordination of the labour
needs of urban industry to the NP’s long term ideological

goals.

Bantu Education policy did, in the short term, and in
combination with the strengt?ened security and economic
pogition of the state from thalearly 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 cont:.nue to be a major grieyance. The
attempt tp g=tablish a new hegemony might assist in
creating some sccial forces willinq to work with the
quvarmant, but it generated new sources of resentment by
danaqing the education system, and was in ‘the leong run,
incapable of winning the allegiance of the mass of the
pecple. « As ve shall see in subsegquent chapters,
government.’s insistanca on emphasizing primary aduca.tx.;n, ”
togcther with the policy of job reservation, 5 was to

ga:*rata chromc shortagas of skillsd labour; while the

cragttion nr a mnsa education eysten was aventnally to turn

schoal students into B pwertul social fnrcn with a common

identity. The victory of Bantu Education was a dscisive,

hut a very temporary ohe. : . #%

Whiie Bantu Bducation was a ?paftic:ular idesiogical form of

~ resolution of the crisis of the social reproduction of

i

youth, it did address a task which wide sect;ions of the
dominant classes h'e}.iaved, had to be rasolved. As argued
in chapter 3, there was widespread agreement between NP, UP
and liberal political forces that a gtate directed
re_structuring ¢f education wﬁs urgentiy necegsary. It was
at the level of the ideologizal processes that entered into
fhe formation of Nationalist Party education poiicy that
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Nationalist practic:e differed from the education policies

advocatad by UP and liberal circles. The NP’'s Saver Report

of 1947 advocated a strongly restriective attitude to black
urbanization. The migrant labsur system was to be
reinforced and the black middle class was to grow in the
reserves, whiéh were to be the centres " ef black

development. This reflected, in part, the weight of

‘agricultural interests withim the NP, whose access to
- supplies of plentiful cheap labour was threatsned by the

arift to the towns. The UP's Fagan Conmission (1948) on
the other hand advocated a gradual and controlled mfre
t:dw#rﬁ a permanently urbanized lnbc:ur force, and toward
fostering an urban black niddle claaa.l Fagah'a findings
refliect the need of industrial capital for a permanent,
f_s‘hqésilimd{ urban work force.? In practice, the ¥P’s

policies during the 19508 did not conflict with the needs

of industry to anything 1ike thu degree that *these

j' idaological differances night s&ggeut. The NP aid shcmr a 7

’r.:lcar recognition that it could not sweep away the urban

workinq clasgs, and needed to r:e_qulata reprad_uﬁtivﬂ p;'acass
_ o

in order to utilize and cantrql the working classi? The NP

leadership accepted that the black urban prolataxfﬁﬁ.at would .

stay in place for the foreseeable futuve.> |

In key areas, government policy harmonized with the need of
capital to secure the reproduction of a permansent wurban
proletariat: the state was cbliged to impose its solution

to the problems of the urban areas before it could proceed
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to move to grandiose social engineering. Housing policy is
a centrally important case in point. Mass housing schemes
were developed during the 19508 in Scmeta, Kwazakhele
(Por’c Elizabeth), Duncan viilage Extenaion (East London}
and Nyanqa -(i"..‘ape Pown), to name only the most important.
Huch of ‘l;he burden bf this was borna hy the communities

thamsel ves, and by anplayer:s, - _i-cugh taxation.?  This
naé&}’v? grcmt’.h in hous& ng was accospanied by a growing
diiﬁ erantiatian in the types of housing provided in- the'
tm(nshipsi&\ mt only in that migrants were placed in hostels
and residani’:s in housas, but alsoc in Q\m ’ mcreasingly,
di%rerent types of houses were provi ed for dafferent

acon:mic strata. Thus, housing pa:li c&aarly played a

' central role m the reorg&nizing the reproductive procesas

of urban workars.

THB utablishmt of the Bantu ‘Education pfgstem fomed a
crucial part in this stata—diracted reurga&u’zaticn of the
reproduc'-t:.on of the urban working cliss. It wasa turning'
poipt in providing “an educational syateﬁ capable of
exerting social ‘c:o.ntrﬂc.:l_ over black ;;outp_, and reproducing

the labour force. The mission school system had manifestly

been unable to do this. The Iintroduction 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 implementation of the
neasures provided for in the Bantu Education Act of 1953.
In the decade from 1955 to 1965, the nusbers of African

stundents in school doubled from about one million, to about

two miliion.® The 1950s saw this edvcational reatruéturing

ﬁ:focused on the urban areas: for example, school student

numhurs in the uxban Southern Transvaal grew faster in the
1957~1962 period than those in mainly rural.Northern_
Transvaal.’ (See Figure 1.) Thu; the late 19508 marked a
dramati¢ adaptation in the aducation systam to the ta: of

cOﬁtaining and cnntrnlling urban youth.

AFRICAN PUPIL NUMBERS = '
(Rural) Northern - {Urban} Southern

Year . Transvaal Tram;svaal.
g )
1957 T, 243,688 231,143 -
1962 a 299,144 | 310,784
Pigure 1:

'Growth of African school student population in the uzrban

Southern Transvaz)l outstrips that in the rural Northern

- Transvaal, B

As in the case of houping, education policy unfolded in a
way which was not centrally in conflict with the needs of
employers for a stable, permanently urban and semi~skilled

work force. Though the NP’s educational blueprint
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projected a rural based future for black education, this
thrust was not rigidly implemented. The new form of
education met the criticisms which had been put forward in

the 1940s and early 1950s, by hoth the NP and the UP, of

' the ineffectiv-mess of the missionary dominated schoo..
' (discuased in Chapter 3). By bringing the bulk of u:ban
African youth into a Eew Mears of basic schooling, Bantu

Education prav.n.dad ‘a machanism of social control whic:h
could ba usud to fight‘.- crime and pclitical militancy, and

- at the same time ganerz;te a semi-gkilled work force. *J.‘d a

/

large axtent., the Eise.len Comm:.ssi,on raport met the demands

- of liberal educationall spokesperson. Just as in the .

diractly acononic field,, there was a considarahle degree of
pracacical convergance het.ween libarals, the Up and the NP,
aspacially over the nerud ta couni:er urban youth crime and
pelitical agitation thrfbugh schouling, and also on the need
for closer alignment oE ‘schooling and i;he 1ahaur market.
Opposition politicians ‘1ika the ;L:.baral Margaret Ballingarg _
and D.L. Smit, and iihpral .adninistrators like J. Dugard

" welcomed the Eiselen report.1® They supported Biselen’s

call for’ cemtral govermment comtrol of African education,

(while disputing whether this should be under the control

' of the Department of Native Affaire),l} and aid not object

to the commission’s advocacy of vernacular languages in
primary school, as this was already standard practice up to
Standayd IV.12 fThe white opposition, whether liberal or

mainstream UP, concurred with the NP aim of providing a
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'bagic elementary education’ for all children as rapidly as
possible,1? It was only when it became clear how strongly
1linked to apartheid policy, and how under-financed Bantu
Education would be that white politicians to the left £iank
of the government became seriously critical of state

education policy.l?

The g;;bssly_ racist ‘and iﬁegalita_:;ian character of the new
system should not obscure the fact that it was the first
'Eime that a mass education sYstem effectively including the
black werking class had been put in place :m south Jifrica.
Important parallels can be drawn between the i.mpczsition 5 4

Bantu Education and the establishment of mass schooling in

industrializing societies el_sewl}!eée. If one examinas the

growth of mas_a' achnolihg in 1aq%,e 19th Century Europe and

" Neoxch Aniérica; for example'f', one sees noteworthy

. ®imilaritiss to the Smrl:h Afri.can uituation* there too

!
aghoaling was seen by dminant slbcial groups aE a responsa

to the need for sociul control o{rer working class youth, as

i

a way of producing approprmtelm tramed labour, and as a
neans of palitical socializa‘dion of youth 15 Bantu
Educat:.on Wns unique. in the fm:'lh of it,a ‘racial :.deolugy,
but it wag far from unique in :.ts role in providing an
educational structure .appmpriate to monopoly

industriaiization.
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The new education system took a 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

prov:.ﬂing adequate finance for black education hy a mn:.‘?er

| of factors: its own racist base and idaology generated

strong political pressures against expenditure on black

. education} swployers were unwilling to pay, throngh taxes,

far smiul gervices for their emplcyeea, the sSouth African '!
eccnomy was 1ess robust than ;.n elther . tha preceéing\ or the
suhuquent decadaa. ~ The new policy enah:ad t*m state ko
recmcile its need for a new mass aducatmn system with its
unwiilingness to pay for it, 1arge1v by transferrmg the

mnomic burdan onto the shoulders of black communities,

?:«;{araby enabling the state to ins!.itute an education&l

S reurganizatinn at a partz.cularly low cost to ita:elf.

The NP built ‘Bantu Education on ‘2 shallow fogndation,
characterized by rigid cash limits. In 1945, J.H. Hofmeyer,
as the UP’s Minister of Native Affairs, had decoupled
expenditure on black education from the income from blacit
taxation, to which it had previously been linked:. blaék
educat_:ion became a .charge ‘on the general revenue, 1€
However, ﬁith the passage of the Bantu Education Act in
1955, the Nationalist government adopted the policy that

all expansion of expenditure of African education had to
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copme from expansion in the level of African taxation
revenues.l? In 1955 the statutory contribution of the
state was pegged at R13 million, a level at which it was to
remain until 1972; four fifths of taxationl received from

Africans was to be chanhelled toward education.l®

Dugard
suggestg, intarestingly, that this was in fact a concession
by Dr. Verwoerd to the most extreme wing of the NP, who
were opposed to any substantial spending on black

educutmn. 18 2

The policy ptit an enormou%._ financial strain on the
resources of ‘the education system. Per dapita expenditure

en African education fell from the eguivalent of R17-08 in

1953 to R12~46 in 1960,2° The consequence was a grossly

e o B

inadequate level of material provision in the education
system const:’."-uctad by Verwoerd. A teacher comments:
It got worse in that the populatian of school-
going children increased and fupds were tied. So
the material groqress did not match the human
poy alation that was coning in. 21
Tha concret# breeze~block bu:.ldings ‘thrown up in the
townships o¢f +this period provided cheap s=chool
accommodation at the expense of any modicum of comfort:
«».When it became too hot the children tended to
fall a=leep and no amount of motivation would
make them alert, and in the winter {it) would be
tos cold so they were more concerned in trying to
keep thelmselves warm. 22 ,
Another teacher comments that wherea ‘mission school
classroomns J.g_g]sg_q like classrooms once one entered a Bantu

Education school:
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it took time to acclimatise to a place that lcoks
like a stable. 23 '

As a result of government educational financing policies,
pupil teacher ratios worsened from 42,3 to J in 1946 to
54,7 to 1 in 1960.2% 1In some cases:

teachars...had to teach classes of up to &5 or 70
per session. 25

Az a further cost saving device, govermment introduced the
concept of double sassion teaching. Under this palicy,
prxmary schiool taachers took two separate classes & day in
shifts.26 This had severe &nd deletericus consequences for
the quality of the education provided: |
The teachers would be ftoo tired to teach in the
afternioon, they would find it boring teaching the
same subject, the pupils who would come in the
afternoon wouldn’t be as alert as pupils who came
in the morning. 27 : _
The mortiing grbup up to eleven thirty, they were
alright. Now when those coming in the afternoon
»++1it was impractisal. They &idn’t . learn much.

| The children came, they played a bit, becane
tired. 28

By 1958 scv&nty per cent of primary echoole” were taachlng

_double sessimns.zg and there are reports of instances vwhere

teachers had to take three sessions a day.3?

