They were looked upon as very important bodies,
which could sway the sword any way they liked
against a teacher. A teacher had very little to
say to any parent who came with a complaint.
They wouid say "I will go and tell the school
board."™ 23

: [The community] thought they were qreat:, hut the
' teachers couldn’t nay a thing. 30

v« s the illiterate. . .looked high on ft:he boards
¢ and comitteas} without seaing whethar they are

hnn?ther pa.rt of the attraction of part'lcipation in the
boprd and cnmmittee system was undoubtedly ‘the
polhsibilitias for bribery, carruption anJi patranage whic
it of fered: '

1 . :r-: ta,c‘t it invitea much corruptaon. Because for
l; ¢ romotion we knew the person {(sic) to rely on was © -
LY gchool board, =so great br:i.bas_ were being
’1 tarovided. 32 .
!r . The teéachdr haa to crawl for the school

- board...¥You had to buy them liguor o keep your
’*l\ " post. 33 . l\ =

)
Tha education authorities were thus. able to exploit both
aoqf}i_‘.al cleavages and pa};ronagé paasibiuties in order to
attﬁ_act participants into the new mechaniems of educational -
aﬂﬁiﬁistr'htion.. The reality of the rapid growth of the
boards and committees should warn us against a simple
conception of the rise of Bantu Education im which *the
people? rejected the system, while only a handful of
"traitors" participate in it. There was broad based
oppesition to the systewm, but there were alssc. hsignificat.nt
- constituencies, who, for varying motives, were willing to

enter it.
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But the boarde did act in a way which rapidly justified the
forewarnings of their opponents. In general the boards
operated in a wanner which intensified teachers’ hostility
towvard the a.duc&tional gysten, rather than incorporating
then. In addition they created new grievances 1n the
comnuhity._ The koards were placad in a poesition where they
were ruspahsiblg_for carryimq;out the parsimonious state
educational zpaﬁding_policies of Dr Verwoerd. In_many
matiers the '_apparent discretion given to ‘the boards was
qﬁiakly shown to ba illusory. For example, the boards were
"allowed" to discontinua BChdlol feadmg schemes if they
wished. The money thus sav‘hd could than be sBpent on-
*aménitias‘ But 'amenitias ‘1' were taken to include the

hiring of mox:a teachera. '!‘i:te demise of feeding schemes
was fhus asazured, The bdards alsc sot ahbout the;
supervision of the raising of monqy by the comnittees far;
the construction of nrw—schoolﬁ.aﬁ Considerable resentment '
wag caused by the plighL of areas which had been leviedf'
heavily by a school c:ammn.ti:_g.a put did not benefit

.prnportionately from new school ﬁuildings.36

'J.‘ha boards alﬁo became the instruments of the statefs purge
of politically disai&ant teachers from the prafassinn
during uthe late 1950s8.37 In a2 series of cases it seenms
that school boards made spurious charges against teachers
as a way of wimultaneously d:.aareda.tmg and getting rid of
them. A teacher at Langa Methodist School, for example,
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.was dismissed in 1956 for alleged sexual misconduct with a
pupil. The student’s father wrote to the school board
gaying that there was nc truth in the charge. The teacher
wag then summened to a meeting with the Secretary of the
school board, who demanded that he sign a statemént
admittihg his guilt. A scuffle broke out, and the teacher
‘was charged wiﬁh 5seau1ting the school boﬁrd chairman., But
when the case was héard, the Magismtrate threw it ouﬁf and
advised the teacher to appeal against his d;sﬁiséal.aa
Similarly, the Unity Hbvemenﬁ activist W.K. Ntshoga was
sacked by the Hﬁfoka—sabavu School Board fox suéuosed
neglect of duties. When he applieﬁ to. ancubhr - Houl; he
obtained a tempnrary apunintmant, bﬂt was then thrnau down
by the sichool board on grounds of his pall“;cal aetlvxty,
after they had been visited bgr the Specinl Bx anah. A
subseguenht attcmpt to obtain a post for E?aﬁnna'was |
frustrat@& when the Native Affairs Department iqformad the
school haard that it would nnt provide a subsidy for any
post: hal# by Ntshona and the board duly excluded him from

consideration. 39

Some board members positively revelled in the_pawér that
they now eﬁjoyedi Rev. Ledigs, the Chairman of the Langa
School Baa:ﬁ; infurmeé a meeting in 1958 that "...from now
on he would see to it that the Board put its foot Gown and
dealt more séverely with the teachers®. He went on to
inform the gathering that "...there has never been such a

learned government as we have in the present".2® Much of
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the animosity between teachers and school boards was
fuelled by the way in which teachers, a formerly
'preétigious social group, were placed under the control of
badies often consikting of pergsons less educated,_._ than

41 qnere was an anti-democratic as well as a

themselves.
democratic component in the abjg;ctions raised by teachers
to the hew structures. At the 1957 conference of the
conservative Cape Lf:;ic'an Teachers Union (CATU), a
.x'-asolution was passed that members of scheoul committees ’
~ ought i'.o_ have "completed -*ﬁrimar;‘;; education, and members of
school boards some post-primary education.*? In recalling
"theix-‘ sxperisnce of working under the schocl boards and
coumittees, tsachers commonly express a high @sgree of
r‘paunﬂént at being under fhe conti:al of people less
educated than themselves: |

. .£h¢ alecVed grouy by the community were a

rough lot: &ome were workers, some were not

working. 43 % e .

~aeX don’i likéa the whala. thing. Now I'm sorry

to say that we gek some of the members of school

boards who are illiterates. IX’'m sorry to say.

Now you know some of them are taking advantage -
thay r.‘ion' T know tha d:l.ffmulty the teacher has.

+»+«The teachers did no%- like the school boards...
I have studied so hard to be in my profession
then an ordipary peraon comes to interview mne.
45 _

The common member of the committee was just
anybody else - any labourer, éeven ash carriers
could be comnittee menmbers.

» -1t was not wvery sound. Generally, you could
‘not take an uneducated. man to control
educationists, 46 ¥
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esoTt was a painfnl set up - anybody could {be on
the boards and committees] and qualifications did
not count...Some were driverszs and their
gualifications did not count... 47

. BCHool boards and school committees were not
very. popular with the teachers, because most
teachers felt that nmost members of the schoeol
bosrds were illiterate and therefors that they
oould nake decisions which would not satisfy the
texcners, nspecially where their work was
concerned. 46

Those were old paopla with old ideas. Sane of
them were chosan because of status. In our

school boards you find that there’s a member who
hasn’t gone ¢« . achool put he is My So-and-s50...
49 _ N

The content of much teacher criticism of the school board
systaﬁ was based on a .;strong degree of inegalitarianiém.
But it was deseply felt. The consequence was that teachers,
the .crucial component :Im any attem;:t at a né.w hegemonic
q}'cler in aducatiag, deva.toped a atrang, i.f quiescent, sense
of griavance against the administration of Bantu Education.
_".Ehe process of creating some new sectors of support for the
state's' ég,ucatinnal- puliéy simultanecusly alienat;d the
teachers who were clearly a key component of any attempt to

o

build a new educational hegemony.

The (Self) Destruction of the CATA
As the sole remaining bastion of African teacher militancy

during the 1late 1950s, the Cape African Teachers

Association (CATA) did undertake continuing activity
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againa‘}: government policy, despite being subjected to
strong frepressian by the state. CATA continued its work in
the rurdl Eastern Cape and Transkei, and was active to some
extent "in the Western Cape as well. The Association
particularly fobusad its energies on the boycott of school
committess and hoarﬂs.defending sacked teacherg,. and
combatting the influence of the conservative Cape Sfxican
Teacher’s Union (CATU). The final collapse of the CATA
was, howﬁver , largely self-inflicted. The Unity Movement’s
. sectarian hostiiity to the ANC ensured that CATA. members
did not fnartiaipa_ta in or support the Eastern Cape’s most
jimportant resistance to Bantu Education, the ANC’s school
boycatts.' The 1ogic. of a divisive sgectarian outlook
eventually, led in 1958 to a split in the Unity Movement
itself, which brought about the demise of CATA.

BY t.he end of the 19508 the state ‘appeared to have
completely subdued African teachers. The militant
Transvaal ?nd Cupe teachers’ organizations were no more.
Yet the Department of Bantu Education, established in its
aun i:ight in 1958; could not capitalize on this victory.
It proved unable to draw teachers fully into the new
hegemonic order that Verwoerd aimed to create. The ham-
handed authoyitarianism of the school boards and the crass
:E-ac.ism of most education officials proved insuperable

obstacles to winning teachar sallegiance to the new system.
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For CATA members the implementation of Bantu Education
represented both an assault on their organization, as the
state attempted to purgé them from the education systenm,
and an opportunity tc expand their political influence, as
their campaign for a boycott of school poards and
coﬁmittees’develbpﬁd a-considerahie popular rescnance. The

repression to which CATA was subjected was substantial.

 Hany_taachers experienced redundancy during the early

stages br the inplemehtatiah of Bantu Edﬁh@tion, ag a

| result of the strict application of staffing quotas; by

1958 these reaulteﬁ in 157 dismissals in the Cape alona.>0:
A number of the sackings made on these grounds were imposed
.far clearly political reasons. Between the hegiﬁning of
1955 and‘. niiy’ 195;;',, 29 ca?m menbers were dismissed from

P =
thair;pnstss?'including the President, N. Honono, Secretary

-z, Hzimba, Magazine Editor L; Sihaii, and Treasurer J. L.

Mkenpbe.52 The Transkei and other sections of the Eastern

¢ were most affected, with the axe falling, duiiﬁg 1955
and 19$6,.on teachers in the districts of Queeﬁstown,
Eliiot, Glen Grey, Tsomo, Umtata, Butterworth, Willowvale,
Nganakwe, Ngqeleﬁi, Qumbu and alsewhere.53 The purge alsc

spread to the urban areas, with CATA members being sacked

in Langa, and Port Elizabeth, both by their school

boards. >4

Other forms of restriction were also iﬁposed on the
organization. It waz forced to stop production of

"Teacher’s Vision" as a result of new regulations
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preventing teachers from puhlishing their political
views.3%® <This was a naj’u'z"blow as the magazine had
appeated regularly since i:he_early 19408, and had played a
naﬁnr role in spreading CATA’z ideas. Tha January-March
1955 edition was the last to be publishea®® (an attempt to
circunvent . ragulatians and rav:.ve the journal as m
mgmuiﬁinn lasted only a few editians} . Detectives
attended CATA meetings, raided the association’s officials
aﬁd tailed teaéhen:' ;Imtiv}.sts when they trave]_.lad.” Native
cémiéaionérs inpdied stringent controls on CATA neetings,
and would aﬂly grant pemiss.ian for the_n to take place if
full details, including the names of those attending, were
sup‘piied 58  the Rativa Affairs Depm:tmant prevented 'l:he
holding of the 1956 étA'rA conference in Port Elizabeth, by
denying it hall facil@t.ies, refusing members the necessary
. pass documentation, a:iﬁ eventually imposing a ban 'on public
‘mestings in the area.5? on oceasion, CATA members were
prosecuted for breakiriig reg&iations governing meetings by,
for example, continuing them after the time Jlaid down by
the NAD's repwesentat:.ve.so Inspectors took draconian
actions to instil discipline amongst teachers: at HNgabara
in Willowvaie district, the inspector had all teachers who
had not been appointed by the new Schopl Boarvd transferred
within a fortnight, as a disciplinary measure. In
justification of his action, the inspector cited the
influence of CATA in two local schools and the hostility of
the teachers to the School Board,®%?
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However, the hardships exparienced by CATA members did not
prevent them from launching into a new round of wygitation
on aducational issues. ‘The state oftanéive aimed at
~getting schoal boards and committees set up, coupled with a
drive to establish Bantu Authorities, provided a new
terrain of action for CATA members. The state, in order to
publicise the ‘benefitg’ of Bantu Education, Bantn
Authorities, ond sbil rehabilitation, took %o organizing
. Fraguent public néetings in.thé rural arsas, which chiefs
"wafg usuaiif given the task of convanihg. _éﬁma militants
i’htart'enad. energetically in these meetings, in order to
spread their ideas and sabotage the NAD’s initiatives. For

egamplé, in_J&nuary 1955 Chief ﬁh;ser Matanzima called a
big public isating at Qamatéy drawing pecple frdm all over
the Transkel an& ciskai; to.hear a speech by the Chief
'Eﬁncatinn officer, F.J. Malan. No sooner had Halén
finished his speech and sat down than aunuﬁber of CATA and
AAC activists gpt up and began | asking embarrassing :;
questions, including ones about "the various taxes and
fines that formed part of the Bantu Authorities Act, the
control of Bantu .Sc:hoo]..a, the overriding poﬁars o:f_ the
Minister of Native Affais..." The neeting demandéd to
vote on the issues discussed, but Matanzinma, sensihg that
the mood was against him, closed the mneeting in a
humiliating defeat.52  CATA also used other methods of
popularising its views. 1In Willdwvale in late 1854, for

example, the local branch issued a series of Xhosa language
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leaflets calling for a boycott of the establishment of a

Tribal Authority and of the election of a school committee. N

Subsequent to this, the new chief was not recognized by the
iocal people, seven out of eight villages boycotted the
Bunga elections, and'whén an Inspector arrived in the area
to hold an election for the school committee, he was driven

~ away by the popul&caﬁ.?’

CATA also attempted to defend sacked ‘pepbers +” xﬁugh the
courts. Funds were raised for 2 t:est case on behalf of two

dismisged teachers, H&ngcn __and."the proginent CATA leader

i Sihﬁ;i.i; against their respaative school boards and the

Secretary ~or Native Affairc.4 At the legal level this
initiative achieved a certain. su_céess. After a protracted
hattle thraugh. the courts, in Septembax 1957 the Appeal
Court fonnd in favour of Sihali and Hangcu, holﬂing that
their dismigsal was invalid as they had’ heen hirkd under an

ordinance which gave them security of tenure and which had

never been repealed by any Hinisterial action.®® CATA

hailed the decision as a major vic'.ubry, 66 put this was
premature for teachurs hoping to be remstated under the
Sihali/Mangcu riling were simply re-dismissed under other

regulations which were not legally challéngeable.ﬂ

CATA’s campaign to defend the sacked teachers evoked a
degree of public sympathy. After the sacking of Honone and
others from Ngabara Secondary School a farewell function

was held at which a schou. student made a strongly Unity
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Movement influenced speech. %8 Students and parents were
reported to be hostile toward tea\whers ."'who took over the
jobs of those who had been victimized.$® At ILamplough

Secondary School, a teacher who kad come to replace 8ihali

and ancther CATA menbear found wri. ‘m on his hlackbbarf‘:

i J

WAre ybu C.A.T.IL. or C.A.T.U.? Are. you. hera or are you
thera? - plsase do not éraae."m '

I

CATA contimxad to assert itself, w:&th scme success, against
. the more coﬁservativa current of Cape teachers. Th'\* mid

18508 saw a gnnaidarnble struggle between CATU and CATA For

1aadership of hé Cape teachers, espec::.any if areas where
CATA was particularly strong, such as Temhuiand a:;] ‘the

- Cinkel. In genergl, CATU had the worst of this cant':ast.

'rhroughaut the. 1950% CA‘f*J’E organizational efforts uere
remarkabhly unsuccessfnl, parhaps as consegquence of 'l;yxing
to deiralop a fundaaantal;ilyl c:a'hsé:r{__'-“"-‘_"}ivé and aﬁoliﬁii_ﬁal
organization in a period of p:;::pular upsurge and

radicalizatiop.' Only in the North Western____._aistrictzs, whq;re

they organized about a "third of the teabhe.rs, “'were they

strang.n In 1954 CATU possessed only 45 iﬁaid—up membe;"rs
in Western Province.’2 By 1956, although CATU was cl&;unmg
to have defeated its r:n.val, thefe were complaints of
“falling membership...comparatively meagre finances and
apparént apathy. n73 In 1957, the CA'I*U Regional Organizer
in the North East Cape "painted a gloomy picture of his

region®, 74 while in Pondoland the Regmnal Organizer ‘spoke

300

Jf

\.



A

of "difficultiea" in trying to set up a regional

afqanization.?s :giwewhere in thé Eastern Cape teachers

‘were peported t¢  “indirferent" to the Union,’® and in

T

Tenmpuland it ﬁas repori‘;eﬁ that it was difficult to develop
suppnrt in Umtata, annduli or st. Harks.77 The subseguent.
year tha CATU Regional Organizer for Tembuland, B. Ma. Titus,

-rex;eo_rted that in Transkei it was difficult to "have any
dealings with the teachers®.”’® When Titus was able to

. convene a meeting of ten teachers at St. John'’s Practising

Schocl, he considered this "a very good responsev.’® By
the ‘late 1950s CATT was in a parlous state, with only 144
paid-up namlpers' in .1958.30 Such v;as its level of
disorgﬁfi’izatién that the- President, S, Burns-Ncamashe,

failed to turn up for the 1459 conference.8l 211 of this

testifies both to the lack of attractive power of CATU’s

ideology for t&achers, ‘and to the continued strength of
CATA’s inf 1uence; tlespite the  diff iculties which it was

experiencing.

CATUfs political diréétio:i “ remained fundamentaily
tiﬁchanged; it combined surprisingly sweeping attacks on
a.spect;s of the education system withk a highly conciliatory
and apolitical approach to the author[i-tias. At their 1957

conference, for exauple, criticism was directed at the

scope of the powérs of school boards and committees and the
lor. /level of education of many of their members; at the low

level of salaries and the lack of cost-of-liviug

‘allowances; at tha lack of industrial schouls for Africaris,
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- and at the civil services’ refusal to address African

teachers as Mr, Mrs or nﬁisa.a:a In the Pres'.idential
Address, the Bantu Education system’s emphasis on ‘race or
tribe’ and ¢ language’ was _'!.:a.ttacked.as Despite CATU! s
conservatism, its wembers m\uld not help reacting against
the burden of the new aducatii?n gystem. But they did so in
a way which aveided raising if}o;'oader political guestions.
Their faith continued to be piﬂned on sending delegations®4

to t.he goverraént as a means oE eftecting change. In the

contaxt of the political upsurgé. of the 19508 it was only a
minority of te,uchers who xesptanded pnsitively te this
cautious app:oach:,

£

Desp:.te repraasi cm then, CATA Wjas‘l\ able to maintain some

R

~ resistance to Bantu_  EBducation in th&_ wmid 1950s. Why then

did it fade away by ttha end of the de&ade'? A major part of
the explanai:ion for CATA’/s con{apse in the late 19508 must
be sought in its failure to relate constructively to the
mags campaigq against Bantu Education mohilized by the ANC
in the Eastekn Cape i“r_s 1955, In contrast to CATA’s
campa_igna against the new system, the ANC’s initiative was
based in the urban areas. By refusing to participate in or
to support it, CATA and the Unity Movement mnissed any
epportunif.y of linking up with mass urban struggles on

: educatiqn issues. This was the r(ult '.of the Unity

Movement’s hysterically sectarian attitude toward the ANC.

A flavour of this can be given by yuoting a *Torch" article
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on the Defiance cCampaign of 1852, in which the ANC is
characterited“as “the reactionafy, collaborationist wing of
the Africans...“as The Unity Movement offered no analysis
" of the ANC’s éocial composition or its political programme
in justification of such abuse. _The ANC was condemned
purely on';the; basis of the NEUM‘s view that by
 participating in.elecfions for Native Representatives,
ﬁ?visary' Boards; and other state&establishad structures
tﬁgy collaborated with the enemy;asz The Uhity Movenent’s
: oﬁhqsition to “the AHC'#' campaign on education was
strange as the ANC wers" us;ng the NEUM's hallowed tactic of
hhﬁ poyaott. hcwevar, the Uhlty ‘MovemeAt’s argument was
thaf the ANC was carrying out the wrong sort of baoycott.
In 1t$ view, it was pointless ror school students to
hoycott classas as this was detrimental to thexr own
intereshg, and .. exposed them to rﬁpcession while not
presenting a real challenga to the education system.87 1n
'the Unity MPvement's opinion, the main focus of opposition
to Bantu Ecucation should have been on boycotting the

boards and committees, 58

The policy of the Unity Movement toward the school boycott
was in some respects hypocriti ml. As we have seen, in
1982, they supported, along with members of the mrc" Youth
League, the,pupil boycott and the establishment of an
altarngtivg school'at Orlando, as part of the protest

against the dismissal of the TATA leaders.®? It is

303



Aifficult to aveid the impresszion that the Unity Movement’s
main objection to the 1955~1956 schools boycott was the
fact that the ANC was leading it. The consequence of the
Unity Movement’s abstention from the boycott campaign was
that CATA stood aside from the most important urban
struggle against Bantu Education in the Cape.

By 1958 the combined effects of state repression and its
own sectarianism had significantly undermined CATA’s
arganiza_tional capaci‘ty. - But the fatal blow to the
orga;xizaticm wag very much a s_élf-administered an_é.
Through the 1950s, certain tensions had manifested
the_.mselws in the Uni.ty Movenent. dn_e revolved around the
compogition of the NEUM’s affiliate, the Society of Young
" Africa (Sﬁfm £ 'whiche was strong -in the"._._Eastern Cape, The
| lerders of SOYA argued that, fdx tactia_al reasons, their
ot'gfanizatior; had to be limited ii: membership %o Africans
only. This *_l;.hé. Cape 'I'ov;ﬁ based, and largely Coloured,
1eﬁdership of the Unity !_‘Ios-?ginent saw as a breach of the

principle of 'ﬁbn-European Unity.?9  More importantif,

tension grew mﬁwaen the Cape Town leadership and the
Transkei and Eastern Cape supporters o6f the AAC over the
issue ©f what policy should be pursued in relation to land
reform. The Easterners, presumably because of their closer
contact with peasant agplirations for land ownership,
favoured the institution of the right to buy and sell land
a# the basis for land reform.?! While the demand of the
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Unity Movement’s ’Ten-Point Programme’ on land reform was
ambiguous, the central leadership seems to have interpreted
it as meaning a more radical form of redistribution. At
the‘ end of the AAC Conference at Pletermaritzburg on 16th
December 1958, the conflict came to a head. The conference
split into two factions and the Essterners attained a
majority for their position. The minority then broke_ away
from the 22C.%2 At the conference of SOYA which followed
immediately afterwards, a similar division took place, with

a majority reminmg loyal to Cape Town and iesuing a .

stotement accusinq the AAC of revising the Unity Movemerit’s
programme and "boostzng up...nationalism, egpecially
African Nationalism."'g?)_ The movement did not divide
.cleanl_y on a ragionél basis however, and extensive conflict

amongst affiliated organizations in the Eastern Cape took

. place. Fpr eaxample, the Lady Frere branch of SOYA

' auppori-ad Cape Tmm .’m tha SOYA spl:l.t,g“ and there was
strong opposition to the AAC leadership in Queenstown. 95
CATA simply collapsed in this ruund_of division -gnd
feuding. The inguest on CATA must return a’ verdict 'of

suicide by sectarianism.

But CATA did leave behind it a legacy of teacher activiem
which, I would suggest, played an important part in
prebaring the way for the peasant upheavals of 1958-1%961.,
Cartainly, officizldom ahd its allies saw the teachers as a
dangerous group in the rural Eastern Cape., At a public

meeting in Engcobo in November 1960, Headman Bungahe
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Mgudlwa "accused the ‘teacher bastards’ of being behind the
resigtance to the chiefs and the /Bantu Authorities’®,?6

The end of CATA brought major oppositional activity amongst
Afr;f;can teachers to an end for nearly two decades. This
might }Aava created circumstances very favourable to the
inr:orporation of teachers into the Bantu Educat:on systenm.
Kot cnly ‘did the department face a lack of structured
opposition, but it could alse offer significant inducements
- to greater teacher co-operation. The re-org anization of
the aduca;ﬁion :-syism meant that inspectorial posts were
opened up to blacke., The hepe of personal advancement
certainly attré'u}:ad some: for example, at a 1954 meeting of
‘the CATA branch at Mount Frere, a Mr Mahlati wélcomad ‘the
v Bantu Education Act, sﬁying .that it gave him the clzancé{ of
_qprpmdi:ion to the inspe::toxate.g? The widespread di.smisséﬁ.a
- ghsuing from the estahlishment of the new sysi:em acted ag a
negative sanction, - frightaning teachers into quiescence in
nrdcfr to keep their jobs, for fear of the dire consequences
which resulted from losing one’s job in a labour market
where few other posts of the same level of responsibility,
interest and status as teaching were open to Africans.
These consrt;aquences are suggested by an anecdote of Father
Huddlestoﬁ/’s; David, 2 teacher, resigned in ‘protest
against the Bantu Educa’éion Act. Ruddleston :found him a
job in the p#cking department of & big store. When,
sometime later, Huddleston asked him how he was faring, he
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replied:
It’s all right, Father, except for that Eurcpean
lady. Sowetimes, when I have to shift boxeg aor
bales and put them on the counter, I have to move
an account sheet or a weigh bill from one place
to another. Then she shouts at me ’Don’t touch
that paper. Paparwork is white work, it’s not
for natives.'"™ 98 )
For a teacher, loss of hie or her Jjob =meant rapid
proletarianization and a new intensity of racial

hurc_liliation.

¥et, an ve have seen in the case of CATU’s failure to grow
:.1- the 1950, the comhinata.on of promises and. threate from
th\ authorities did not generate a strong mcwement of o~
opgration witiz_ Bantu Education from ary section of
teadhers. A" mlitber of reasons can be addvced for this,
F‘irs\ly, the stramgth of the African na‘tionalist movement.
maant\ that thgre was considerable aac::.al pressure on
teache:\:‘a ndt to ac:l: in a way whmh could be construed as
mllabnrating with t:he autnoritms. We hava\ seen th:.s in
the case of school board elections. But élxe political
wovements of the tinme were not insensitive to the problema
facing taachers and could keep them i_r_: alliance through
flexibility as well as coercion. ' For example, one
interviewee claims that after aﬁténding a imeting ab;:_;ut
_ Bantu Educat%bn in Benoni loration, he was approached by
nlive.r"ramho , who lived nearky. Tambo, he says, c:éxinselled
him not to attend such meetings in future in view of the
- risk of dismissal.g_g. The prestige and the soclal pressure

of the nationalist novements was sufficient to keep the
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" teachers away from conservative movements. Secondly, Bantu

Education undermined teachers’ autonomy at work, and the

status based on that. When the link between education awi-

the churches was broken, teachers ceased to be employees ov
a réspedte& social institution, and became employees of a
resanted racist 'state.. They were exposed té the strains of
) .dm\'g.;le shift teaching, worsanin - gtudent~teacher ratios,
arbitrary aaakings and paor lalaries.
i

'Another important reason for the failure of 'the new
educatmnal system o w:l.n teacher support in the 19505 was
thgi: V_arwmd's hegemonic vision was implemented by its
agaﬁta. in a way whicﬁ prevent~d its objectives .from- i:einq

'atta,ined. The subjective rry 1 and the insensitivity of

educatiw officials conatmntly undermined their attempts to .

w.i;x teachers’ alleg_j__.ance. Varwuerd's formal ideology of
eguality within separate ethnic sphezes was constantly
weakened by its un.dat'lying nessage of the rectitude of
racial domination. | Eduf:atioﬁal officlals acted in general
on their commitment to white domination, rather than on
their formal commitment to promote some forh of separate
bhlack self-determination. The possibllities of
incorporation were yndermined by the staggering crudity of
the administrative and ideological practises of the central
educational authorities. The c¢hange from provincial to
cantral contrdl of the educational apparatus meant that the

liberal paternzi.zs +:i:ich had characterized much of the
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administration of education was replaced by brute racism
'and authoritarianism. Inapectors with a knowledge of local
conditions and African langua'ges were often r;eplaced by
people who lacked this knowledge.l9C administrators with
educati«mal experience were sometimes replaced by Nat_ive
Affairs Department officials who knew nothing of education
‘and were notoriously rude to their subordinates.1%l fthese
developments in part reflected official deteraination to
root out what were seen as liberal influences in African
education,' aspecially in the Cape where the govermment was
particularly susplciocus of the ideological proclivities of
educational administrators.192 pr vVerwoerd himself is said
to have commented to the Director of Bantu Education: "A
lot of your inspectors are just plain 1liberalsw.103
Official racism in black education really came into its own
however, when W.A. Maree became the first Minister of an
independent Department of Bantu Educatien in 1958,104
Maree was responsible for the issuing of a circular to
‘inspectors forbidding them to shake hands wi{'.h blacks.105
Maree also occupied himself with such weighty matters as
personally reprimanding Inspeétur Martin Potgieter for
drinking tea with the black teachers at Lovedale.106 mne
Ministerial npproach rapidly permeated to local level. At
Adams College the dishwasher was upbraided for washing the
cups of black and white staff in the game =ink.197 Fpor
black teachers used to the paternalism of the missiony:, and
the relative paternalism of the pre~1955 inspectorate, such

experiences were shocking. The aggressive gut rasism of
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thoge charged with implementing Bantu Education over-rode
the hegemonic imperatives of the system. Sgueezed between
' the bullying of school boards on the one hand, and the
abuse of racist administrators on the other, teachers fell
into 2a grumhling acceptance of the status guo. But that

did not amount to an allegiance to it.

Student Resistance

Initialily, there was no spantaneaus: stﬁdéht—led, reaction
+o Bantu Education. 33 has been seen in ﬁhe discussion oﬁ
the ANC’s schocl boycotts, those were esqéntially pareﬁtw
led movements. There was an absence of spéntaneous revolts
by urban youth. Btudent discontent Lh rural nmission
schools cantinued.along the same lines aﬂ in the post-war
period: occasionally there weare vialent cuthursts, but
these were generally over localized grievﬂnces and were not
part of a wider political movement. Ther¢_wara, of coursa,
important institutional chanqes in_tﬂe rural wmission
schools as the state moved in to take over from the
missionaries. By the early 19608 these changes, tugether
with the critical national political aitﬁation, brought the
mission~-founded boarding schools to.thé.hoil. Coinciding
with:the Sharpeville orisis, ahd the 1950 Emerdency, there
were five major incidents resulting in 360 suspensions.1®%®
But it was in 1961 that the militancy of the students in
these schools reached its apax. The zctions of that year

differed in important ways from those preceding them.
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Whereas the riots of 1960 had been around food or
discipline 1ssu§s {(even if conveying hidden political’
messages) , #he incidents of 1961 were in many cases qnité
explicitly politicai protests against the proclaﬁation of
the Republic. Although the missionary-founded institutiocns
continued to predominate in these events therza were more
incidents'in urban sdhools. Traﬁsvaal schools seem to have
played a greater role .tﬁﬁn before.  This dgreater
geographical and institutional spread reflects a rising
politicization of youth. Trouble broke out in at least
three Transvaal and eight_Eastérn Cape or Tranakei schools
and one Natal teachers’ college.l?® The level of conflict
_then Aropped somewhat in 1952; the SAIHR, wﬁich kept the
only consistent records of these evénts, recorded trauhlé
at only three institutions;'® a decline apparentiy
réflacting thénsetback which African Nﬁtianalism had
received as a réﬁult of the repression of the early 1960s.
But in 1963 there was once again a signifiéant student
upsurge centred in the wission foundations with conflicts
taking place at savén schonls and.collages,lll resulting in
at least 471 1=;xpul:éi.t:r:.s:.112 The circumstances bf”_ these
upheavals lend credibility to the SAIRR’s view that they
were in part students’ responses to the activities of

Umkhonto we Sizwe and Poqo.113

When the state began to take over the nission sector, and

to impose its own educational model, student action did not
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show a dramatic spontaneous response to this change. The
tradition of student contention continued, but the number
of incidents did not significanﬁly accelerate. Nor did
that tradition spread into the expanding new schools of the
Bantu Education system. If one excludes events related to
the ANC’s 1955 school boycotts, all the strikes and
‘boycotts which took place in this period occurred in
migsion fpunded institutions, and most of them in the
nission heartland of the Fastern Cape. I have fbuhd only
one santaﬁeou;\student action during 1955 - at Xedaleni in
Natal?l4 and, as this took th; form of a boycott of hymn
singing, and a demand for an end to cbmpulsorg.serviaes,
and culminated in students setting fire to the chapel,ll?
it can hardly be interpretéd’as a protest against the state

takeqver of mission_education!.