The approach of the state to the financing-qf black

- education harmonized with the desire of capital to avoid as

far as possible, subsidizing social services through
taxation. Maximal effort was exerted to make the wages of
African workers, rather than taxation of employers, 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 urkan children: when Ekutuleni
Mission, the only Nursery School Teachers’/ Tralning College
for African women was closed in 1958, a Native Affairs
Departient spokesman commented that: "We would be glad if
Ba;-.ntu parents would take more responsibility for _this type

' of thing."?1 The state algso sought to extricate itself from

any reapansibility for the maintenance of students by

aiming to replace boarding schools with day schools,32 ana

by reducing expenditure on school feeding from R893,000 in
1955 to RS0,000 in 1964.33 o

The consequences of government refusal to spend adequately

combined with their attempt to use education "

to further \the bantustan system, led to a growing

demoralization chgst'. teachers:

I think th mission schools provided a better
type of asducition since they prepared the child
for a highar..icalling and they also prepared the
child for a aningful role in life. Bantu
Bducation on e other hand apparently deprives
‘the child ot”his smelf, of his persopality and of
his realigation. 34

Such feelings resulted in the decision of many experienced
teachers to resign from the new education system:

+e..Here in Jcohannesburyg...we had teachers who
resigned — they never came back... 35

...The older teachers ‘knew the differences and
implications between Bantu Education and the old
system, the Transvaal Education Department. So
they resigned. 36 '

This outflow of wcommitted teachers led to a further

diminution of the quality of the educational serir:tces.
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These resignations and the sinmultaneous development of
larger scale low grade teacher training programmes resulted
in a decline in the average level of teacher

qualification.37

Though in the 19508 such educational horrors occasioned
1ittle comment from business, by the end of the next
decade, official parsimony in education spending would

kecome a serious .iasug, as industry became aware of the

'gross deficiencies of such an education order in providing

skilled lubour and social stability. But in the 1950s such
considératinn':s did 'no't ‘ dist_urb the smooth meshing of
industrial naaais and state educational policy. The krutal
fimnci;i poii{!:i.és in tﬁe_ ad;mational _fi.elﬁ_ iﬁgnaeﬂ. by the
NP had '-'alluweé;l them to create cheaply. a mass education
sysﬁem. it ﬁas a successful raspcmae tc the conflict
betwesn tp( .ﬁ*ate's nend to restructure urban werking class
lifa and “the unwillingness of conaemtive politicians,
apartheld ideolpg:.sts, end .industrzalists to pay for it.

Bantu Education._ §rov1ded a new kind of articulation between
the re;iroductiop 'of. new forms of skilled labour. in schools,
and industry. Ta say this:' is not to adopt a functionalist
vonception in which capital simply has its labour needs met
by the state. There is almost always, in educational

policy formation, a battle between different dominant class
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interests, buresaucratic interests and mé.ss pressures from
below, which all go into deciding the outcome. However as
suygested earlier, in the 195508 the state was not yet
attempting :Eo uproot the industrial working class (as it

was to try to do in the 19608) and was willing to

accormodate indnst:ryfs immediate need for urban sem:-—

'skilled iabour. BY ‘semi-skilled labour I mean that J.n_

monopoly industry, avtowation increasingly elin_inatés the

-8plit characteristic of snall, competitive, industry |

between unskilled hands and artisans. &) the wkills of the
artisan are incra"asingly replaced by machinery, the high

grade technician capable of repairing and setting up

factory. machines cowes _:_i.nto his own. On the other hand tlie

machine operator emerges as a new kind of labourer: the

- semi~skilled worker who requires skills of literacy and

numeracy and an internalized work discipline.3® The
generation of such semi-skilled labour was an imprtant
part of the new education sysi:"eu's early aims, It was

widely beliavad by state officials that four years of

| schmling wazs. suf.ficiant to provide basic 1ite.racy and some

knowledge of English and Afrikaans, and a hasi for further

- sducation. Thus tlzegs fn:st four years wema S'i;-"'ﬁ as

capable of providing a level of edugation appropriate to

) ﬂB!‘Ii’*Eﬂllle& work. The initial thrust of Bantu Education

‘was thus toward the expansion of these first four years of

schooling.
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A flexibhility was shown by the state in reconciling its
formal commitmen. to job reservation with industry’s need
for semi~skilled labour. It was the utilization of black
lakour in these semi~skilled positions, rather than in
artisan pesitions, which was really at issue. Potential
conflict between government and industry was largely
averted via the device of the floating colour bar: white
workers were upgraded and blacks moved into the positions
vacated by them.3? The United Party itself had, when in

government, followed such a pol:-.cy, seeking, as Lew:.s puts

it, "to reorganise the division of labour to {Famtain

racial hierarchy."?? The Nationalists took a s:milar

4]

approach, allowing blacks to move into semi-skil.l.ad

occupations as whites moved out of them.?l Clearly there

were differences of long term interest between

- industrialists and government, especially around whether

blacks wouid ultimately proiride _izrban artisans. By this
time it was becoming increasingly clear that white labour
could not péqvida a iarge_r proportion pf artisans:4? But :
demand for plack skilled and clerical labour was low during
the, 19505,'v compared with that for semi-skilled labour.
Conflict was further postponed by i:he slow growth resulting
from the’ shimp_ of the late 1950s. For the time being
government policy on lakour did nat_present major obétacles -

to urban industrial employers.%®

Bantu Education was not an exception to the complementarity

which exizted between the Nationalist’s policies of the
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19502, and the skill needs of industry. The educaticnal
policy put in place by the NP in the mid 1950s concentrated
on building up the first four years of primary education,
as its main initial objective. J. Dugard, a Regional
Director of Bantu Education at this time, says of his ¥ #

that "our first aim was to promote literacy by makurg it

possible for as many children as possikble to complata the
| u:at foux yeara of school. n4d The basis of this four

yaar amphasis wvas spelleﬁ out by the Minister of Bartu
Eﬁucatian, W.A. Maree, in 1964, when he asserted in a

'parliamentary debate that a Standard 2 (i.e. fcuf year)}
aducation gave a child an ability to read and write in nis

own language, a reasonable knowledge of the tm official

languages, and a basis for further education.?® The point

is ¢clear: four lyears in school was ‘seen -ﬁs providing & |

 basis for semi-skilled labour requiring a minimal numeracy,

literacy and work disc:iplﬂhe, “and f{t was schooling at thic
].evgl that the state sought to encourage. Thus, n;,\r'iven that

° industrial employers were interested in {‘s.’mg black urban

labour primarily at a semi-skilled level, the basic thrust

of government policy was in line with their needs. (It may

be objected that four years of schooling could not possibly
provide the skills identified by Maree: however what is
important for our purposes is that pelicy makers believed

. that it could.) In the urban areas this emphasis was

encouraged by the state’s policy of making i‘l;_" possible for
white municipalities to finance the building of African
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lower primary schools, whereas higher primary and secondary
: hools could only be 2stablished wl;ere community based
school boards paid half the cost.46 this priority was even
built into the physical structure of the townships: plans
for townzhip expangion in this era included space for new
lower primary schools, but old buildmgs had to be used for
h:.ghes:' prinary and aacondary schools. '
| [

A;thouéh in the field of technical education, racist
_.ideciiogy triimﬁhed over capitalist 'ratianal_ixtﬁ" and the
number - of technical ¢raining places for hlaci*s sharply
daclinad,"'s this was not a major issue for ampluyers, who
as yet did not show much 1nterest in the traim.nt;; of black
‘artisans. The state also showed a willingness  to assist
industrialists in obfaining suitable employees th;rough nu:/-;a
systmatic channeling of persons with apprnpx_:':l_.ate‘ir‘ abili#;ies
h;i):o different levels of the school systen tuwardj_ different
levels of the labolr market: during the 19563 t'hia National
Burezts of Education and Social Research emharked on a
.pro:ject to develop intelligence tests for use in African
schouls.” : 0

Whereas missionary education had provided a high-level
academic education for a small elite, and failed to reach
or to educate effactively primary school students.: Bantu
Educa.t.mn provided mass primary education.. This change of

emph. fsis fitted in with industry’s need for semi-skilled

labour, and its lack of interest in training blacks for
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skilled or managerial positions. Whatever the ideclogical

~differences Dbetween Verwoerdian bureaucrats and.

: _'."..'ﬁustrialislts, the educational policies of the state up to

_the early 19605 did not give manufacturing industry majer

cause for complaint.

il
i
i

Nationa

Christie ang co11ins®® have rightly drawn attention to the

hagemonic Lfiaractér of the Verwoerdian design for Bantu °

mecl‘mnians for the 1ncorpnratlan of klacks wx.thin the new

pplitzcal grder which they were propounding. The-

'hcimlands' would provide the arena within which black

T

po }tical advancement and  educational developnent rfmuld

hace. " The Haginnal:.st gavernnent therefore sought to

estaﬁ‘imh a naanu by which the allagiance of sectors nf the

black populai-;ton to a r:anceptmn of their future as in the
by
hcmelamis aﬂuld hg secured. in order "to .do this,

structulas would have to be set up within vhich such_'- ’
" incurparated sectors w:auld come to see themselves as having

a role in determining their future. This illusmn of self~

det&rmination would enable the domma:’*t sacml gres ‘ps to

" exercisa control without being nar:.eived 'l:.o ba daing so.

Verwoerd quite explicitly outlined his aims in educatién in

these terms in his 1953 speeches to Parliament on Bantu

1t
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Education. In these he c¢alled for a form of black
participation in: black educational administration

.»swhich will make him ["the Bantu"] £eel that
he is co-responsible for his education but that
he is alsb assisted by the guardian ["the
Eurcopean®] in so far as he is incapable of
asguming corespensibility for it... 51

The sichool- board’u and conmitiees were the_ means chosen. for

t~is purpcse. Not only would _t:hay plﬁy the essential

ideologicai 'rolé of winnihg paﬁ:ents’ allegiance to Bantu
Education, but they would also provide & means of squeezing
black communities financially, in order to subsidize the

kind 6f cheap mass education which the Nai:wm!ﬂ Party was

. ajwing at. Thus Verworrd argued that black parents should

: be mzde co-responsible for their children’s education and

v othat co-responsibility is two-fold ~ it is
co-rasponsibility for comtrol, but associated
with that ism aa—respunsibility in respact of

finances. 52

Thus Bantu Editqation suught to construq__' ;a8 new hegemony,

. which could secure the allegiance of 1arge' sections of

hlac:ks to the new educatmnal a.rrangamenta and thus fo the

' new social order. In this sense contemporary Harx:.st

ans 1gses which see tb.e system as purely about the creation
of black labour power at low levels of skill, fail short of
the mark. 53 Verwoerd was a sufficiently shremi polltical
actor to understand that he could not rely exclusively on
force to domina_te a subject population, with any chance'ri of
success. Nor was he sufficiently foolish to believe that

it would be possible to maintain black subordination while
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holding the barriers to career advancement at ‘certain
forms of Jlabour’. The point of Verwoerd’s rightly
notorious, but widely misinterpreted orations on Black
Bducation of 1953-54, 1s precisely that whiia he intended
| to impose strict 1imits” on black educatianal and career
-advancerent in white mreas, he held gut on the other hand a
e hegemonic visinn to co—aptable sactions of bl&cka an
the other, 54 Vurwnerd was essentially proposing homeland
sé}nctures'as 2 keygpart of the ‘material suhstratum'_which
would secure black acquiesceliqa. Discussions of .Bani:n
Education often treht Verwoerd’s stricturas on bilack career
advancament as if'they were new Laatures of political
'dzsco& \\, But, of course they were not: 'czv;lizad labour”
had a long gnd hrbaaly based history in white politiec
What wae neﬁ.waa hﬁd yim toward opening new structures of

black incorporation through the homelands.

. &ccordingly, the $antu Education Act (No.47 of 1953) qava'
the responsible Hiniatnr sweeping powers to provide fora
 black partzcipation in educational administration by 
establishing "such regimnal, local, and domestic councils,
boards, or other bmdiaapas he may daam expediant"55 or to
place any government school under bodies such as the ‘Bantu
authorities’.%® aAs we shall see, the sweeping powers over
such_hodies granted by the Act to the Kinister 'were not
always used in'a way which was consistent with their

hegemonic design.
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Regulations laid down that the school committees, which
were immediately responsible for a particular school, would
be partly slected by the parents. In both rural and urban
areas, four to six of the committes members could he
alected by parents;57 clearly this was ‘aimed at drawing
local . eemmunitiee inte the new systen. In o::'de_r to
strangthen the strata participating in homeland atrueﬁﬁree,
in the rural ere-n:s', the local authority was given the ri:gh_t
to nominafia Bix -i'm? the members of the cmittee.ss However
. these numinat:iam; ware subject to apprewl by Pretaria, and
the Secreta;ry of Native Affairs could appoint a further two
\ '-.membere oﬁ- ‘the commitfees.®® In the urban ‘areas, ‘the
remainder of school committee nenbers, can\prieing a
ma:er‘,ty, vrex:e direct appointees of the departmént or the

Y
IIm:al Nutive cammissianer. 60 ; %

, \
".!.'he co:m;ttteee were teb be the key link to the cammunity,
c:ozitxollmg echool funﬂe, erecting new buildings, and
edviksing t:.!m school lmt:wurr.lm..‘;l What resl power was embodied
) in the sys%:am subaim;ed however, in the school boards.
' These were wholly. epppinted bodies, with one school board
controlling a group oxt' school conmittees. In the urban
‘areas all the membe‘rs ﬁere appointed hy the Native affairs
Department.ﬁz_ In the rural areas the members were
nominated by the department and by the 'Bant.u Autherity'

It seems that as the homeland system developed, the
proportion of homeland au_thn_rity appointees was allowed to

increase.®® fThe boards had considerable powers over local
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schools and teachers. From 1955 all African teachers’
galaries were paid as subsidies to the School Boards, which
meant that the boards effectively eont_ralled hiring and
firing (aithough the department could force the Board to
sack a teacher by withdrawing the subsidy in respect of a
particular persor) .®? From this brief description some of
" the inherent weaknesses of the system ought to be appgrent,
The hégemonic aims of the school commitktee structure.ﬁure
undermined by the Native Affairs Department’s reluctance to
~ concede real control to parents, by in;istinﬁ on a majority
- of appointees, The Nativa Affairs.nepartm wanyad
” parental participation without qivan up rear cnntrf&. %he'
hoarda aid gumethinq to strengthen tha power of homeland
‘authorities. . But their appointee dominated straciure,
their ééntrol.othhe school committees under themﬁan& the
fact that they were not responsible to the parents of local
dtudghts, aigo undermined their legitinacy. This deructare
tended to encoﬁraga the emergence of tyrannical school
boards, subpservient to Pretoria and resented by local

parenta and teachers.

But despite these inherenﬁ-weaknesses ﬁnﬁ fierce organized
opposition from popular movements (whi ch will be discussed
later), the establishment of the boards went forward with a
degree of success for government, esﬁecially-in the less
politically volatile rural areas: by 1956 4,000 committees

and 300 boards had baen established, 3 Certainly, this dia
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not constitute a particularly effective _social base for
Bantu Education: but it .did demonstrate that there were
substantial social groupings which Verwocerd could rally
around the new system. |

" another ;:_Iaimehsiicm of the Verwoerdian attempt to develop a
.naw hhghué_ony was the greater - emphasia given to A:rican
languag;s_' in _achoéling. Under the mission education order,
_Engli.sﬁz';' {or in some cases afrikam) was used as a medium
af ins.truction within the ‘primary phase of aducation.
Scmetinas tnis . began from the earliest years of
st:::hc:u::lim:.;."‘ss But V¢rwoa:r:ﬂ'a attempts to emphasize ethnic
diversity amﬁngst black ftribal® groups 1aﬁ to a raveraal
of this policy. - How African lapguages would be tha sole
neans of instrucﬁion in primarj school, and 'inglish oy
Afrikaans wag only used as the medium of mstrustion in
secondary education. ‘Teachers who a\\xpariancad koth systems
perceive the result as having been a sharp falling off in
the standard of English annngst' secondary . school pupils,
and évéh university students. For teachers this 'poiich was
a destructive ghe, not only because it '-_aought to increase
Iinguistic differentiation ambngst biacke, but also because
it mada it so much more difficult for pupils to eucceed at
the secondary schools: )
Before Bantu. Education was introdaced it was so
easy to teach stodents, man. You f£ind that...
those children can wxite English, speak English,
cfficial languages, easily, easily, easilv...It’s

different now, teachiny 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

Kow you 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
iting w~a-n-a., 69 _

When they go to Universities they ean’t even
express themselves fluently, beaause they are
used te an African language... 70

‘Teacher resentment of this' policy was sharpened by the
| feeling that African ;i.anguages often did !iot pcassess the

vocabulary. to explain some of the c:;ancepts that 'hhey vere
required to teach: ”

.».wWe h&ad such a difficulty in for instance the

- taaching of arithmetic in the wvernacular. Take a
thing like Geography in the vernacular, when you
gome to scmething like .the "Roaring Fort:.es“
what do you say in Zulu or xhasa‘? 71

'Thiﬁ problem could even affect the ta-sk'nf expialining

concepts to secondary school students who had a weak

background in English:

You can‘t teach a student in matrit* some of the
very Aifficult words used to explain a sjmple
name that can be given in English. You haven’t
got it., It makes it so difficult for the teacher -
and worse for the child to graﬂp thase nevw
terminologies. 72

S‘s the teachers’ comments suggest, Verwoerd’s nst.rategies

were inherently flawed as tools for building hegemony. The

. @uthoritarian manner in which his policies were imposed,

and the failure to concede any real autenomy to communities
and teachers in educational policy making, meant that any
gains the regime might make might be undermined by new and

deep resentments.



Conclusion

At one level, what this chapter has argued '._1.5 that Eantu
‘Education providéd a solution to central aépects of the
crinis of aocial reproﬁuction cf the urban working class
.wh.wh had arisen during the 19405. ' a much J.arger education
~ system than had existed baf.orie._ was created, and despita its
low Ieva;‘l ef fiaanéing, it was fav mo,{-a .effective than the
: previous ;ﬁducation 6rdar in drawing in, and mintainintj' the
‘attendan -i"_le. of prinary school students. A get of financing

machanigus was craated which enablad guvarmuent to
instit re this nass educaticn systen very cheaply.
Educat o n polmy was orientated to the levels which would
providﬁe the semi-skilled lahour with which industry was
most q}cnaerned. State educ.atian poliay thus did meet the
naadh? of capital for régulatinn of tha reproductiva process
+ of the urban working class. This argument: therefore
fal].ims Hindson in fm:'egroundim* the significance of urban
social reproduction in explaining state polz.cy in this

- period.

This does not imply a functionalist .explanation of
adueaf;ian policy, ih which. the state autématically 'a:nd
nécessarily ii-;itervenes to resolve the problems facing
a__&pit&i. What :I have contended is that the econﬁmic and
political constraints on state policy mak'ers 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
toward the labour needs of capital. To have concentrated
on homeland policy and thé uprooting of the black urban
working class would have been to risk urban conflict,
greater mass political 6pposition and the plunging of the
economy into intense depression. ‘There was thus a
ci:incidance of interests between capital and the state.
But this outcone wﬁs.ﬁot inavitﬁble; as|{ we xhall see in
subsequent .chapters the primary cnmnitﬁént of the
Verwoerdian . bureaucracy was to apartheid policy.  When
circumstancea pernitted in the 19605, it would pursue such
policy even whare it cut clean across capital‘é interests.
If the auténm339£.the educational policy of the 19508 was
in some sanae*%&nction&l to the needs of-capitai; this-was
a product of the conjuncture and not of an inheraﬁtly
functional rnlati&n between the state and caﬁital. _ The :
artidulnr idablagical form given to 2antu.Education by the
" ationali#t. 1a&dership is further evidence of the
'impassihilit? of rq&ding off state policy from the needs of
capitgl. " The utilizéfion of school boards and committees,
and aducatioﬁ in African languages, to strengthen Bantustan
structures, was a specific political and ideological
strategy wh%dh cannot be éimply.derivad from any need of
capitai. The interests and ideoibgy of the Verwoerdian

bureaucrats and politicians are their source.
There is a further sense in which functionalist views are

231



rejected in the above analysis. Kone of the measures
introduced by the NP were complete solutions to the
problems facing the dcminai_;t classes. Indeed every
spolution generated new potential .éources of comnflict.
School expansion with 1imited resources was to generate a
strengthened sense of identity and grievance amongst black
yauth; a ﬁoliéy enphasié on reproducing semi-skilled lébour
led in the Jmig run to a failure to train. the skilled
labour which industry would need in the next decade; the

'ir;c"grpm;atj_.on of = me social sectors via boards and

committees led to the disaffection of ather&. Every short~
tarm solution prapa_rad the way for a long-term conflict.
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CHAPTER SIX: RESISTANCE TO THE IMPLEMENTATION i u

EDUCATION”: THE EBIQ&& NATIONAL CONGRESS SCHQOL

BOYCOTT 195556

By the early 19603,.the Bantu Education system had been
securely established throughout the country. Yet during
the period in which it wais being ecet up, sufficiently
widespread resistance to the policy arose fof this outcome
to have appeared far from a foregone canclusion.' The dire
matﬁrial anﬂ political csonsegquences of the new palicy, as
| autline‘}i ::_.1:1 the previous chapter, made such remstarme
;Ialmdst inavitabla~15 Thues the gquestion must arise: why was
the state s? successful in implementlng its policy? thj
was Dr Vhrw;erd, as Hinister of Native Affairs (to 1958},-‘
and laber ¥wima Minister (1958~1966) ‘able to tm¢ng into
Hhaing an_adncatian systen that accorded 80 well with his
Srand Apa:théid designs and which madeﬁ apparently, sc few
éoncéssions'tadtha widespread hostility it'eﬂbouﬁtared? It
is these iésuaa which. this chapter and the next seek to
answer. The guestions cannot be answered simply with
reference to the strengthened position of the state in the
1960s, fFollowing its successful repression of oppositional
political _ﬁavements and the development of the econonmic
boom. Most of the resistance to Bantu Educati n had been
subdued ﬁe;}\befara the end of the 1950s. Resistance to
Bantu Education broke down for reasons quite specific to

the dy.amics of the uocial movements involved.

a37



=

This chapter investigates why popular resistance was unable

to block or retard the implementation of state educational

policy, throuch a detailed examination of the most coherent

and vigorous campaighn of popular resistance to Bantu

Education, the ANC’'s school boycott of 1955-1956. This

involved not only keep:.iig large nunmbers of students out of

prinary school, hut also tha establishment of ‘Cultural

ciubs’ - effes tiwsly, alternative schoo.i.s =~ ‘through a body
cal} ed the African Education Movement (A¥M). Despite its

-_cnnsidarahls aehievamenta, the camnaign eveﬁtuilly

callapud for: nruasrms whicfh throw mwh light on the

\f

' dynamics uf/ educational canflict in South Africa.

Firntly;" a ":'st'i:iking feature of the canpaign, cénsideréa in
the H.ght of present day evants, was :t.ts inabxlity t:o i&vake

. a :uams political movement of yout.h. It will k& shown ‘I:hat

thia vas purt of a wider pmblem fm‘ the ANC ~ the low
1eva1 of respbnsivenass of ‘the urban black. youth of the

"-:_1’9503 ta tha appaals of political organizations., I will
"awgue that <the social conditions of * the 1950s,

characterized by rapid urbanization and lack of schooling
and employmen: opportunities, generated a JI":Lt:-.mpc:m" trban
yniith aﬁh-vcul.ture which tended to bhe :ai-*pol'itical. - This
undersa;ix'es the argument made in chapters one and two that
it is necessary to understand the impact of popular culture
on educational confliet. The point also supports the
distinetion that was made. in the theoretical chapzers

between oppositional behaviour with and without
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transformative potential. The béhaviour of urban youth in

the 1950s was certainly marked by a rejection of authority,

but this took criminal, individualistic and anti-social

forms; it did not generate transformative possibilities.