However, as the hoarding échools cane under thé control of
the HNative Affairs Department, conditions certainly
worsened in a way that generated new fficﬁions. There were
complaints that school authorities were now tending to call
in the police over trivial student offences; that African
teachers found their position increasingly conflict-ridden;
and that NAD officials had far more racist attitudes than
the missjonaries.l1® put the incidents which took place
followed established patterns. For example, at Blythswooa
in March 1957,_students Jaunched a one-day food boycott, to
which the headmaster'refused teo respond. Subseguently, the

boarding master called in the police to investigate the
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case of boys who had taken and eaten maize from the schooi
fields, and the culprits were given lashes by the police.
Thereupon, the boys staged a nass walkout.u7 The pattern
of the food riot also recurred at Lovedale in 1959 where
studentsz in the Junior Hostel petitioned against the
guality of their £o0d and having to do manual work. Four
were then axpellsd and ﬁwenty-six pipils left in protest.
When further demands from the students were ignored, a
boycott of scheol act:.vii.ies and church took placze. A
discipl;mary committee was hhls i convened' it ra*usad to
bend to the atudents' dem;hdﬁ. .fhu sﬁt bnts siuck to their
position: and a nass expulalon of stndents was carrled out,
supervisad by ‘the police.lia.z Other student actions took
the form of prot.ests against cléssrooﬁ and diaciﬁlinary
grievances.119 chpIaints by women students, at Shawbury
in 1957, about their hostel conditions led to the ‘expulsion
of the entirs female student body,;ZB*and there were
sinilar protests at Mfundisweni in the same year,1?1 a
boycott at Bo:.tsholm Hathodist Institution in 1958 was

resplved w:.thout: e::pulainns 122

In sonme ways it was the authorities rather than the
students who increased the tendency toc peliticize the
conflict in the institutions at this time through their
relentless searches for largely .imaginary finstigators’ and

subversion. At Xedaleni in 1955, the chief response of the

- mission authorities %o the riot was to blame it on %the
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raading of ’/subversive literature’n, 123 At Mfundisweni,
African teachers who had intervened to try arnd resolve the
1557 dispute were reported to tiie authorities for inciting
the studénts.12_4 - 8imilarly, following the 1957 Blythewood
incidents a department spokesman %old a parents’ meeting
that students were getting ‘poinoned’ by people in
positions of responsibility and tha&t ’fagitators’ were
influéncina_ parents in country _clistriéta;r 125 Now, whils 1t
is certainly Frue that th)ra' wés a nigh .".‘i__.evel of pbliticai
aqitatioih in ﬁhe Eastérn “c_ape region and .t.‘:;ha'"t this may have

increased student antipathy toward the ".huthorities, the

authorities certainiy misunderstood the situation by

adhering to a simple fagitator’ theory. Students had real
grievances to do with their conditions of life in the
schools at all levels - authority conflicts, racial

opprg_ssion, educational problems and material conditions.

"In conflicts within the ipstitutions, these factors

combined with African nationalist political sentiment;
agitators were not needed to spark éé explosive a mixture.

To take the 1959 Lovedale incifent, for example: students’

-ccmcérns ware certainly informed by a political awareness -

they demanded an end £ ethnic segregation of living
quarters, stamping this as rtribalism? - a4 terminology
which «dees suggest political awareness. But the unifyving

. grievances vhich focused their discontent were around food

and manual labour; issues which had not been discussed with
people outside the Institution. Students were thus amazed
when they were thon told by the Regional Inspector at a
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meeting that they had been "instigated by the same people
who were behind the Victoria Hospital nurses strike in
1958,126

The desire of the authorities to track déwn fsubversion’ iﬂ"
fact fregquently inflamed conflicts around the schools. In
1969 after pupils cf St John's, Umtata, made congress
salutes at Minister D¢ Wet Nel’s caf, and one was é;_cpelled,

8ix  teachers 'at:".";f;tha"- 'gchool were dismissed by the

_-departmeni:. 'fhis hwvy handed reaction prompted a joint
i __.teaahewstudant/paren-t protest -~ which succeeded in

biocking the department’s move.l27

‘The troubles ’n mission institutions during 1960 appeared
to have the samé form an.d. focii as before, bnfr;'wera
diffarentiated' hy their greater frequency. Heal i“tgﬁ’m "a'
_ dif_fid_ulties, for ex#mp’le, fooused on the bread ration aw‘i |
{an issue with' far more far-reaching implications) the
special seating given to white staff in the dining hali,128
An incident at Healdtown was a classic food riot. A
proteat against the guality of .breakfast led to the
expuléifah of a student leader. The students then embarked
‘on a boycott and set fire to the buildings. Police
intervened and eight students were arrested,}29 Anéther
food riot was the affair at Moroka Training Institution
where students attacked the house of the teacher who was

responsible for catering.l3®  Xilnerton’s upheaval,
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similarly, was a classic disciplinary riot. After friends

and relatives of students were refused admission to an

annual drama night, a class boycott, arson and an attack on

the Matron of the hostel followed.}31 at Tigerkloosy thas

old protests against manual work resurfaced when the

‘carpentry block was burnt down and the entire student hody

was arrested and held for nine days.l32 Amongst these
19608 actions only one hﬁd an overtly education-pazitical.
focus - one in which fifty students at ml'nzintot.:l. yalked

out over 'I:ne quality of the tuitiun 33

But the next year showed decisive changes in the pattern of

protest. Ths actxcms of 1961 were of three ty;lf* ¢ ~ and two.:

of these were new. FPor the firgt time there were achool

'___.riri;s and boycotts on issues of national politics,

mtfi'z.ng on opposition to the coming of the Republic.

%monaly, there were actions responding to unprovoked

'clamp-duwna by the authorities. ind “fijhally, there was

some continuation of the tradition of food and discipline
boycotts. The significance ¢~ the existence. of a
particular tradition or r_epertoiré of protest, in
particular educational institutions, is well illustrated by
the avents of 1961. In the mission founded achools of the
Eastern Cape, fdr example, there was an immense flafe-up at
the time of Republic, bit the schools in the regional urban .
centre, Port Elizabeth, were guiet.134 oThe Regional

Director of Bantu Education, J. Dugard, comments:
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Boarding schools caused many heartaches while the
far more numerous day schools went dquietly on
their way. 135

The capacity of the boarding schools to cause officialdom
! maa:ﬁ:m::he!s.‘r axisted precisely because their students could
turn their strong tyradition of internal protest in a
direction which addressed the intensified political
conflict at a national level; the urban students, without
such an autonomous protest tradi.tion, éauld not. A
‘generalized political eruption took place in the Eastern
Cape hoa_rdiﬁg schools. At St John’s College, Umtata,
studentﬁ held & neeting defying the government’s ban on
gatherings, which culminated in the hu;'iiaihg of a government
vehicle, the college library and furniture, 136 Altogether
204 students were arrested in the Transkei alone around
‘Republic Day incidents, and 106 were convicted of offences B
connected with illegal gatherings or public violence.137
Action also spread to the Transvaal, At Emparentia Bantu |
High School at Warmbaths on Republic bay, students fefused
to participate in the festivities which had been prepared
and held a mass meecing instead. DPolice were twice called
in to disperse them: a two day class boycott followed and

twenty-nine students were ?BXPEJ.].Ed-lss

It is not clear to what extent the new wave of student
action was organized., Unfertunately, much of the 1ittle
data which is available on this expresses the views of the

educational authorities who inclined to an excessively
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conspiratorial view of student action. A conference of the
gsenior officials of the Bantu Education Department in the
Eagtern Cape concluded that behind the disturbances lay ng
powerful and ruthless organization brought to bear on the
immature but politically conscious winds of young
scholars”, this.heing part of "a considered and prepared.
.”’uttac]d} on the CGovernment and White wupremacy. wl39 ‘They
believed that thare was a plan to oust "Europeans® from the
irstitutions in order to place blacks in charge and create
!’stroﬁg Bantu " political’ centres” which would becone
training grounds for "ag Ators and leaders of Bantu
natiapalism.“l4° ﬁﬂe'é iniéial suspicion that this was a
fantasia which 're_flected the paranoia of the t’ whité
inspectoraﬁe to a greater degree than any real knowledge of
the state of black political organization is confirmed when
one éxamines the inspectors’ view of the issues., The
Regional Director, J. Dugard, a humane and enlightened
bfficial, wag, to judge from his contribution toc the
debate, unaliare that the ANC and the Unity Movement were
separate organizations.}?l  Furthermore, although he was
convinced that there was a “cell” in each institution which
"dictated” to the atudent hndy, he admitted that it had
mysteriocusly proved impassible to find out who any of these

142 Howewer, some of the points which

“instigators“ were.
arose at the officials’ conference do help to explain what
underlay the politicization of the schools. The inspectors

virtually admitted that their relations with both students
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and black teachers had totally broken down. The prefect
system had been ™"neutralised®. Prefects had either
participated In the disturbances or become ¥negative"”.
Those 'prefacts' regarded as "sell-outs® were subject to
physical violence. Discipiine was eroding as the sensitive
situation compelled the authorities to ignore breaches they
wbuld otheréise have punished. 143 .Elack hostel staff and
teachers who supported the aunthorities were being
ost ' wized. The majority ﬂf biack teachers cozld not he
éelied.Hon in a crisis, and some were suspected of
encouraging and -3up§artihg student aétinn 344 an.
understanding of why studenp”actinn was able to move onto
the political plane surely has to start w;th an
understandiag of how the mechanisms of social control had .
completely collapsed in the mission scho::ul; both as a
resalt of .the direction of outs:.ﬁe black public opinion
hqainst the education authotities and of the students’ own
chal;enga to the legitimacy of the instiﬁﬁtions'
disciplinary structure. There was, thus, space for uore
overt forms of political action te come to the fore. The
students who told the authorities at this time that
"Education is not everything"l*® expressed a new form of
political cbnsciousﬁesé which was based on a local defeat
of the legitimacy of the educaticn systen. It was to
~ become generalized in the 1970s when there was a more

thorough cellapse of that legitimacy.
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Heavy-handed interventions by the authorities also helped
to escalate the level of conflict. At Healdtown, a few
days before Republic Day, police staged a raid looking for
'weapons’ . The trunks belonging to 200 students who
refused to'éo-operate with the_police were seized. A class
boycott followed and the College was placed under Police
guard. Fbllowing an attempt by pupils to burn down the
Principal’s nffice, the lnstltutlon was closed.l46
Measures agains’ those who participated in protests alzo
provoked trouble. 3t Lovedale in July 400 students
thcotted clasées in protest against the expulsion of 50
students fof participating in the May demonstrations. Aall
400 wére expalled. 14?7 At NGaleni 50 students walked out in
protest at being regquired to sign a good conduct
undertaking after returning from rnﬁ?ensian over the May
demonstration,. 148 Aﬁ Kilnerton iﬁ June a strike took place
in sympathy with ten expelled pupils and with Healdtown and

Lovedaie.149

Few of the incidents reported in 1961 had the charaéter of
simple food riots. The.fuod riot had, however, served as a
bridge across which students could charge on to the
political uffensive. Disturbances in schools continued in
1962 although at a reduced level,150 However, in the first
half of 1983 there ﬁas a renewed flare-up.151 A statement

by the Minister of Bantu Education also indicated a larger
number of incidents, but did not provide adequate details
of them.'®2 gpaculation that the incidents of this périod
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were linked to the activities of Umkhonto we Sizwe or
Pogol33 should not be taken too literally in an’
organizational sense. But at the szame time the battles in
the schools in 1963 did take on a bitterness and intensity
which suggests a deepened political - ‘gar. The mood of the
students could be summed up by a slogan which was written
up by students at Healdtown during the 1963 disturbances:
Why must we wear uniform? Are we convicts or

soldiers? We are the future leaders of South
Africa. 154

The last-ditch violence of the conflicts in society as a
whole was reflected in the. schools. At Wilberforce
(Evaton) in February 1963, two students were expelled on
allegations that | they had incited cthers not te pay fees.
Following this, the department sacked the Vice~Principal,
Jack Lekala, who they claimed was inciting the pupils and
was behind the campaign against fees, However, after his
dismissal Lekala returmed to the school and spoke to some
students, a student meeting ensued and the Principal was
stoned when he tried to intervene. ‘The police then arrived
and after being initially driven back by stones from the
students, .took contrel of the i:ampus with the aid of a
Saracen armoured car. Whein a boycatt broke out the next
day all the men students were expelled. After the Director
of Bantu Education had intervened and been denied a hearing
by the students, he had all the women students expelled as
well. 155 1n september 1962 students protesting expulsions
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at Kilnerton used knives and sticks to attack students who
were breaking their boycott and burnt a teacher’s car.136
Studants at Bulwer in :1.962,:'“57 and at Healdtown in 1963158
stoned members of staff. There was massive property
damage: in an incident at Mfundisweni in April 1963
students stoned the church, smashed the mission lighting
piant. and burnt down a dairy: 92 of them were convicted in
the magistrate’s court.15%

What is ix;i:ereating, however, is that, uniike the riots of
' 1961, none .of the riots of 1962-1963  was launched on an
overtly pelitical issue, Every cne claimed to be either
abaui a disciplinary issue, such as expuisions, or took the
form of é traﬁitional .food riet. Por example, after the
violent “boycott and ?onfrontatian at Healdtown in 1963, the
students ' claimed 'I:gat their grievances were insufficient
food and broken beds, although, as pointed out earlier, the
riot clearly had political ﬁn_dertones._:"-eo | As repression
incsreiasa& in the early 19608, and as it .became cizar the
existipg order éguld not immediately be overthrown, the
studénts becage more cautious at putting forward overtly
political claims. However, the underground activities of
the time did have an impact:" on the students not, as
contemporary officialdom Yelieved, in  a direct
organizational sense, but rather in that these activities
gave the students a sense of continuing struggle, and of
the possibility of change.
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student riot in the late 1950s and . ...y 19693 did manifest
a deep disdontent amongst school students at the state’s
aducational and social policies. In this sense, it
degerves to be included as part of tae resistance to Bantu
Education, especially because of the much mnore owvertly
political character it began to take on. But certain of

its features prevented it from being an effective form of

opposition.~ Firstly, it was deeply rooted in a mission

boarding school tradition of revolt against local

griévﬁncea. This provided a cultural context ‘fur revolt,

but also intensified the tendency“ for protests to be

localized and to be' a confused mixture of local s_mt‘:f..wider._

grievances. Secondly, as a result, __ the student revolts had

little impact in the urban areas.  Thirdly, no strong
' ' { _
school student organization emerged of the kind: which could

% |
make school students 3§ coherent soccial force.

%, R
| ; |
In the case of student. rebeli.ion, once again theré was a
dialectic of sucaésxfﬁi repression and future c:_onﬂ'ici:. By
the end of 31963, the authorities had stakilized the

i L !
_sit‘i:iation insid« the schools. But the tradition of student

revolt did not quite die out. And whereas, in the periaﬂ-

discussed in this chapter, it remained rooted in the rural

boarding schools, and _;'gthus had limited impact, in the 1970s

it would re-emerge, with much more devastating effect, in’

the new urban schooels ;;!Fleveloped by Bantu Educaticn.
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The chapter has shown that opposition to Bantu Education
had inherent weaknesses which undermined it and created
possibilities for government to win support for the new
system., The school board and committee system could offer
real incentives for participation: on the one hand the
control which parents could attain over teachers; on the
other opportunities to engage in the patronage politics of

bribery and _'coz"ruption; .~ Teachers were subdued not o;aiy. '
| becsause of their vulnérability to dismissal but becausa; ‘the
- labour market offered so few other opportum.ties to them.
The riote in rural boarding schools were inhere: ﬁ:ly funah].e
 to constitute a threat to the state .educatn.a!?/nf system
because they were not based on any coherenv?}}. student
strata&f, or organiz:ation, and isoclated ff{tn rural
educational centres. WNone of the movements t:najt challenged
| Bantu Education had the resources of power f/t:o klock the

operatmn of the system. g
i

) /

fllllf.

Yef the apparent victory of the Banin E;j(ucat:.nn carried
hidden dangers for the regime. Thf; arrogance and
corruption of the school boards, and tue high-handedness
and racism of officialdom would throtth{f-"}; any possibility of
teachers becmﬁing committed to the néw education order.
The tradition of student revolt would eventually re;i;iant
itself in the new urban schools that Bantu Education was

creating.
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The defeat of opposition to apartheid education policy, as

described in the last two chapters, was part of a
tightening of governmental controel over the entire sﬁciety.
This culminated in the early 1960s with the wholesale
repression ot popular oppositional movements. Together
with the booming economic conditions of the 1960s, this |
opened the way for a more thorough going implementation of
territorial ana\rthem in that decade. Bantu Education
policy was p‘z._.xuad with intensified vigouwr and dogmatism.
At first glance the educational developments of the 1960s
‘would hppear | to support a simple repruductianist .argument.
The _de'#elopment_ nf. Bantu Education accompanied _rapi&
.e;_xpansion of the caﬁitalist economy. ‘This might seem to
confirm that Bantu Education supplied an appropriate labour
force to emplbyers. “’I'h.e lack of public frictia;'x between
government and representatives of capitalist interests
might lead to the assumption they were in a symbiotic
relationship. The apparent passivity of black communities,
teachers, and students might encourage ons to suppose that
the #chcoling system was successfully disseminating
dominant ideology, and strengthening dominant elass
hegemony. This chapter will argue that, in fact, state
education policy was generating a set of social tensions

which make any such reproductionist view unviable. It wiil
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argure that the 1linking of education pelicy to the
implementation of territorial apartheid created deepening
differences of long term interest between bureaucracy and
business. It is argued, in addition, that the state
educational bureaucracy largely pursued its. own ideological
agenda and organizational interests, and that its actions_
ara ]&y no means reducible to defence of the interests of
capital. It is contended that educational policies were
creafing a deep hostility amongst communities, teachers and
students, which was effedta’.vely undermining any attempt to

build a dominant class hegemony.

| This chapter thus dev_*elcpé the positiorn, argued in the
firat chapter, that education systems need to »e understood
as a contested field of social relations, and th:e:t the forn
they take embodies the outcomes of social conflicts. The
stata’s  victory in -i-.he 'conflicts of the 1550s and early
1960s produced the stability of Bantu Education in the
i960s and 'aariy 1970s. But th: very features of the
educatinn syétem thus aestablished were to generate conflict

in the future.

This chapter will begin by outlining how, in the pefiad
between the early 1950s and the early 1970s, Bantu
Efiucatian seemed to reach the zenith of its success as an
i;‘istrument of domination., A cheap mass education system
ha;; been put into place, and organized mass opposition %o
it .'had been swept away. The educatiﬁn system was harnessed

Y
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to the implementation of apartheid policy. In pursuit of
the NMNationalist government’s aim of uprooting the urban
African working cléss, the devalopmen‘t of secondary,
technical and higher education for Africans in the urban
areas was strangled, so as to drive young people ito seek
their educational future in the Bantustans.  The
aducatio:ial development which did take place was centred in
the rural areas, in order to strengthen the 'I's_’é;aeland'
states and their leaders; Signs appeared thai: black
conmunities might reconcile themselves to the existing
edﬁcationﬁl digpensation. The majority of African teachers
were drawn into coneervative professional organizations,
which rejected political action and sought a co-oﬁefative
relationship with the Department of. Bantu Education (DBE).
The school board system seemed to flourish; with tens of
thousapds of people participating in the boards and
cammit'l:.eee_‘.' Urban students showed few signs of resistance
to the new educational ordexr. It appearéd that there was
no obstacle to the effective use by the state of the Bantu

Education as a building block of the Bantustan system.

However the chapter will gb on to show that the 'auccassés'
i?hi;.:h the DBE had- achiéved- were deeply ambigquous ghd
:anntradictory. By denying urban African éaenple effective
access to post-primary ._aducation, _bure&ucrats and NP
politicians were effectively ignoring the growing needs of

industry for skilled and clerical employees. While th;is
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conflict of interest remained largely hidden during the
19608, it would emerge forcefully at the end of the decade.
The financial and administrative structure which Verwoerd
had established for Bantu Education proved increasingly
unable to sustain even that 1level of educational
development which the DBE wanted to pursue; by the end of
the 1560s, the funding of black education was in a state of
collapse. The material restrictions on the quality of
urban education were creating a groundswell of urban
discontént, even if .this was barely visible. Nor were
teachers a5 efféctively' drawn into the Bantu Education
system as at first might have appeared to be the case. The
docility of the existing teachers’ orqanizatidghﬁgreﬁehted
them from aggresai;eiy pursuing their membars’ ﬁﬁtarests,
and few major improvements in teachers’ conditipns of
~service and pay were achieved. This led in the 16;9 tern
to aisillusion on the parf: of teachers with their
organizaticons, and the Department. Teacheis.wure further
w aiienatedwfram the DBE by its racist practices and heavy
handed administrative style. Nor d4id the school boards
effectively seﬁve td draw communities inte a new hegemonic
 order. The boards’ subordination to unpopular policies of!
the HBE;.their arbitrary actions and corruption; and their
utilization by chiefs in the Banﬁustans as instrumeﬁts of
personal §QWer, all geanerated corsiderable hostility from
communitiesﬁand from teachers. Finally, while the level of
student reﬂ';olt was low, the tradition of riot in rural

boarding sthools did continue., Parents, students and
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teachers may have unhappily acb.epted the education system
for lack of any alternative; but by and large they did not.
identify with it. Verwoerd’s education system did not,
even at the heilght of its strength, attain hegemohic

success.

In the early 1960&, political and economic conditions
changed in a way fwhich enablied the NP government ! :f.c
mplement Apartheid polic‘ss far mora vigorously. ‘This
resulted :m a se:l:.mus d:.arupt:.cn of the relat:.vely
accomodating and pr'agmatic relationship which had existed
between qavernnent eund industry in the 1950s. By 1962, the
state had accor;pfl.ished the defeat of the African
nationalist mmreman*i: Thus the major pslitical cbstacle to
a full-blooded at‘h&mpt to establish the Bantustans aszs a
~ ‘solution’ to tha questiun of political rights for black
South Africans had been removed. At the same tine, the
crgshmg of workejps' organisation and a vast inflow of
fo;eign investmenty provided the basis for the unequalled
bcmm in the Sauth'ﬁ ﬁfrican economy during the 1960s. This
boon ;hrwided the state with a rare freedom from econcmic
constraints iﬁ implementing its aims. Within the NP, the
Verwoerdian idao:}f;dgues were dominant: the supporters of the
rbaasskap’ poli'bics of the Strijdom era lacked a coherent
policy through which to address the problem of attempting

to institute a hegemcnic political order: and the rising
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forces of Afrikaner capital, while adversely affected by
soae elements of govermment policy, were too reliant on the

political patronage of the NP to step out of line.l

The later years of the Verwoerd leadership, and even more,
the early years of the Vorster government, ‘thus saw an
unprecedented attempt to restructure the whole social and
pelitical order of South African society. All Africans
were regarded as 'temporary sojourners’ in urban areas:
they would become ’‘homeland’ citizens, exercising political
rights solely in 'the Bantustans. In order for this to come
about ti:e government moved toward granting the ‘homelands’
éelf-govuhneﬁt.- At the same time, energetic moves weré
made to reverse the flow of population to the cities. From
the end of the 19508 the government tightened influx
control thrmigh a more rigid appiication of the pass laws,
and a. toughening of pelicy within ~the labour bureaun
'system.z The early yvears of Vorsiter’s government deepensed
this new thrust. The construction of urban housing was
virtually frczen,3 in ?m effort to stem the growth of big
urban tdwnahi]és. The Physical Planning Act No. 88 of 1967
allowed +the state to limit the proportion of black
employees in new urban factories.? This was part of an
attempt to encourage decentralization of industry, in order
that the black labour force might increasingly be based in
the homeland.s. The educational component of this policy
wag that the state insisted t-hait all development of
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secondsiy, technical and tertiary education for blacks
ought to be concentrated in the homelands. I wili now
outline how the state nsed education policy in this era as
a means of controlling population movements to the urban
areas, and of strengthening the Bantustan political
structures. From the point of view nof state officials, the
urban school system came to be seen largely as a mechanism

of influx control.

A policy of blecking secondary school expansion in black
urban areas began to be made public by Ministers in £he
late 19505,5 and was particularly energetically pursued by
Dr. H.J. van IZyl ¢ the géc'iiretary for Bantu Education o;?- the
late 1960s and early 1970s. As with other aspects of
apartheid pozi_:cy, the concept geens to have heen even maree.
vigorously implemented in the early vears at{' Vorster than
under Verwoerd. In 1966 the Bantu Education _;E_Ioﬁrnal stated
that there woﬁld nevexr” be en'ough urban high‘if schaals, and
that urhan Africans should go to the B&ntuatans for
sacondary technical -and univers:ity educa.t:!.on' urban people,
the article pronounced, "will hang a few hlg:h schaols but

never encugh, because, according to Govermentl policy, nost

of these schools should be situated in the haqtelands. They

will never get a trade school in the wh;‘l:e c:.'r.ies again" &

In a series of speeches in 1969 and 1570, Dr. Van Zyl
reaffirmed the policy of Providing no further secondary

schools in urban areas and of concentrating instead on the

provision of homeland secondary schools with hostel
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provision for urban pupils. While admitting that existing
hostel facilities were inadequate, he claimed that these
were being expanded, and that there were adegnate rural
schools to absorb urban youth eligible to enter mecondary
school. He accepted that urban lower and higher priwmary
pupils should rema:m w.ﬂ:h their parents and claimed
(inaccurata‘ly) that Ficient urban schools were provided
for them.’
a

This palicy approach was comhined with an attempt to
mtitut:.onalize the low 1e\*el of secondary provision in

urban areas. New policies re)moved the possibz.lity of black

‘communities taking the im.‘l: }atz.ve :Ln this matter. White

mum.cipalxties were made respcnsible for school building,
but this had to be carried out within thé constraints of

- £ight raétrictiana on the finance available to them for

this task, and of state décreed. limits on the level of
facilities which could be provi:i.-. Ad. In the early 1960s,

- white municipalities were responsible for the provision of

African lower primary schools in their areas.? The
buiiding of higher prin;ary anl secondary schools was
dependent on black communitie;s raising half the cost of
each nev schoul, with the rest of the money being provided
by the state on a Rand-for-Rand basi.s.9 Raising this money
was often aifficult,}® and clearly the policy was one of
placing the burden of financing education on the urban

working class. Nevertheless, it did provide a degree of
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community initiative in school building, and this was not
in line with the .state's desire to contrel school
expansion. In 1968 the govermment, therefore, ended the
system of Rand-for-Rand contributions.ll In the subsequeny
year, white local authorities were ordered to take over all
school building in towmships, the money to be provided by a
20c levy on each township househeld. 12 Integral to the new
system was an official formula which laid down the lavel of
facilities which munigipalities ought to prmfide: 12 lower
primary classrooms for each 800 families , 18 high & primary
classrooms for each 1,600 families, 10 junior secondary
classrooms for each 3,:_200 tamilies.?? gome municipalities,
inclﬁding Johanneaburqi[, were given permigsion to finance
builc'iing from funds other than the levy,. but they were,
nevertheless, expected to adhere to thiqs formula. "'4 _The
new system, with its grotasquely 1naﬂaquate 1mve1 of
secondary school provision, was obviously deslg'ned to

channel pupile to the Bantustans.