Secondly, although the .Cultural Clubs constituted a bold
attempt at craa.f:inq' a counter-hegemony in the field of

. adué&tion, it nﬁi‘écarried because the initiative lacked the

reaoufgées to sustain itself, ‘and did not ‘have a viable
cdncéﬁﬁualizzgti.nﬁ of its role. The AEM’ was unable to
provide the ) ra#te:cial resources for alternmative schooling”

for more than @ tiny proportion of blar:k youth, and the

] attampt to ﬁustain alternative schoolmg over a long period

4

of time became aven motre unrealiatic. Moreover, sectors of .
the ANC themsalvas develuped unreal:.si:w “spxpectations of
'bhe pusaib:ility c:f sustaining educat:.onal alternat:.vaa on a |
larga Bcale outaide the ‘state system, and th:..s hampered the
organizat*.ion in davelo;:ing a warkab;la pelicy. The aANC nade
a signif::.cant Qt:tampt, through the AEM, to ar;gage in
struggle tor hegemény | in the educatioral field. | But thaz
practical _lin.lita:tiiﬁn_s' on its initiative ﬁndex‘mined its

cfedihility ae an alternative to existing educational

}

_ institutienﬁ.

Thirdly, I will show that the new capacity of the state to
provide a mass eduaai:ion system drew the mass of .urban

youth and their parents jntoc the new system, thus fatally
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- black parents to consider it worthwhile sending their )

undermining the attempt uf the ANC to build opposition to

~overmment policy through a strategy based outside the

sicate system. The ability of Bantu Education =schools to

pro@ide some fFform of c¢hild care, and educational

- gertification which could be used to obtain employment,

made them suff iciently attractive for the large majority of

children to at'.tend.

. Convention. accounts of Bantu Education fail to deal with

%

 its astounding suctess in drawing black youth intb a new

'{hdmcatibn order. That is -'not to say that it attained much

p&pular support at a political level, But Bantu Education

tr\uuphad partly bacause it met some of the needs of

\
anhd\rdinate clasges for educational provision. ’I‘he

incrd‘usad availahility of educational praviasion wag o

suffici,antly attractive teo township - parents that :.t
overcm\ theilr scruples about its idaalogical ‘content and
impoveris%\pd material character. Just as the building of
vast townsnd.ps in tha 19508 was not only a defeat- of
battles by dwaller&: in inner city slums to hold on. to. ?.heir
localitius, but also an attempt to contain the pressures of
mass squatter mﬁﬁmmezits #nﬂ attendant discontents, so Bantu
Education was not only about the crushing of ideological
diversity in the sdhoals, but also  part of an attempt to
contain the potentially axplosive needs of urban youth and

the educational aspirations of parents.

i
i
B
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This aryument derives from the Poulantzian view, developed
in the early chapters of- this thesis, that the state should
be understcod as a field of relations within which struggle
and conflict takes plac:e.1 This implies that the struggles

of the subordinata clagses should be seen as present within

the state. ‘I‘hﬂ form of re.produative institutions is not
the s:mple réault of a state actions which create

structures unprohlamatically functional to capital, hut the

outcope of battles batween an array of social forces.'

‘ﬂxa sé‘tabliahm&nt of Bantu ERducation thus. cannot be

explained purely by repreasion or purely by ideology. As

| 'Psmlantaas argues, in oxder to attain papular acqu:.eacenca
in the existing order, the state has to provide a ‘material
subatratum' 2 3t has to provide material changes in the

- sacial infraatruetura in response to the pressures of the

popular classes, esven though the state will often attempt
to shaps these into a form congruent with dominant class

peeds. -‘I‘ha succass of the state in stahilizing Bantu

Education in the :Lgans required koth the successful use of
force against popular movements and a struggle (only

_fragm_entarilg successful) to impose a new educatj.anal

ideolo‘gy; But it was underpinned by the establishment of a

new school system:which provided a decisive material -

-e}emeﬁf in consolidating popular scquiescence, The school
boycotts and other campsigns against Bantu Education failed
to gain their professed obhjectives. But they 4id also

increase the pressure on the state to attempt to contain
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educational aspirations through further school provision.

All of thie is mnot to minimize the drastically racist,
discriminatory, and materially impoverished character of
Bantﬁ Education; it_is merely to state that it represented
the outcome wf a strugglé over educational restructuring in
 which the popular classes were not passive bystanders. It
will aiso be contended that the apparent victory of the
state nevertheless goﬁtained the seeds of destruction of
" the noﬁ.aducatian order. The vexy success of DBantu
.Egucgtion'in créating a mwass aduéétion syatem.wnuld provide
2 common institutional location and basis of experience for
“black youth, ﬁhich would be a basis of future rebellion.

oF
This chapter seeka to analyse the 1955-1956 huycott rather

than to provide a detailed history of.it, as this latter
task has already been very adequately undertaken by Lodge.?
Navertheless, it may be useful briefiy to racapltulate the
- chief eveﬂts of the boycott The ANC was 1niti$h1y slow to
' reapond to the passage of the Bantu Education Act in 1953,
and to the governments plans for its implemantat;on during
1855, However, at an ANC conference in purban in December
1954, a decision was taken to launch an indafinita boycott
of primary schnbls beéinning o 1 April 1955. In March,
because of the lack of membership response, the ANC’s
National Executive Conmittee {NEC) decided to postpone the

_boycott of schools and instead to uoncentrate on a boycott
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of echvol boards and school committees. Bat in the
Transvaal there was considerable pressure from members and’
local) leaders for the school boycott to go ahead. As a
result a new conference to consider the lissue was held .at
Port E_lizahéth on 9-10 Aprii; the principle of an
: indefinite boycott was supported. :l:t._ was décidad that the
_date for the national implementation'ofhiha bn&cott“wuuld
ke left to the NEC, but that Local boycotts could -begin
sarlier with the KEC'’s permission. - 12 April a boycott
wae launched on the East Rand spreading to those townships
‘nearer central Johannashurg From 23 April bmycotts took
place in the Eastern Cape. Thousands of school puplils
participated' hut the boycotts d:.d not =vread s;gnificantly
bayond thase two regions. A Gn »- .ay, the AEM was
. aﬁtablished at &, confarance in Jahannesburg. It then set
!vabout: creating and snrvicinq fCultural Clubs’ - alternativm
educationai facilities for school students. . 'fhe Cultural
cluhés_ sustained a vigorous functioning well intoc 1956. But
outside of .a few areas .of particular militancy, the vast
bulk of the black school-going population stayed inside the
school system. Gradually support for the boycott eroded,
and by late 1956 the ANC decided to abandon the strategy.?

1. . ] el

Since the mid-1970s youth has played a central part in
political strugglés in South hfvica, to an extent which can

have few historical precedents. It thus ~~mes as something

243



of a shock to realize, when one turns to examine vouth
po].:i.tics_. in the 15508, that the urban youth of that period
seem to have been relatively unpoliticized, and to have
proved difficult for the ANC to organize. I will argue
that this was partlf the result of organizational problems
on the side. of the ANC, but was mainly due to. the culture
qanerated by the structural position of urban youth ir the
1.9505, which made them far less open to politicization than .
hheir countarparts of the 19‘?05 and 1980s. Social, and
"particularly, educational changes help to explain why the
boycotts of the 19508 proved far less axploglive than those
'ﬁhich cane 'J.g.t_ar,_ and why they weré more clzarly and

- abruptly brought to an end.

.*’Frolm the early- 19508, the ANC made efforts to recruit
substantial numbers of young ﬁenpla.a However it faced an
important organizational difficulty, Its youth wing, the
Afridar; National Congress _':zouth League (ANCYL), had emerged
in the 519403 as, assenti_ally, an intellectual ginger group -
of ydung 1eaders', who were trying to change the po}.'igy of
the ANC in' a more militant direction. The ANCYL thus
entered the 1950s as an organization ill adapted to
attracting young pebple to its ranks. As a Congress
document of the ;arly 1950s put it, the ANCYL

consists mainly o7 - intellectuals who feel they

must watch over the pollcy of the ANC and no

attempt is made to organize sections of youny
African workers, scholars or peasants®, €
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Ccmsequantly, a situation prevailed where, as a Youth

League pubiication admitted s the ANCYL %has but scratched

‘the surface in its efforts to create a genuine Mass Youth

Movament In this countrf". The geographical base of the
Youth League was limited to those areas where the ANC had
very strnng aup:((ort. At its 1954 conference there ware
only deleygates trcm the Capa and Trunsvaal, with no

representation at all of Natal or the Orange Free State.®

‘Morsover, details of an ANCYL Provincial Conference in 1955

show that its -Transvaai_ ‘organizational structures were
basically confined to the Rand, with no branches in the

Pretoria or Vami'niginb areas or the rural aresas.>
i .

In ordsr to. try and {wercome this situation, the ANC
: 1eaﬁerahip hegan, frou t.he early 1950s, to d:lrect the ANCYL
toward changing ‘itself into a mere substantial
;organization{l' In 1953 Robert Resha, the ANCYL’s Transvaal)

leader, called for Youth Leaguers to establish Congress and
ANCYY, branches throughout the Transvaal.i? walter sisuiu,

. the ANG’s -Secretary General, subseguently called on the -

Youth to make 1954' a year of "Mass Youth Action against
Faacism“.n” Duma Nokwe, the ANCYL's Assistant National

Secretary, advanced a policy of creat:.ng a 'Mass Youth

League’ through the holding of "Mass Youth Conterences",l?

The ANCYL’s 1954 conference resolved to strengthen its

activity and organization so as to fulfil 1its “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., 14

Some gquite vigorgus att}émpts-%awere_ n&de by Yout_h League

mm to implement these pu&icies in the period 1954- |
1955. They enpbarked on a drive to convene nass meetings of
ym:th at some of which new ANCYL branches were formed.lS
: By 1955, the 'rramsvaal ANCYL were sble to cla:l.m at least
six new branches on the Rand, and one in Klerksdorp.l% The
ANCYL showed a wnuch greater ‘involvement in practical
political campaigns 'than before, for example playing a
_,_._.proninent role 1:1 fesisting removals in ébyhiatwn/ﬂestern
Rativa Townships and in Germiston.17 In particular it was
logical that the Youth ‘Teague should play an important part
in the education boycott | campaign. A plan was drawn up by
a Youth mgua working group which spelled out their tasks,
 Students’ ctmmittees were fo be formed at all levels to
organize students, and special '6fganizatians for students
were to be revived or set up: ma;s neetings were to be held
and bulletins on Bantu educétion were to be distributed:
Youth Legguers were to make contact with parents an&
teachers. The Youth Ieague was to be involved in. the
establiehment of the broadly based Anti~Bantu FEducation
Committees which were to co-ordinate the boycott in each
area.’® 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

Alexandra ANCYL branches in the anti-Bantu Education

campaiem. 19

However these attampta to utgan'ize ycuth politically!fi on a

mags scale vere, genemlly, extremely unsuccessful. At the

aNc confarenca at ﬂm“‘ end of 1955, the year which had seen
thse uchnol bayaott at the height of its strength, the

Nat:l.cmal Executive t:omasnted that the ANCYY., had fajled to

heoone a pass novement af the youth, ana that it:s relation
with the ANC was far from satisfactofy 20 fhe Transvaal
¥Youth I.aague*s report far 1955 explaina that despite the
eutablishaent of some new hr&nches, some of the established
branches ha& b_agun -determxjat:.ng and had cqllapsed.
Although noé%%bran&has had recrhited members, nost h_gd alse
lost nénbars.z'l' By 1956 the ANCYL seems to have been at
extremely low ebb:zz_. Youth League leader T. IHakiwane"
comnented that the Youth Lé.ague's wsrk in the Transvaal was

"at a vitrual standstill".23 By 1956 the ANCYL were once

o :
again reconsidering the problem which had originally faced

them - the creation of a mass youth movement.2?

To some extent thesa= difficulties arcse from the
organizaticnal 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. &

1954 ARCYL publication urges readers %“have you enrolled
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your son/ daughter in the Youth League"?3 thus suggesting
abmething of an. inability to address young peopla directly.-‘
simi].arly, a 1956 edition of the same journai identz.fies 19

to-..36 year olds ag the target group for ANCYL

_ recruitment, 26 showing a l'adk of interest in recruiting

teenagers which was clearly incompﬁtibi_;e with the aim of a
"pass youth organizatich“ This emphasic is .pérticularly
strange when one remambe“s that the schoo.'i:‘ hoycott waa
directed at prin&ry schools ,2? “those who ained thexr_

recruitment effarts a.t peaple in the:.r twqmties must‘-_

clea:-ly have missed opportuni.tiea openad np by i:he boycott.

. ARy g

P '. . "‘ '..f" R {0

R R
b R N T

: ’ T -fg"\"’;:\.:ﬁ T - _'-'JF: : ’ :
- The ANCYL -was &‘?isq handigapped by a number of mnore

technical organizational\ ctﬁhsidératians. Its membors were

2

~ fregquently used by the MZC 'mother body' ‘as foot soldiers
in its campaigns and thus were forced to naglei:t huilding o

up the Youth Leagua.zg There was a lack of .'I.nfrastructura'
Ay

the ‘l;&nsvaal Youth League for example had not olie full

time official.?? 2 frequent .‘L_eader_:ship coumplaint was that -

the Youth League wag unable to organize cultural activities
to attract young sur_porters.:’o |

The work of the ANCYL, sesms to have kheen disrupted by the
long factional battle between the Congress leadership and
the Africanist grouping. This batt:~ centred on the
Pfransvaal whére the Orlande Youth League branch under
Potiake Ieballo was the Africanist’s stronghold. The'
oppositionists were particularly 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

sesms to have abs(irbed an enormous amount of the ANCYL

leadership’s energy.>

-_‘I'hna the prcb?f.ems experx,anced by the AKC&EL related to its
'.bim intarnul difficulties. But :l.‘l‘.‘- would be wunfair and

indccurate to identify these as the *‘-‘-"i‘.f.a:i.n c.ausa of ite
inahility to avoke a muss reSpnnaL» 'fxom urban bhlack }auth
duiring the 19505.. The fact is that thﬁ level of mass
politjicization of youth was negligibla. The cobntrast
hetwéSthe 19708 and 1980s with theiyr maasive ertzptmns of

both seini—spontanwus and organized stmient wvements could

“ ‘not ba aharper. The ANCYL Zaced a pot&ntial constituency'

#ho were f.ar less sasy to mobilize than that facmg student -
milit:_ants _ in t.he. post-1976 era. As an AFCYL journal put it
in 1955, "many of our. young people still balieve that they
are not interested in polltics" 32 pg similar "vei.n the
AN(:!;L‘s Sophiatown hranch executive warned in its 1956
report against tha danger of directing the League's efforts
at the ‘rnighty few pol:.tlcally serious youth" a3 '.I’he
Sophiatown Youth Leagners clearly }found that tha majority
of young paople had interésts quite distinct fram thedrs:
"We can strengthen ([the. branch] by caterz.ng for _*he
ordu_zary sporting and social youth., By having interests in
their activities. (sic} ‘'They in turn will have interest

and confidence in the C¥L movement®, 34
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What explains the contrasts betwean the political
volat:iity of urhan black youth over tha last decade and a
half, and the unenthusiastic reaponse of youth to the
political activists of the 1950s? I would argue that the
inadaquacy of gtate provision for the reproduction of the
working class in the 1950s - whether in education, hoﬁﬁing
or nnchanismz of social ragulatian, asﬁxtad in sitnatiun

"where urban youth was to a very significant axtent ﬂrawn.

into & 'lumpanizea' sub-culture.  The absence aJ an
eifactiva school. system, the lack of enployment pruspects,
and the relatively r_a_cem: formation of a permanently
urbanized.-ﬁrolatariat, all mnilitated tuward; a situation
where youth tended to seek indiv;dual, and often criminal,

rather than rallectiv& and. palitical gsolutions. Don

very cleazly the way in which the '1umpenlzutiq3' of nrbanﬁ

youth made it difficult for the AKC to orgunize them:
" put at this time there were more Tsotsis and
gaugsters than peopla at work. So there was thie
social problen. Sa the politician could not

« organize successfully because he was being
hamperad by the sgocial disorder. 35

As I wiil attempt to damnnstrate in cChapter 10, it was in
fact the aﬁvent of Bantu Eaucation“that was larqely
responsible for changing this youth cultura in the 1960s
and 1970§u_ However the township youth of the 1850= were
patchily reached by the school system, and where they 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 scme experience of an
under-rescurced and repressive education nystey. What this
fapid expansion of the education. system dic waﬂ to pravide
youth with a common set of political problems and a common
identity wlthin which they could react to thnse problems.
While Bantu Education auhﬁeated the youth to a far inferior
g.a@ncatinn than that provided by th§5missicn gchoolse, it
reached a far.grhatef{nnmber of students for {on average)
iongér periods of time. Iv thus created a far bigger
edncation system, with {E. far -harsher aﬁaracter than its
predecessor. The changing eau»atian system thus provided
the structure which would br:l.nq yauth together and give
them a common frame of rarerence against which they would
rebel. Such a unifying set of common institutional _

' experiences and grievances was absent in the 1850s.

While a somevhat anarchic Qpﬂrit_prevailed amongst the bulk
of urban youth, cn thauother hand amongst regular school-
goers of the 1950s, ;| .rental autherity appears to have been
much more intact than in more recent times. 1In its way
this too tended t‘q inhibit the emergence of self-organized
school student movements. The tendency of young people to
irpose their political will unilaiterally on their elders
becama a mamr political problem for o;.pos:.t;mml movements
in the 19-805.36 By contrast, the 1955 boycott was a purely
adult controlled action. The ANC 4id not appesl to the
school students to boycott the schools, but rather to tha
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parents to withdraw their children from the schools. 37

Posing the issue in this way was in the circumstances

appro;p‘_;iate:. there was no sign of autonomous school student

a,ct:ivity. It was only through parents %that most young

_z‘l::ebpla' could be drawn into the boycott. Nor is there any

evidence that students’ participatiosm in the boycott

undermined the power of the parents: there was no evidence '_

of clashes of opinion of any substantial s_cala 'bétwean

students and parents. It thus seems probable that between
‘the 19508 and the 1970s there was a shift in authority

relations within the family, which is as yat unexplained,
but which must be central to an understanding of post 1876

- student movenents. ' e ;7 L

The first limitation of the boycott’s possihilitiﬁa vae -

then, ‘the lack of szlf-organization and politiéal awareness
of youth. The sacond was.the material inability of the AEM
to grnvide a working counter-hegemonic institutional
alterﬁ‘étiée in the education field. The ANC c:learlf diad
eh#iaage that it was providing a différent vision of
educaﬁion, as part of a wider political 'clmllenge to the

regime, The emergence of ’People’s Education for Peopli’s

Power’ as a major slogan and strategy of popular political

movements in South Africa since late 193533 has tended to

'be perceived as an entirely new development. But in a

strictly historical sense People’s Education is not at all

252

B it e e —— . Jp—

T T T T




a new concept. During the 1955-1956 boycotts, leadership
elements of the ANC advanced the slogan of People's‘
Education in exactly the aanie -siense in which it has been
used in the recent pericd - ﬁobilization to transform
education as an intrinsic part. of a strategy for overall
1ib&fation. An ANC leadership document of 1955 defines
"Pavple’s Education" as "Democratic-Libaratory education...
It will be Democratic in controi, arganizatioh and
:purpasa.,‘ . .: It will be Liharatory' in object because its »ain
object will be to equip the péofie and the youth to fulfil
their historic, .ask of liberating themselves®.3% The impact
of the concept was however limited during the 1950s. There
was some attempt, during the decade, tc popularize the
slogan - Peter Ntithe, a Congress Youth League activist,
) for exanple, greeted a 1855 soph:.atm conference on Bantu
Education with the words "Long u.ve(s) the Peop.‘le's
Education®.4? But the slogan was not widely taken up, It
was not until the 1980s whqm there was a far more
gubstantial mass challenge to the education systaﬁ, ‘that
the ’People’s Education’ approach really came into its own,

and the term was widely used.

What did People’s Education achieve during the 1950s? It
did 'briefly sustain a remarkable level of organized
alternative schooling activity, although as we sha.l’i” see,
in national terms it was limited 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 known as Cultural Clubs

- the Bantu Education Act prevented them from presenting
| thengelves aé gchools or +teaching fermal ocourses.
'cuna.‘!l.dering the lack of available resources and fuiding,
the AEM did a reu,arkable job, sustaining networks of .c:lu;‘!:s:'
on the Rand and in the Eaatern Cape thrnug‘h the period of
| the hoycott. mc nembers, and also nmembers of the white:
Congress of Da.hecrats, pmvided co«-ardinamon and ' support :
for these projects. *'I'he best of tlm Cultural Clubs were
well _;run, one at Korsten in the Eastern cape, ‘#for example,
' prﬁvided ngames, physical exercises, heaith talks and'
singing™ as well as a feading scheme far the chzldren.

In New Brighton ‘an effective club was ruh for about

1,00¢ children which boasted a well trained choir.4? At
Veeplaats 900 éhildnﬁn' were in the cultural clubd? and at
Brakpan _808.443- | At Kleinskool é?ie club was so effective
thét even after a ye*&;:' 75% of the chil_dl;:an in the area were
atﬁghding its programme of "ga;,_n_es, bible' stud.iesffi

singing...n4°

The back-up providad. to clubs by the AEM wés verir
| competent, considering | its lack of financia! resources. A
timetable and guide_lihes for club leaders were .p::u::v:i.o:hssta..‘Hi
'rrainihg groups for the clib leaders wvere. 'heldﬁ once a
fnrtnight,47 and larger scale %training courses were also

run accasionally, especially durinq 1956.4%8 At these
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training courses talks were given by prominent figures like
Pasha, J. Radebe, Norman Levy, Helen Joseph and (on one
occasionj Eddie Roux,%? The AEM also suppliad clubs with
good'quality_educatinnal material, on ronéoed sheats,
covering gamés, stories, history, geography, maths and
English.®®  Most of the materxai aid not have a
apacificailf poritisal crientation, ana_was broad in its
scop&. Recommended reading included Paton's'ggz_mhg
ﬂ_jmmnm, an interest:.ng chaice conaiﬂerlng the
disf#vaur into which the book later fell in African
Naticnalist cizcles.51l Culturally the material drew on
diverse traditions: African folk tales and Western nursery
_ }hymesqfuatureﬁ in it.%2 The material for the most part was
directed to the passing on of real skills,‘ and to the
transnission of moral precepts of the type: “Wé nugé not
think of the present only, but we must alwvays prepare
 ourselves for the futurev. 33 Howavérfsame of the material
did address social and political issues. A well written
history lesson sought to make quite complex points such as
tha£ the 17th.century Dutch colonists thought in terms of a
Christian/heathen rather than a White}Biack distinction;
and that South Africa had been settled by Blacks before the
arrival of the Whites.%! ‘Ccultural 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.®® oOne draft programme for the Cultural Clubs

recommended, as well as a "talk by Anolican priest or any
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other demomination®, discussiong on the lives of radical
leaders like Johannes Nkosi, Bill Andrews, Dr. badoo, Moses
Y stane, Albert Luthuli, J.B. Marks and Mao Tse 'Tung;®® this
recommendation is mot really characteristic of the general
tone of AEM material however. The participating children
nevertheless seem to"’;}e identified clearly w_fith the aims
of the hmyc&tt* Huddleston records that Wlrsn Sophiatown
children passed the Bantu Education school tmay would give
Congress snlutes and yell "Verwoerd, Verwoerd" and that
those ai:tending the cultural clubs sang the scmg.