The effects of this pc‘a;;i.cy are exemplified by the case of
Johannesburg’s Sowsto éownships . Aé the largest Dblack
urban concentration, Soweto was the most important focus of
the Department’s attempis to cpntain urban.educational
expansibn. Dr Van Zyl made no bones about proclaiming in
public, in 1970, that only one skeéondary school per 3,000 |
familieg,K was nppropriate.m-s ‘He forbade the building of
additional classrooms iﬂ Soweto high schools which he

considered ‘too big’, 16 ang bluntly told a necting of
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Soweto school boards that he wouidn’t allow Soweto schools
to enroll too manff pupils, as secondary schools weould be
provided in the homelands.1?  The Department of Community
Development, which alsc played a role in controlling schocl
building, was equally a;inforthcaming. In 1971 a reguest by
the city coﬁncil for funds to build 674 classrooms in
50wefo was refuseu by the Départment, and permission
granted to build 36 inetead.l® When, after a considerable
struggle, the City Council gained permission to build a
further 167 classrooms from the Department of Bantu
Education, it was infor:me&’%in ‘garly 1972 by the Department
of Community Developnent, which wap responsible for
providing the funds, that the money ﬁas not available.l19 a
little '1_ater the s=me '.yaar, Community Development turned
down c:l.'hy Council plans for six new schaols on the grounds

that thay excesded the max imum unit cost, 20

Théq‘f; policies .certainly acted as a bressure on township
pardhts to sent their children to rural schools. One

teaq}ner cmantﬁ that: _
’ |l «so1f & parent wanted his son to be trained he...
. had just:- to send his children out into the
lboarding ﬂc..houl outside... 21

wniu; another says that:
‘veo.urban communities sent their children to the

‘'rural areas... where these facilities were
‘previded, 22
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The education.syétam was algo linked, in much more direct
ways, into the influx control system. Students from
families without urban residence rights weres prevented from
attending schools in the urban areas. Where they had made
their way inte these schools, students of rural origin
were, as far as possible, removed. Mr. Van Dyk, Van Zyl’s
predecessor at the DBE, argued publicly_fhat the shortage
of urban school places was because of the lack of effective
infiux controls on the children of nigrant workers: 23 thié
view appecrs to have reflected the DBE’s analysis. In 1958
a DBE official announced that studehts registering at
schools in "'51'1'1:i.'l':t!"F areas would have to produce residence

24 port Elizabeth was =z particular centre of

permits.
attempts to control rural influx through the schools. In
1264 pupils from rural areas around the‘city were forbidden
to attend secondary or higher primary school in the urban

area.2%

In 1970 the 'municlpal superintendents ordered
'checks in tha city's scmpals on whether pupils were
registered in the urhan area, ‘and were returning those who
were not born in Port Elxzabeth to the rural araas.25 To
its annoyance the municipaliiy found that black headnasters
were, despite warnings on tha ‘matter, continuing to enrcll
 out-of-town pupils.27 Van zwl also introduced a policy in
Soweto under which pupils, EVBn if properiy and legally
eﬁrollad, could be ordered Lo leave school if there were
over 350 pupi_.ls in a aecondq‘ry class or 55 in a primary

clasa.za
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The DBE’s policy was to develop technical instruction
primarily within the Bantustans. Ia Port Elizabeth, when
in 1964, the cCity Ccuncil called for a trade school for
Africans to be opened in the city, the DBE refused the
request on the grounds that technical education must take
glaca in the rural areas, and announced that a trcde school
would be opened in Kingwilliawmstown, Ciskei.2® 1In 1966 the
Johannesburg Chamber of Commerce, which had acquired
adequate funds and land to open a commercial college
acconmodating 1,000 African students, wzs refused
permission to carry oﬁﬁ_the project by the government, 30
At the same time the state closed down eight Jchannesburg
commercial colleges, recommending them to open in the
Bantustans.3! In the few instances where there was
development of utbah technical training facilities in the
period, the government aimed to limit it to no more than
Junior Certificate Level - as when the Jsbulani Technical
Schaoi in Soweto was gstablished in th@ late 1960s.32 The
governmant was determined to site ali African teacher
training and University facilities in the homelande.?3 as
teachers were subject to influx control r@gulétions, having
trained in these rural institutions, they:could not ake up
posts in ﬁrban ingtitutions, ~ because tlz'tey .did not have

34  (and those who could get around the

residence rights.
regulations and secure an urban job often could not find a
place to live becausé of the government created urban

housing shortage).35 The stata’s restrictive esducational
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spending policies meant that there was in any case a gross
shortage of teaching posts.36 The DBE alsc refused to
utilize some of the best qualified African teachers because
they had been trained outside the Bantu Education system:
in 1966, for example, a graduate of Roma University,
Lesotho, with a BA and Dip Ed was dismissed on the grounds
that this training had been received outside South

Africa. 37

As a final measure to ensure control of the expansion of
the urban school gystelm, the Department sought to prevent
or restrict any use of funds from private business by
gchools. Any donations to schools of over R50 had to be
administered by the Department.38 Mr G. Rousseau, Van
Zyl’s deputy, stated in 1971 that the Department simply
would not allow school boards to ra:.se money for buildings
from private firms.>® Any attempt ‘hy boards to do so was
ret with a peavy handed reaction from the Department: in
970, for instance, Vanderbijlpark African School Board was
"yarned® for obtaining a donation of R3,000 toward building
cla_sardams and a 3.:!3:1:&».1:‘3{.‘”‘:i A donation from the Anglo-
American Corpeoration to the Soweto Secondary 8School,
Naledi, in the same year was frozen by the department
becauze the gift had not gone tl}rough official channels.4l

During this period the DBE was thus able to u = education
policy as a means to further the Grand Apartheid aim of

uprooting the black urban working class, and building up
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the homelands as, supposedly, the only arena for the
realization of black political and educational aspirations.
By mosf educational standards the educational consequences
were been disastrous. But by the lights of the Verwocerdian
bureaucracy, state policy was assessed in terms of its
contribution to the creation of raci&l separation. From
their standpoint, education policy was effectively playing

its allotted role.

he i che g 3

Another area in which the state did seem to achieve a
degree of -success was in wi.nning teachers’ acgquiescence in
the existing education system, and enlisting the co-
operation of their organizations. As the conservative wing
of the African teachers mcwsment during the 1950s, the
Transvaal United African Teachers Association (TUATA), and
the Cape African Teachers Association (CATA) had made
1ittle impact and mustered insubstantial support. Their
apoliticél, pagsive approach, their dedication to
eultivating a professional image, and their concern to
build a good relationship with the Department of Bantu
Education seem to have had limited appeal for teachers
during that turbulent decade. Popular pressure on teachers
to identify with the aspiration for drastic sogial change
was strong. One of the major successes of Bantu Educaticn
during the 1960s was that this mituation was transformed;

most teachers were drawn inte the structures of the
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cautious 'TUATA, CATA and their eguivalents in Natal and the
Orange Free State. These bodles federated together as the.
African Teachers Association of South Africa (ATASA),
became the dominant organization of the teaching profession

for the next two decades.

The key compenent in this change was the defeat of the
African nationalist political movement and the. trade
unions. With the destruction by the state of thesge
movements and the exiling or jailing of their leadership,
the hope of short-term social change receded. Fear of
political activity dbecame strong. A teacher who had
participated in the AEM’s Cultural Clubs, when asked to
what extent she was able to inject her political ideas into
“her teaching in the 19603 replied that:

.+sI wouldn’t say that I was able, because
honestly, fear for victimization by the law... 42

The total crushing of popular organization created a sense
| 'ﬁf hopelesanesé amongst_: teachérs as regarded anyl attempt to
pursue radical political or social goals, even at the level
of infiuvencing Students with their ideas. One teacher
recalls: _

...I wonder what indent I can make,. because the

gituvation iz that you are like a sugar grain in

the sea. 43
In these circumstances, teachers were now willing to
respond much more enthusiastically to the appeals of
organizations which held out the promise of attaining

piecemeal improvements in their conditions of service. The
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pursuit of larger sccial or political goals seemed
unrealistic. The teacher guoted above says of the 1960s:
...that was the transitional period of Bantu
Education, and this is the time when everybody
was trying to look how... we could improve our
lot in the edncational sphere, that was the time

when we were pressurizing some of our conditions
to improve. 44

There were still very small possibilities for upward
mobility out of ‘the teiching profession open to African
?eachers; the 25,000 members of the profession in 21961
._‘.':stil_l tormed substantially the largest occupational
catagory of African salaried employees.‘j‘s The improvement
of teachers employment situation thus offered the only

apparently viable means to a better life,

Given the changed political circumstances, certain aspects
of}{_"t'_*achafh' ideology and social position facilitated .{:heiru
da‘;sire to find a podug vivendi with Bantu Education. One
was 2 bhelief that they could make a worthwhile social
contribution - by teaching, despite the political
environment. For teachers who felt uncomfortable abkout
teaching in Bantu Education schools it came as a great
comfort to find that most aspects of the syllabi remained
relatively unchanged. Some were able to adapt to the new
system because they. felt that despite its poor level of
resourcing, they were still able to provide a sound

educational service.
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If I had discovered that what I had got £from
school is quite different from [what] is taught
under the Department of Bantu Education, I don’t
think I would have remained in ¢teaching. T
consoled myself by saying even if pecple say the
standard of education is inferior, but really
what I am teaching iz the same as what we were
taught at school. I realise it was only a change
of name as far as I am concerned -~ a change of
name. 46

The education provided by the mission schools was
actually the same... with that provided by the

ordinary state state schools today, bacause the
syllabuses have not changed. 47

What I was taught in English during my days is
gtill being taught in English today. That sane

gentence which I was taught by the missionaries
in the missicnary schools. 48

Another facior which aided a falling back to complacency,
was the degree of fespact which teachers were still often
accorded by local communities, This could make the teacher
a relatively privileged person:

People in those times thought teachers were
great. 4% :

Well, the comunity still regarded teachers as
lesaders. 50 '

If you vigited a house as a teaizher the peop.i.e
falt nervous about it, you must give them two
day’s notice that you are coming to see them,
{they}l arrange the house inside and outside. 51
In the urban areas, the effects of state education policy
had begun to undermine teachers’ status, but it remained
_strohg in the countryside:
«+.in the rural areas the teacher wag all things
te all men. They were held in higher esteenm than
in the urban areas. 52
It was not a pride to be a teacher except

perhaps... for academics... refinement. But...
when you look at the rural areas you find there
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economically ([the teachers} was the best amonyg
thor i, so he enjoyed some respect there. 53

I taught in a rural area... where a teacher was
held in high respect by the whole community. On
a Sunday, if there was a wedding, the teacher was
always invited after church services... and
accorded high respect, a special seat at the
table... Now, unlike what you get in the urban
areas. 54
This deference could dispose the teacher toward a certain

degree of conservatism.

How did TUATA and CATU .leaders utilize this favourable
situation to strengthen their support base? " Firstly, they
benefited from their semi-official posizion, being
vecognised by the Department of Bantu Education which had
no bbjectiona to the existence of a strongly apolitical and
'profe'ssionalistf teaching body. A system developed, in
the Transvaal for instance,. where TUATA menbers put
pressure on their colleagues to Jjoin the associaﬁ*ion
through the holding of collections for it’s activities.
Because of TUATA’s state-recognized position, teachers came
to wsee these collectlons as having a conmpulsory
character.3? éecondly, the ATASA organizations used
cultural events, and especially choral competitions, as a
vehicle for building support and structuring the activities
of their members. The music competition had a long hjstory
in teachers’ organizations. They had flourished in the
194ﬁs as part of a wider range of cultural activities which
embodied a spirit of African self-assertion.®® But by the

19608 UThey had taken on a much more neutral and ritualistic
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character. Choral competitions, arranged on a regional and
national basis, became almost the central activity of the
teacher organizations. According te teachers interviewed:
[ATASA] wasn’t truly a teacher organization. It
\svgs entertainment partly by music competition...

TUATA has always been concerned mainly with mu .ic
competitions, 58 _

Because these contests were extremely popular, they
constituted a strong pressure on teachers to join ATASA
organizations, as only those schools with ATASA-affiliated
teachers could participate.59 Thirdly, the ascendant
teachers’ organizations of the 19608, although led by
overwhelmingly male leadership groups, shrewdly orientated
themselves toward organizing women members. This was & |
signific&nt departure from the practice of the 19508
teachers groups, whether of the left or the right, which
had generally marginalized women members. A CATA member
wrote in 1954 that: A

...we women take little or no interest in these

Teachers’ Meetings, and even when we do atténd we

‘do not -participatg fully i.n{{ the discassions.

What powers are lying dormant in us! 60 _
During the 1950s, CATA’s chauvinism had extended to
opposing increases .in the numbers of womch employed as
teacﬂers on the grounds that they would displace malsas
tedichers rrmh their posts and that women were incapable of
handling disciplinary and physically demanding work.%1 The
association described the DBE’s policy of equal pay for men

and waomen primary teachers as ffascistic’. 82 1n contrast,

the organizations which were dominant in the 1260s despite
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their generally conservative views, dld make some effort to
relate to the concerns of their women members. For example .
in the early 1960s TUATA organized a petition against the

DBE’s policy of discouraging the employment of married

63

women as teachers. 2ecording te a leading teacher

activigt this somewhat less chauvinistic approach intreased
' womens’ participation in teachers? organiaationa,._ but often

involved manipulative control of women members hy teacher

leaders. 4

The change in approach led to ?] epectacular. grwth of the

ATASA affiliates. TUnder the leadership of I.E. Zwane, who

was ‘in office as Prasiﬂen‘h_ from 1961 to 197#, TUATA

undervent a rapid expansion.ﬁs
o 1) X
-~ diverse programme of social and cultural activities.

The association mounted a

Du:i:ng the 1960s, districts organized sports, iballroom
dancing, plays and tours.... and most impor'l-:antlir_, music
com_pei:itimiﬁ invelving teachers and pupiis lI‘l choral
" singing.®® These cultural focii created a basis f;or rapid
growth. In 1963 menbership stood at 5,806;57 by 1;;97_2 this
had risen to '11;:300,53 and by 1974 to over 15,000,.5?

CATU achiaved an even more dramatic self-transfoi?mation.
With the imposition of the State of Emergency in april
1960, many members feared that they would bé arrested.’?
Presumably they believed that all African organizations,
’ regardless of political stance would be subject to the

H

b
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i.
s ) | ‘
. netball matches, and choir competitions - was launched,?4

clappdown. The result was poor attendance at meetings, a
shortage of funds, and a very weak 1960 conference.’l The
demoralization and disruption of cﬁmmunity life which
followed the crushing of the nationalist movement had its
effectz on CATU; through the early 1960s it struggled to
survive. The union’s 1962-1963 report stated bluntly that:
“the Cape Teachers’ Union has no funds and must very scon
close ’shop'.*72 However, the new political cenditions of
the 19608 rapidly created an audience for CATU’s pragmatic
mesﬁl;a. A key part in its revival was played by the Poxi
Elizabeth Teachers Union (PETU), an affiliate of CQATT
egtablished b}f menbers of its Peddi_e branch in Pext
Elizabeth onlla September, 1964, with R.L. Peteni as

President.’3  In 1966 Peteni became CATU's Regional,

Organizer in the Eastern Cape, and under his leadership a

crowded programme of social events - receptions, rugby apd

In 1568 PETU diversified further, into a beduty

commelition, musiv festival, maths classes and amateur

aramatics.”5 “In thie era, a rapid growth of membership in
the Port Elizabeth area took place. This was'significant,
as Port Elizabeth had been a stronghold of the ANC in the
1950s and a centne'of'political action. That CATU, with
its political guietism and bﬁéﬁ&.programmé.of social
actlvities, could build itself there reflected the depth of
the defeat of the nationalist movement in %he area.
Teachers in Port Elizabeth, who had previously been under

the pressure of popular militancy, were noy free te pursue
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their ‘professional/ interést.s. The Port Elizabeth
developnents were mirrored eisawhere in the Cape. By mnid
1966 the turn-about was apparent: 'l;.hg confaerence of CATU at
New Brighton in Juae was descfibad as "an ungualified
succass";76 the union was rveported to have abpout 1,000 paid
up members.”’ By 1969 this total had climbed to 1,895,78
and. by 1874 to 3,410, or alms'ﬁ half of the African

teachers in the Capa.79

The subét..ant_izal -organizatimns which thus emerged amongst
téache:;*; generated an idevlogy which provided far mere
scope for the DBE to work i_wit:h African teachers than was
the case in the 1950s, | _f'l"he rc;lling 5ack of teacher
_ radicalism wﬁs a major gain for the Department.  ATASA
ideology satisfied 'teache_-.r.s' dissatisfaction with state
.5_- education policy, by engaging in rhetnriéal_ criticism of |
' the absence of compulsr-rf education, ¢* the material
impd#eriahment of schools, and of certain unpopular
departmentai policies. But, more importantly from the
foint of view of the authorities, having thus harmlessiy
diffused teachers’ discontents, ATASA ideology proceeded to
.;:assert: that teachers should abjure any form of political
.a}t;:tivity » and that political and educational concerns wersa
ibsolutely separate. It praised the virthes of the
dhristianiz:ac\l African middle class, in a way which evoketi
tf.‘lxa most conservative side of mission ideology. 1In this

wai\{ AT?SA developed an ideology compatible in practice with
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the DRE.

TUATA, for example, did advocate a frep compulsory
eduuatian system. Freguent, well-publicized c¢alls for this
ware mada,so culminating in a confereﬁce held at
Atteridgeville in March 1968, which passed a resolution
asking the DBE to introduce free compulsory education for
all African children between six and 16 years.5! Tuara
conf;rences during the 12608 also called for the end of the
Department’s practice of using vernacular languages
throughout primary school, anc for vernacular languages to
be used only up to the end of standard 2; and for a
raduatm* if the language reqiirements for pupils to pass
atandard 5: 282 such gtances appeared to have gjlven teac:hers
" a senss that they were avoiding incorporatiom into those
| aspects of educational Bystem which they re;}ected'. Two
'M'ASA nembers interviewad felt that by -Eak_ing such
positions thelr organizations had maintained iil_:lts distance
from the state: " -
| ATASA be:.ng a body whz.ch represents the various'
teachers’ organizations... has never adcepted
Bantu Education... Because the wvarious tieachers
organizations have never accepted Bantu Education

on their own., They have rejecied it from its
inception. 83 : _ :

ATASA felt that Bantu Education was an education
- for convenience, and until it was.an education

for citizenship it would merely ke talerated, but
not accepted. 84 .

Yet, at the same time, the ideology of the ATASA
organizations explicitly rejected any form of political
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opposition to the state. CATU leaders, for exanple,
cmntihued to vilify the memory of CATA, and they went out
of thelr way to assure the authorities that they would
never follow its politicized path. C.N. Lekalake told the
1967 CATU conference in his Presidential Address:

«.+.L0 the members of the Inspectorial staff of
the various regions and to those Higher Officers
of the Department of Bantu Education we say thank
you, and promise sclemnly as we did in 1953 that
IT SHALL NOT HAPPEN AGAIN. Never again will the
work of many years be reduced to shambles as it
was in the late fortiez and early fifties. 85

The most ccherent rationalization of ATABA’s position was
rrovided by R.L. Peteni, when he tock over the presidency
of CATU at its 1968 conference at Taung. in Peteni’s
address to the conference, the African middle class wvere
held up as the c¢reator of stability in an urban environment
dominated by the disruption caused by the movement from the
land:

The severing o©f hies between... Yyoung Africans

and their tribal homes upset their traditional

orderliness and their traditional respect for law

and custom... The ranks of anti-social townsmen
grew at an alarming rate...

The pattern changed slowly for the better as the
urban community became more permanent and umore
setfled. More echools were built and genuine
churc¢h people grew. Sonme families built
themselves good, solid homes, and many members of
these families became sophisticated in a good
sense, and assimilated many of the good things of
Western culture. 86 '

The government’s policies of the development of Bantustans

and population removals were criticized for "upsetting the
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balance and stability“87 thus created. However, Peteni’s
conclusion was a resounding reaffirmation of the concept of .
non-involvement in politics and dedlcation to
‘professional’ life as the best path for the teacher. His
appreach deemed that the effects of state policy ought not
to be the concern of the teacher, emphasizing instead, the
task of intellectual and moral formation of the youth:

.« othe movement from one part of the country to

another, from one form of administration %o

another - these are not the real ills that beset

us. _
They are not the problems that we as a teachers
organization should concern ourselves «.\tF
There is not much that we can do about Inese
matters in any case. Our main ccéncern must b

the individuals, the young pecple who have to be
prepared for changing circumstances. 88

The conservative teachers’ organizations, which had been
unable to have a strong impact in the conditions of the
19508 and the early 1960s, flourished during the suhséquent
decade. Their apeolitical and pragmatic'outlook appeared to
many teachers to be the most viable one, given the absence
of any shert-term possibility of any social chanoge. The
leaders of the ATASA organizations proved adept at
developing organizational activities and an ideology whiﬁh
could provide teachers with a social cohesion and sense of
self worth. This era was the high point of teacher

conservatism.
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The further entrenching of the school board system, and the
decline of student contention during the mid 1960s, were
other areas in which the state seemed to be gaining ground

in establishing Bantu Education as a hegemonic system.

The defeat of the mass African naticnalist movement in the
early 19605 created a wholly different political context
for the school boards. From then until the early 1970s,
they were no longer under overt political attack. This
brought about a situation in which they were potentially
able to exert an influence over far 'wiﬁer sections of
society. The new conditions did much to strengthen the
koards. One senior departmental official found that in
this period, holding a seat on a school board became far
more acceptable in black t:cn:u:m.m:i.i:.j‘.tas.'.8_9 By 1969, there
were 509 school boards and 4,108 ﬁchool committees,
involving over 50,000 persons.?® Some teachers establighed
cordial relations with their local boards and committees:

buring my time they were acceptable... And I digd

not have any experience where the school

committee or the school board interfered with

-teadharﬁ. 91 o

« s 2 ket me say some of them did their work very

honaatl{ I ‘st say they'vna got to be respected
for what they did. 92 _

# Bimilar analysis would appear to apply to the evolution
of student action during the next decade. With the

crushing of .the underground political movements, the level
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of student agitation subsided drastically. In fact, I have
been able to find no major incidents in schools during
1964. The incidents which occurred between 1965 and the
mid 1970=s generally lacked the overtly political character

of some of the student riots of the early 1960s.°?

On the surface, Bantu Education appeared to be working well
for its creators. It was being used to strengthen the
Bantustan system and displace the black urban working
tlasg; teacher and student revolt had been replaced by
seeming co-operation; and the school board system seemed to

he winning the participation of growing numbers of urban

and rural communities.

But each of the areas in which officialdom was making gains
contained hidden conflicts of interests which were to
prevent the Verwoerdién aims of Bantu Education from being
attained. As a policy instrument, Bantu Education was
miring the state in vﬁst economic and administrative
difficulties. As an attempt to impose a new hegemony it
was largely a tailuré; "the state could force popular

acquiescence but not win allegiance.

The way in vwhich Bantu Education policy was applied during
the 1960s rendered itself increasingly unviable in several

ways., Firstly, the strangling of post-primary black
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education in the urban areas meant that the complementary
relationship between the state and industrial capital which
had developed in the 19508 was severely disrupted. By the
19608, industry had new labour requirements, for more
educated labour, which the schooling system was not
neeting. The policies pursued by the DBE in the 19608 were
ones with which industrial capital could live in the short-
term, but which posed fundamental long-term conflicts of
interest with the state, This needs to be lcoked at in the
context of the type of ;i.nciustrial growth which occurred
dur_ing the 1960s. As the boom procseded there was a strong
tendency toward a monopoly structure in industry, 94 thus
intensifying the trend to monopolization that had begun in
the 1940s. As has been shown, the major labour requirement
within monopoly inducktry tended toc be for semi-skillegd
machine operators. This need could be supplied largely by
the labour-power of the existing urban black working class,
whon the governmment had not yet sought to remove wholesale
from the <ities. A primary education was sufficient to
prepare such workers for the labour market, and as by the
mid 1960s about 80% of the 7~14 age group of African
children were in school,®® and by the end of the decade the
total number of students had risen to over two and a half
1111:1.]-.3.:!.;:)12,9?"i state labour and education policies were for the
present, reconclilable with irdustrialists’ needs. The
continued emphasis on four year education (by 1971 only

between a quartar and a third of students studied for
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longer) 97 thus evoked little criticism from industry. But
at the same time, the direction of state policy, in its
long term inplications, was more threatening ¢to
induetrialists. It meant eventually the permanent urban
working class would be uprooted. And in the educational
field some important secondary problems were emerging.
Monopoly industry increasingly required technicians and
clerical staff, who could no lcfnger be foun@ on the white
lJabour market. The government’s attempts to confine
secondary and technical education to the Bantustans, and
the slow growth of the proportion of African students in
secondary education (from 2.94% of the total number of
students in 196198 to 4.5% in 1971),%9? meant that the
educational appuwatus was not geared to this growing

industrial need.

Just how inadeguate the education system was in provid.ing
educated manpower suitable for skilled and clerical work
can be seen from a brief examination of conditions in
secondary education at the turn of the decade. By 1271
there were only 20 schools for Africans in urban areas that
went up to Matric level, and only 74 that went up to Junior
Certificate Ievel.l00 It was estimated that this
represented only one high school for every 80,000 urban
African families.l®' whe examination performance of
secondary schools also spoke of the weakness of this sector

of education. In Soweto in 1967 only 225 pupils sat Matric
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and only 16 paased.loz In the Transvaal Senior Certificate
exams of 1969, out of 9,000 who sat, 3,000 failed and 2,500
received a third class pass.lDS Nationally, in 1967 only
485 out of 2,000 Matric candidates passed.lo4 There was a
'generally steady increage in the rate of matric passes, but
the overall numbers remained pathetic; they rose from 182
in 19601°5 to 1,824 in 1970.106 S0 disrupted and
inadequate was primary schooling that the median age for
entry into secondary school was 16 in the mnid 1960s. 107
The consequence of stute education policy had been to
create an educational system unable to meet the new labour
regquirements of industry. When the boom ran into
difficuitles in the late 19608, the problems thus created
for industry were to become more salient, and to propel it

inte action on the front of edocational politics.

The second arena in which the viability of the policies of
the 19608 became increasingly threatened was that of the
coherence of the administrative and fiscal structures
through which statse education pelicy was run. The
structures which had been established in the 1950s for the
financing and direction of educational policy could no
longer praovide the material wherewithal to execute policy-
makers’ decisions. In order to understand this point we
need to examine clogely the state as an organization.108
The difficulties which the state encounered here were not
so much a reflection of external social forces but were

rooted in the limited capacities of the structure with
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which the DBE had been endowad in its formative period, and
the difficulties of changing this. Even those educational
services which the DBE did wish to provide during the
1960s, were undeymined by a long term administrative
malaise within the Department. The root of this malaise
was the chronic financial crisis which developed within the
Department, because of Verwverd’s decisions about its
funding in the 1956s. By the late 1960s the Government was
gtill adhering to the original fR13 million plus four
fifths of black tax’ formula for spending on black
education, with only 1.5 million added for the African
universities. As inflation was rising, the real value of
the R13 million was constantly declining, at a time when
the government wanted to expand honmeland educational
facilities. By 1968 the Department was running a deficit
of R2 million on_its account, and a deficit of R6 million

was predicted for the next year.109

In response the
govermment put a subvention of an extra RS million into the
. Bantu Education hﬂcount.llo But as this was neot provided
for in the legislation on Bantu Education, it remained
formaliy a loan. Then, in 1969, changss in the black
taxation system reduced the income available from that
source, 111 By the end of the decade then, the Department
found itself in an intractable financial crisis, trying to

run an expanding system on extremely constricted resources.
The third way in which the policy pursued in the 19608 was
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self~destructive was that the impoverished facilities
provided in the urban areas generated a growing resentment
from teachers and communities of racial inequality in
education. Teachers interviewed in the coﬁrse of this
research often noted the lack of resources affecting their

schools in this period:

The classrooms were mostly made out of corrugated
iron, se in winter it was extremely cold and in
summer it would be extremely hot... I happened to
be the librarian and it was small - I had to inch
my way inside. There was no laberatory, there
was no staffroom... 112

«+.if you talk of govermment supplied facilities
.».I must say, we had none, but parenis used to
contribute for sports facilities for instance...
I had to buy some mobile labs because we just had
no laboratory facilities... facilities were very
poor before 1%76. 113

..athere was little equipment available,
libraries were sparsely... populated in books...
we were demanding and asking for donations all
the time... 114

...our library was very poor. 115

No libraries, no books. Equipment - the scholars
had to pay and buy them...

.».Nothing was supplied by the department. We

had to build our own sports fields, et our own
posts. 116

The implicit comparisons being made in these comments are
with the well appointed libraries, sports fields and
laboratories of white state schools. Bolder teachers
articulated their sense of inequality to their students:
there are conditions within the subject that

would force me to say: "we have to be on the same
level as these ones".
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...we say we feel it unfair... library and the
like are provided in the European schools and we
are denied them. 117

Similar resentments were aroused by the attempt to drive
urkban youth into rural schools. Contr. .y to the promises
of Dr Van Zyl, rural secondary schools did not provide a
goiution for wurban students whose chances of furthering
their education in the urban areas had been blocked by
government policy. Orly a limited number of urban parents
could bear the wextra cost of sending their children to
Bantustan schoels, and thus many urban school students’
educatlon came to an =arly and involuntary end. A teacher
points outb:

our comumunity being a poor community, most of

them could not afford taking [their children] to

those homeland boarding schools. That in itself
brought about... a high drop out rate. 118

Even those urban parents who had the money to send their
children to rural boarding schools were by no means certain
of being able to find a school to fake them. Despite the
assertions of DBE officials, there is evidence that even in
the ryril areas demand for secondary schooling outstripped
the available facilities. A visit by a reporter from the
Star to 17 high schools in the North Sotho homeland in 1970
showed that all but four were essentially day schools
serving the local community, and that most were already
full. Students withoutllocal relatives could not get

acconmodation and were turned away.}1? A school principal
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conmented that there were "far too few schools in the
homelands®.120 Forthermore, where urban students did
cbtailn admission t aral schoels they could find
themselves strangly resunted as outsiders by their teachers
and contemporaries: "children from Jcochanneshurg were not

favoured" a teacher comments.l?l

The shortage of urban secondary schocl places waz a source
of deep resentment by students and teachers. By 1971 there
were only eight secondary schools in Soweto as against 54
higher primaries'.lzz Thie bottleneck had catastrophic
results. In 1969 Orlandc High Srciool had 56 pupils pé.r
class in Form 1127 and in early 1970 Morris Issaacson High
ISchcm}. had an average of 70 pupils in a class. 1?4 wWhen the
1970 school Year' commenced, Morris Isaacson had to turn

away 500 applicants.125

Inevitably, these massive class
sizas led to increasi;gly ineffective tuition and to a
growing demoralization awongst teachers as to what they
could accomplishs:
..cUp to 80 in a class in high school, and they
expect a teacher to teach!... If you have 100 it
iz impossible to work out the weakness of every
child. 126
At Orlands High... I remember I had a  matric
class of 72 pupils. Now, teaching can’'t be

effective in such cases. Form Cne, I had a
geography class of 104 children; one cliis... 127

This shori:age of urban school places gave rise to signs of
growing desperation, on the part of youths, to obtain

access to educational facilities. In early December 1370,
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primary school pupils in Soweto were reported to be
qgueuing in Soweto for admission to high school in January
1571.128 go desperate were some students to be admitted to
achool that in early 1970, a hundred of them picketesd
orlando High S8chool for two months until Headmaster T.W.
Kambule found places for them by arranging to use a church

hall.l29

There are, in fact, theoretical grounds for arguing that
the state’s attempts to reduce the availability of urban
secondary education had the unintended c¢onsegquence of
raising the intensity of urban youth’s demand for it. The
policy was, I would hypothesize, largely counter-productive
in its intended effect of strengthening influx contrsl,
Given that by the 19605 the wage was, as Hindson argues,
not only the basis of reproduction of the urban working
class, but now largely of the migrant working class as
well, access to the largely urban industrial and commercial
labour market became ever more essential to proletarian
survival.13® This meant that the government’s attempts to
fput fhe sgueeze’ on urban secondary and technical
education did little to increase the attractiveness of
homaland education fer urban working class children. A
parson who received his or her education or training in the
hamelaﬁd might 2id with a gualification, but, as industrial
decentralization had failed, and as homeland residents were

exclu.ed from the urban labour market, he or she was likely
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to be without employment opportunities. The urban student,
on the other hand, was well placed to get into the labour
market of the cities, especially if he or she could emerge
with a gualification. So any level of urban education was
by definition more valuable in the labour market than an
equivalent level of rural education. By increasing the
scarcity of urban education, the state succeeded in raising
the demand for it. The DBE alienated even potentially
supportive groupings within urban black communities, by
ignoring the views of even those ’‘representative’ bodies of
black opinion which the state had itself established. The
Soweto Urpan Bantu Council repeatedly reguested the
establishmer . of a Teacher Training College in Soweto,131
but to no avail, as the govormment adhered to its policy of

establishing all training facilities in the Bantustans.

The growing discontent of black urbdan elites with the
state’s education poilicies was manifasted in organized form
in _1963, with the fﬁ:rmation" of the Assoclation for the
Edunaticnal ard Cultural Advancement of the African People
{ASSECA) . The organization was established as an
educational pressure group of teachers, professionals, and
_ insiness people, with its initial base in the main urban
 centres of the Southern Transvaal.}32 Tts formation was a
reaction to the poor matric results of 1967, and it called
for free compulsory education for black students.133 7Tne
organizétion established a free tutoring scheme in Or.ando

for pupils who had failed matric. It also sought to make
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donations t¢ High Schools.134 M.T, Moerane, ASSECA’s
president and a former teacher activist, (as well as being
editor of The World, the kand newspaper),13® in 1970
launched a somewhat ambitious scheme to raise a 10c
donation from every African man and woman in BSouth
Africa.13% agsEca did manage to obtain considerable
funding from the Polaroid Corporation from 1971, although:
by 1973 this co-operation had collapsed, amidst bai'ely
veiled accusations of embezzlement from Polaroid.l37
During the early 19702 ASSECA’s activities extended to the

Western and Eastern Cape,.l38

Overall, ASSECA was a fairly ineffectual organization based
on the township elite. It was conciliatory in its approach
to the' DBE. 139 But it did represent an organized
axpression of the widespread urban discontent over
education that the approach of the DBE was generating, even
amongst the more instinctively conservative elements in
township communities. Thus, the policies pursued in the
19608 p?'}rnvided a ba:sis for an increas:img. populdr hostility
to the state’s education programmes. It wag in this
gdecade, a teachar interviewed argued, that *the man in the
street began to suspect the intention of Bantu
Education.v140  ohe drive to use Bantu Education as an
instrument of influx control cut across the possibilities
of the state building alliance with sectors of urban black

conmunities.



The servility of the ATASA organizations toward the DBE was
tar from the full picture of teacher response to the
‘educational authorities in the 1970s. To a considerable
.extent the teachers’ organizations failed to hold the
loyalty of their members, or to reflect their true
sentimenﬁs. And the ideclogy and administrative practices
of DBE officialdom prevented the department from fully
capitaliring on the opportunity for co-option that teacheﬁ
conservatism presented. The pragmatic acquiesence of
African teachers in the education system hid a deep

resentment of apartheid schooling.

The very caution of the ATASA teachers’ organizations,
which had enabled them to grow in the changed po'!.itidal
‘climate of the 19608, inhibited them from taking any form
of aétion vhich could bring real material gains to their
members. In the long run, the lack of gains to show in
return for the moederation of the ATASA organizations
undernined their members’ confidence in these associations.
Firstly, they proved ﬁa be unable to defend itheir members
against” dismissal or victimization. For instance, in 1965,
the school board of Witbank arbitrarily dismissed five
teachers.14l put TUATA took no effective action to defend
then, | One of the sacked teachers, J.M. Kananda of
Lynnville Township, wrote to J. Kumalo of TUATA in December
19651
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What has become of your efforts as far as we
fgacked (sic) Witbank teachers are concerned?"
(sic)... Tell me, Jimmy, whats TUATA busy at?
Competitions, competitions and competitions?
What about the Safe Guard (sic) of so many sacked
teachers we read about in the papera? 142

In 1967, T.W. Kambule, Orlando Highs’ Principal, and
Chairman of the local TUATA branch, made the following
shrewd critigue of the associaticn’s inability to protect
its members:
The preregquisite of the association is that it
should safeguard the iInterests of the teacher
against the employer. If the association can dco
this, much can be gained. At the moment it does
not give the teacher the assurance that under its
wing he can carry out his duties without fear.
All it does is organize music competitions
effectively. I want to see it give the teacher
the courage to pursue the truth.

It the associavion were stirong, no teacher would
be afraid of being victimised... 143

Secdnﬁly; the services arrangesd l\cﬁy the ATASA 1leaders for
their members were of dubious vamg. A case in point is
TUATA’s relationship with Atlaﬁtic and (:ontinental.
Assurance (ACA), who Were appointed i._ts official insurers.
ACA’'s business .éthics appear to have been sonmewhat
deficient, and they treated TUATA memﬁgrs contemptuocusly.
For instﬁnce, 2 TUATA member, after havi;’ng been told by ACA
that he had to continue paying his premiums for three years
in arder te claim surrender value s Was tnen informed, on
_complet:ion of these payments, that he would have to
continne paying for a period of three months.i%4 1p

another case, an ACA repregsentative, a Mr De Beer, ’sold’ a
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policy to a teacher in Kwa Thema by posing as a Bantu
Education Department ‘investigator’, and telling her that .
he was sent by the Department to instruct all widows to

sign the policy forms, 145

Finally, the organizations do not seem to have been able to
attain many really significant improvements in teachers’
pay or conditions. The ATASA organizations would not go
beyond a gentle lobbying of the DBE as a means of raising
wage issues.l4® Even by the mid 1970s, TUATA was unwilling
to support either an open call for the closing of the wage

gap between black and white teachers, or the idea of a

147

minimum wage for teachers. ATASA organization wembers

interviewed on the role of both the national body and its
provincial affiliates in this pericd tended to be negative
in their view of their organizations achievements:

on my side I disagree that {the ATASA“ affiliates]
were important, because they couldn’t organize
loans or houses. 148 '

There were no good benefits, and that is one
reagon why... I just decided no, no more benefits
to be a member of TUATA. 149

I’ve never been excited about teachersg’
organizations because I don’t think they serve
any purpose at all. They are supposed to try to
improve the lot of the black teacher but I’m not
aware of any meaningful change they have brought
about, and so I think what they really do is to
concentrate on c¢ihitural matters like music. 150

I do not remember anything which cane about as a
result of TUATA's negotiaticons. 151

[ATASA] were always criticizing [Bantu Education]

but as a force to take action, they were poor.
ib5z2
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Yet the hostility of many teachers to the DBE was not only
due to their organizations’ inability to extract a better
enployment package from it. The state’s failure to obtain
real support from teachers wasz also underpinned by its
inability to articulate an ideology which could effectively
draw teachers into a new perception of their role, in line
with the aims of apartheid institutions. It is true that
the Bantu Educ.ation Department and its publications did
make much of the concept of p...essionalism, which
certainly had a resonance with sectioné of teachers,153
But for the most part, the department’/s ideologists put
forward tl}emes that were crudely racist and loaded with
menace against any form of dissent: ~-:h approaches could
scarcely gain the allegiance of ma'. .lack teachers. The
department’s mvuthpiece, the Bantu Education Journal
provides notable examples of this. On one occasion It
informed its teacher-readers that to them South African
whit__:es were the most impdrtant whites in the world: "“They
are honest and sincere in their actions to all, people
whose word is their bond and who will not be fr:i.ghténed by
violence®.154 Even more bizarre was this 1965 editorial in
the B.E.J.: |

It is about time that we take a look at cur South

African Bantu population to see in what respects

they have excertional qualities... choral singing

ls one of our strong points... Ancother talent
which is manifested in our children is their neat
handwriting... gubversive activitieg and gabotadge
are not our strong pcints. Thare are some of our
fellow men who, Ffoilew sy 4bhe instigation of "
strangers attempteé¢ this but they were bound to
fail. They failed because the: “hings have
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never had a share in our traditional way of 1life
and because they are not intrinsic abilities of
the Bantu. 155

These messages of white superiority, and the imposeibility
of blacke bringing about any form of social change, were
incapable of forming an ideological rallying point for the
educatéd black strata of society. They could only be
counter-productive for the state. "The racism of DBE
officlaldom was, in fact, subverting their own attempts to
create a coherent ideology which could hegemonize black

teachers.

The racist ideology of the DBE was coupled with an
auvthoritarian administrative style which further reduced
the poseibilities of integrating teachers into the
education sy'atem; Some teﬁ&':hers had positive experiences
of personally helpfui and well disposed inspeétors ;156 but
these seem to _have'. been :i.i.\dividual exceptions to an
approach which generally failed to accerd recognition to
teachers apd headmaster’s opinions and expertise, and which
stifled thg.iﬁ professional autdnomy. Teachers experience
of the DBE’s administrators was often bitter:
' The Department of Bantu Education obviously
dictated... all decisions were from them... there
was no conwultation. If there was consultation
' i'?hﬂ was what we call rubber stamp consultstion.
They told us what to do. They didn’t give us a

chance to decide what to do... {teachers] felt
‘bad but there was nothing they could do. 158
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It made me feel that here was the policy made by
whites for the benefit of whites and now the
ingpectors are intermediaries to pass it over.
159

Ideologically, the disaffection of teachers expressed
itself in a profound dissatisfaction with elements of the
syllabus, and in putting across their objections to the
syllabus to their students. As suggested above, changes in
the school syllabus after the introduction of Bantu
Education were often not experienced as particularly
dramatic by teachers. But the history syllabus, which was
heavily loaded with themes derived from the work of
Afrikaner Nationalist histerians, di;i contain material
which teachers often found deeply offensgive. Cne
particular idea in history textbooks = that the ’theft’ of
Bber cattle by Africans during the early colonial period
was the cause of frontier wars - seems to have become a
symbol and condensation of all that teachers resénted in
the education order. It seems to have evoked a feéling of
deep injustice, for it was seen as stigmatizing Africans as
criminals, whereas from an African Nationalist perspective,
they were the victims of settler depredations. Indeed, the
removal of African land and caitle was seen as the primal
act of colonial dispossession. The image of the African as
cattle thief was £o0 resented precisely because it inverted
these deeply help percepticons. When teaching such material
teachers would often use it as an occasion to give vent to

their resentment of the existing political dispensation.
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That such a process occurred is further evidence of the
inadequacy of the ’braine-washing’ view of Bantu Education;
far from simply reproducing dominant ideology, its
classrooms were often an arena of ideological contestation.
Teachers recall:
.. .With History, I changed certain things I had
read in the books - Kaffir wars, the stealing of
cattle - I tried to correct it. 160
1 was very unhappy with the kind of History I was
teaching: where you had to tell your students
that their forefathers were thieves, they stole
cattle from the whites... 161
In Afrikaans Geskiedenis [History] anywhere where
perhaps a black man has to claim [cattle] he is
perbape called a thief, a wrongdoer. 162

The History that was taught... the black man
alwvays stole cattle. 163

While teachers were often in a state of considerable fear
as to the consequences of raising their political ideas in
class, some found stratagems for doing so which were hard
for the authorities to pin down:

Those who are clever hear it eventually, those
wio don‘t hear you, leave them alone. 164

The apparent practical accerd between the DBE and the ATASA
organizations thus hid a great reserveir of teachei's' anger
and frustration. Teachers’ organizations were viewed with
scepticism by many teachers who resented ATASA’s inability
to defend them, to provide good services or to win
increased benefits. The DBE’s racist ideclogy and brutal

administrative methods were loathed. The high point of
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Bantu Education saw substantial teacher resentment of the
whole education system, and their place in it, lurking just

beneath the surfacs.

Verwoerd’s conception of the school boards had been that
they would play a crucial role in drawing black communities
inte a new hegemonic political order centred on tribal
loyalties and the Bantustans. But as time passed it became
apparent that the state was only securing the adherence of
very limited minorities through the system and that at the
game time, in doing so, it was creating deep discontent
amongst teachers and other sectors of black communities.
The administrative abuses, corruption and association with
unpopular state policies of the school boards constantly
threatened their credibility. And in the rural areas their
utilization by chiefs and traditiomalist elements as

instruments of power made them unpopular.

Teachers were placed in a structuraily powerless position
by the schowl board system, and this explains, to a major
degree, their lack of incorporation in the new education
order. Through the 1960s and 19708 there were complaints
from teachers and parents abou™ intimidation by the
baards;lssabout manipulation of boards by the

166

inspectors; about what one teacher called the

"incompetent and unscrupulous managenment of cur
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schools"; 167 and about extortion of bribes by board members
in matters of teachers’ employment, transfer or
promotion.lss An editorial in The World in 1956 reflected
the attitudes of bklack salaried employees and the urban
rpetty bourgeoisie’ toward the system when it denounced the
situation where teachers "are more and more besing exploited
by small men who are in power over them in some school

boards".l69

Teachers interviewed in the course of this research echoed
these complaints. They had often erpeienced contemptuous
treatwent by the boardes and comm? :tees:

You got some school boards where some school
board members kept getting a high handed mannzr,
you see, interfering in the domestic life of the
teachers. 170

Those people had a tendency of not consulting the
teachors, of just giving instructions of how the
school was to be run, and how things are to be
done. You do it this way, failing which you are
fired. 171

‘They did not give you a chance, you knuw, to *ay
out your ¢ase if they accuse you of something.
172 . o

They were rather viewed with a "bad eye" in the
community, in the sénse <%hat they were always
threatening a number of pecple with eypuision.
173

[School boards were respcn tible for] the
dismissal of +teachers without giving any
reason... [and) wvalling parents’ meetings and

arguing at length with teachers on matters which
they really knew very little aboul. 174

The complaints of bribery and ecorruption also seem

justified. In the Rand townships, the school boards tock
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bribee and engaged in sexual exploitation of their
position:
Some were even threatened with dismissal if they
didn’t pay the secretary of the school board iun
cash or kind. For Iinstance, in one area of
Wattville, it was a known fact that if you didn’t
bring a bottle of brandy, you won’t get a post,
and for ladies, it was something else they had to
bring. 175
.. .there wags a lot of dishonesty, there were lots

of malpractices, and the government connived in
these malpractices... 176

While the numbers of those serving on the school boards may
have increased, their structure and policies of the boards
continued to be ones which generated friction between them
and commuinity members. The lack of dccou--ability of the
boards to parents allowed thenm to trample over grass roots
opinion. A memorandum by Transvaal teachers in 1964
comﬁlained that school boards were ignoring or overturning
recommendations made by school committees.?’? The board
and committee system continued to be used by the state to
extract financiai contributions to education from parents.
By 1971 these contributions had risen to the level of Ri,7
miliion - of which only R350,000 was spent on repairs and
new buildings, while the remainder was apent on teachers’
salaries.178  urban parénts , in particular bore a heavy
burden because of officialdom’s determination during bhis
period, to restrict funds spent on urban black schooling.
In 1964 in Moroka, 100 out of 600 tearhers were being pais

by the poard.}7?  this practice also further ulienated
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teachers from the boards as board =malaries could be 45 to
55 per cent lower than regular departmental salaries,180
The authorities thus generated a relatively limited amount
of extra finance for education services, while at the same
time c¢reating a powerful source of parent and teachef

disaffection.

The DBE’s treatment of urban school boards themselves also
servad to undermine their credibility and their loyalty.
Memberg of Boards and Committess wheo were politically
suspact were arbitrarily removed from their positions.lal
In at least one case where the Department disapproved of
the actionz of members of a school board, the board was
dissolved.182 The Department also stifled the initiative
of the hoards by refusing them permis. n to raise funds

from ourside donors.l®3

The contradictions of the boards were further intensified
through their beiny loaded with responsibility for the
state’s policy, introduced in the late 1960, of separating
out urban schools on an ethnic basiz.18% mne policy did to
some extent have its intended effect of increaging ethnic
consciousness amongst black communities.. Teachers say of
the period:

.+.it really happened that there was war: Zulus
and Sothos. 185

Instead of bringing the children together to know
and understand each other at an early stage,
children were led tc¢ view each other
differently... to the extent that there were
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physical clashes, even on sports fields, when a
. Zulu school was playing against a Tswana school,
for instance... 186

«++it brought more tensions amonyg +the Leachers

and in the communifty... because now w2 started
pointing at... 2Zulu schools, Tswana s lwols. 187

However the effect of this ethnic separation was by no
means ¢nly the one desired by the state. In part this was
because of the way that the change of policy was imposed
from without on urban communities which were already fairly
well integrated. A teacher comments that

The communities, I think, saw through it, and it

tended to cement relationships between the
different ethnic groups. 188

The administrative chaos which resulted from the new ethnic
pelicy adversely affected the quality of urban schooling,
and this further undermined its popularity with parent= and.
students. When it was implemented in Meadowlands in 19638,
artificial overcrowding ﬁas created in the Tswana
schools. 189 ' In other cases disastrons mismanagement of the
ethnic rebrganizatian brought about such consaguences as
the allocation of junior primary students to a =mecondary
school.2?? fqhe Department acted with its customary lack of
finesse in the matter, engaging in the wholesale axpulsion
of Zulu speaking students from a Soweto schaol where they
constituted the majority in 1973,191 and bringing about a
situation where in 1275 there were no -junior secondaries
for Tsonga and North Sotho speakers in Diepkloof.lgz All
of this scarcely brought much lustre to the boards.
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During the 1%60s and 1970s, school beards in the Bantustans
inereasingly became a means by which the chisfs and
homeland politicians exercised their sway over rural
society. The boards ﬁrovided these groups both with ways
of disciplining parents and teachers and with profitable
sources of misappropriated funds. These tendencies were
accelerated from 1967 when the state moved to transfer
administrative control over education in the Bantustans to

193  phe rural school

their ‘territorial authorities’.
boards exercised their anthority over the teachers
ferociously: at one school in the Tswana Territorial
authority area the Vice Chairman of the school board told
the schoel committee that "Teachers are but dogs. We can
dismiss them at any moment."%% once again, the way in
which such school boards and coﬁunittees operated undermined
their hegemonic purpose. While they were able to undetrpin
the ' incorporation of chiefs and some homeland eli_tes into
the bantustan scheme, the arbitary way jin which they
exercised their authority alienated numbers of potential
supportexrs amongst teachers and parents, The dominant
groups ;in the homelands tended %to loot the institutions
which were placed in their trust for wealth and power,
rather than using them as instruments of a hegewmonic
strategy. It is not surprising that in a wvillage in

Sekhukuneland the school bpoard were viewed as "agents to

the chief",'™
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Illustrative of these processes is the story of Philip M.
Malebye, the Principal of Itotleng-Baralong Secondary
School, Lichtenburg area, during the late 1960s. Malebye
came into conflict with the local authorities over the
various forms of corruption to which they subjected the
" school. The local chief imposed on those pupils who came
froﬁ outside the Ratlou Baralong Tribal Area a Ré tax,
which was paid into tribal funds.19€¢  The school committee
raised a R3 a head levy from students for the building of
latrines but *then did not carry out this work, 297 In
November 1963-‘L adey bought 100 bags of cement for the
flooring of fai_ir new classroons, | The cement was then
mysteriously used up without the plannea work being done -

presumably appropriated by members of the committee,l98

Malebye’s resentment_ of such corruption .apparently
engendered ta.ns:i.ons between him and the.. school hoard ':and
school commitiee. The "\‘sgnflici was fina‘lly. precipitated
{(whan a pupil approached Malebye. in 1968 with evidence that
shé had beéen sexually harassed or abused by the Principal
of the primary school. Malebye passed this evidence en to
the school board for their action.*®? However, the primary
school principal was an ally of the chief, and so instead
of attempting to investigate the issue, the chief andg
school board began to try to get rid of Malebye. Aan
allegation of embezzlement was then brought against
- Malebye. But an investigation by the responsible

administrative official found that no money was miseing.2990
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A charge was then brought against Malebye in the
Delareyville Magistrate’s Court that he had stolen a R15’
chegue from the Local Storekeeper.zol However, during the
trial, in February 1969, the storekeeper admitted that he
had conspired with the .chief to frame Malebye ¢t the
offence.202 After a b ief respite the board and committew
moved to simply dismiss Malebye.2%? aAn advertisement for
his post was placed in The World and he was given notice to
quit his post by 1 April 1969.204 To add insult to
injurj,._ the chief’s henchmen also sfole some of Malebye’s
property. Although Malebye had plans for legal action, it

seems that little came of this.208

- Malebye’s *tale
illustrates well the manner in which those who exercised
power in Bantustan 'structures enzariced their pbwer through
their control of the school boards, but alse shows how
this control was not “exercised iu such 2 way as to bring

these bodies greater popular support.

Some of the most intense conflicts involving teachers J.n
rural areas took place in the central and northern
Transvaal during the early 1%70s, Two dimensions of
Bantustan politics need to be understood here. Firstly, in
ILebowa the period was dominated by a confliict between thoée
forces linked to the chiefs, who wanted to bolster chiefly
power, and a grouping, apparently led by sections of the
petty bourgeoisie and educated employees, who stood for a
reduction in chiefly power. Up to 1972, the Lebowa
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Territorial Authority had been led by Chief Masermule
Matlali=z, a stern traditionalist and extrene
conservative.?9® However in 1972, with the transition of
Lebowa to "self governing" sf.atus . Matlala was replaced by
Cedric pPhathudi, who became Cchief Minister as the leader of
an anti-traditionalist faction. In 1975, after Phathudi
- had failed, because of South African govermment opposition,
to force the chiefs into a separate upper house in the
Lerawa legislature, he brought abouc a compromise with
Mat.lala, joining together to fend off attacks from a group
around the former Interior Minister, Collins Ramusi, who
wanted a more determined attack on:chiefly power. 207
Secondly, there was considerable political turmoil within
Lebowa, Bophuthatswana and surrounding ’‘white’ areas over
the creation of KwaNd:ibele. Govermment had originally not
intended to establish a separate Ndehele 7/ homeland’ but
rather to allow the existence of Ndebele territorial
authorities within Lebowa and Rophuthatswana. However, a
combination of the particularism .of the existing Bantustan
1eaders who wanted to force out ‘foreign’ elements;
particularist forces amongst the Ndebele chiefs; the labour
needs of the Southern Transvaal industrial region; and the
- ideclogical dynamics of the states commitment to a distinct
ethnic basis for Bantustans brought about, during the
1970, an attempt to construct a single ethnic unit for the
Ndehe_l.e.zos The result was the formation of the least

viable of all the homelands - KwaNdebele, This process
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involved considerable friction between Ndebele communities

and the Lebowa and Bophuthatswana governments.

The 1970s thus saw severe friction in the region between
traditionalist and ‘modernizing’ 1leaderships and between
various ethnically de. ied leadership groupings, and this
had severe impacts on teachers in particular. The most
apectaéular results of this were incidents ir which
teachers were forcibly circumcised by traditionalist
elements. ‘These actions were, I would suggest, a way in
which tradiéionalists warded off the threat to their power
by more urbanized and educated grouﬁings by suhjecting.ﬂpem
to .a supposedly traditional ritual. These actiaps
underscored the conflict iﬁ rural society between rural
elites: t&achefs, the bearers of a heavilj.'westernizeq
identity, defined themselves against the forms of tradition
invaﬁed'hy the more conservative elites. A teacher who had
been subjected to such =z forced circumcision replied in
this fashion to his crops~examination during the trial of
the culprits in the fotgiatersrust Regional Court.
| - Was the circumcisicn done according to Bantu
custom? :
- I don’t know. _
- Do you have no knowledge of the customs of the

tribe involved here?
~ The heathens; yes, they use this custom. 209

Here the distance between ‘the heathens’ - a term of abuse

drawn straight from a missionary vocabulary - and the

teacher is clearly demarcated.
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In one such case, Amos Motsepe, Primwlipal of Metsangwana
Primary School and Chairman of the TUATA Elands River
Branch, was the victim. ©On 31 May 1970,¥_Hatgépe was
dragged out ¢of his motor car, beaten andq;:ien to a
cicumcision school run by Headman Lesolo Maln™a, under the
control of Chief Motodi Matlala. The next day he was
forcibly circumcised. Motsepa was later moved to another
camp, and held until the end of July, when he was
released.?*® Eventually, with the financial assistance of
TUATA, Motsepe was able, in 1974, to bring a legal case
against Chief Matlala, Headman Maloka and their
henchmen. 41+ Motsepe duly won the case, and considerable
damages against Chief Matlala: however, when he tried to
collect these damages he found it virtually impossible to
do so, 12 Hotsepe’s attempts to recover what had been
awarded to him were an object lesson in the difficulties
faced by anyone trying to challenge chiefly power in the
Bantustans. An investigator sent toc the Chief’s area by
Hntpﬁpe's attorneys, found that the Chief, and his brother
Chief Mokogome Matlala, had a considerable income, as they
imposed their own poll tax in the arsa, and an annual levy
on patients at the local mission hospital, received
salaries as officials of tihe Lebowa government, 5p1;k the
proceeds of tribal funds between them, and pocketed hialf of
any fines Imposed in their :I:.ezk'.t_;'r.'ﬂ:.l:.'t.213 In addition the
Chiefs received a portion of the produce of all land

farmed.214 But it was to be very difficult for Motsepe to
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lay his hands on any these assets. Matlala dispersed
his cattle amongst the_herds of the local people, thus
making it impossible for them to be identified and seized;
and it became clear that further investigations would place
the attorneys’ agent in 1:iangtar.2'."5 When the attorneys
tried to serve a writ on the Chief, they could not find a
Seputy Sheriff who was willing to enter the area for this
. purpose.zis. In 1980, the attorneys were still struggling
to have £he '::iudgement enforced, even though Matlala had now
_Suffered_a decline in his fortungﬁ and was in jail on a
 charge of stock thert.?27

In other cases 'the‘ rasults of forced. cirmmciéion were more
tragic . for those involved. In 1971, =a group including
school(.-(“\ teﬁch_érs, were forcibly faken to a circumcision
sc:.hool\“-'-’}\_ in the Zebediela area, and suﬁj:'ected to
circumcgggbn. One QE‘;wanaa-f:.h'er,,."c’%r‘anilen;u:nm Mokoena,  §uffer§d a
Bepsis”an& died as a result. When those charged with the
crine appeared in the Potgietersrusﬁ_ regional court, they

were let off yi'l.:h a fine. 218

Another aspect of the conflicts within the (_,':B'antustans was .

the way in which the Bophuthatswana authorities tried to
use schooling to force non-Tswana minorities .i.out of their
rgtate’. In particulay, there was a determiﬁéd attempt in
the mid 1970s to force the ama Ndebele-a-Moletlane triba
under ¢Ch’aftainess Ester Kekana, +to leave for

KwaNdebele.219 The Boputhatswana government tried to force
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the tribes schools to teach in Tswana, but this was net
with resistance from the tribal authority.220 Eventually

Chieftainess Kekana was deposed from her position.221

In summary, tThere was extensive conflict among and within
Bantustan elites. In this conflict the school boards often
became instruments of those who were strongly placed within
the Bantustan social order ~ especially the chiefs.
Because the most conservative of these elements often saw
teachers as bearers of ideas contrary t5 their interests,
and because of the avenues of corruption which school
hoards opened up, they were often operated by chiefs in a
wpf vhich sadversly affected teachers and parents. Thus
although the boards brought some benefits to dominant
_ Bantustan elites, they did-noﬁ_really serve to build iarga,

strong constituencies supporting the abartheid order.

Varwoerd.had begun with a conception bf school boards as a
means of cr;ating a new hegemony in the educational field,
But because he, his offiéials and his successors had been |
unwilling to grant the boards any autonomy, and had
subjected them totalily to racist and aﬁthoritarian
administration, the possibility that they could play this
part was never really explored. Ingtead they becane
vehicles for the implementation of reséhted policies, for
personal corrupticn, and for the worst elements of chiefly

power,

389



The discontent of school students was in fact far from

subdued. The apparent gquiescence of students in the rid
18605 did not continue for long. While urban areas
remained generally immune from school student protest, in
the rural, ﬁission—faunded boarding schools, the long
tradition of. riotous behaviour, especially over food,
continued. Once again the importance of an established
repertolre and tradition of protest was demunstrated From
1965, the familiar pattern of protest began to flare up
again. It generally took two forms - ione being 'Ehat of the
food or diécipline riot - the other hei.nzj anonymous acts of
arson. Overt political iésues were nev_ér raised, though
the occasional hint of underlying political discontents
' sometimes emerged. The level of action fluctuated but the
pattern never quite disappeared. Intereai:-.-..ngly, despite
‘cositinuing urhanization, it was in the rural boardmg
school that the tradition of student upheaval remaxned -
feu :E,ncidents cccurred in the expanding urban primary
school sector. Students in the boarding .mstitutz.ons
responded to the change in the national polit:.cal situu\ !
which had occurred by the mid-1950s. In the repressive
situation of the mid and late 1960s they could not make
political calls for wmorilization which were as overt as

those of a few years before: nor did they have the space to |

be as aggressive. Their attention turned once again to the
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internal conflictg of the school; once again food and

discipline becanme the metaphors of power.

fThe food riot was thus once again a major vehicle for the
expression of discontents. At Botshabelo Training
Institution, Middelburg, in April 1965, there was a strike
after the boarding master had dismissed student complaints
about the food and medicel facilities.222 protest
againat the hostel master at Vryheid government Bantu
School in November 19@"‘ led to nineteen expulsions. 223
'I'here were expulsions at. ] nqoma Vocational Training School
'1n Fehruary 1968, follow:.ng a food riot.224 1n Sep‘temher
'{1963 /200 hoys were detained at Clarksbury following a riot
over food in which buildings had been stoned and two cars

damaged, 225 _

Various diaciplznary issues also became a basis for
protestsr a.n 1965 Marianhill pupils broke wmdows in
protest, aqca h.w expulsions.zzs In 1965 a search of a
c:lassroom at Moroka H Lsnion by""' prefects looking for weapons
lad to attacks on buildings.227 At Lovedale in 1966, 300
pupils were ekpelle.d after they refused to attend classes
in pra"t:est against two teachers v}ham they said were

unqualified,?28

Despite[thé generally lower level of conflict some

incidents had vety violent outcomes. At Moroka Mission,
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following the 1965 incideat, arsonists sct the mission on
fire, causing K30,000 damageuzzg Shortly thereafter,
Roodekuil community School at Brits was h&nt to the
qrpund.zm It was still possible teoo, to find signs of
deeper political meanings in school disturbances. During
the 1985 food riot at Botshabelo, the students were heard
to be singing ANC sohgs.”i While the level of student
unrest did not rise sharply on a national scale before the
mid-seventies, there was one lecalized re—ival of activity
in the ’i‘ranskeianstern .ﬂape, _around 1970-1971,23% Th_is
regional upsurde was fairly intense, with high levels of

33 Interestingly, of the

violent rioting taking p_;g;;,tce.z
thirteen institutions in i:he Transkaj._ and Fastern Cape at
which I hawe evidence of student ‘action, five were
missionary founded boeiding imstitutions with long
t%taditi‘ons of student action in éhié laﬁter pariad st
J‘ahn ’s, Clarkeshory, Mvenyane ,. Buntingvale and
Healdtown. 234 : | o
The notivations for this wave of =tudent actidn are not
particularly clear. At Healdtown a teacher commented that
wheh students who had attacked the headmaster’s house,
attempting to break his door and to beat him, were
interv.iewéd, _
Their complaints were all very petty indszed...
the trouble does not ile with any individual, but
with the boyv:s who will not accept the rules and
discipline... 235
In a sense this grasps the nub of the issue - the breakdown

in the internal social relations of rural bsarding schools,
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which had taken place un@er the missionary order, had never
been ¢vercome. Neither Bantu Education nor the neo-Bantu
Education of the Transkei and Cigkei ‘states’ could restore
the credibility of the educational process sufficiently to
reintéugrate the students into it. They thus turned to
violefice around issues which could forgus their broader
resentments at the authority relations of the scheol and
the spciety. It is tempting to suggest that the moves of
the Transkei and Ciskei toward self-government were linked
to the discontents of the students, but I have found no
hard evidence of this. However, it is clear that the
po_litii&al tenasicng involved in this process sometimes acted
in a 'ﬁay .which provided the students with more .pace in
which to act. In the case of the 1571 Healdtown incident,
a rvc.;'. had. broken out between the warden of Healdtown, who
liaid c?losed the hoatel and susranded classes, a_nd the
Ciskeian Territorial Authorities education department.<36
.The Department: réprimandéd the warden for taking this
action: thei:‘":\.-:.'%ri_ew was that he should have tried to kring
the school back to normal., The Ciskei’s Acting Director of
Education wrote that:
The Church is running the hostel for the
Territorial Authority which represents the Xhosa
people of the Ciskei, the parents of the
children. The Executive Councillor must be able
to say that every possible effort was made to
keep the hostel operating, and that the
gggartment wag satisfied qf the need to close.
The pbint is that the Ciskei Bantustan leadership wanted to

build its political base and that the suspension of the
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children of the local elite who attended Healdtown was an
obstacle to this. I do not suggest that the particular
configmration of events at Healdtown was widespread, but it
does suggest that the strains of transition to pseudo-
inde::endénce way have contributed to cthe Ciskei and
Transkei autheorities difficunlty in handling students at
this time.