There ard only two ways for ggfrica. .. one way
leads teo Congress and one way Lo Verwoerd. 57

The AEZM’s activities were thus an axemp:,}zry z';se \af
extremely limited resourcas. With:m months of the cali 1Jor

'_a boycott t':hare_ was in existence a network of Cultural

Clubs and -training' facilities for leaders and a supply of

‘educational matériéls vhich could be used in the clubs.

Nevertheless, the achievement of the AEM should not be
exaggerated. As a whole it reached a very small proportion
of the school pepulation. We have detailed figuves for

" student attendance at the Cultural Clubs. As of mid-195S,

the numbars at Cultura.l Clubzs on the Rand were as follows'

Alaxandra Township 200
Benoni 327
Brakpan 800
Gerpiston 320
Jabavu 8%
Moroka 49
Ratalspruit 289
TOTAL: - 2,074 58
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Attendance in the Eastern Cape, az of the beginning of the
boycott, (or early 1956, according to the availability of
figureé) stood at: '_

Halmaison'nacation (1956) 141

Missionvale (1956) 50
New Brighton _ 1 000
Fairview . © (not given)

~ Despatch . 287

- Uitenhage 455
Veeplaats 900 -
Koraten - 600
¥leinskool 102
Walner - o 60
Rirkwood” - 296
TOTAL: . 3,891 99

Given that tﬁe boycott did not really take hold- outsid{ﬁ
these two regionss; it seems  that the total nﬁmbe_:r:
attending the Cultural Clubs was .of the oxder of &,000.
Whilé“this was a'cbnsiderabxe achievement, it ought to be

remembered that by 1955 there were over one million African

children in school.%0 while in the areas where the boycctt

was strongest the proportion of th se attenciing Cultm_fal

Ciibs was very large, in national terms they reached cnly

just under one school student in every one hundred and

.sixty—six. This clearly did not constitute an alternative

system of education.

N
Nor could the AEM overcome the problem of the lack of
political structures for youth. In June 1955 an attempt
was made to launch a youth organization known as the

Baputsela. It was modelled on the Scouts and Guides
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movement, bﬁt had a radical political content.®l However,

it seems to have rapidly faded away. Despite considerable

enthusiasm from the youth for participation in the Cultural
: 7 -
Clubs, the AEM Adid not solve the problam which had faced
the ANCYL - that of structuring a mass y,_'?[:mfﬂ_;x politics.
” L

Despite the great courage and imagination that the

activists o the 1955~1956 bbycott showed, the fact :;‘anaing

- that they suffered an absolute and crushing defeat. During‘

ey

the secqnd half of tha 19508 enroiliment in Bantu Eduaatima

schools rose from lsas than one millian to over a million

and a half »3 and the Bchooling system ‘wes erfectively_

restructured alang the lines envisaged by Verwoerd. So the

boy tt wasg unabla tc: ‘block the inplenentat:.on of Bantu
Eduecu%ion. It thus seens important to ask the quastion why

it pru\sad impossikle to sustain 2 People’s Education

initiative alongside Bantu Education. Obviously, states
repressim‘: and the kind of tactical and organizational
_v:.cissitudes te which any political novement is subject

played an important role in, undarmn:mg the boycatts. But

I will suggest that these were not the decisgive reasons for
the ultimate failure of the boycott. Rathlir, the attempt
to éraate "Peopie’s EBEducation’ did not succeed becau.se
there weré underlying ambiguities and diﬂficult:.es in
trying to provide a counter-—hegemanic education system
which were not sguarely faced. These difficulties, T will

argue, are endemic to attempts to provide an alternative
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education in the context of a state which is capable of

sustaining itself.

Repressicn by the state certainly confronted ‘l;ha boycott
novement. | In Ap;:'il 1955 Verwoerd exbelled from school
7,000 children who were taking part in the boycott in the
atfected regions; in duly he decreed that they. Were to be |
raadnittad the foilawing year only if their parents gave
undertakings about their behaviour, and if their cage had

' peen investigated by the School Committees,53 In the sang

\\,.

period, 116 teachers ware removed fron tl\eir posts.®¢

.There were ’constant’ ralds on Cuitur‘al clubs- by the

pqlice-ss this placed severe linitations on the type oq

aativitias whiah the clubs could offer, as an item 1ike a

blackboard could be used by police as evidence »f an
illegal school.®6 The stiie strove to disrupt AEM
activities. for example, in January 1956, 30 Eastern Cape
Cnl‘tural Club leaders were restricted from travelling to

J‘ohanneahurq for a training course at Alexandra. TIn view

of this the AEH deciaed to hold a course in Port Elizabeth .

at Easter, But the :I.mposit:.un of a ban on meetings forced
them to move it to Uitenhage. On the second day of the

course, the Special Branch and the location superintendent

‘arrived and took away organizers Helen Joseph and Rorman

Levy. Municipal police tried to take thy names of those at
the meeting, but the dalegates refused to co-opevate. The

SAP then arrived in force and rrdered the meeting to

digperse, which it did after singing tc show defiance. The
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next_ day the conference continued, in secret, in the
countryside.%” The police algy discouraged hall owners
from allowing the Culturai Clubs to use their facilities.S®
Where students mounted pi;:keta at échm:ls, these were
broken up by the poiice_.“g |
| )

However, the' boycotts lack of sustess cannot really be
accounted for by these realities, Police action -and

Verwoerd’ s threats did not drive the Dbulk of thostlt
(et

~ participating in the Cultural C.hibs back to schdol: the.

clubs sustained themselves well into 1956. Moreover, ﬁhe
repiaasion was ‘very limited comparéq; to the situation in
the 19708 and 1980s: th'e:é are no reports of the use of
fire-arms against schqpl stu&ants nc;f of arrests of

substantial nuwbers of thenm. Yet in the 1970s and 15B0s

boycotts have sustained themselves far 10!1931’-‘ than in the

eariier period. The boycott and the AEM c.l.& }rly did face a
geater 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 fac*ar
which may have had an impact on the anti-Bantu Educafioﬁ
campaign’s fate. The ANC certainly had difficulties in the
area of organization. At its 1954 conference, the NEC
complained about bad administration at the provincial

comnittee level, and the unwieldy size of branches, which
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could run to a thousand members;’° while at the 1955
conference the NEC pointed out that it was handicapped by
the local leadershipfs inability to efficiently forward

membarship fees and levies to the national organization.71

There were zlsoc some tactical problems in the way in which ..

the school boycott was organized. At the 1954 ANC
conferance, the issue was 7handed mrez:' to the womens’ and
youth sections of the nave.ngnt. 72 a devalopaemt suggesting
that it tﬁnded to be seen as a sectoral issue, of intareat
to women and youth cnlzgf o Kt the ANC'S 1955 confere.nce the
Nzc pointed out %his b. 5 I';r, notmg that Bantu Education
was &imated aqainat ”th;s entire 1z.bamtory struggle" and
" tht/? ‘the campaign ”shoul& ‘not be handlied in isolation frcm

other campaigns".73 The wrangle within the ANC as to when

and vhare the boycott should si_:ért also caused difficulties
for 1;31& campaign. - Acco:&ing to *the ANC*s Cape d;ganizei'-;
"I'.E. Ka Tghunungwé, it created a _cohfused situation” and

"danpe:;//é spirits throughoutz the country”. 74 ghese
-~ setbacks sadmf tu:x ‘have been linked to problams of local-
level argarization.. ~§hen the WEC met in March 1355 to

decide on whether to go ahead with the boycott, no local

reports were avallable to it.7% Ra Tshunungwa felt ‘oo,
that the leadership did not adequately communicate

conference decisions tc members.’®

But again, 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 which drew enormous

popular support during the 1950s. Whatever problems they
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experienced in a&:ganizing their initiatives do not seem to
have preventied' them from drawing a widespread following.
'mere is thus no reason to assume that orgam.zational'
mrficulties ﬂealt a fatal blow to the anti~Bantu Education
campuign. " - -

The fundauem:a" wea!meas -of the canpaign mu,. i would
argue, its laak of. clarit_{ en the issue of whef:.he:: or not
it was saeking to prwic:v & pernanent alﬁérnativa systea to

f‘\-:\_

Banty. ﬂucatmn, S 1 ANQ z_::alicy discussiuns and activity

‘three distinct’ Jw;tews of the role of the Cultural Clubs

énarge: thase three vimé were not in reality separated

out, but were oftan used in some combination. The AEK’s

activities wvere vgrious%ﬁt.._:__ﬁnrtz:"ﬁyed as:

* a protest against the Bantu Education Act, which would-
im of limited duration;

% a temporary provision of cultural.activities and child
care, but not an all-vound educatmn for . school
students, during the course of a boycott of indefinite
length; |

* an attempt to establish an -altas:na_tivé, popular

- aducatitan which would continue until the ca_ilapsa of the
Natz.onal:.st government; ' |

This lack of c:larity created in the m:mds of some  ANC

supporters the iiea that the movement gould permanently

provide educ:atioﬁ for their children « an impression which

led inevitably to disillusiomment.
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A popular mnvement can create its own educational
structurses en a wass scale in periods of mass mobilization.'
But in =a nmdarn induatria;izing country with millions of
‘schopl students, no novameht“ can sustain such a ‘popular:
aducatianal syatam outeids of state structures for 1ong. A
apular movement which does hot cantrol the state simply
cannoﬁ find the material resources to mupport the tens of ™
thousands of teachers, the rudihantary tducationailﬁ
equipment, and‘ghs'cqﬁpléx bureaucratic pianning which is
required for the naintenanae of any pe’rnanant ‘nass
education systeﬁ; ,__Popular” education wmovemenis are
tharefara likely .tc be undermined by their nate?ial
wnaknesses. But, they nra'aladiliﬁble to be debilitated by
“their own status as ?alternative’ institutions. If an
existin& sozial nrdar remains intact, the student is going
to be faced with‘fhe need to enter i labour markat. it
szidly becqnes clear to b@th _parent and child that the

gtndent who has he@n o a state school wlll have a form of

certification which will be accapted by employers, while a

student who has been through ‘an ’‘alternative’ education
system will not only lack certification, but will be:
nagatxvely affacted in terms of amp]oymant opportunities if
the empioyer knows of his or her backgraund. The result of
these factors is likely to be a steady drift of students
away from ‘People’s Education’ and towards state schooils.
Thuas » fPeople’s Education’ movement which tries to

wmaintain itself as a separate entity from the state system
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is ljable to wither away. More viable for such a movemant
iz a strategy of providing some limited alternative
act:ivitias For students ins:u.le. the state system, conbined
with 3, poj.itical striggle to change aspects of state

'educatinn policy and to transform school practises through
_ comunity and student activity at & 1o:;a1 level. In this

way, a long—tam strqule for a popular aducation programme
can be carried on. Isy autempt:.ng to black the state’s
educational agenda, and to impase a popular agenda on it
instead. The 19508 hoycotts did not face thesa iasues-
ggquarely.  Given the fact that there was no prospact of the
ANC coming to power, the idea Whlch was prevalent in the
boycott that a new aducational system could be’ huilt
cmtside that nf the state was totally unrealistic, and 1ed,

inevitably, t'.o the failm:e of the campaign and disillusion -

on the part of parents and students. This analysis will

now be substantiated thrnﬁgh an examination of the

 boycott’s attempt to build an educational alternative.