Cconflicts continued at a reduced lavel in 1972, There were
296 arrests of students at five schoolg, In connection with
which there were 37 convictions,238 In 1973 there ' were
arrests at six schools resulting in 472 convictions.?3%
These incidents tock place in Lebowa, the Transkei,

40  he glassic pattern of the food

zululand and Ciskei.?
riot often continued. ?or example, at Bulwer in August
1973 the students were affected by food poisconing on a
1ar§e scale. A doctor was called for consultations. But
after he had left the students contirued to be ill and no
action vas taken. A meeting to discugs ﬁhis was held with
a t.aachef_, ¥Mr Hiengwa, but he refused to show students the
miﬁﬁhes he had taken. or Sunday, 12 Auguet, the male
students announced that there would be a boycott. Once it
started on Monday, the police were called, but the bayca,ﬁt
went ahead. On the Monday evening the students met with
the circuit inspector, whom they presented with a list of

noe fewer than ninety-two grievances. The boycott continued

throughout the day. In the avening students met with the
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Principal, Mr Mthiyane. Four main demands were made: that
a doctor shoul., be called: that the students should have
access to the mninutes of the meeting: that staff should
stop opening students letters: and that there should be no
gtriking - “"clapping" - of students by teachers. The head
agreed only to the last of these demands. On the Wednesday
the students went back te school, and Shdrtly thereafter a
teacher struck a female pupil. This incensed the students
and during the night they attacked school buildings. The
police arrived and fired on the students, Two female
students were wounded. The remaining students fled into
the countryside. On the Friday school was suspended.
After a few weeks students were allowed to return but, when
they found that some were being expelled for trivial
.offences, others left vuluntufily‘241 This was a classic
food riot situation. While there were real material issues
- the students being poisoned by their food <nd the lack of
medical attention - there were also underlying feelings
that fhis éituation was part of the injnstica intrinsic to
students’ relations with authority. "To our surprise" one
of the students wrote "the police were called within five
minutes time after school time was past, but the doctor was
not called immediately after we had eaten poison,®242 It
was this sense of injustice in the student experience of
dealing with authority that fuelled their anm:r around more

concrete issues.

Student resentment of the racist and authoritarian
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structure of school and society clearly had not been
uprooted effectively in the areas where, in the 1940s and
1950s, it had posed problens for the authorities. The
existence of a tradition of student revolt and repetoire of
acticns expressing this revolt in the rural boarding
schools provided an accepted means of expresizion for
student discontent which they could use in a way
appropriate to the changed political situation. The
authority relations in rural scheools had apparently not
been successfully reconstructed either by DBE officials or

by homeland authorities.

Conclu

This chapter began by showing that the Nationalist
bureaucrats would have had some justification for regarding
the era from 1962 to 1972 as a triumph for their policies,
The administrative structures of black education had been
fully mobilized in the service of .apartheid pelicy.
Teachers had submitted completely in the political sphere;
school boards were functioning; students were largely
gquiescent, But this success was to give rise to new
crises. Schooling no longer was meeting the labour needs
of industry; the DBE’s financial stvucture was not viable;
the starving of wurban education was producing widespread
popular resentment.. Moreover teachers, studentes and

- parents were largely hostile to the education system. 1In

296



the apparent calm of the 19603, conflicts multiplied. The
next decade would give them expression.

1
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The period from 1972 saw a major shift in government policy

toward black education. This was the outcome of conflicts
caused by the undérlyinq contradictions of the Banta
Education system, as described in the last chapter,
especially of the divergences bhetween state education
policy and industries’ labour needs, and of the internail
organizational and financial problems of the Department of
Bantu FEducation. This chapter will seek to explain how
this polic;r shift took place. |

The argument put forward in this chapter underpins a number
of the central propositioﬁs of this thesis. FPirstly, it
auppnrts the view that the relationq};j.p between Bantu
Educat:;on and capitalism was conting:ent and changing,
rather than a fixed one. While the implementation of rigid
apartisid policy in the educational sphere d@id take place,
in the 1s860s, 'at the same time as a boom in the capitalist
economy, it does neot follow that the former process
assisted the latt.er. In fact, aa. the last chapter
suggested, and as this chapter will demonstrate, the-
state’s education policies from the early 1960s to 1972
undernined the possibilities of economic dévelopment by
failing to meet the needs of the most advanced sections of

industry for skilled labour. The policy change of 1972 did
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bring education policy somewhat more in line with capital’s
labour requirements. But nor did the shift of 1972
unproblematically bring the education system into line with
the needs of the dominant classes. As we shall see in the
next chapter, it also prepared the way for the revolt of

1978.

Secondly, the chapter emphasizes the point that the state
educational system is a contested field of social
relﬁtiona, in which conflicting social forces are embodied.
There was no absolute necesaity that state education policy
would change in the early 19705 in a way which would be
beneficial to the leading sectors of capital. That the
changes made were designed £o ‘be beneficiai to these
aectars; was the result of a pojitical struggle waged by
capital to assert its interests ihéide the state. | Without
this stﬁiﬁggle the reorganization could certainly have {:a&:en
other ﬁprms. The state only respor.ldad' to capital:‘:s
interest# to the extent that capital was able to organize
culturai-, ideclogical and political interventions on. behalif;
of its Interests and to win forces inside the state to its
perspectives. A powerful campaign by business interests
and a r:l__hangad composition of the Natiomal Party’s social
basis made & victorj[ for capital possible; but the outcome

wag not guaranteed,

Thirdly, the chapter suggests the importance, in
interpreting policy change, of investigating the
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capabilities and organization of state structures. The
lack of viability of the DBE’e internal financial structure
wag a major inpetus toward restructuring of education
policy. Tﬁis prohlein had a dynamic of its own, which
cannot be reduced to a reflection of external social
forces. If the state had been adequately able to finance
the DBE’s activities within the existing financial-
administrative structure it is doubtful whether the

pressure toward change would have been so acute.

More genzarally, | ‘E.he specific interésts and nature of the
bureaucfacy are important in explaining the earlier
“insistence of the Bantu Education bureaucracy on pursuing
.pelicieé which were at variance with capital’s needs.
'Following the 1948 victory of the NP, the civil service had
been reforged to pursue the interests of the Nationalist
alliance of Afrikaner workers, petty-bourgecisie and
agriculturalists. It was therefore unresponsive to the
neads of big business. The bureaucracy flourished through,
and was trained on the basis of, pursuit of apartheid
policy. Monopoly capital had virtually no access to the
levers of power in the gtate. There is thus no reaéon to
expect that bureaucrats would have been particuiarly

amenable to capitalist interests.

Finally, the chapter reinforces the point that Bantu

Education policy cannot be seen as simply reproducing
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unskilled labour, and that state poliey, in fact, was
directed toward reproducing different forms of labour at
different times. In the early 1970s, there was a major
attempt to reorientate the system toward the repreoduction

of skilled labour.

This chapter contends that by the early 1970s the shortages
of educated employees facing industry and commerce had
becone sufficiently acute for industrialists to begin
putting public pressure on the 'ste.nte to change its
restrictive policies toward urban secondary and technical
education. It will be shown that this 'process was
facilitated by the way in which, during the 1960s, 1liberal
gﬁ:‘oups had developed a critigue of state geducation policy
as an obstacle to economic development, and an argument
that educational reform could help to contain political
cbnflic't;. .'I‘hese themes of liberal thcught were deployed by
comnerce and industry in their attack on state policy.
After some resistance the state did indeed change its

orientation.

It is argued that two fFfactors were particularly important
in the state’s eventual shift in policy. One was that the
rising influence of Afﬁikaner industrialists in the NP,
together with the somewhat declining weight of populist
forces fully committed to Verwoerdian apartheid, created a
greater degree of flexibility in the implementation of

apartheid policy. While the NP still aimed toward full
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apartheid in the long term, the economic difficulties which
these policies presented by the rigid application of job
reservation, industrial decentralization and existing
education policy began to be apparent; shortages of skilled
labour and the slowing of industrial growth threatened.
The NP, as a party in which big capitalist interests were
now gaining a voice, was prepared to make short term,
pragmatic policy adaptations in the interests of industry
and commerce. Secondly, the interna’ organization of the
DBE had reached a point of critical difficulty. . The
state’s commitment to Verwoerd’s ’R13 million plus 4/5 of
black taxation’ formula for spending on schools had
hamstrung the DEBE. The | policies which it was pursuing
before 1972 could net be funded on such a budget. The
state was having £o nake loans to the DBE to prevent it
going bankrupt: clearly a re-organization was needed, The
resulg of these pressures was that from 1972, the state did
alloﬁ“the expansion of urban secondary and technical
education, and it began to fund the DBE directly from
revenue, thus raising the amount available for black
education considerably. The state also began to encourage
private sector initiative in education to a greater extent,
- and capital became fairly active in the funding of
educational projects. The next chapter will, however,
argue that far from helping to stabilize the educational
arena, the rapid urban schoel expansion made the Bantu

Education system increasingly unstable.
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Political struggles Bround Pducation Policy (1968 - 71)

The poor articulation of Bantu Education with the needs of
industry, and the schooling system’s own internal
difficulties, resulted in a policy conflict over the future
of Bantu Education between iwmportant sections of capital
and the state, and within the INationalist political
leadership, between 1968 and 1971. This conflict was
resolved by way of an overhaul of education policy which
brought education into a far closer alignment with the
needs of urban industrial capital, by expaniiing urban
secondary and technical education provision, aﬂhd thus

producing a far greater range of tyﬁes of labour-power.

. The course of the conflict can briefly be outlined as
follows. During the boom of the 1960s industry showed

1little irterest in criticizing government education policy:
the ecsonomic conditions of the time were bouyant, and
shortages _'bf skilled and clerical labour could be borne.
Educational matters were only addressed by two significant
groupings within white politics. fThe first were liberals,
-~ the Preogressive Party, the SAIRR and others - who placed
a great deal .of emphasis on education for bhlacks as part
of a long term political aim of gradual change and
improvement in economic opportunity. The others were the
United Party (UP) controlled white municipalities, notably
Johannesburg. While the U.P. was generally moribund on the

educatici: issue, as it was on most others, the

415



runicipalities which it controlled were up against the
practical problem of directing the reproduction process of
the working class within their areas, and found that the
resources which the state allowed them for school provision
were inadeguate to this role. They therefore fought a ang
battle with government for greater resources in African
education. When the boom of the 1960s came to an end in
1968, industry rapidly came to feel the consequences of the
prevailing educational order. | The recession allowed
further concentration of capital to take place. Now, with
monopoly conditions totally dominant in industry, the need
for the technical and clerical staff required became more
acute, and given the change in the econonic ¢limate,
efficiency became of more pressing concern for capital. By
1971, organized business began to take up the educational
themes which had been advanced by ideologists and
politicians associated with the liberal and municipal
educational lobbies. Industry and commerce began to make
a major pitch for new policies which would develop urban
black education, particularly at the secondary and
technical levels. This shift in stance coinnided with
certain developments inside the Nationalist Party. As
aAfrikandr capitalist interg¢sts had become stronger during
the 1960s, the wing of the NP sympathetic to a pragmatic
adaptation of policy to industrialists’ needs becane
stronger, and there was opposition from this wing tc some
of the govermnment’s more spectacular attempts to undermine

the existence of the urban working class. This development
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gave rise to the verligte-verkrampte' division in
Nationalist ranks, with, broadly, business interests, the
urban middle class and Cape agriculture on one side and
conservative intsllectuals, the lower mniddle ad working
classes, and northern agriculture on the other.* The
Vorster leadership largely succeeded in straddling these
diverse interests.?2 However by about 1972, its policy
tilted somewhat in favour of the verligtes. Although its
political ideoclogy remained haseqﬁi on tke concepts of
classical apartheid, there was a lii.*ipited shift £o greater
accomnodation .of the long-term reality of an urban working
ciass, and the need to accept th‘;‘is reality in poliey
 development. In education this resulted in a considerable
~expansicn of funding, especially for urban.education, and
better technical and secondary px{fnv_isian in the urban
areas, Close cooperation on these iq':taﬁ:es developed between
capital and the stats. The education system remained that
of classical Bantu Education, but there was, within that
framework, a greater degree of articulation with the
reproductive process of a capitalist ?éociety.

Liberal Presgure and Educatjon

During the peri_od from the mid 1960s to 1971 most public
pressure for change in state education policy came from
liberals ~ the Progressive Party, the SAIRR, journalists on
thé: Rand Daily Mail, The gtar and others newspapers,

Education could be seen as a gradualist strategy for
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change, in a situation where liberals felt trapped between
submission to a Juggernaut state on the one hand, and the
egnally unpalatable option of a revolutionary attack on it
on the other. The mid and late 1960s saw rising levels of
liberal activism on educational issues. The English press
played a prominent role in criticizing govermment education
policy with The Star and the Rand Daily Majl taking the
governmegt to task for the low level of spending on black
education,> and the lack of'séccndary education and skiil
training.4 There was also some vocal criticism from such

5 and a

bodies as the Witwatersrand Counci’ of Education,
constant ﬁlow of critical statementz and analyéis from the
SATRR.® oOne of the most importart initiatives was the 1961
ﬂﬂuvaﬁion Panal, a body dominated by the ZIngiish
ﬁ;233@31t1es and by Anglophone educationists, with a few
representatives of major capitalist concerns.’ ‘The second
report of the Panel, publzshed:in 1966, focused en the
ecanbmia.implicagiohé of thejéovernmentrs educational
policies. The rgpért'a message was that unless there was a
liberalization of racial restrictions on jobk opportunities,
and increased access to skill training for blacks, the
shortage of skilled labour wonld inc..nse to a poiat where
economic growth would be threatened. 8 In order to provide
the necessary educational structure for manpower needs, the
panel called for big increases in expenditure on black

education and teacher trainingxg They also advocated an

end to school fees.l® The Panei’s liberalism, however, had
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its limits. It believed that *teachers should be of the
same cuiltural group as their pupils®, with the exception,
that it was considered advisable to use ‘Coloured’ teachers
in African schools, in order to raise the standard of
Engliish and Afrikaansiil The Panel advocated that the
country maintain a two-tier edacation system: one level
b oed on the Ybest modern standarde" and ancther aimed at
Veducating the balance of the populat_ion as beaﬁ it can®, 12
This was | viewed as inevitable in a developing country;
howsver, the panel argued the division should no longer be
on strictly racial 1lines: there should be an ‘advanced
section’ of black education, which was equal in guality to
white education,®?

Particularly in the years around 1969-1971, there was a
great deal of liberal activism at a local level on
education. For instance, in the Eastern Cape, the SAIRR
and the ’‘African Books Committes’ engaged in energetic fund
raising to buy books for black school stidents.}? a group
 of white school students in 1970 organized a public meeting
of 800 people in Rendebosch Tewn Hall, to call for the
issue of free books to African pupils and greater spending
on education, and established an ‘African Scholars
Education Fund’.1® A body known as National Youth Action
cgirculated a petition for the issue of free books to
3frican pupils amongst young whites and succeeded in

obtaining £,000 aignatures in Natal alone.l® However mest
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sections of business, and their United Party political
representatives, showed 1little interest in campaigning on
these issues. Benjamin Pogrund, a Rand Daily HMall
journalist in this era, has written of it that:
»sothhe business community was in general
monumentally unconcerned with the debased nature
and standard of .’Bantu Education’: as an
illustration, trying to get money out of business
pecple to contribute to the Rand Bursary Fund
(wvhich was backed by the Rand Dally Mail) to
i provide small scholarships to keep youngsters at
school was a grinding, humiliating and largely
unsuccessful battle." 17
John Jordi, the editor of The Star, commented in 1971 on
tha initial "disappointing" response of business to his
paper’r .ttempt to raise money for black education that:

Thore ave none so blind as those who cannot
recognise their own self-interest. 18

The UP displayed-littla enthusiasm for taking up the issue
of black schooling. When it did, its proposals were less
than sweeping: in 1970 Catherine Taylor MP advocated
compulsory education up to Standard 2;1? while another MP,
Walter Kihgwill, argued for the training of blacks as motor
mechanics on the grounds that whites coﬁld be moved up to
foreman positions,2? The Progressive Party was
vonsiderably more vigorous on education issues,2} but with
only one M.P. and a narrow support base at this time, they

were able to.have little impact.
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Johanne nf

The most important conflict over education policy in the
period of the late 1960s and very early 1970s took place
between the Johannesburg mmnicipality and the state over
the development of schooling in Soweto. While the state
sought to restrict educational growth in the city, the City
Council opposed this policy. There were, I would suggest,
two basic reasons for this conflict.  Firstly, the cCity
council as an entity dominated by the United Partf,
reflected intérasts that were more in line with those of
manufacturing capital and its need for a stable, growing
and skilled urban workforce than were those represented by
the Nationalists. Secondly, given that at this time the
myunicipality was, as a bureaucratic entity, responsible for
the administratidn of Sowato,_[this.being before the
iﬁtrodﬁction of administration boards), it had an interest
in maintaining a level of social services which could
maintain the'praceés of reproduction of the working class,
and thus prevent the rupturing of the fabric of working
clasg life, with the attendant dangeﬁs of crime and

potential riot.

It may seem strange that the City Council raceivéd little
direct backing from business interests in this conflict,
given that both of the ohjectives just described were in
the interests of Johannesburg based manufacturers. But the

explanation is to be found in the nature of the chief issue
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at stake. The City Council wanted to raise funds for
school expansion through a large increase in the levy
imposed for this purpose on township residents, an increase
which the government refused to allow. Now for business,
sitch a levy was a douhl&-edgad sword, On the one hand it
would provide industrialists with laﬁour of a higher
calihﬁe, But on the other hand it would raise the level of
_the-iinimum wage necessary for social reproduction of the
working class,?and.hencﬁ raise the wage bill. Thus the
lack of enthusiasm from industry for tne  City Councils
stand. |

i,

In the search to find funds for the financing of
educational éxpansian in Soweto, the Advisory Beaid {(from
1968 tﬂe Urban Bantu Council - {(UBC)) whiéh was the state-
' established“rspresentative body for urban blacks, and the.
Juhanhesburq'municipnlity; came to an‘agreemént.if 1t was
dacided that fhé-education ievy inposed on township
residents should be raiséd by 20c, from 18c to ig¢,22 .At a
series of neetings between the two bodies in 1967 and 1968,
the proposal was discussed and agread on.23 The proposal
was by no means popular with all Soweto residents, and a
Mr. S5.W. Pikoli of the “Joint Soweto kasidents éammittee“
led a campaign'uf qénnuncimtion_ag&inst it.2% povever, I

have found no evidemce of mass opposition ¢ the levy.

Before 1969, only the older areas of Sowetu had paid the

levy. The government now decided to allow municipalities
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tc impose a 20c levy through the UBCs for education, which
meant that the new sum would be paid by all Soweto
residents.2% But the City Council believed that the
current shortage of schools - which they put at ten
eéondary, 24 higher primary and up to 63 lower primary
schools - could not be met from the levy, but required an

26 However, a request to the

increase to the 38c sum.
Minister for this increase was refused.?’ At the end of
1970, a maj.or row broke out between the City Council and
f.he UBC, when the City Council announced that because it
was Rss;ooo in debt on the ma‘;ntananca' of the Soweto
schbols, the money from the levy would have to be used for
that .purpose.zs With understandable exagperation, a UBC
nenber asked: _
How are we going to tell the people who elected

us that the money they are paying for extra
- classrooms is being used for something else. 25

Eowever, members of the UBC who went with a School Boards
delegation to sécretary Van 2yl of the Department of Bantu
Education must have found him even more unsympﬁthetic: he
merely arguéd that those who couldn’t find places in Soweto
schools must seek them in the homelands.®? In December
1970, Johamnesiwrg City Council met with Deputy Minister of
Bantu Administration and Development, Piet FKoornhof, whb
essentially repeated Van Zyl’s argument in slightly more

31

diplomatic terms. Koornhof argued that the government

could only countenance the 38c levy if the extra 18c raised
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were spent on homeland education.32 The situation was
worsened by new govermment restrictions on the building of
higher primary schools by local authorities.3? 2as a
partial sop to the municipality, early in 1971 this was
relaxed slightly, with local authorities that had surplus
funds from lower primary construction being allowed to use
them for higher primaries.?? By early 1971, a city Council
survey estimated the school shortage at 450 claasroomsQ35
Further approaches were made to the Minister of Bahtu
Adninistration and Development on the levy issue, 36 but as
the year dragged on, despite some hopefulness on the part

of the municipality as to a change of policy, a positive

reply was not received,37

It wa; only.during 1971 that big business and its allies
moved decisiégly to a more activist stance on education.
Tﬁis.was a'fesult“af thé.coming together of seéé:al
‘different factors. The recession of 1968-196% had forced
business into'a reappraisal of future strateg}, &nd it haa
become clear that the issue of the lack of.black employees
with suitablé education and training had now come to the
'wdrunch. The concentration of capital in the monopoly
sector, with its growing demand for administrative and
technical staff, was stronger than ever. At the same time,
liberal agitation on the issue of education had popularized

the question of schooling, and made ideas and criticisms on
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educational policy available to business. PFurthermore, the
more politically perceptive sections of business were
becoming aware of the strains on the fabric of working
class life which current state policy imposed: they began
to sympathize with the 1liberal view qf education as a

panacea for social and political ills.

It is important, thoﬁgh, that one should not take the
rhetoric of fskill shortage’ which capital advanced at face
value.?® The shortage of skilled and clerical workers was
real enougit. Ih 1863 it had been estimated that employers
needed 49,000 white apprentices at a time when there were
N _c:nly 23,000.39 And demand for black clerical labour was
exploding ~ for example in the construction industiy black
clerical labour inc'reaae.d about ten~fold hetween 1964 and
1976.40  But as Webater“ has shmm, the basic thrust of
- social transformation in South African industry in the
- 19608 and 1970s was taward a semi-skilled proletariat.
JIndustry saw the skill shortage as both crisis and
oppqrtﬁnity: it wanted Inot. so much to replace white
_artisaﬁs wit_?;i black artisahs_as tb replace expensive
skilied white workers as far as possible with cheaper,
semi-skilled forms of black labour. The 1966 report of .the
Edu_cation Paneiq had identified employer’s concefns when it
aomplained that apprentice-trained artisans comprised a
‘conservative and unadaptable’ work force. It also
expressed the fear that the lack of training of niany of the

blacks who gde facto carried out artisan work would also
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render them less adaptable. The model that the report put
forward was a work force with a fformal and theoretical’
training, but who did not have the rigidity of those coming

from an artisan tradition.?%2

The opening of more skilled
work te blacks was seen as offering the possibility of
saving on the wage bill. Percy Thomas, the secretary of
the Natal Chamber of Industries, argued in 1971 that
aftisan. wages were inflated, and that hewly introduced
black skilled workers could not expect to receive the wages

of their white counterparts.43

During 1971 there was a rapid shift in the position of
business towarsi a more engag@d attitude on the question of
education training. Publiéﬁcriticism of current education
policy was voiced by Dr. Frans Cronje of Netherlands
Bank.%? B.R. Cocke, the Presjdent of the Natal Chamber of
cOmmaice, asserted that better education and vocﬁticnal and
technical training for blacks would have economic benefits
for capital, by creating a.higher standard of living which
would enlarge the domestic market, and thus bring down unit
costs to an extent, which would improwe South Africa’s
position in eﬁternal markets.45 The Free State Chambers of
Comerce conference called for a free supply of books to
students at Afr'~an schools.4® At the annual conference of
Chambers of Commerce, the Jchannesburg Chamber proposed a
moﬁion calling for action to improve educational facilities

for Africans, and urging vocational training centres to be
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established in or near the main economic centres.%”?

another new phenomenon was ihat of substantial business
donations toward educational causes, which emerged as a
trend in 1971. Polarcid (partly because of anti-apartheid
.activism in its US plants) donated funds to the black
education group, ASSECA.4® Reckitt and Coleman declared
that it would invest R100,000 in bursaries and school
extra~-curricular ac_t.ivities.“ Anglo-American donate&
R160, 00&? to Jchannasbufg Ccity Council for a Junior
aecandarf school. in St:iweto,so and Barlow Rand set up the
c.5. !?'a:l:'.ilcﬂwhr Foundation, with a first project of spending
R?IOO,OOO on establishing a trade school in Lebowa,?% {Such
donations ‘were poésible because they were made to the City
Council or individuals, thus circumventing the DBE’s
prohibit:;i.on on gifts to schools).

At the same time, the wing of the UP nmost closely linked to
monopoly capital, the so-called fYoung Turks’ group of “
Harry Schwarz, 1ea__=,der. of the UP on the Transvaal Provincial
Council, began to address the issue more vigbrously,
calling for equal educational facilitiés for all ethnic
groups.sm Schwarg urged large firms to offer low interest
loans for gchool buildings and demancied agreater government
spending, a crash programme of school building, and an
intensi?e teacher training programme.53 Schwarz also

convened a committee of chai¥men and managing directors of
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leading companies to raise money for the building of

schools in Soweto.?4

Another initiative which gave great impetus to business
involvement in education was the launching by The Star of
its TEACH fund, with which Schwarz also appears to have
been linked.’® The fund aimed to raise money to supplemént
the Johannesburg City Council‘’s school building \ef:fft:artﬁ,s6
and can pa:r:f.ly be seen as a response to the c¢risis arising
from the debacle over the levy increase. The campaign
nicely combined altruism with more down-to-earth aims. The
Star said that the campaign‘s motives were:
Simple justice to a section of Johannesburg'
people whose educational institutions were
starved of funds, 57
and
«-.the enlightened self-interest of employers
whose firms will gain immensely in efficiency if

their African staff are trained to be literate
and responsible. 58

br. R. Jordan, the President of the Chamber of Commerce,
amplified the latter point in calliing for support to TEACH,
saying that "Basic primary and secondary education iz a
pre-requisite for more adva..ced technical and vocational
training. 039  rhitial business. response to the fund, was
sluggish, but after Len Miller, Chairman of the OK Bazaars,
donated R1,500 for a classroom in January 1972, and called
on his colleagues to do likewise, there was a rapid

increase in the level of donations.®Y
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The pressure exerted on the government by the business’
community during 1971 for an education policy more related
to the needs of urban industry was just one component of an
array of forces pushing the Vorster administration toward
an overall labour policy which accepted to a greater extent
the continued existence of the urban black working class,
and the nead for minimal provision for its reproductive
needs. An important force in bringing about such a shift

was the increased strength of Afvikaner urban capitalist

" interests within the NP These interests, although tied

into the NP by state economic patronage and- political
tradition, were névertheless increasingly experiencing the
same difficulties ponsequent on the governments labour
policies, as thelr Anglophone counterparts. As sarly as
1968, leading Afrikaner industrialists such as A.J. Wessels
of Veka and Dr. P. Rousgseau of SBasol were publicly calling

for more technical training for blacks.®%l

Simultaneously,
the break-away of Dr. Aibert Hert'zog" & WP from the NP in
1369, removed an important faction of the party which
believed that Vorster’s policies involved educating
Africans ‘too fast’ and spending too much money on black
education.®? This enabled Vorster to move i:i the direction
of slightly more pragmatic policies, as ‘verligtes’ became
ascendant is the NP and the Broederbond. During 1970 there

vere strong signs of tensions over urban 1labour policy

within the NP. 1In his 1970 «get speech Dr, N. Diedrichs
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expressed hingself in favour of more nen-~white labour being
available for industries in ‘white’ areas.®3 More
conzervative Ministers vociferously denied that Diedrichs
had been referring to African (az opposed to ‘Indian’ or
feoloured’) abour: but to contempe. vy observers the real
import of the speech was clear.54 There was a shift in the
rhetoric of some top Nationalists on labour iﬁsues toward
the 7skill ghortage’ concept. In 1970, T.J. Gerdner,
Administrator of Natal, stated in a public speech that
black education and_training could "help to ease the

w65 There were signs that the

ﬁanpower shortage.
government’s cenfidence in carrying through a dogmatic
Verwoerdian vision of apartheid was eroding. In 1239 a
bill to prevent any further acquigition of Section 10 black
urban residence rights was dropped.65 In 1370, measures
introduced to impose draconian forms of job rdbervaticn in
commercial and clerical work ﬁere £ir+ undermined by the
conceding of extensive exemptions, anﬁ.then never followed'
through.®7 In 1871, the government backed down on the
Physical Planning Act’s restrictions on the gmpléyment of
black labour in urban industry (which had aréuably brought
ab&ﬁt the 1968 recession, while achieving little in the way
of decentralization). Now the establishuent of. new
industries in all areas except the Southern Transvaal was
deregulated, ard even there industries which were ’locality
bound’ or ‘white labour intensive’ were exempted fron

34

labour controls. Thus the basis was laid by late 1971
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for important changes in state labour and education

policies.
Worki s 72 - 76

Arcund the beginning of 1972, a change took place in
goveinment policy toward black education. The change was,
I would argue, part of a wider policy turn. This
represented a renewed attempt to accommodate the
requirements of capital for skilled and permanent urban
labour. There was no break with the overall ideoclogical
rationale 5f Grand Apartheid. But there was a willingﬁess
on the part of government to accept, within that framework,
the contirued existence of the black urban working class,
and the need to do more to meet the reproductive needs of
that class. In education this meant a greater cammitnentl
to govefnment s;aeri&’fﬁg, a rationaliéation of the school
system, and a new acceptance of urhan secondary and

toachnical eéuc:ation.

The decisive shif;tﬁ came early in 1972, when thg government
finally accepted that spending on urban Ylack schools would
be financed from state consolidated revenne funds and ho
longer linked to black taxation.®? an imﬁértant factor in
this _glecision appears to have been the obvioug
impracticality of continuing with the existing funding

formula for black oducation. The government had in the
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immediately preceding years already bent the Verwoerdian
rules for spending on black education considerably. From
the late 1960s, Bantu Fducation had been subsid;l.zed from
the loan accoun‘h,m and in 1970, in order to prevent Bantu
Education from becoming hopelessly in debt to the loan
account, the government made a R17 millien contribution to
it from the revenue account.’* With the 1972 decision to
‘remove gtatutory controls on educational spending, the
total budget of Bantu Education rose sharply, from R55
miliion in 1970-1971 to R72.1 million in 1972-1973, and
' R97.45 million in 1973-1974.72 The per capita expenditure
ratio between white and black students began to harrow
slightly, from 218 to 1 in 1971-1972 to about 15 to 1 in
1975-1976,73

The change in spending policy provided the financial basis
for a conaide.rable' expansion of secondary and technical
education for the urban African working class. Dr Van 2yl,
not a man to be left out on a linmb, articulated the new
: plblic'.y" as enthusiastically as he had the old. 1In a 1972
statement he stressed the need for a "diversified system of
secondary education (academic, general, technical and
conmercial)* to meet the need for "trained middle and top
manpower” in the white areas as well as the Bantustans.’%
A major initiative toward providing mrban training
facilities for black workers was taken; by 1874 the
government was involved in a scheme to establish 16

L.aining centre: in the major urban areas (half of them run
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_by. the state and half by Industry),’® and favourable
consideration was being given to the setting up of trade
schools in the urban areas.’®

There was & definite change in the educational ideoclogy

prevalent in government circies: ﬁc a considerabhle extent

the need to provide for the skill training of the black
K\urban wbrking élaaa was openiy espoused, and the privata
- bfsactor's role in promotxng it was welcomed, Leading
Nationalist idealoguas and technocrats 1like Dr. S.P. Du
Toit Viljoen of the Bantu Investment Corporation used the
rhgtqzic of skill shortage to support the development of

the skmll centre programme.’’.

As the state dropped its
praviaua hostility to 1‘.1)?:i.va.«zt&fJ sector -éducaiianaz
intervention, TEACH was publicly praised by Deputy Minister'
Punt _J‘an#on,"’s pawie De Villiers M.P. ,?9 and even by Dr van

~ Zyl himself,B?

In the Johannesburg-Soweto avea, the paliqy change had a
--dramatic;impa¢t. At last the 58c levy was granted, uoming
into effect in August 1972.°%  In. March 1972, the
government gave Johannesburg city Crmncil the go—-ahead for
a prograxme to build 500 classraums at a co-t of about R1
million.®2 By april, the city Council had received the
first R250,000 of this, as a govéfnment ioan to be paid off
at i6ix per cent a year.82 puring the subseguent yesar, the

pace of school building increased so rapidly that the
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housing section of +the city’s Non-European Affairs
Department had to double the number of its emp-loyees.“ By .
mid 1974 there were 40 new scheols in Sc:weto,aal‘ although
half of these had Leen financed by TEACH,3% which suggests
that in the end Johamnesburg municipality had had to rely

much more heavily on the private sector than originally

'anvisaged'. The nhew policies on urban training were

reflected in the opening of two new industrial training
centres in Scwato in 1975.87  and in 1974 urban teacher
training was reintroduced in Johannesburg when 79 student

teachers enrolled at Jabulani technical college B8

. The changes in state edﬁcational policy unleashed a virtual

'stampigda of industrial participation in educational

projects. I would explain this lafgaly in terms of the

fact that a state policy geared to the reproduction of more

‘apprapriate forms of skilled urban labour-power provided

appropriate channels for priv. .e sector funds vhich had not
been there .beﬁare.' It made more sense to industry to put
money into education now that the sta_te wvas prepéred to re-
organize thne systém to produce the clerical and technical
workers that weré needed by eﬁteryx;ises. The period 1972~
1973 saw increasir_ugly éaubstantial empinyer involverant in
attempts to upgrade the education system. General Motors
began %o provide .free school books for children ofF

89

employees., In 1972 BSouth African Preweries announced
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that it would donate R100,000 te black education over a
three year period,9° while the sugar industry put R25,000
into its bursary fund.®l aAssociated British Foods and
Twins Pharmaceutical Holdings donated R25,000 and R24;000
respectively to TEACH in 1973.92  In the same year, HMobil
0il gave the EwaZulu authorities R50,000 for technical
training,93 and the Stellenbosch Farmers’ Winery sank
' R25,000 into the establishment of an educational fund. 94
Donations by industry targeted to educational development
in ﬁaz:ticular localities became a feature of the new
pattern. An electrical company provided PF25,000 for a
school in Daveyton,®® while the Elandsfontein
Industrialists Association donated R50,000 to education in
_ ‘.'t'e:tnl:vr.ism..96

The industria{i unrest of 1973 raised the intensity of
emplof}er concar!i about i:he inadequacy of the education
system. Concern :i.nc:reasa.ngly centred on two issues: the
political implications of a failing urban educatmnal..i:
system, and the need for technical and clerical workers.
Spokesmen for commerce and industry presented lack of
edugational opportunity as a grievance which had given rise
tc the strike wave and possibly to political discontent:
they arguéd that moves to improve the education system
wovld guiet the situation. In this way, the liberal
conception of educaticnal change as an alternative to
political change began to infuse business thinking: for

dapital, education was an alternative to worker power and

435



independent trade unionism. Not unnaturally Durban, the
centre of the strike wave, produced some_of the most
vigorous activism from business leaders along these lines.
The statements of the Durban Chamber of Commerce reflected
the feelings of a business community which had been deeply
shaken. In May 1973, Walter fulofs, the outgoing President
of the Chamhei, told its annual conference that a ‘radical
rethink’ of the countrj'; educational policy was necessary,
and asserted that neglect of African education was a cause
of worker discontent.97 Unless action was taken, Lulofs

argued, a ‘nationzl emergency’ would reenmit.

Rev. A. Hedlgeson, of the Bursau of Literacy and Literature,
Q

~noted in 1974\E§§t the labour unrest had created pressure

oii employers : to address the problems of ’improving

relationships’ and the tr&ining of blacks,?®

cdhcgrn with thé technical and clerical training issue was
reflected in far more concrete thinking by spokesmen for
industry on what problems they faced in this regard, and
more urgent action to confront the problem. ILulofs
pointed out that inadeguate basic education would undermine
the success of technical training schémas;gg This was a
_,Eﬁeme enthuaiﬁstically takeri up by The Star which.smlieited
donations from induetry and commerce to ite TEACH scheme,
on the basis that it was in the interest of employers to

ensure that "in 10 years they will be able to call on a
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more educated ~ and therefore a more ’trainable’
workforce."10® one of the clearest projects to link school
education with technical training was that of Consolidated
Gold Fields, which gave R186,000 to TEACH for 3junior
gecondary schools which were planned to be sited next to
the industrial training centres, so that pupils could be
taken to the centres for technical courses. 101 In the
field of clerical labour there was growing concern as well
‘about the need for facilities to translate the general
skills leaxrnt .at'. school into specific office skills., At a
sﬁb—aomm?.tteé meeting of the Johannesbury Chanber .of
Cdmmerce in February 1975, for examplg, a discussion was
held on a plan to establish a commercial coliege in SBoweto.
Members were concerned about the need to irain black
"cashiers, clérks,_ secretaries etc.™, “the young pe:r:éon
with a Junior Certificate,_ interested in c?prical work" and

"bank clerks in Soweton,102

To a considerable extent indtlﬁtry and commerce’s lnability
 to assert ‘its interests within the state during the 60z had
left it with a backlog of difficulties in the field of
labour reprbduction, which it 'ﬂas not easy to solve, even
in the context of a more receptive p'alicf on the ;;art of’
government. While__.t:ha NP leadership now shared industry’s
si:ill shortage fhars, and was endeavouring to provide a
more extensive basis for the reprcduétibn of the urban
working class, it certainly didn’ t see the issue of urban

educations explosive possibilities in the way that Lulofs
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dimly but accurately did.

 Initially, aspects &f the new policies were well received _-
by black urban communities. In particular, state
acﬁ:e_ptance of seconﬁary school expansion in the townships_
meant that the pressure on urban parents to send their
older eh’ildfen to school in the rural areas fell aways:
The community felt this was a gbnd idea in the
sense that they 4id not necessarily now have to
send... thelr children. “to boarding schools

outside, and pay a lot &. Jgoney. ‘The children
could live at home, and go to school daily. 103

The expansion of urban specialized acilities R éspbcially
technical training and teacher traininé, evoked some
pogitive responses as well. T¢ - rs claim that: :
Particularly technical "u.aina.ng WAS acceptéd
open-handedly by the black besause it wi
something they had not had before. The expansidn
of education in general was welcomed by mogt
blacks as a step in the right direction. 104 _'
These allowed many students to go to school and

training college, because the schools were thera,
the facilities were there. 105

Yet as the next chapter wiIl show, the 'restru;:turiing did
little to defuse, and much to 'increaae, the tenéions' in the
educaticnal system. For one thing, an anormeﬁs amoﬁnt of
digtrust of state education policy had been built up hy
urban pegples’ experiences of the previous decade.

According to_ one teacher there:
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were still suspicions... that now the coming of
these [changes], they did not really mean a clear
benefit., 106

For ancther, the re-organization of schooling which was

taking place would put greét pressure on the school systen,

" building up new social tensions.

Conclusion

Thus during the aariy 1970s, c-'ap:ltaliat intarests, using_'
the ideclogical arguments developed by liberal activists
during the late 19608, launchéd. a critiq;ue of _staté
education pplicy. This focused on its role in stifling the
generétion of urban secondary, and technical_ training.
Becausa t.hié campaign tecokx place at a point at whieh the
NB's racaptivity to accommodating the interests of industry
and commerce had increased . and at which the DBE’s “smtarnal s
r:rg‘anizatian- was in a structural crisis, the state was
willing to go pome way to meet the crii:icisms- that were

being made. ':"'-;_Eziet the changes laid the basis not for an era

~of prosperity and stability, but, as we shall see, for the
‘conflict of 1976. | |
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This chapter sets out to explain the origins of the school
student uprising of 1976, In doing so it raises the
central theoretical problem of the first chapter - how to
describs education systems in a way which both recognizes
their role in perpetuating existing social structures, and
the way in which active challénges to thogse structures are
gener&ed. pPart of .the ansyer which has been given in thixz
thesis is that the education system is a conteaiied state
structure in which dominant groups attempt to impose their
aims but which can inadvertently summon up opposing
reactions from subordinate groups. Thus it will be argued
that the changes :lnl education policy described in the

previous chapter created c:cmdi». ns in which schoeol

_studanta' sense of common J.denu.ty and gr:.evance mare

sharpened. Another part of the answer whmh has Dbeen
offered is that the internal structure of the state
educational bureaucracy is itself the scene of conflicts
which must be given .due ‘welght, It will therefore be
argued that the pursuit of particular objectives by a
gsection of the bureaucracy was important in precipitating
the revolt. A further part of the .answer which has been
given is that there is a struggle for hEgemony in the arena
of education, and that popular culture plays an important
:r_:ole in moulding responses to educational structures., It

Will be contended that the period leading to the 1976
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revolt saw significant changes in urban black youth sub-
culture, which helped produce a new peolitical culture
amongst young people. This provided %the basis for a

potentially transformative challenge to 3Saatu Education.

The chapter will contend that in the period from 1972, by
rapidly expanding the urban secondary school population,
but doing so within a still pocrly resourced educational
system, the state inadvertently brought about the growth of
a highly politically combustible social force. This
tendencf was intensified by a badly managed re-ovrganization
of the year structure of the schools from the beginning of
1976. These changes created ‘ntensified discontent amongst

urban pupils and teachers.

This structurally overstretched school system at the same
time began to encounver a rising ideological challenge from
the youth., Changing patterns of urban popular culture made
the'youth receptive to new ideological messages. One
important politi 11 influence was Black Consciousness (BC),
which emerged out of black University campuses in the late
1960g., It spread into the schools through young teachers,
providing school students with new political ideas.
Students were receptive to these influences for a number of
reasons: discontent over school overcrowding, the changing
political situation which was making the state lock more
threatened than it had in the 1960s, and growing economic
uncertainty as the boom of the 1960s tailed off. The
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riging influence of BC reduced the political influence of

conservative black elites in the educational sphere.

The events which triggered the uprising of 1976 were
another effect of the restructuring in education.
Conservatives within the DBE reacted against the pragmatic
policies of the 1970s. The attempt to enforce the teaching
of Afrikanns was a reaction against what this wing of the
Afrikanes bureaucracy saw as a dilution of apartheid
policy. The refusal of the DBE to take any notice of the
- oppesition which the language policy aroused from its own
creatures, the school boards, praven'tad any negotiated
solution of the issue. In 1876, the determination of a
reactionary inspectorate to enforce this poliéy collided
with the radical aspirations of a new generation of school

students.

Tha most important result of the education policy turn of

1972 was that of rapid expansion of the number of students
in seccndary school, especilally in the arban areas.
Previous pelicies had led to almost total neglect of this
sector; by 1965 there were a mere 67,000 African secondary

school pupils. i

Largely Bantustan-based growth had
permitted this figure to rise to 122,000 by 1970.2 But the

new policy allowed the secondary enrollment +to sovar to
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389,000 by 1976.3 Thus the sector of the school going
population most likely to beconme politi.ciz'ed was
drastically increased. By sgueezing 1arg§r nunbers of
older pupils intc¢ an under-resourced schoul system, the
state was itself _geneuating an environment in which

rebellion might grow,

Moreover, the higher level of state expenditure also
permitted the continued expansion of primary education. In
the second decads of Bantu Fducation, the rate of growth of
the combi'.:f'; Jl primary and secondary pupil pupulations was
almost as i‘apid as the astonishing doubling of the | student
population in its first decade. Total pupil numbers grew
from two miliion in 1965 to 3,700,000 in 1975.% This
astoundineg growth involved an increase in the weight of
students as a social foroe. In 1955 only 10% of the
African population had been school students: by '19?.-5 21% of
al) African people were school students.._5 ’i‘hus the sector
of black urban society constit_.ﬁted by school students was
propertionally far greater than in the 19503, and very
substani:ial in absolute terms. The possibility of school-
goers emerging as a distinct social force was created by
the numerical eﬁ:pansian of schooling. = The expansionary
pelicy introduced in 1972 created growing discontent
amongst students. The injection of larger numbers of
studants into an educational system of limited resources

led to declining educational standards, as well as
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demoralizaticon and disaffection on the part of teachers:
.«..from the beginning of the 70s... when our
¢lassrooms in the secondary schools were becoming
overcrowded... I noticed that there had been a
remarkable change now, in the methods of teaching
applied by the teachers in the schools... no
longer do you find teachers marking the
individual students books or scripts. &tudents
are told to exchange books and mark thelr our
books... if you are not satisfied with that typa
of thing, &rd you still feel that you want %%
pile yoursel¥ with bocks to mark... you beconme
very unpopular in the schools. 6 '

...it was now obvicus classes were too big... The
teacher himself was now sick of the set up. 7

The straing of overcrowding and lack of resourcés also
_"encouragaq,;%é use by teac;hers of harsh methods_ of corporal
~ punishnent , the r.esul_.ting student :;esentmeni_: lea;ding ‘\to
‘what one student descj_?ibed as a "deadlock' betweén pupils

and staff.®

fart' of the re-érqanization "»f Bantu Education afver 1972
was a Fateful declsion to changé_ the year-struciure bf
- black schooling. The structure héd traditiohally comprised
an eight Ye;n: primary course and a five year éécnndary
school couﬁtéie. The 1972 decision was that there was now to
be a six year primary course and a six year secondary
course.’ Implementation was planned for the beginning 1976
- when both those who had passed Standard Vv in 1975 and
those who had passed Standardéd VI in 1975, would go into
secondary school, The consequence was to be a .'bulge' -
the 1976 first year secondary class would be at least twice

the size of the class the previous year,10 Applied on a
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emall adale, and on an experimental basis, the new
structure had been tried out in Soweto schools and found by
headmasters to have bheen an educationai success.1l But the
impiementation of the policy on a mass scale wfould be a
Qifferent story. The expansion of school building in
Bowato .froﬁ 1972 had taken some pressure off the schooling
syatnm}. this sad also allowed the top secondary schenls to
specialize in teaching only the uppér levels of students

* (Forms IV and V).12? But this was before. the doubling of

the :Eirst year intake, and already in 1375, maseive
preﬁsure wn plaé#s in the high school system was being
répt)rted in pretoria,?? in the Eastern cape, 14 ciskei and
Transkei.1® When this ill-planned meanui-ﬁ vag implemented

at the beginning of 1976, the rasu“lt“ was chaotic

overcrowding and overstrained facilities. 3:..-;' teacher

- Tecalls that:

It brought about absocolute confusion... although
{the government] planned it, but they had not
prepared for it... they didn't have ready grants
for teachers to be able to cope with those
_ numbers.,. they did not have accomuodation... 16

Teachers found the change a strain because the youngkr
c]_.ass'ea' of children promoted from primary school were not
equipped to cope with secondary school work:

It had a bad effect because the kids were not'.
ready to go to secondary school. 17

It reduces the quality of studernts because the
primary had been thrown into the high school. 18 _
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In the Judgement of a number of teachers this
intensification of already chronic overcrowding in the high
schools played a direct role in bringing student discontent
to the boil in the first half of 139763
These students came into secondary school and
found crowded classrooms, big groups, and they
started to o¢ jare conditions... with conditions
elsewhere, witJd different race groups... 19

"It was one of the immediate causes of the
revolt. +« by making cenditions worse... 20

«neit was overcrowded and they rejected 'Lhat. .o
21 .

The attempt by the state £ resolve the economic

difficultia& which its policies of the 19605 c¢reated For
capital had the “unforeseen consaquen:-e of placing -
unbearable strains on an impoverished and debilitated
aﬂucational servic’é. This 'i'n turn produced further

disaffec*-ion amongst teachers ' an& kindled a greater level

| ot resentment amongst school s\!mdents. ‘Paradoxically, it

was the y\outh's common expenehce of a poor: quality mass
schnal:n.ng system that created it common sense of identity

and grievance amonqst younyg blaa_;:k people., As one teacher

‘memorably put it: "Bantu Education made us black, #22 h Yet

it is unlikely that this student"‘é_iresentment would have been
sufficient, in itself, t6 generate the basis for the 197¢
revolt, if it had not interacted with the development of a

new political culture amongst urban youth.
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The expansion of secondary education brought a new

generation into the schools: not just a chronological
generation, but what Bundy, drawing on Mannheim, calls a
sociological generation: a group with its own generational
consciousness., 23 As Iunn has shown, the period saw the
grawth.af a distinctively urban youth culture, as the sub-
cultures of youthé,_who were relatively educated, totally
urbanized, and sympathetic to statements of black political
identity, began to differentiate out from the previously
dominant, rather lumpen, sub-culture of the ’mapantsula'.34
From the _early 70s, historical process was rapidly
_ réshaping the consciousness of this generation.
The chaﬁging internal and external situation of the regime
had the effects of creating the conditions for a new
outlook; The 1973 strike wavé presented the state with the
. first oppositional mass mobilizations for over a decade.
.The discontent of labour made an impact on students. A
teaclier comments that students;

...1listened to their parents talking and listened

to hew their parents dre treated by their

employers, and kacame aware that their  vents

are underpaid and therefore are unable to afford

the kare necessities that the children rezquire,

- so I think that’s one of the most important

things that influence tha children politically.
25
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The period wa: 'so that of the fall of Portugese
colonialism in Aiag_oia and Mozambicque; the faiiled South
Afr.ican military intervention in Angola; and the rise of
guerrilla warfare in Zimbabwe and Namibia. These events
placed ‘the South African state, which had seemed so

invulnerable in the 19603, undar ‘presgure and created a

- sense that it was isolated and could be challenged. The

pelitics]l thinking of urban school students about their own
abilitﬁ"l to effact the course of events began to change, as
these new models of politiesl self-assertion influenced

thém. When Mavee carried out research in a Sowsto Righ

 School in April 1975,26 gne found students formulating

the:.r vision of "the future rwt only as one without
aparthaid and homelands but also in ways which emphasized a
x{%ew belief .amongst sections of students in their own
a\ﬁnglity t.a challenge the éxisting social order. One
studdnt :,n her dtudy wrote that:

:i.o‘ts are now going to occour. We are going to
event things for aurselves (suc) . 27 B

The rapid axparz_?aion of the job market whict; had taken place
in the 19260s slowed very considerably in the 19?&5223
Bundy” argues that rapid educational g’}:;pansion is likely
to generate political unrest if, as was the case in the
19705,. employment cpportunltles do nq”!: increase at a
similar rate. Yet while the overall number of ‘obs was

growing slowly, many more blacks were being taken on in

~clerival, technical, skilled and supervisory jobs.?? so
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the prizes. for succeeding in the educational lottery were
beconing mere attractive, juét as the penilties for failure
wé.ré becoming harsher. This created a volatile compound of
ambition, _frustration and economic fear amongst students.
Particularly intense was the anguish of those students whe

managed to enter secnndary school, and thus developed high

- amployment aspirat::.ons, hut were not able;to pursue thair

education suffx.c:.eni_:ly far to secure the jobs they desired.

These students found themselves, as a teacher puts it, "too

“educated to sweep floors, _but too uneducated tqgj join

' ménagaﬁant Ju3 1

The comuon Bxperlences of youth provided the basis a new _
outlaok., ‘I'he-e mcluded centrally, the experience of a |
s_egregated _andl_ inferior school system, which was
increésingly resente&. ‘-. :f:;r.-banl- young people were creating

new caltural re_sponses to, and understandings of, their

situation. The ch&ﬁginq political circumgtances inside and

outside the country were favourable to a new hopefulness

‘about the bussibilitﬁr of resistance. Economic developments

created new aspirations and rnew fears. These expariences
c._reat_ed © a generational cansclousness, but  this
conscibusﬁ'ess .waa fransformed inta a political cultur;a
largely. ”by the infiuence of a new ideology. The political
caln of ﬁ'&he 19605 ended with the ¢/lergence in 1963 of the
university based South African Students Organization
{(8AS0}, *he spearhead df a nuy political current - Black

Consciousness (BC). BC stressed the need for blacks to
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relect liberal white tutelage, ‘the assertion of a black
cultural identity, psychol\qgical liberation from not:u.ons of
1nferiority and the um.ty oi. all blacks including
vcoloureds® and "Indians”. BC was weak in the

organizational sphere. From 1972, its school student arm,

South Afx;ican Students .Movement (8ASM) was active in the
. schools,. but 'i'-l; never develop:d réaily strong structures.
_However,{' the i1deological content of BC had a pervasive '

-infiuence ‘'on urban youth, feedmg into the f;ustrat:.on a.nd

"\

depr:.vat:wn they experz.ence&. Kane-Baman-’s contention
that the c*eation of a new politics in urhan schools was in ..
}.arga part’ the outcome of the Linfluence ot BC-orientated
tea:‘.hers seens correct.3_3 BC vz.ewa ware prevalent at the -
'I:ine anongst Younger teachers, espec:ially those who had
passod through the separate bla-..!c uniﬁersities established -
during the 1860s, and these t:each.g;:s passed on their
political ideas to their ‘pupils. A teé.cher who graduated
from the University of Zululand in the early 19708 and
ta.ught on the Rand in the period from 1372 recalls how he

;md teachers of his generatz.on tried to raise the political

consciousness (in BC jargon, “comscientise") their pupils:

A student that got through wvarsity during 2 . .0
SAS0 era was sSo conscientised that you just get
into class and zreally be prepared to
conscientise. When the very same students
reached Standards 9 or 10, they were already
conscientised... 34
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was in  the profession in the early 1970s recalls, 7the

staff were divided inteo voung and old ~ they called us
SAS0."35 put clder teachers agreed in interviews that the
newer generatién of teachers had a powerful impact on their
atudants.

children came %o understand through these young
wmen, that® the buattle for political rights had
started long ago. Young teacners started to talk
freely about the :Yiack leaders... it was the
young teachars, anG. i must say, pdrticularly from
. Fort Hare that brought about the'revival of the
poiitical h:.stpry of our pebple. 36 -

»-sat That i i.he Black conscxousnass mwement'

' was alrsady siiw } and the teachers were from the
,  universities, and in a way they did infiuence the
f?j” ‘children by nakmg them aware of... the fact the

//f" weré; baing giveii an inferior type of educatiorn,

8% d<ertainly they played an important role in
" m2¥ing the children conscious. 37

o1

BC activists also influé:m:ed schdoi -gtudents through
pﬁblications: members of the BC organizations, for example,
wrote the texts of the magazines disseminated by SasM.38

The ideologiaal BWQY of the mew political trend over school
stt.dents was intensified by the way in which it succeeded
in displacing the influence of more conservative elites in
urban educational politics. Incraasingly, the influence of
conservative black political gi‘aupa snch as ASSECA and
TUATA was reduced. On the other hand, a .greater political
assertiveness on w1‘.11\5-. part of sections of the township
elites was reflected in a more critical stance toward the

DBE on the part of some of the school boards. In early
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1971, ASSECKA met with representatives of SASO and five
cther bodies to discuss the setting up of a BC
organization.3? The leaders of the BC current weré at this
time s5till groping towards a definition of their role.
Their emphasis tended to be on the need for blacks to
transform their ai.i'itudes towards thuselvesf, ‘and on
compunity action,- rather tham on overt,}.y political
activity. It was this lack of po}.itlca._; emphasis and
stress on 'pract}.ca * projects that 'Jnabled ASSECA to co-
Dperate with them. J &%t a follow up conference in August'
1571, a btz‘.-*_;mmittee was established under Moerane‘s
chairm&kﬁsﬁip to draw oap a constitution for the projected
organization.?® But at a third conference in December, it
becane clear that. the strata of youth and intellegeng,;fa
grouped around SA&Q"Q' were moving | in the girecticm, af
creat:l.nr“ a clearly political novement.?1 This was resisted
- by tha ASSECA ~delegation, r who wanted an epphasis on
economic and caltural projects. Nevert sless, the majority
of the canf_-aﬁrence backed SASO, and when the Black
Consciousness Movement (BCM) was founded in July 1972, 11:

was on SASO's terms.%?

A sihilar estrangement. developed between BC activists": and
the ATASA teachers’ organizations, with the teachers groups
increasingly Tasing the initiative to the young Iradicals.
In the Transvaal, TUATA proved unable to respon& to the
challenge of Black Conscicusness. puring 1972, SASO

subjected the teaching profession to a stern critigue for
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its lack o©of pnlitical militancy. 'TUATA vYresponded
defensively, declaring in a magazine editorial that:
We are not going to prejudice our case and course
in order to please SAS0’s generals by being
militapt... We shall aiwvays criticise the
Department of Bantu Education, aind the Government
“of the day, as we always do, in a manner suitable
to ug, and in our own responsible way... SAS0’s
attitude dis bound to lead to  Head on
collisions... Why can’t SASO live and let live?

" 43 o L I
TUATA was infuriated by the radicals’ criticisms of the way
in which they worked with the Department of Bantu
Edqcation; they saw these attacks as undermining their
ststps and that of the educational system.44 Amongst
teaéhers..the'influehce of a'younger and more radical
generatidn begarn to undermine the prestige of the ATasa
. organizations. One of its former members comments that:

Hany teavhers lost confidence "n the provincial
organizations like TUATA... A= a result of the
ideas of the young teachers who came into the
field. 45 ; . '
This process in.turn led to conflicts between teachers and
Principals about hcw to handle the new political awareness
in the schools:
Principals feared the spirit of Biack
Consciousness.:. whereas it was something
exciting to the students... vou found there was
polarity between the teachers and the principal,

because the principal feared if this would come
out there would be trouble... 46

A shift in urban political attitudes was taking place,
especially in urban black politics, and this was lessening

the impact of the conservative currents who had flourished

458



e it k. "o e AR+ b ek e e A= A S AT

in the different circumstances of the 1960s.
.

Conversaly, those elements of the urban elite who wanted to
be more politically asgertive were strengthened. The
schr~1l board syste. provides a case in peint. In the early
19708, the conseguences of the failure of this system for
the ataﬁe became apparent when school boards and committees
in urban arsas became focii of protest a,gaihst aspects of
gtate aducat'ional policy. Iﬁ the urbé:n areas it was harder
for the sta‘te to find appointees for the boards who would
be tractable, than it was in rural areas where ccnservative
groupings aruun& chiefs could easily e yaked in.
Hore_over, there wag more space for parents to elect
compétaht people' é achqol .committees than in the zrural
areas, because of the lesser element of nomination by
official stmctﬁras in the way these wefe choéen.” With

the rise of new oppositional péli_tics," there was an

'incraasing confidence on the part of urban black eiites of

their ability to assert themselves. Thus in some urban
areas, especially oﬁ the Rand, from arpund 1971 there was
grwing protest from szchool boards and committees about
variocus gbate policies. ’.l‘his is not to suggest that the
boards and commiitees were simply transformed into some
fm;m of popular leadership. .But it is td gsay that in
certain areas thzy began to articulate themes contrary to
those of state pnlicy, even if ﬁhay were in fact too

enmeshed in a supplicant relationship with the state, to be
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bodies which could organize mass opposition.

The first such issue around which conflict arose was the
state’s attempt in the early 19708 to saparate urban
schools along ethnic/’tribalf lines, and to establish
similarly distinct school boards for d:l.ffe;:ent ethnic
groups. In late 1971, at a .meeting with departmental
officials, members of Soweto school boards axpré'ssed ‘their
opposition to the state’s plans to re-crganize tﬁe boards,
sayiﬁg that this move would create administrative problems
and generate conflict between different groups.*®  The
following Year, in March, a neeting of Sowetce school

committee members and parents objected to the ‘scheme to

establish ‘tribal’ schools and threatened to withdraw their

.c}}ildren from the schools i it were impopsed'."‘g In

e i fanam i e

Alexandra township in 1973 schoel committees and paré.nts

- met and pratested about the ethnic separs:ion of the

schools. The Alexandra school board then “withdrew its

instructions to principals to pursue this policy.59

'I‘hére wvere also some. in&i&en‘ts in wiiich school beavds came
to the defence of politically wvictimized teachers. 1In two
such incidents in 1972, Abraham Tiro, the Turflocp student
leader (later to be aseassinated in Botswana), and Edward
Kubayi, who had also bee. expelled from Turfloop, were
ordered by the DBE to be removed from the teacliing posts
they had taken in Soweto. However the responsible school'

boards both refused to implement the DBE’s <decision.>t
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Thus by 1974, urban schoel boards, at any rate on the Rand,
had developed a degree of autonomy from the department, and
wvere in some way ’voicinq educational and other grievances
within the community.