W

“vwhen the notidém of a campaign on the Bantu Education Act

“t‘ras_ firet floated by the ANC at its Decenber 1953

copference in Queenstown, no tactics were specified, but

‘the aim was identified aus the repeal of the act.7?7  onis

conception of the campaign as a short-term protest against
the Act seems to have been carried on by the ANCYL working
comnittee set up to plan the campaign., In iis view it
should attempt to be a “country-wide demonstration" and

should try to counter the effects of Bantu Education
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_"prim'arily by raising the political consciousness and

understmding of the Youth and Students®.”’® The action
should take tha form of "withdrawal of children from
schools for' a defined per:‘md“."g However, once the boycott

novesent dairalaﬁad some momentum it began to open itself up

to the idea that Congress could Qruvide children with a

peman&nt educational alterziative;' the way for such an

' underutanding of the mpaigri was prepared by t.he use of

such ambiguous terms as "alternative _admcgtional and

. cultural activities for African children®,8% in the

planning of the bé}fcott. . This amb.tguity was. quickly'
transfarmad by some elements of the BANC int\:ﬂo an

uﬂdirstﬁndinq of the Cultural . Clubs as a pernmanent

_:,_\J}.i:drnative' Lo Bantu . Education. "Once the people have

rejected Bantu Education® a Congr..s publication stated in
Novenber 19855, ¥they will £ind ..im alternative to Banf;u
Education and ﬁ_p 'thg entire slave educatic of this

country®.®} similarly a congress of Democrats document of

the" sﬁma_ year describes tha AEM programme as Ya direct .

zlternative to the schocl education."82 7This grew into a

- somewhat triumphalist view of what the cultural Clubs and

the boycott could achieve. At the 1955 conference of the

Transvaal ANCYL the campaign was prenatufely descriped by

the Provincial Executive as a "victory" and the Exscutive
went on to assert that "The uncompromising impleventation

df the decision to withdraw the children must ' lead to
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destruction [of Bantu Education]®.®3 Because of the

practical and legal difficulties of carrying out formal

schooling in the Cultural Clubs, the AEM evolved the idea

of a system of Home Education, in which the AEH wo‘_uld'

provide ﬁaterial which students coul_d' study under parental

| suparviuicn.“ Not only did such a schems have qr;ran :

' greater materiszl problems inherent in ite raalizaﬂ,ﬁiﬁ.on
(proviﬁinn of study kite, illitgracy_' 'amongat pgréhts qikc.)
but it was also interpfeta_ﬁ in a way which fed into siif,the
idea _bf ”an__ AEM 'a?.terhative”,' setting out to provide . "a
start in formal education®.85 The rampant ambiguity about

the future of the boycott is dam‘cmﬁl:rated' by a 1955 article

i:y an AEM .activiet. Having written %/How mich of an _

alternative do {cﬁltural Clubs] provide?’,. .frankly we must
'an\n}war: 7...not very much’®, she goﬁ# o:i' to assext,
_contradictorily, that "There will be Cultural Clubs as long
as there is Bantu Education®.8% In fact substantial

o _ .
"elements of the Congress leadership were clear from the

beginning about the’ limitations of what they could ‘provide

in the educatibvnal sphere ;:"' their problen was that the

creation of the Cultural ﬁlul-»fj-_’fiﬁenarated unrealistic
expectat:ibnsg Robert Resha had 'fitclé. the conference that
launched the hoycott[‘\bf the "practical impossibility of
providing alternate primary education?, and saw the
Cultural Clubs as strictly limited to cultural and

7

recreational activities.® in assessing the campaign at

the end of 1955, the ANC’s NEC reéognised the difficulties
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which had been crested by the ambiguity on the issue;
We must beware of creating the false impression
that by isolated local bkoycotts the Bantu
Education Act can be defeated...we must not
deceive ourselvez or the pecple into believing
that in the immediate future we can, with our
resources, substitute a national education
gystem. We have no state bindget behind us. 88

By late 1956, the NEC had followed through the logic of

this view by calling of'fl the indefinite boycott.sg o

In the course of the"zboyc.otig, the ANC came increasingly to
realize the mateﬁr:ial-s difficmlﬁies standing in the way of
'any_ altérﬁatiVe educ__:_atiqnal system. At the conference held
in late 1855, t.h_e H'Ec eriticized the' Tanduwe emphasis’ laid
on alternﬁtiva facilities; this, they concluded, had
strengthened the aréumant tha;: Bantu education wes hetter
than no  education (prééumahly because Iof the
disillusionment caused by the limitations of the service
- AEM could provide) 30 _Ae: Congress leader Z.K. Matthews
conrented in retrospect, “The boycott fa”iled principally
rﬁécause of the di"lfficultﬁr of organizing an alternative
programme for the children®.®l .By lat.e 1956, the Cultural
Clubs were in a state of collapse, chiefly because of a
ginple iauk of funding.?? A diccussion of the clubs
presented at the 1956 conference of the Transvaal ANC
identified lack of money to pay Cultural Club leaders as
the main problem which was undermining the clubs: wmany c¢lub
leaders had left because of the lack of an income, and the
remainder were expected to do so at the beginning of the

93

next year. But even before this collupse, the Cultural
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Clubs were placed in a position where they simply could not |
provide adequate resources for the numbers of .Jhildren
- attending. - For example, in Septe.mber 1956, the Brakpan
Cultural Club reported that with "about a;lght" leaders it

wasg endeavouring to cater .fo:r: 758 children, divided into 13
| separate groups, and all meeting in the open air.9% Even
given tha limited extent of the boycott, the AEM simply did

not have the materiaiﬂ resources to undertake the task it

was attempting.

The most imporcant reason for the defeat of the boycott was -
howe'ver. “the capaclity of the state to provide .mass
~ schooling. "We must cry .for cur children" said an ANC’
speaker in Moroka im June 19355, even as he urged parents to
participate in the bﬁycott.g_E’ Parents’ concern for the
future enplajrability of their children firét limited
| supj;:brt .for the borcott and then miderxpined it. Boycott
organizers vere never able to countel this problem
effectively. Only the state ‘schools could provide a route
to certification acceptable .i:o employers, and, giveh that
the existing social order would clearly not change in the
short term, the inexorable forces of the 'iabnur marker
pushed séhool students aﬁay from an alternative system.
From the first, the NEC found the response to the boycott
"not enthusiastic".?® As the NEC recognized in its

assessment of the campaign at the end of 1955, all it could
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offer a parent throﬁgh the campaign was an act of
vpolitical vonviction’.?7 pParents were generally unwilling
to make this sacrifice of their children’s futures except
in a few hiéhly politicizéd areag of the 'country, as even
gtrong proponents of the boycott like Father‘é_ Hud&laston
acknovwledged., 98 Even amongst pareni:s who :} could be
paz'suided te participate in the boycott there uas a steady
decline in support. The Veeplaats Cultﬁral ciuh, for

- example, started with 900 children in 1955, but this had

fallen to about 500 at the beginning of 1956.9°

'I'he restructuring of education ena.bled the schools to draw

_in vast numbers of new pupils: the schoals of Bantu

Education thus prnvided part of a ‘material snhstratum'
which could secure the acquiescence of the urhan wurk:l.ng'
class in the new soc.{al order which was tu prevail from the

early 19508 to the nid-:l.!i‘ios. This was, precisely,

acquiescence .,,_and not allegiance: but the absence of

widespread resistance in education from late 1956 to mid-

1976 suraljr cannot be satisfactorily accounted for in terms

purely of coerciqn or brain-washing. The Vefwoerdian

educational outlook failed to hegemcnize s:t.gm.ficant urban
social forces. But the materz.al reorganization of the
education system in the .peri'od did help to defuse potential
opposition.

The urban working class parent desperately needsd the

269

e A R o MNP .




L U

schools: not just for their role in education but also for
their reole in taking care of the child. As Z.K. Matthews
put it, in sxplaining the failure of the school boycott,
schools kept pupils “safe from accidents and jufren_ile
delinquency” while their parents were at work.1%0
Alternstive schools did not have the mteriﬁl c'apacityﬂ to
replace regular schools ;n this role. In addition, the
tremendous numerical expansion of schooling undimbtedly
generatad some supportive reactions from parents{"-_‘;hd - had
not previously been able to keep t:heir chiidren in .school.
while poli‘tically' censcious people am_l' most teachers
rejected Bantu Education, others, especially those who had

previously not had access to the school system, welcomed

it. ' A teacher who was working at the time comments:

Now most of the parents were illiterate, they
falt that now anyone can get educated...Those who
realized the set up reacted with more support to
the nissionary schoula. e 101
The same teacher found that parents often did not grasp the
reasons why teachers were resigning in protest against
Bantu Education. -'_I:Iée believed that the expansion of the
riurq_bérs of students made a favourable impression upon
commupities and that it was only those aware of education
issues who grasped the meaning of the new school systenm:
eeait appearad that the changes meant that you
could pursue any type of esducation you desired...
It iz only those who knew education, and what it
must consist of, who knew that it was a
destruction coming in. 102
other teachers comment in similar terms:
Tt was mainly activists who reacted. Black
. communities Just didn‘t know about [the]
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the attitude of those sections of black communities who

were prepared to live with the new system.

differences...[between mission and bantu educa-
tion]. 103

.«.the people d4id not understand the change from
nissionary education to Bantu education. They
did =not. My father for instance did not
understand that. People like Mr __y he knew
what was happening - they knew, they had been in
the field for a long tinme...the community in
gene.ral did not know what was happening. 104

A

' would say it was a small parcentaqe [who
resisted]. The majority sent their chiléren to
school. 105

Tha expamdad naterial provismn of sahooling underpinned

reaponse te the educational expansion of the late 19505 and
early 15608:
...I think they liked it - hecause the state bui//'it

attractive schools. That’s what I think - better
than the mlssion achools. They had in mind that
these are good for ug. 106

o

In a similar vein, anather teacher takes the view that:

{The- compmunity] were pleased because the

departuent. built more state schoolas and as a
result more children could be accommodated. 107

community viewed the expansion of the education Bystmu("
during the sarly yeafs of Bantu Education

-« With approval because indeed..,this i= iéne

positive side of Bantu Education, that mnore
pecply used to come, were able to get into
schoo]i 108

One interv:l_;ewee'a comments suggest that there was existing

black feel:_}.ng in favour of greater state intervesntion in
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teachar ; mow in his aeventias; says of hisf'wlpmunity*s'-

In one interview a teacher expressed the opinion that his
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education, (if not of the form it in fact took) on which
the Department of NWative Affairs could capitalize:

..+.the Blacke felt that the time had come now
when  the government should also take over the
- aducation of the Blacks. That was the major
change which the Africans advocated at the time.
i0e

The idaologi#al elements of Bantu Education were also able
to exert a’ certain appeal. The reniark"___gf a woman taacher
suggests how the Verwoerdian attempt £o mobilise ethnicity
in the new education policy et with a degree of success-
{The cowwunity] though'l: that it was a good thing, &

that the use of bantu language would make it
easier to cope. 116 :

_ In line with the arguments I have made  concerning the low
. level of pol.it;.cizatian of yopth, she.also found that

initial student reaction against Bantu Education was ‘not
widespread: | '

_rr.f

I think they didn’t know it then, that this Bantp
Educat:.on wag killing them. 111

'One tnncher interviewed felt that with the exwdus of

puli_tically conscim;s teachers from 1955, the ‘i;sach:.ng
profession itself became increasingly reconciled t‘.o the new ;
syéi’:em, especially with the influx of teachers trained
under the new aystém: _
¥est of the teachers are children of Bantu
Education. 80 I don’t know what you think about

your mother., Generally, the younger teacher
seeningly has no odds against the department. 112