The changed social and political environment bet}an to
create a student novement. of a type never seen iiefore.

paring 1974 student act:ivity superficially display{!d its

.traﬁitional patt.ern. ‘Transkeil schools continued to

C older rural boarding schools.

pradqminata as the main centres of actmn, although there
were isolated incidents in the OFQ and Natal, and in the
52 put the following year
showad a striking change in the geagraphwal and spatial

locatian af unrest. there was & nwtlceable trand for

\

. 'ai:ufr:tent action to spread to the urban a\raas of tha Eastern

~ Cape and to urhan areas ontside the Cape, with a number of

i

e e =

incidents in Pretoria and Mafikeng.?? There was a movement
of student activity toward the .urban day schoolz and away
from the missjionary boarding establishm;_ent#. The secondary
and higher primry schools of the townsh:.ps were awakening
politizally, for the first £ime developing their own
antonomous tradit";.."fpn and repertoire of action. This
repertoire represanted both a break am';l a continuity with
that of the mission schools. A break hr;cause it was marked
by a2 new strength and coherence of organization, and
because it posed well articnlated demands on education

iséues, in a way which pointed to the broader political

461

F Y - d e ——run



implications of those issues. A continuity because the
tradition of challenging authority relations in education
through the tactics of boycott and riot were carried over
into the new period, and surely, were legitimated by their

history.

The new-style strurgles in urban day-schools around
educational and p.olitica.l issues emerged were far mnore
organized and more explicit in their aims than the actions
which had been nounted in the boarding schoals. One school
where- th e new currents emerged was Thembalabantu High

Bchool at Zwelitsha., In October 1974 trhree students there
54

!

were expelled “or contributing to SASM’s magazine.
Féilowing thig, in May 1975 pupils presented a 1list of
qrievﬁncas to the head, who responded by | expelliing one of
their nuniber. The students then __\cé.lied- a strike and held a
meeting to discuss the issue. T\he. tolice arrived and 2140

students were arrested.®® A similar new combativeness was

. - demonstrated by students at Morris Isaacson school in

Soweto in September 1975. When Security Police returned to
school a student whom they had been intervogating, they
found their way blocked by protesting students.5€

The new type of student action was however exemplified most
clearly by the actions of the students at Nathaniel Ryaluza

Higu School, Grahamstown, during 1975.  Here students

clearly artioulated and ferociously fought 7or their

demands. In May they staged boycotts and demonstrations.
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They put forward clear, serious complaints. Tr: teachers,
they said, were poorly qualifie&,57 had drinking problems,
sexually harassed female pupils, and punished students for

exposing their misdeeds. 58

There were also complaints
about the conduct of the inspector,®? disciplinary
procedures, shortages of bocks and the poor quality of the
buildings.so For the f_irst time the serious and central
problems which students experienced within Bantu Education
were being articulated by them, and in action. But even
more striking was the determined form of action the
stndents ¢+ ' - they occupied the school buildings for two
weeks! Mass mectings were held to discuss progress.®! The
teachérs, whoe were objects of much of student’sz wrath, fled
the school fearing that they would be attacked$? and
eventually 12 of them were sacked for refusing to return to
their poste.®3 2 new and tempestuous generation had

arrived.

Origins of the 1976 Revolt: The Issue of Afrikaans

This new militancy was to be transformed into mass revolt
by a particular issue ~ that of enforced use of the
Afrikaans language in the school system, a policy vhich the
DBE implemented strongly from 1974. It would seem at first
glance that the language policy of the mid 1970s merely
arose out of the dynamics of Afrikaner Nationalism, that
is, out of some reckless ideological drive to propagate the

language. But in fact, the language policy was a by-
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pi:-oduct of the internal struggle in the NP generated by
shift in the ‘orientation of the NP leadership toward a
greater degree of accommodation with bkig capital in the
early 70s. The language policy represented part of a
reaction by the right wing of the Nationalist Party, and
its supporters within the state administration, against
that shift. The more extreme wing of the NP feared that
the coming together of the NP leadership with Anglophone
business interests represented a sell out of Afrikaner
interests. Their premotion of the use of the Afrikaans -
language was a symbol of national self-assertion and an
attempt to test government commitament %o Afrikaner

identity. The policy provoked such a violent response

from students not just because of the symbolic role of

Afrikaans as the language of an oppressive govermment, but
also because the policy cut acvoss the need of students to
prepare to sell their lahour—powéz_- on the labour market of

I

urban centre's dominated by Engliéh epeaking concerns.

For most of the period beﬁween 1955 and 1%76, the DBE .was
quite ready to subordinate the WP ideclogical drive toward
the promotion of Afrikaans to the needs o©f the labour
mark'et, and to accept the reality that few black teachers
were fluent in Afrikaans. From the inception of Bantu
Education, the DBE formally subscribed to the policy that
in secondary schools, half of the exam subiects should be

taught in English and half in Afrikaans - the so-called

464

T TR




rfifty-fifty rule’ . %4 However this policy IWas not
practicable, given the small numbers of African teachers
wio spoke Afrikaans, and a system waé introduced under
which schools were glven permission to depart from the
‘rules conéerning equal use of ':lam;mas;mz."’5 buring_t:he 1950s
a majority of secondary schools were granted éuch
permission, and the DHE was willing to consider other
factors than lack of teachers with the right -\\.'.:-;i.nguis'tic
'abilities (such .as shortage of textbooks) as a"ﬁasis ..:far
exemption. 66 In 195% there was an attempt to tighten up on
exemptions, wﬁen lack of teaching staff with the right
language aptitude was declared the only basis of
exemption:®7 but in fact this rule seems to have been
flexibly enforced. The situation which emerged was one in
wh.{ch the langugge of local e_lmployera 'be.came the main
déterminant of which official “language was used in the
claséroom. J. Dugard, as a senior department bfficial ¥
found in the 19608 that African teachers in the ofs .and'
parts of the Northern Transvaal had a good grasp of
Afrikaans, 'but theose in the Cape and Natal an& on the Rand
did not,58 ( N

in 1973 , the DBE moved to consolidate this tailoring of
language policy to the needs of the labour market.
Departmental Circular No. 2 of that year laid down that
exam subjects could now be taught either purely in English
or purely in Afrikaans, as alternatives to the ’fifty-

fifty’ basis.®? whether afrikaans or English was used
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would be decided on the basis of which was the predominant

lanquage amongst the white community in the area

involved.”® In this way provision was made for education

“to be conducted on the basis of local employers’ need to,

communicate with their work force. This policy was
acceptable to.__both parants and studénts ‘as it enabled
students to study in the lanéunge which would be of nost
use to them in obtaining work; it reflected the new element
of pragmatism and accommodation with_?. industry in DBE

policy. .

But this relativaly widely acceptahla langnw}p pelicy was"—-'

soon to be drmtically reveraed. ‘As I have argued above,
there tock place in the early 1870s a pali dcal re-

ermntation by tha Nationahst leaﬁerahip in which, while

' remainmg close tca the 'l:radj.tianal pulitical 1deology of -’

apartheid, they attempted a greater degree of detente _with
tha needs of ¢=ap.i.1:aaﬂl..a This led in NP cxmles y to intans.tve
infighting betwean the verligte. (enligmtened) factian
supporting the new or:.entation, and the verkrampt.e (narrw)
group who represented interests - the petty bourgeoisie,
the white working class and porthern agricﬁltui'e - which
clung to Verwoerdian ideoioqy.n In 1972, Gérrit Viljoen,
a 1ea&ing verligte, displaced the verkrainpte Andrieg
Treurnicht from the leadership of the Broedérbond,"z aﬁd
subsequently, in 1974, beat off a challenge by Tréuz:nicht

to regain the '1eader5hip_.73 It seemed that the verligtes
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~ verligtes in a 1974 speech.”’S

were cleafly ascendant within the NP. But Treurnicht
rapidly emerged as the leader of a strong conservative
group in the party.’? prime Minister Vbi-ster, in order to
contain the dissension in the ranks, began to tilt in his
public pronouncements (although not in his practical

pol:icies} toward the verkramptes, directly attacking the

In this context, right wing Nationalists withip  the
educational apparatus came to =ee the role of. Afrikaﬁhs as

one of syﬁboiic political importance. The lack of

\ ﬁssertiveness in DBE policy on the use of Afrikaans was

seen as part of a pattern of weak commitment to traditional

' Nationalist values, and as eomething that had to be set

right, This feeling emergéd most clearly at the 1975
conference of the Federasie van Afrikaanse Kultuur-

76  $he conference passed a motion calling on

verenigings.
tl';e govermment tc promote Afrikaans in all possible wﬁys to
schieve its rrightful position’ in schools for blacks and
sians. Proposing the motion, Prof. J.H. Senekal said
there was concern about the position of Afrikaans as a
language of use amongst black people, e=zmpecially in the
black urban schools. For the continued existence of
Afrikaans it was important that it should becone ‘a

language of use of the black man’. Former Minister W.A.

Marese supported the motion.’’

But already the verkramptes within the DBE had launched an
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offensive on the issue. A meeting of Transvaal inspectors
in January 1974 passed a resolution that Arithmetic and
Social Studies ought to be taught in Afrikaans.’8
Departmental cCircular Fo. 6. of 1974 re-asserted the need
to apply the fifty-fifty rule; and while the Afrikaans
version of the circular added the qualification ’where
posgible’, the English version did not.’? fThe wircular
stressed the need for application to be made to the
Secretary for any deviation from thes fifty-fifty rule. It
thus represented a clear policy revé_:sal.so From late
19?4,I£here wag a stricter application of the fifty-fifty
rﬁl'e ’ and .8 greater rate of refusal of applications for
qxemptiqn;ai This was especially the case in the southern
_?z’-rarisvaal, whére Regional Circular No. 2 of 19'«;# imposed.
the earlier decision of the inspectord tu.force the
teaching of Maths and Social Studies in Afrikaans; the
cirdular failéd to draw attention to the possibility of

obtaining exemption. 82

The policy of enforcing instruction in Afrikaans was almost
universally unpopular in urban areas, becausge it forced
teachers to teach in a language in which few of them were
proficient, and which was little understood by their
pupils:
Almost all the African teachers were never taught
through the Afrikaans medium... and therefore
could not teach... children. 83
You are a teacher and you have not read a single

book or paper in Afrikaans, then you are demanded
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to teach in Afrikaans. 84

...only some of us understood Afrikaans and it
was difficult for us to express ourselves, then
what about to teach?... A lot of kids didn’t even
know what to do or how to write anything in
Afrikaans. 85

...the teachers... could not cope with handlinq a
scientifi¢ subject in Afrikaans. 86

... We encocuntered some difficulty in getting

teachers who can teach these subjects threough the
Afrikaans medium. 87

ATASA itself was sufficiently antagonized by the policy to

gend a delegation to Pretoria to complain about it 88

The insistence on the lLa&w policy of elements of the white
inspectorate generated immense friction between the DEE on
the one hand and teachers and students on the other. One
headmaster speaks of
...the intransigence of the inspectors who were
predominantly Afrikaners and who were not
interested in the black child at all, but they
were interested in the black c¢child being
Afrikanerized. 89 '
He had found the inspectorate totally unsympathetic to the
fact that many teachers who had *laimed to have been able
to speak in Afrikaans, in order to get a post, were in fact

unable to do &o.30

Ancther principal, finding that his
students were making ne headway in Mathematics when using
Afrikaans, instructed his teachers to change to English,
and lobbied the department through the school hoard for
approval of thiz change. The response of the inspectors

-was to have him summoned teo the department to account for
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his deviation from departmental policy_.gl The new pelicy
thus in practice not only failed to strengthen the
ideclogical influence of Afrikaner nationalizm on blacks,
lut created a new grievane: in the educational sphere,

which was strongly felt by teachers and students alike.

Writings :on the uﬂs-é‘nnt uprzs:.ng of 1976 have. generaliy

ignored the role of the School boards in opposing the

:.Ilmpt.?ﬂition 'of Afrikaans as a teaching m&din_m from 1974.

But ‘popular 'oppaaitian to the policy first manifested
itself in the resistanﬂ;e of certa:.n school boards.

However, thraughout the Perz.od from 1574 to 1976, the

_ Dapartment showed no inch]}}natmn te listen to these views.
) i

It responded to the hx_:a,i-ds' opinions with threats or
diaéiplinary action. Here was the. central canéradiction of
the board system: nameiy that the authorities wanted .ié:'.' to -
inccrgorate blﬁcks ints a sense of participation in the -
.edfgca_tion éystem, but they we. *;. not prepared to ¢'ve the
boar;i-‘s' the decisibn-making p’\bv'v;_'-rs that would havé been
essentzal it they were ‘o estahllsh a real social base.

The DBE wanted community participation in education, but

only as long as the communlty’s views coincided with its

owrt, This approach guaranteed in advance tbe failure of

boards as a hegemonic structure.

Discontent about the Afrikaans policy resulted in a meeting
of 91 delegates from school boards of the PWY and Western

Transvaal areas, held in Atteridgeville on Decemwer 21st,
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1974.92 The tone of the meeting was relatively mild but,

hevertheless, strangly oppoused to the use of Afrikaans as a.
medicm of instruction. A mimorandum was drawn up demanding
an end to the paélicy, aﬁd'a deputation was chosen to meet.
the DBE on the.m@tter.ga The views of the meeting were
courtied in terms of suppbrt for the homeland leadevs’ views
that'secuhdary qducatian’should be conductad in Engliah594
The ﬁaeting alﬁo supported the idea of seeking a Supreme
Court injunction if the DBE proved to ba intractable.?5

Some however. did axp&.a&s more comkiative views: Mr. M. |
. Petz, & menber of Atterihgaville Bchdbl board, called for a
school boycott if the policy were not reversed.%6 The very
limited demand of the school boards was met with implacable
oppdsitian from the DBE. A fnrtr;ier meeting of school
boards?was held iﬁ 3ahugry-at which ﬂgraat_disaatiﬂfaction“
was expressed at the department’s __ir.'efuéal to compronise
w:i'.th the boards.5? Hdhvever, the DBE was determined to
repress any"opppsitian to - its pa}iéies. 'Allater planned
joint meeting of school boards at $ebokang:was banned by
the circuit inspector of Vefeeniginqégs In jtteridgeville,
the chairman of the school board was sﬁcked for his
opposition to the Afrikaans polidy, and this provoked
provoking a school boycett.?? Circulars number 6 and 7 of
1975 were issued by the DBE to firm up its position: they
reaffirmed the 50-50 English-Afrikaans rule, and forbade
school boards to Qecide on the medium of instruction in

their _schwls.loo- W.C. aAckermann, the Regional Director of
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Bantu Education for the Southern Transvaal, told one scheol

haé.rd, vwhich had instructed its teachers to use English,

that its grants for teachers’ salaries would be cut off if

it did not _ao-operate.ml

These stragﬁg—am policies did not howaver crack the school
boards’ oppolition to the Afrikdans medium of  instruction

policir, Saveral school boards in Soweto porsisted in

instructing their teachers to -juse English as the sole

madiﬁm'.loz _ Boards in the Port -E?.izabetlf area also took up
the issue. The school boards in the Port Elizabeth
townships, in February 1975 preaénted__ a joint fiemorandun to
the Inspector in the area aallz!ling for abindonment of the
50/50 policy.303 - :

ﬁith the beginning cﬁf the 1976 ﬁchm:l. year, tﬁa conflict in
Soweto deepened.,  On 20 Jannary ﬁhe Meadowlands Tswana
school board met the lozai circuit inspector to ° discuss
the issue. The inspector took an .approach which was
characteristic of his department: he argued that as all
direct {ax paid by blacks went to homelahd education, black}__
education was being paid for by whites: the DBE tharefarel
nad a- duty to ’satisfy’ white tax payers.}0% Not
aurpriﬁingly, the board mémbara were unimpressed by this
analysis, and voted unanimously that English should be the
medium of instruction in schools under their control.l05

Fellowing this, two members of the school board were
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dismissed by the DBE and the other seven members resigned
in pJ:'t:rl:aai:..:"o6 The story of the periocd leading up teo June
1976 is, in ?art, one of the refusal of the DBE to listen

to its own school boards.

Despite the widespread evidence of the unpopularity of the
policy on Afrikaans, the NP government did not act in a way
which was likely to reduce tension on the issue. Rather,
underestimating the potential of popular opposition, it
weut' in the opposite direction, playing to its rightist
const:i\.tuehcy.l Thus, Vorster clearly did not obstruct the
idenlogical thruét of the Afrikaner righi:. To a
considerable extent lus policy was one of giving the right
of the NP their head in the cultl\ral and social sphere,

while carrying out a slightly more pragmatic orientation in

. the econcmic field. As part of his attempt to placate the

Verkramptes, in 1976 Vorster made *he decision to reasa:.gn
the notably reformist Deputyq Minister of Bantu
Administraitibn and Dew;e.lopment Pil;mt .Jénson, and replace
- hin as neput.y Minister of Bantu Education with the
| Verkramptqt 1eader, Andries ’.t‘reurnlcht.w? This cle.ar;y
strengthaine'd the hand of the exitreme right within the
educational hureaucracy; Aﬂd Treurnicht’s unshakeahle
cbmmi-tmenjt to the hard line language policy played ‘an
important role in triggering the uprising. He relentliessly
pursued the fifty-fifty policy in secondary education,
despite the opposition of parents and teachers and rising

io8

student discontent. It was he who on 11 June 1976
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announced that applications to depart from the fifty-fifty
rule by five Soweto schools had been rﬁjected.1°9 This
position waa'takéh despite the fact that these schools were
on strike. During the pariiamentary discussion the Deputy
Hiniéter protested ignorance of a violent incident at
Naledi, on which the Cillie commission cupmented -that it
was *hardly possible that th@ Minister would not have
received the correct and full d&tailstullo

The intransigence of the mBE;ov%: the afrikaans issue
péovidad a single political focus for the pent-up anger and

" frustration of school students. The new political cuiture

that had ari#an amongst.thé'uxb@n:youth'dhring the first
half of tha 19708 began to express itseif on a wider scale,

and more forcefully, as the schdcl studenis of Soweto began

« to revolt against the DBE’s policy from the beginning of

1978. Having'ignorad the representations of teachers and
school boards against the policy, the DBE had itself opened
up a situation where the students could no longer have any

hope that the mediation of townahip_elites would resolve

‘their problenms.

i

The first_indiéatian of .trouble in Soweto schools over the

Afrikaans issue took place onh 24 February when students at
Hofole Secondary Bchool argued with their headmaster about
it, and he called in the police.l1l puring March the Black

Peoples Convention, SASO and SASM were active in Soweto
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schools on the issue.l1? 1In the next month strikes began
to take place in schools around the sacking of three school
principais by the Tswana school board in a row related to
the Afrikaans issue.ll?® oriando West Junior emerged as a
gtorm centre of the crisis. On 30 April, “students there
" went on strike against the Afrikaans medium of ins_truction
: poliéy;:"n and on 17 May they held another boycott over the
dismissal of a member of the school board, bombarding the
principal’s office with stones,11% _They proceeded to draw

“up and present to the head a memorandum of their
grievances.n‘s “By 16 May a boycott over Afrikaans had
‘. developad in Phefeni Secondary School; it then spread to
‘Palle Higher Primary Scheol, and on to Thulasizwe,
" Emthonjeni, Rhulo Ngolawazi Higher Primary St:hoals 117 The
mvolvsment ‘of higher primaries is, as pointed out,
significant because their highest form was affected by the
DBE’s Afrikaan# decree. The actions were of a militant
character, including a demonstration at Thul&'izwé and ai;
_Be'lle';' the locking out of staff and boycott-breaking
students by the militants.118 on 24 May, pupils rejescted a
call to go back to school by the Orlando-Diepkloof school
boards'!® and the strike spread to Pimville Higher
120

Primary. SASM moved to consolidate the situation,

helding a conference at Raodepcort at the end of May which

discussed the campaign against the enfarced use of

Afrikaans,121 '

The explosive anger of Soweto youth i suggested by two
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incidents which occurred at this time. On 12 May a woman
teacher was walking to school tﬁhen she was stopped by two
youths who intended to rob her. She yelled for aid and
more than 100 students from Orlando Nortli Secondary School
rashed to help her. They pursued the robbers, caught them
and beat them to death.122 In another incident during May,
a teacher at Pimville was stabbed by a student. When
police tried to arrest the student they were stoned by his
coileagues.lza These events suggest a rising willingness
‘on the part of students to define what was just for
 themselves, and a willingness to use force to back those

conceptions.

The intensity of the Afrikaans conflict continued to mount.
In early June there wis fighting at Senoane Junior School
and elsawhere between "bayccttera and students ti*yihg to
return to work.l?? On 8 June Security Police arrived at
Nale&i High School and éttempted te arré_st the secretary of
the SASBM branch. Students attacked and stoned the
policemeri and burnt their car: they had to be rescued from
the principal’s office by reinforcements. The next day
police who returned to the school were driven off by stone-
throwing pupils.l25 rhe gituation worsened as exams began,
and students at several schools refused to write, 146 By
thie time collective action was being called for, and, in
this context, SASM convened the meetings of the 12th June,
which founded the Soweto Student Representative Council
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(58RC). This body then organized a wass student protest

against the use of Afrikaans for 16 June,l27

Conclusion

- The reorientation of state policy on 1abeﬁr supply in a
more profcapitalist direction, piavoked an internecine
struggle within the state, as right wing elements attempted -
to prevent what they saw as a drift to ideological
compromise. In tlie tourse of this struggle the right took
up 'éhg language issue in the Bantu Education system. ‘The
general drift of state pdlic:y in the early 1970s was toward
a vloser harmonizing with the need of :ﬁn&ustry for skilled
urban labour. But this .attqmpt: was doomed to frustration. .
Firstly, the =atate was' trying to conduct it in the
framework ;;if Grand Aparéheid. This meant that an urban
.working class was being reproduced within a sys'tqm that
could not conceivably accommodate its | po-litidal
‘aspirations. Secondly, the ambiguity of trying to
" conciliate different Afrikaner sectional and class
interests within the NP undermined the poa.sibility of the
state carrying out decisive and effective educational
policy. Thirdly, the wast expansion of numbers in the
educational system drew vast numbers of urban youth into an
under~rasourced syst_ezm that could give them a common
identity, but could not effectively carry out its intended
socializing role. Finally, the youth had themselves

created a new political cuiture which provided them with
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the resources to challenga the state, as they did on 16

June. Whern on that day, police and students met, the

subsequent shootings by the police and the eensuing nation-

wide revolt by students turned South African history in a

nev direction.

t. /{{fﬂ;:n_
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CHAPTER 11: CONCLUSION

In conclud.ing ;I will return to the issues raised in the
firsi: two chapters. Chapter .One identified certain
:iroblems in exlsting theoretical approaches to the analysis
af éducatianal systems and conflict within them, especialiy
the tendency of r'eproducti-unist' theories toward
functionalism, and culturalist t{heories toward volui:_tarism.
It argued £hat educational systems were best analysed as
part of the state, which should not be understood in an
instrumentaliegt manner, but rather as a contested field of
social relations. The chapter suggested that such an
approach, by i‘acognizing both the trﬁctura’i character ofl
aduchtiaﬁ systems, anc:& thét they were the ter::jain of
conf_z.icti' I.!.ll‘ld_ shaped by it; " enabled us to integra.ite the .
valuable insights of "reproductionist and culturalist
theories, without g‘aliing into their respective over-
_;emphases of the objective and the experiential. In Chapter
- Tws, on the ba_.sis of the pcsitidn fleveloped in the previcus
chapter, a number of propositions ﬁbout the specific nature
of the South African educational system and its conflicts
were developed. It was claimed that there represented a
more adequate ar;alytiaal approach to the is.sue_s. in question
than could bé derived from a simple applidatinn of existing
reproéuctionist or culturalist theories. The central
section of the thesis sought to test the validity of the

propositions by examining the social history of African
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education and eduncational conflicts between the 1940s and
1976, This chapter contends that this historical
investigation has demonstrated the validity of these
propositions, and therefore 5190 éhe validity of the
theoretical apﬁimach developed in Chapter One. The present
chapter will consolidate the argument of the thesis by
retufning to the centrai propositions whic¢h were pﬁt
forward egrlier'in thé thesis, and will showxpow the
suhsequéht;histarical study has'pravidéd support for them.
It will also suggest how develophients since 1976 auppart:
the type of analﬁsis developed here. |
h L - A
Firstly, it was argued that there was no fixed and
necesgary relationship between Bantu Eduzation and
capitalism, bht rather a édntingent and changing one.
Repraductionists have terded to see aparthéid 2ducation as
- fulfilling the.naaﬁs of capitalism. The ’/libexpl’ critique
of aﬁﬁrthei@ hﬁs.implied that state policy, including
educational policy, blocked capitalist development. What
has been shown hers is that neither of theze simple, one-
dimensional relationships holds consistently. In certain
pg;iods and in certain ways, Banﬁu'Education met the néeds
of capital; at'othér moments, and in other ways, it
obstructed capitalist development. We have seen that in
the 19502, by dxaﬁing urban youth into the school systenm
and providing semi~skilled labour, state policy did answer
the needs of urban capitalists for social control of the

urban working class and the reproduction of the industrial
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labour force. In addition, the financing structure of the
policy enabled it to be implemented without imposing a
nmassive tax burden on 'émployers. Howaver during the 1960s,
officialdom pursued apartheid policy in a much morxe
ideoclogically rigid way. ﬂ'he' deliberate rafusal of
g_dvernmeﬁt to develop black urkan secondary e&ucation,.' and.
the strangling of Iurhan technical and further education,
which were part of the 'Verwoard:l.an attempt to push black
people into the Bahthstans, ran directly against inﬁustriall
capitalists’’ interests: The resulting lack of adequately
éducated employées became a major problem for industry by
the end of the 1960s. It was only after a major political
campaign by industi‘y_ in the early 1970s that government
moved to remedy the situation, by expanding black urban
secondary aducation, and reintroducing urban black further
o aducatii;nn from 1%72. Thus tlfa relation between Bantu
Education and capitalism _wés supportive iﬁ " some

_conjuncturés and conflictual in others.

This argument implie# ‘that there was also no fixed
relat:i_énship. .between ata‘?f‘.a educational policy-makers and
capitalists, The state éiduc‘atibn system did not function
as a simg};g zinstr_ument o:" capital; hureaucrats had their
own iﬁeoloéical ang organi‘zational interests which they dia
not hesitate to pursue. | The thesis has suggested that the
complementary relationship between state education policy

and urban capitalists’ needs in the 1950s were the resulc
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. of relatively contingent factors. Government was faced
with an urban crisis which required urgent resolution. 1In
order to regain social control of the cities it embarked on
 a radical reorganization of urban life, including the
expansion of the education system. This coincided with the
needs of industrialists for stability and semi-skilled
labour, but was not dictated by these needs.  Real
constraints on goﬁefnment Poliéy - the urgency of the
problems in the cities, the existence of mass political
cppo_sitian;_ and the need to avoid disrupting a fragile
'econc:my - pushed it toward relatively pragmatic policies,
‘which would stabilize urban life. However in the 5.9605,
govarnmént, having broken political resistance and entered
a period of economic boom, was able ruthlessly to pursue
Grand Apartheid policy.  The Bantu Education bureaucracy
ﬂwhich had been created by the restructufinq of _fhe_ state in
the 10605 pursued their ideclogical interests in a way
which was quite contrary to the interests of industrial
capital’/ The change toward an education policy more
adapted to industrialists’ reguirements in the early 1970s
was in part the result of the new influence on governmenf.
of a growing Afrikaner manufacturing sector. = Without
direct access £o the bureaucracy or the NP hiéra.rahy,
_Anglophbna capitalists had to lobby very energetically to
get ﬁ hearing.

The independent interests of the bureaucracy were also

apparent in the campaign for Afrlkaans language instruction
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by sections of ﬁhe bureaucracy in the 1970s. As we have
seen, this in fact cut across the ear].:l.ar (and em.nently-
reproductively adapted), policy whereby the predominan*
1anguag'e of employers 5.n a particulnr area ﬁictatad the
medium of instructian. . The Afrikaans instruction policy
was a3 negative respénsg by conservative Hationalig:g;s to the
pragmatic, somewhat pro-capitalist, shifts in apartheid
policy made by the Vorster regime. While the policies
pﬁrsued by 'Ehe educational bureaucracy aﬁd the needs nf

capital' overiapped on occasion, -thgy vere | not nedessarily

linked.

- Secondly, the thesis has afgued that the Bantu Education

system did mot, as 'reproduaﬁiunists- tend to assert, only

- reproduce an unskilled, migrant labour force. Rather,

education policy had the effect of reproducing different
formg of labour at different times and in different places.
We saw that the emphasis on ;primary aducation ‘in the 1550s

effectivaly generated a Bemi-sklllad work~force. The move

[

to a greater amphasis on secondary educat:.on in 1972 helped

crea.te a labour force with z much greater proportion of
black technical and clerical emplofees. Rural education
was gearad to supporting the Bantustan structure, in .a more
effect:.ve sway than was urban educatien, The rala{:ion
between schooling and the labour market changed across

time, and differed between urban and rural situations.
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Thirdly, the thesis has argued that urbanization and
secondary industrialization were central to the origins and
evolutmn of Bantu Education. We have seen how the urkan
crisia of the 19405 and 19508 produced wide-ranging

dominant clasa sentiment in favour of the develcpment of a

mass education system. In its init'ial phase, the late

19508 and sarly 1960s, the new schooling systea was
primarily shaped by the pressures of the urban crisis. The
policy was an’ integral part of the urban restructuring of
the 19502 and early 1960s. The negie_c‘i:. of secondary -
schooling during the 19655 caused growing internal strains
in the adﬁcati,oh system and the _1dbour market, which
focused in cities. <The change in policy in 1972 was a

desperate nitempt to overcome these tensions.

Fourthly, following .from our view of the state as a
cr;}xtested tield of mocial rélaticms, embodying the putcomes
of conflicts, it is argued that the shape of the education
systen was moulded in part by popular struggles. The
restructuring of tha cities in the 1950s, of which Bantu -
Education was a part, was to a significant extent a
response to the urban seocial movements of the period,
_Although popular resistance in that decade was unable to
step the implementation of Bantu Education, it did impose
1im3,1:s on ’~¥ drastically apartheid could be implemented.
Paradoxically, the resistance itself constituted part of
the demand for éducation which government tried to contain

through the new education systam. The absence of popular
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organization in the 19605 was a major reason why government
- was able to pursue so sxtreme a variant of apartheid
education policy. We have shown too, how concern over
popular discontent with education in the early 1970s
increased pressﬁre on govei-nment for restructuring. It has
been suggested that the struggles which shaped Bantu
Education were not only between dominant and subordinate
classes. As the discussion above suggests, the conflicting
_interésta within the dominant classes also shaped the

dducation system, as did divergences within the bureaucracy.

Fifthly, the thesis has argued that the struggle over Bantu
Edundtibn ‘was one which iﬁvolved a battle for hegemony.
The raqiﬁe did have a conception that it needed to lead the
masses, ratﬁar than mersly repressing them, if it was to
rule eaffectively. The Na_tianal.ist adminiétrations hoped
that Bantustan policy would provide the basiz of such a new
hegemony. Education, insofar as it attempted to win
popular allegiance to the Bantustan system, d4id have a
hegemonic aim. We have seen that some successes in this
diraction were achieved by the state in the late 1950s and
the 1960s. The school board and committee system d4id
actively incorporate large nunbers of people into the
running of Bantu BEducation. Teachers gave their support to
organizations prepared to bargain within the existing
educational system. On a bigger scale, the expansion of

the education system, by providing more people than ever
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before with some schooling, was a 7material substratum’ for

mass participation in the education system.

Yet, we have seen that Bantu Education was unable to win
the active support or ailegian_ce or the mass of the
population. It faced severe resigtance in the 19508 from
the ANC’s school boycott, local hoycotts of the school -
board system, and | fror: the canmpaigns of rﬁéical j:eacher
organizatic.g. While a combination of' repression, the
attractions of an expanded schooling system, and parents’
knowledge that state schoels had | a monop'cl;; éf
gertification accepted in the job~ market, ensured the
de.feat of these movements, they both reflected and helped
create a popular hostility to Bantu Education. We have
sean that officialdom undercut ite own éttempts to build a
new educational he’gemoﬁy. ‘The racism and authoritarianism
of the Department’s officials alieﬁate'd pﬁrents, students
and teachers. The board and committee systenm genératéd
great resentment: it was too little of a democfatic policy-—
making structure to attract lasting popular support; yet it
had eibugh power at a local level to act in a tyrannical
fashion toward teachers and thus lose their sympathy. Mcre
fundamentally, it has" . been .shown that the material
deprivations to iwhich Netionalist governments subjected the
education system created constant new resentments,
particularly in the light of +the obvious racial
inegualities in education. The events leading up to 1976

typify these fallure to win allegiance. The government
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rammed through the Afrikaans instruction policy, despite
the protests of school boards and students, and in the
context of a sfstem collapsing' under the strain of a rapid
and poorly funded expansion. The popular response to the
education system In the 19608 and early 1970s, in general
was one that we have chara.ci:er:.zed as one of acgquiescence:
acceptance of a pragmatic kind, lacking auy element of
active identification.

The most coherent attempt ;}a ‘generate an educational
counter-hegemony was the ANC's sch;dl boycott campaign.
Beapiﬁé its remarkable achievements, it could not compete
with the state system’s capacity to ﬁrovic‘se child-care and
marketable qualifications. The other resistance movements
which we have examined never approached the counter-
hegemonic chavacter of‘‘the ANC’s campaign. Boycott:.nq
school boards did ncat in itself provide an educatianal'
alternative, ‘I‘eachers* organizations were too &mall and
sectionai in the sctpe of thexr act:.vities (in the case of
tke Transvaal) and too segtarian ( in the Cape) to address
the challenge of creating a new =ducational hegemony.
Student protests were too localizad and diffuse to be a
serious political threat to the DBE. The re-emergence of
student proi;est in the early 1970s was initially small and
ideologically incoherent. '

Sixthly, the thesis has rgued for the significance of
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popular culture in moulding responses to the ecducation
system. Re have seen that in the 14508, the predominance
in urban areas of an individualistic, gangsterized streat
gub-culture created an inhospitable environment for the
ANC’g attempts to organize yout! 2 strong sub~culture of
localized, anti-authoritarian res'stance existed in the
rural mission-founded boarding schools, which gave rise to
a geries of riots reflecting student hostility to racial
authority, but urban schools proved fairiy passive. We
have see~ that Bantu Education helped create, by the sarly
19708, a 1ew sub-culture amongst youth. A common educat: in
created a common expeﬁience and identity for youth at the
gsame time &s the urban and political envirommerts were
changing rapidly. This new sub-culture was to prove mors
.conducive“to poiiticization than the forms of youth sub-
- culture that existed in the 1950s. By the nid-1670s a
repertoire of resistance wyas dave}cping in urban schools.
The difference in the”politiéal éffects of the 1950s and
19703'youth gub-cultures underpins the insistence in the
thesis that not every\form of oppositional hehaviour has

transformative potenciai.

Finally, the thésis bhas argued that analysis of teachers’
responses tc the educational system need to be infermed by
understanding of their ambiguous structural position which
makes them vulnerable to political and ideologlical cross-
prassures.' We hdve sesn how the social crisis of the 1940s

precipitated a teacher radicallzation, and how in the
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=sontext of mass popular resistance in the 1950s, radical
teachers’ organir.zrt,ibns came to the fore. The repressive
conditions of '1960s on the other hand, created ideal
conditions for the growth of conservative teachers’
organizations. We have seen that the ideology of
professionalism has been ambiguous in its impiicatiens for
teachers. While for some it was an ideological prop for
conservative views, for others it engendered a deep sense
of dedication to education, +which was outraged by state
policy. The ultimate irony of Bantu Education’s effect on
students wag that its flagships, the homeland Universities,
produced, by the early 19765, a new generation of
radicalized teachers who proceeded to ‘conscientise their

pupils.

To what extent can these perspectives be applied to
analysis of the crisis-ridden black education system of “the
1970s and 197_05? I would .argue that subseqguent events
serve to reinforce the validity of the apprdach taken .‘ in
the thesis.! 'The relation between apartheid eduvcation
policy and capitalism continues to be shifting and' complex,
rather than a straight-forward one. During the 15280s, the
ruling party shifted from an overély racial ideology of
education to a techrnocratic one.? The linking of aciuéation
policy to capitalist economic development is expressly
£ Jocated by government leaders. In keeping with this

ideology, tertiary education and private gchools have “wen
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desegregated, and private sector initiative in aducation
'encouraged. Racial inegquality in educaticnal spending has
narrowved markedly. 1In part this reflects the greater
weight of capitalist intérests in the NP, as comparcd with
earlier periods. Yet the NP government has a commitment to
racial structuring in education that cannot be reconciled
with any view of the state educational bureaucracy as an
instrunent of capital. State schooling remains effectively
racially separate. Integrationist measures such as the
creation of a single education ministry, which are estrongly
gupported by leading caﬁitalist groupings, continue 'tcl_:,_: be
rejected by the NP leadership. The NP’/s policies may
overlap with those of capital, but are in no sense siinply
dictated by thenm.

'r_he manner in which the education system reproduces the
labour Zorce continues to change dramatically. The late
19708 and early 19808 saw .a vast expansion of black
secondary education, to over a million pupils in the mia-
1980s. This underpinned a continuing shift toward higher
levels of skilling of the workforce. Bantu Education is,
even less than in the peried discussed in this thesis,
simply a source of unskilled labour. But nor does the
relation between educational growth and the labour market
suggest a sinple economic explanation of educational
growth., For between the mid 19708 and the mid 1980s, total
black primary and secondary school enrollments grew

massively from 3,700,000 to 6,000,000,3 vhile the number of
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formal sectcr jobs available virtually stagnated. Popular
political pressures for educational provis_ian, and
calculations by government that schooling would control
youth discontent better than their beiny on the street,
‘have céri:a:!.nly played a role in this expansion.

Urban issues have remainéd at the centre of policy

conflicts and 'changes in education;_ The mass school

' ‘_stu:_iaht wovements of the period imv’c beén cantred in tha

3

towns. Governmant aducational polic:y in tha 1980s has

facuaed on addressing the educat:.cnal problems of the urbanh

aaonamy, and the palitical pressures of predominantly urban

po “;la;. mwements.
f ’ ER-]

Far more drnmatic:ally than m the period considered in the

\thesis, popular movements have shaped aducation pulicy, in

. the last decade and ‘a half. ThHe revolt of 1976 led to the

Y

w\é.‘_,thdrawal ‘of the Afvikaans instruction policy, and some
méiii_figaﬁibﬁg of depart"menﬁal policy. The De Lange report,
whivh proclaimed the .atte:_l\‘npt to reform education in the
1986@, emerged from the period of the 1980 school baycattsi_,
which £ipally brought home the lack of viability of
Verwoerdian sducational polic;. The reductian o::f racial
inequalities :m educational spending has heen part of
governmert’s attempts to refashion education to contain ths

masgive youth revolts of the 1980s,
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More clearly than in the 1950s too, a popular challenge for

heéamonyﬁ in the educational sphere has emerged. The

National Education cirisis committee (NECC) made, during the |

nid-19€08, the most substantial attempt yet to forge a

_ popular vislen of education which could unite teachers,

sﬁudents und co:munity. ‘I'hls experience may well have a

foﬂmativa intluence on postmapartheid aducatlnn. In .
. \\
con‘ttrast to the 19508, there is a ser.ioua pasalhil:.ty of

| populur-basad racasting of ﬁhe adﬁcation system.

Ly oo | |
Findlly youth culture, for better #nd for worse has moulded

popular response to educatiopal issues. A culture of

‘militancy has déveloped' amongst youth. It bhas on'; the

;csitiva side, generatad unprecedented levels of
Lrganizqtianal and pblitical coherence amongst youth; mgm'
-ne.gativelf? it has also legitinized random wviolence and
flactinnal_; strife. It thus seems more valid than ever to

make a '@fiistinctiun' between transtamétive and non-

transformative eoppositional behaviour,

Teachers continue to be geross~pressured by changing
po:_hit_iczal'-_ and ideological cur&:ehts. African teachers
nrgapi;atioﬁa continued to take a conservative position
until the early 19%80s. But with younger teachers joining
more radical organizatieons and pupils and teachers coming
into conflict, a realignment took place. In the mid-1980s
both <the more staid and mnore militant  teachers

organizations allied themselves with the NRECC. The
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ﬁ‘ili,tancy- of tvhe 19508 seemed to have re-emergéd. Yet
' te:;cﬁeré were often also deeply demoralized, and poorly

'téainad; Yhe loss of the sense of ’prbfessiqﬁ&lism' of the

. mission e:a waa nut necessarily ﬁo”the good. -

33 this 'diﬁcussian augggsts; the canseduences of
Vtrwaerdiﬁﬁ éduaatiunal pali&y are vary'much still wiﬁh us.,

‘South Africa’s pnupia will be tragically burdened with them
Lin confronting ‘the task of craating a past-apartheid

iucational system.

(g
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APPENDIX A:

ODOLOG

The theoretical discussions in chapters ome =31 two have
direct implications for the methodological approach adopted
in this thesis. There it was suggested that a one-sided
emphasis on either structuralist perszpectives stressing
external constraints on social action or culturalist
perspectives stressing the capacity_of individuals to
generate their own autonomous responses to a situation was
wisieading. 7This methodological note will argue that South
African historical sociclogy hag become excessively
polarized petween such emphases on structure and agency.
The methodological thrust of this thesis is to attempt to
bridge this division by addressing the concerns of both
trends.

- The 1970s saw immense advances in our understanding of the
macrq;‘flipatterns of Scouth African historical dJevelopment,
nitably through the work of Harold Wolpe,l Martin
Legassick,2 and the ‘Poulantzian’ theorists.3 Such
contributions charted the major developments in capitas ‘;at
production' and the state in modern South Africa ana
attempted to theorize these in a new and coherent way.
However during the 12808 a strong scheol of social
historians e:hwefl.t:tpt-'.-d,,4 who criticized the work of the

previous decade for failing to examine the subjective
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experiences of groups ahd jndividuals involved in social
procasses. The social historians produced a suhstanti&ll
body of work charting' the cultural, political and
ideologiqa} responses of South Africans to the
transtomﬁti.on of their society. There w&h a_'. strong focus
Ci. thé censtruction of identity, | on the specif:l.cit.y cf the
- experience of local uoﬁmunities , and on the v&lidity of_

personal testimony as a hiatcr_icai BOUTCE.

It is in a sense inevitable that such a division should
arise: as Giddens® points out, j:he smphasis yiven to
structure or to agency is‘ a perennial isaue in Sociological
a.nalyais_... However in the Scmtli African case, the
polarié&etion' of these enphases has. bedome counter-
producti: ely 'ihi:anse, as cah be seen iﬁ the case of the
recent atia%zk on the sfibi:ial ‘historians Iby Mike Morris, who
. .presents the social historians as simple empiricists.®
Morris is correct to suggest that there _.was a tendency
amohgst social historians to be dismissive'. of seocial
theory. At its worst this did lend toward a situation in
which local case | studles proliferatéd without any attempt
to 'draw out their broader implicatior;s for our
understanding of the social structure. However.. a position
_s_uéh as that of Morris fails to recognise.?the valid
contribution of the social historians. Their work is

soundly based in three centrally important respects.

Firstly, it racognizés that the active responses ¢f groups
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and individuals to t:héir_ society actually mot}_';l.d' social
outcomes: 5.1: is only by detailed invastiqationé of the

. procéés of such struggles that we can understand how such

© moulding takes place. Secohdly, subjective responses to

suciaia:} changes are not somehow outeide of social reality;

" the ideolegy and cultural activity of social gmups is

itself part of the reality which needs to be explained.

_ Thirdly, the validity nf broad-gcale p.xplanatinns of social
chanqe nesds to be tested against enpirical cage stuﬁles.
- In takis&g this view, I follow Perry Anderson’s deﬁence of‘"_

the notion cf falsifubility.7 No thec_ary can be finelly
v&lidat.ad; a theory 1s necessarily a. provisi-mial
explanation of our present ev.uience and thus subject to

d:.sproof i:h:ough empirical investigation. If studies af
ot

$outh african aac:.al h:.story reveal phenomena which caammi:

" be accountad for by an exi s'i:mg theory, then it m tlwe

theorias which must be discounted, not as Morris appeairn f.*.o

Bl Lo

suggest, the av_:.dencela
The way forward for South African historical research is, I
would argué, to draw on the strengths of bnl;th the
structuralist and culturalist strands in' nodern

historiography. It is necessary to attempt to thesorize the

_implications of our research, and thus to ﬁavelap an

: : ' I

increasingly sophisticated understaniding of broad
historical patterns. Yet, at the same *%ime, such
theorization must take account of the active struggles

which shape structural relations; must recognize the
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significance of 'l:he subjective wit.h:.n soecial reality; and

must be suhject to the testing of its ability to explain

. historical evidence. The thesie strives to achieve such =

syhﬁhesis. . It .set.s out to.obtain a broad national picture
Bt aducation confli.ct’ in our period. In order to sharpen
the focus it concentrates on two key ragions - the Rand and
the Eastern Cape.. withm ‘l:his wide~ranging franwork it
seeks howevir, to understand how those located within, end
in opposition to, the strustures of Bantu Edu‘éﬁtian :
;xparieﬁaed it. | |
| - '

The thesis pursued the concerns of structuralist-inclined
wark insofar as it sought to examine the educational system
on a national scale, andl over an extended time-pericd, and

to theara._ze the process of change wit:h.in it in relation to

a broader analysis of South African society. '_:?'f'\ ‘he approach

t?.kgg'l was largely that of using documentary methods:

_érphival gources, official publications and newspapers.

Thege were examined with a view to assessing whether they
provided avidence supporting or contradicting my existing

understanding of change in the education system.

As Bulmer®? points out, methodological discussions in social
science ray sometimes tend to reconstruct the process after
the fact to suggest fhat an ideal experimental model of
research has been followed, I will resist the temptation

to do this. My experience was that there was a more
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dynamic relationship, in nmy research on documentary
sources, between evidence and theoriz_atian than notions of
*tgsting a hypothesis’ would suggest. When I set out to
investigate the nature of conflict in education, I was

looking primariiy for material on popular movements and

develppmsnts in the schools. My view of the state was such

that I saw understanding” its policy initiatives as
unproblematic. I belleved t%st apartheid education and
capita_lism were wmutually réinforcing “and that state
education r:qﬁlicy rem '«afily supported ocapitalist

iqft:e_:_fasts. ‘Insofar as nv‘ A ;-arch impinged on state pol:u:.y

1 axpri"’t'ktad to find | adequata confirmation of thig

ok

pers
wore and more wmaterial which could not ke aacammoda{ued

within this inﬁtruuanﬁalist account of the gtate. F{:rtﬁer

theoretical reading and reflection led me to realize the
need to change my théareticai asaumptimin.t. if T were to
give an agequate account of educaticpal conflict. . Thus ¥
bcgan to rwﬁ&ﬁ"'ﬂmy approach to analysm of sta.te,
.reproduction and resisﬁm‘tw, toward the viewpoint indicated
in Chapters One and Two. 'rl_ze new theomtical approach which
I had developed, then became the basis of my new analysis.
Thus I had discarded my existing perspective in favour of

one more able to explain the process I was studying.

{One limitation of the research in respect of state policy
is that I have not used material from the state archives.

This was because when I commenced my research the material
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dealing with the period of the implementation of Bantu
Education wasz not open. I did obtain access to the
Department of Education and Tfaining records, but the
documents which I was allowed to see were statistical
returns which were not app_s:op;iate for a study such asf; the

present one).

Res:earch which re}.ated moy s ta the conaerm;' of the 'social_

historzans waa that bazed on mterviews with teachers, as
welll as some of t?.a arc:hiva‘ work. < Over f:nrty intervisws
._wera curried out in the whrse cf this work, of which
ninetesn _ _prov:.ded material of sufficient interest to be
-used in "{tha:_ 'l:hes:_‘.s*_ (Ong _i-_;’r‘é:ervlew r-iusad in the thesis ~
. pumber 20 _ was conddcted E'al'ﬁ i:he beginning of the research
with ‘an important teacher leader). As the research was
directed toward oh;aining gualitative 'ma.terial, it was not
iﬁ.ﬁ;mrtan'ﬁ- .for the Iint.erviews to represent . prabability
sample. 16 I. .was primarily interested in .' teacher’s
testimony for ﬁhat it could tell me about their expgriehqes
of Bantu Education, rather than in trying to .assess | *l;he
support for particular viewpoints amongst t!iem __‘%?he
teachers were a ’snowball’ sample-ll an initial group of
black aacondarf? school teachers was contacted and these
ware tbéb asked to racommend other teachers who could give
wori:hwhile insights into their experiences in the period.

There was an attempt to include both older mission trained

tuachers, and teachers who had been educated within the
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Pantu Education system, and to obtain interviews with
teachers who had experience of both the Eastern Cape,

region, and the Rand.

A questionnaire was drawn izp on the basis of a period ef
extensive documsntary research: the issues which had been

identiﬁed as important ones in the documentary rasearch

were transformed into open-ended guestions.l? Dpuring the =~

intérviews , the semi-structured formatl3 was pursued by the
* interviewer, in which the quest:.onnaire was followed, but
when the interv::.ewee raiged interesting points, the
inte::-vitiwer wag free to ask further questions about these
issﬁaa; ‘The intérvié.ws wei:é t:a_tpe-rec'orded and .we-?a'
?ubsequently transcribed for analysis.
[ ’

Such oral h:.story methods have estab ished themselves,
through the work of pioneers such as Paul 'I‘hampson,“ as a

uniqﬁ;a souyce of hi_a}:or‘ical- matérial on pepular life and

culture. The Souﬁ}"__;\frican social historians have adopted
these wmethods enthusiastically.}® To some extent this

adoption has been wholesale and uneritical, privileging the

perceptions of the interviéwee, #o0 that the social
Bcientist abdicates the ﬁask of analysis in favour of
merely providing a ‘view from below’. There are alsc sone
inherent difficulties in the method. In attempting to
1nterpret the material in a way which was useful to my
.‘Larger enberprise, some of these characteristic problems of

situating material chronologically emerged. Eliciting
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adequate detail on the quality of dally life in the schools
proved an’ elusive goal. In the ﬁmplax and sh:.fting South
Afri¢an pol%tiaal situyatien, the involuntary psycha;ogical
rapression of traunatic or politically uncemfortable pasts
is a fertor. Paserini'sl® account of her interviews with
Italian ‘workers who had 'forgotten' max?y aspects of 1life
under Fascism strikes an echo in my experience. Vet the

" interviews do, I believe, strengthen this study, not only

by showing the impact of state policy in the classrocm, but

also by' illuminating ‘the consciousness and activif.ias of

teachers, students and. commmities in a vay which it weuld

be difficult or impnossible for . written sources to do.
without oral history technigues I doubt that I could have _
produced evidence af « for example, the rold wi teachers in
resisting dominant ideology in the classroom, or of the

role of militant young teachers in influencing ‘students

politically before 1976¢. In this regmrd the methodolbqical
 contribution of this thesis is to emphas‘iie_ that oral

__,'llxistory technigues c¢an usefully be applied to macro-

ghudies, as well as tn. biographies and community studies.
In the 'internatiﬁna_l historical literature. this has already
been well demonstrated by Fraser’s oral history based
account of the Spanish Civil 'ﬂar,j‘? and the collaborative
int'ernat.ional study of the 13608 student movements edited
by him.3%  south African ﬁacro-historians should not be

dismissive of oral history, any more than social historians

should be shy of theo_ry.
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At the same time I was struck 'l:&.the continuing richness of
tradit;‘.dn'al archivul sources in illuminating social
movements. In this respact the Treason Trial collection in
the sSouth African Institute for -Race Relations Archive at
the University of the Witwatersrand, which comprises the
ANC’s éorrespondence of the late 1940s and early 1950g,
proved particularly faacinating’. , Intereéting material on-
the 'missi_nh schoola’ declining years was provided by the
Cory Library at Rhodes University, and on African i:eachers_
- organizations by the collection in the University of Scuth
Africa archive. Material produced by organizations is
inherently problematic, because of their need to present a
positive picture of themselves to the outside world and the
dé,ﬂire of leading memheré to portray themselves in1 ‘a
favourable light' to thelr base and .helr superiors. It was
thus difficult to assess, for example, the extent of
teacher organizations support in a paﬁicular pe. od, Yet
documents and newspapers can be surp.risingly revealing if

comparatively and critically read.

The use of distinct methods in the study ~ interviews,
studies of documents and studies of published material
‘enabled me to strengthen wny f£findings by means of
triangulation.1? I could test the validity of a particular
in{:erpretat.i;n I was making by considering whether avidence.

of another type confirmed or contradicted it.

- 825,



My hope is that the study has brought together the positive
features of both the trends of historical wnfk which I have
identified in comtemporary South Africa. The study seeks
toinddrasa both the structural and experiential dimensions

of social éhange._

“

=

£
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BECTION 1: ESCHCOLING EXPERIENCE

(a)

(2

()

(d)

{e}

()

(9}

Did you enjoy your own time at school? Why/Why not?

What did you like best about school? What did you
like least?

In what ways was ybur education different from that
which children would get today?

What values did the teachers stress as important vwhen
you were at school?

pid you respect your teachers? Why/Why not? Do
students have the same attitude to teachers today?

What ki: 1:15 of work did your school friends go into?

was there any one teacher or older perss“on. who
infizenced you strongly? Who, and in what way did
they influence you? '

SECTION 2@ TRAINING EXPERIENCE

(a)

{b)

(c)

When you trained as a teacher did you find vyour
studies interesting? }

Were your educational studies helpful when you
started teaching?

What ideas were emphasised by those who taught you
g.gring your training? Did you agree with these
eas '
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(d) Have you had any upgrading courses since you first
trained? (When and on what?) Have these been
helpful?

{e) Some teachers organizations say that it is important
for teachers to view themselves as professionals,

~ similar to doctors and lawyers. Do you agree with

- this perspective?

SECTION 3: VIEW OF WHE INTRODUCTION OF BANYU EDUCATION

(z}) Compare the education provided by mnission a %;hools
with that provided by Bantu REducation sehools.\

(b} Were the relations between missionaries and the'
students in their schools good or bad? Give details
from your oun expariance or knowledge. :

{cy Do you remember instances of strikes at missfan
schools in the 19408 and 5087 G:Lve details at:ﬂ
axplain their tauses.

"a

§

{d) Did black communities' views of misslén schoalg
change :I.n the 40s and 5087

:
\_1

{e) What weres the main changes that the Bantu Educa.tionL
system brought about in the schools of the commum.ty
where you were living?

BECTION 4: RESISTANCE TO BANTU EDUCATION

{a) What can you remember of how communities reacted to
' Bantu Fducation when it was introdnced in the 195057

{b) What can you remember of particular cases of
resistance to the introduction of Bantu Education?

{c) (To older teachers) What do you remember of the

_ activities of (Cape teachers) CATA {Tvl. teachers)
TATA in the 195057 Did they play an effective role
in opposing Bantu Education? WwWhy/Why not?
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{d)

What do you remember of the school boycotts in 19552
How successful do you think they were? wWhy did thay
not succesd in stopping Bantu Education?

FECIION 55 THE EXPERIEMCE OF TEACHING

{a)

{b)

{c}

(d)

£3)

(9)

{(h}

(i)

(3)

Describe the different classroom buildings in which
you have taught? Have these improved or got worse
over the years? _

b

In the period before 1976, what kinds of equipment/
library facilities/sports facilities were available
in schools in which you taught?

3 ’ .
Have you often taught double sessions in schools?
What effect dld this have "on the qguality of
education? Has this sitvation got battf.;.;--.\ or worse

over time? ﬁ_,.._,ﬁ

T

Did you féel that the syliabus you taught expressed
the ideas of dominsnt white groups? if so,, give
examples. _ _ /

; |
Were you able to put yom': own political ideas into
your teaching? - If so, give sexamples. :

pid the graater use of African languages in primary
school under Bantu Education cause problems in
teaching secondary school pupils? '

Were teacners under any pressure from the department

to teach in Afrikaans before the mid 70s? {(When <’

policy on this issue was more straongly enforced).

When teaching do you believe pupils should be
inyolved in class discussion?

Are you in favour of corporal punishment? Why or why

. not?

Have your methods of teaching and your ideas about
teaching changed while you have been in the
profession?
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SECTION 6: RELATIONE WITH THE AT"HORITIES

(a}

(b}

{c)

Describe your personal relations with departmental
inspectors.

#hat was your personal experience of the way in which
the Department of Bantu Education made decisions on
matters affecting your school?

What did teachers feel about the Department of Bantu
Fucation? : o

SECTION 7: RELATIONS WITH S8CEOOL BOARDS

{a)

{b}

()

(d)

What kinds of people were mewbers of school boards
and committees between the 19508 and 1970s? {For
example what sort of work did they do and what were
thelr political views?)

What were relations between teachers and the school
boards and committees like at that time? Identify
any issues of conflict between them.

How were the school boards and committees viewsad by

+the local community in your area?

" In the 1960s and 1970s, the government tried to set

up separate schools boards and separate schogis for
different “tribal’ groups in the towns. Do ycu
remenber this? If so, what effects did this policy

-, have?

SECTION 8: THEACHERS, TEE COMMUNITY, AND EDUCATIONAL POLICY

{a}

()

During the time from the 1950s to the 1970s what did
pecople in the community think of teachers?

Did people in ‘rural areas have different attitudes to
teachers than people in the urban areas?
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{c)

(d)

How did teachers view the setting up of the
Bantustans? What were their relations with Bantustan
peliticians like?

In the late 1%%7s and the 1960s Bantu Education
expanded and many more people than before went to
gechool. How did people in your community view this
development?

SECTION 8: STUDENT ACTION

(a)

(b)

(<)

Can you remember examples of students strikes during
the1960s and in the 1970s before 19767 What caused
thase?

Did such riots express pelitical discontent? Or were
they mainly about local proklems students were
expexiencing?

puring the 1960s, was there much hostility on the
part »f students to Bantu Education?

SECTION 10: SCHOOLING POLICY AND WORK

(a)

(b)

{e)

(d)

in the 1960s the government tried to stop the growth
of secondary schoolg, technical education and teacher
training in the towns. What effect did this have on
your community?

Around 1972, the govermment allowed more secondary
schools, scone teacher <¢raining and technical
facilities in the urban areas. Do you remember this,
and what effects did this have on your community?

During the 1960s, the econory grew fast. Did this
make it poasible for your students to g2t work when
they left school?

During the 1970s there were many more economic
proklems. Did this have an effect on your former
students who were seeking work? Imn what way?
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(e)

I the 1960s and 1970s, do you think that your
students felt frustrations about the limited
opportunities for professional and technical
education open to them?

SECTION 11: TEACHERS ORGANIZATIONS

(2}

)

(e}

- Do you belong to a teachers’ organization at present?

Have you belonged to any in the past? (Give names of
organizations and dates of membership) . :

During the 1960s and 19708 the ATASA teachers’
organizations seem to have been the most important
bodies. What is your view of these organizations?
Why were they successful in recruiting members at
that time? Did they provide good benefits for their
wembers? Did they respond to their members needs?
What was their view of Bajtue Education at that time?

{(If a nmenber of u"." ﬁim—&‘:‘im group): How does "the
group of which you are now a member differ from

ATASA? What does your group see its role as? What
kinds of activities does it carry out?

SECTION i12: 1976-77

{a)

()

()

pid young teachers bring Black Consciousness ideas to
the sehiols during the early 1970s, and if so, what
effect did this have? o

What political ideas other than those mentioned in
(a) influenced students beford' 1976. Were you aware
aof student political organization in the early 70s?

At the beginning of the 1975 school year, the
government introduced the change from a 13 year
system of schooling to a 12 year one. This doubled
the numbers of students in the first vear of
secondary school. What effects did this have? Could
it be considered to have helped bring about the 1376
uprising by making school conditions worse?
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Z?  Gu(@ . (1f a forser teachen)
f
\

{d) Did you experience more pressure from the Department
for Afrikaans to be used in school from around 197472
What impact did this have at your school? How did
students and teachers react? Was theres any
opposition to the use of Afrikaans from ;Hur school
board? 1Is it true to say the issue of Afr .e.kaams was

i, ‘the cause of the 1976 ever ts’ .

(e} What waé your ekparimice of :.:ha 1976 uprisémg?_

Ciﬂ pnlz.ticaL or am.sations do you think were most
o , inpo \ant ir 1(“‘ ' g the 1976-7 student movement?

IL' ] o I'_

iz

] :EF EER -. sx{f'&xos 13. “Pm—‘xnm “ .. 3 )

I '\l
: .

-+ If you compare teaching with

other jobs you have dgne, which gave you the most
satisfaction and why? '

£D) {if a teacher at presept] Do ;::u want to continue
RS working as a teacher? . -

i 5
TR N
Rt

~{e) (If ne to (b)) Why do you want to leave teaching? -

What kind of work weaid you like te do? What do you
fmd attractive about that kimi of work? .

{
A (dy (If yes to (b)) Whaet do wpu enjoy about beipg a
. b tﬁacher? . v n LA

i
Lee

(2) Why did you originaily decide to become a teacher?
" Do you feel that was a good decision and why?

SECTION 14: POLITICAL VIEWS

(a) Should <¢eacher organizations get involved in
political issues affecting the community?

= (k) Should individual teachers get involved in community
_ organizations?
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(©

(@

(e)

What do you -.-think nf the student mo*_vament since 19762

Have your political views changedl nuch since ydm
first hagan workvng as a teacher?

What kind of educational system woude you like to sqae
in South Africza? _ t

o

)) - ,,._;.f":

536



£




Author: Hyslop, Jonathan.
Name of thesis: Social conflicts over African education in South Africa from the 1940s to 1976.

PUBLISHER:
Unlversity of the Witwatersrand, Johannesburyg
©2015

LEGALNOTICES:

Copyright Notice: All materials on the University of the Witwatersrand, Johannesburg Library website
are protected by South African copyright law and may not be distributed, transmitted, displayed or otherwise published
in any format, without the prior written permission of the copyright owner.

Disclaimer and Terms of Use: Provided that you maintain all copyright and other notices contained therein, you
may download material (ocne machine readable copy and one print copy per page)for your personal and/or
educational non-commercial use only.

The University of the Witwatersrand, Johannesburg, is not responsible for any errors or omissions and excludes any
and all liability for any errors in or cmissions from the information on the Library website.