LN

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 schools nationally jincreased
during the schools boycott by about 85,000.113 Even in the
ranks of the ANC {tselr ; menbers were iﬁspended in about 25
Cape bfanc:has for sending their children to schoai 114
Ultinately the guestion came down to this. the state could
provida expsnded capacity for education and child care,
albeit on a gross‘iy inegalztarian and racist basis; the |
" cultural c}.uhé cc;uld not compete ia_r:l.th it on this terrain. |
kY

By late 1956, the major campaign of resistance to Bantu
Education had come to an end. In part, this was the result
of reprerimion. In part, it w:as the result of the ANCs own
tactical and strategic uncertainty over the aims of the
cmpaign. But thare were more fundamental reasons, beyond
the control of the ANC, for its 1acﬁ of success. The
attractmns of an expanded school system, however. poorly
aquipped and racially structured, were sufficient to dray
huﬁdreds of thousands of new pupils into the system in a
very short space of tinme. a:!.t_ernative schools run by the
Cultural Clubs could not provide the wmaterial wherewithal
for the care of youth or the educational certification that
could get them employment. In a situation where the state
was not under immediate threat, these .factors ensured that
the vast majority of black parents would try to keep their

children inside the state education system.
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But at the zame time, popular demand for education wap part
of the pressure on the state to expand the school sj}stem.‘
And in the sxpansion of mchooling there were hidden dangers
for the regixe. The creatioﬁ of a mass education system
would, 1n. the long run, :‘:‘arg’é a new culturé of youth which
would in the 1970s show a receptiveness to politicization
which was absent in the youth of the 1_95&_5{_.
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' 'Tha ANC school boycott was not the only form of resistiance

to Bantu Education. Boycotts ©f school boards and
committees, teacher resistance in the Cape, and contimiing,
deepaning protést:- in the mission schools were other

wanifestations of popular resistance to the restructuring

‘of education. This chapter analyses these other forms of

educational resistance. Our forus here is on the strucjgle |

tfor hegemony in the educational sphere., It is suggestad

that the educational bureaucracy was -able to defeat or

contain these forms of ﬂppasition during the period between
the mid 1$50s and the early 1960s, when Bantu Education
policy was balng implemented. The school board ay#tam was
affactively astablished despite the attempts of .:.yopular
novements J to disrupt ."zthis. process. Victimization uf
ﬁeaahe: activists :l.np the Cdpe ground down their

organization. No eoﬁ_ier‘ent social movement of school

- student resistance emerded. To some extent the educational

authorities were aided _.'i'.n winning this victory by internal
problems of the oppositional movements; foxr instance
sectarian division amongst the Cape teachers was important

in undermining their or.;ganization.

These defeats appearsd té 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 capaciﬁy to draw
sectors of the oppressed into willing support of the new
educational ordar. began to emerge. There was 'grmring
participation in the ‘school boards and committees. But in
looking mafe 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 . m beat that it could achisve was what I ha;ve
characterized as acquiaaanée: an acceptance of existing
social arran'gements', but one fallinq well short of

alleigance to or identification with them.

The school boards and committees would cperate with a lack
of real authority which prevented them from building a
permanent and secure social basis. Teachers mi@_ht be
reduced to political passivity but were slienated from i:he
aduc:a{gfé;:;ii' system by the arbitrary behaviour of . the school
boards and the racism of education Qepartment 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,

The boycotts against school boards and committees attained
wide suppert during the period of their inception in thé.
mid 1950s. Yet within a few years 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 more
conﬂervative_ mewbers of local communities a degree of
control over teachers, whe had previously enjoyed an elite
status, as well as the tempting opportunities for
- corruption and patronage which participation in the system
opened up. The. at__tractions- of these factors were.
sufficient to draw large numbers of participants into the
 koards and comittees. However in the longer ternm, the
arbitrary -actions and corruption of the boaxds and
committees further alienated ted’hers from thé new
_eduaﬁﬁion system and became an obstacle to _I}pnsuring their
willing perticipation in it.

| The School Board system was imeaiat?lf challenged by the
pnli‘bical movements of the time, jfwhich saw it as an
intrinsic part of Bantu Education’s iﬂ&msition of a tof:ally
separate and inferior eﬁucatinia systeif;k. 2t the meeting of
the ANC’a National Executive Committee in Durban on 6 March
_ 19_55,‘_' a2 call was made for a boycott of the hoards and
committees.? The Unity Movement also opposed the board
system, and indeed, unlike the ANC, saw such a boycott as
the main strategy 2gainst the Bantu Education.? Although
nationally insignificant compared with the Aﬁc, the Unity
Movement was ixi a position to affect the struggle over this
igsve in .the ‘Cape, because of its control of the Cape
African Teachers Asscciation {CATA).

L]
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puring the two years following the introduction of the

board and committee structure, thare were numerous

instances of resistance to its establishment, J. Dugard,

then Regional Director of Bantu Education in the cCape,

writes that: - ?

| .«.Where the ANC was active only vary brave men
would agreez to be government nominees on the
boards and it was quite impossible to organize

meetings  to choose represerlatives of
parents. 3

iIn tha Eastern Cape and Transkei thare yas flerce
opposition to the boards and committees. ﬁ Grahamstmm
naatl_:ing to elect a committee was brokan up by ANC menbers
froﬁ East- London.? In Tsomo and Mt. Ayliff districts
about 25 out c:f 30 school committees were subject to
successful :‘_hoycott.s.s The magistrate at Peddie admitted,
in '-.Septenbar 1956, that he had experienced so much
difticulty with school committee elections khecause of iocaij
op_pdsition to the committees that he had been rsduced to
noninatiﬁg them,“ In Elliot district in 1855 the boycott
was so successful that the authorities were unable to find
'a single local dignitary to sit on the school committees
and the School Inspector, FEducation Department Regional
organizer, and Predikant (all white) had to constitute
themselves into a school board.’ At Tsolo the local peoﬁlle
voted to refuse to hire out their school buildings to the
Natjive affairs Department (NAD}, and alsoc voted to boycott
the school boards and committees.® A spokesman at a public

meeting c¢alled by the Native Commissioner and the Circuit
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Inspector at Whittlesea, Queenstown district, in early 1956
told the cfficials:

We are a progvessive community and don‘t want
Bantu Education. He want the same education
that’s given the Whites, and possibly something
better if the brains of the Whites are aa\-;;,-
dagenerated tha;t they c:an't progresg, 9

A major neetinq at Bunbana in the mtata distrzct on 10

| February 1956, broke up without discussing Bantu Educatian
- after .:,.“'-‘t-l_;g authea_f;tzcity of the chiefs present had been

challenged, and officials of the Native Atfairs Department
(NAD) brusguely treated.l?

The canpaign against school boards and ‘committees -also

-achieved some success in the IWestern Cape. ‘Cape 'I'own

provad a particularly d:.ff.z,cult nut for nff:.cnla to crack’

initial attempts to get purents at Langa township to elect -

£

committeas :ailad.n on 31 August 1955, = fu:_:ther attempt

was wmade, _with alection meetings being held at five

achdbls. However only one of these wmeetings agreed to
organié:e elections, and in that case , {Lhe vote v}és taken as
a rather suspect secret ballot conducted by the Sub-

Inspector.l? at the Methodist School, an avlience of a

hundred shouted down the Native Commissioner, 5.J. Parscns,

when lhe trivd to gpeak, 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.l
Langa High School parents verbally attacked Rev. Mbizela
who éupported the idea of the committees, urging that
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"those who accepted the Act be treated the way witches were
treated in the olden days."}* By September 1955 only six
out of 19 "Bantu" schools in the Peninsula had elected
cumm.ttees.15 Renewed NAD initiatives tu organize
elections in aarly 1956 were No mMOFe successful. At Langa
High School the Rev. Lediga, the chairman of a meeting to
set Iup a school committee, had to run home to escape from
an’, ungry crowd., 16_' At Langa Methodist School those. rafused
admiasion to an election meeting forced their way in - "t,he' )
women led the men in", and after the parents had refused to
allow the chairman to clése the meeting, he left via the
window. 17  7he sSchool Board members fatled to show up for
the meeting they hacl convened at st. Cyprians, and "the
people reaffirmed their stand against any form of asszst:.ng
in thib ‘mental enslavement ot their c-.h::.:l.d:.-en.."':“'a : The
Secretary of the School Board in athlone, Ngo, arrived
under police ascort for an electian maeting. Finding that
the mesating refused to make nominations for the sér:hool
comnittee, he was reduced to making the zwminatlions -

i
himself, with tha C.I.D. as seconders.l? There was

‘resistance in some‘places in the Western Cape outside %Cape
Town as. &e]:.l; parents at Langabuya High School in Fearl
voted at a meeting in May 31955 not to elect a sdhool
comnittee after a speaker suggested that *...it would be

better if Dr. Eiselen ceme to explain things himuelf 201

lhe school boards and cmnmittees thus met a great dea} of

opposition at their inceptinn, which to some extent stanped
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_them, in the popular imagination, as organs of an
oppressive system. This was clearly a major thrzsat to the
a-c:hievément of government’s aims in implemeni:ing the board
and committee structure. But Just as there wei'e sectors of
the domina"'ed groups who resolutely reJPcted this
structure, the;;;'a wera also those who socught to enter it.
Those who were partj.cipating in the ’Bantu Authority’
sfysté;u in the homelands, urban elites who hoped for
dvancd{aiﬁnt through the adviaory 'mud system, and ls':;ss
educated people who resented the relative social prest ge&
of teachers ' were prime candzdate§ for such incorpora‘l-:.on, -
Fnrt:hemare, there were those opposed to the existlng
~ grder, hut who did not see the hoards and comnittees as
: )JMorth opposing. All pf this is reflected in the -E{act thgt )
ﬂpite strong npposition, the state did wanage to put the_,;__.
stten it place. By 1556, in the country as a whole, thexa
were 300 at:hool boards and 4,000 committees in exmtenae ﬂil' H
Educaf im officials found t.hat in t.he m:ral areas lt was
not diffa.c:ult \:‘.n most areas, to find “men and women of
some stgnding in the community" to serve on the boards.22
In urban areas build;.ng support for the hnards and
committees was more difficult foe thn NAD - the boards
often consisted of clergy ant ex-teachexrs whn lacked much
popular support.23 But some promineni: figﬁres, suzh as Dr
W. Nkomo and Paul Mosgaka, could he .found advocating the
idea of joining school boards in order ‘teo fight Bantu
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Education from within.24 1t seems too , that not all ANc
members adhered to their organization’s line of a total
boycott of the committees. At an ANC public meeting at
Dube in June 1555 a speaker advocating a school boycott
argued against a _wcott of the boards. He argued that
those who emphasized the boycott of the boards:

forget that in S8chool . Bpards ' there are

elenents [who are present] only because they are
getting their braud. 25

It sems that in lmw Brighton in Port Elizabat:h. somé ANC
members particzpated in the election of a school
commiti ee.?® These wvents should be seen in the czontext ot
the fat:t that it was only in the 19505 that the ANC noved .
away f:mm judging participatmn in state atructurea on

tact:.cal‘ grounds.

Rhat ae?pacf's of papulax Gonsciousnaﬁs enabled the haards
!

 and committees to attain a degree of support? Interv: ews

- with teachers suggest that the way in _whidh the board and

' committee syétem gave ordinary members of the community a

degree of contrel over the formerl} prestigious té_iac:hing

: profession mobilized feelings of envy in order to b:ild a

:'j support for the system:

{Board and Committee memhersj could sy what they
liked to teachers, they could threaten teachers
with disnissal, They were usually ordinarv.
workers, and they wanted to show teachers they-
were the bosses. 27

»»+[boards and committees seemed] popular with

the community because they were regarded as
oversesvs who would discipline teachers. 28
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