
They were looked upon as very impor'tant bodies,
which could sway the sword any way' they liked
against a teacher. A teacher had very little to
say t,o any parent who came with a complaint.
They would Bay ~I will go and tell, the school
board. 11 :t!~

[,Thecommunity] tru,ught they were qr·eat I but the
t,aachers aouldn' t say a thing. 30

••• the illiterate .•~looked high on [the boards
and co:mmittees J without seeing whether they aregood. 31

AnIPther part of the attraction of part:lcipation in thlla
i:

bOl!lrd and committee syst~m was tl.ndoubtedly thle
I

pOI~sibili ties for :bribery, corruption andl patronage which
l!

it offeX'ed:

1~ fact it in"ited much corruption. Because for
. ralnotion 'W'eknew thE' person (sic) to rely on was
·!.&e school board, so great bribes» were being
pro:videld. :3 ,2

The t.~achE~r had to crawl for the school
boa:rd••• You bad to buy them liqUor 'I~okeep your
pos~t. 33 il

The education authorities were thus ~\ble t:o exploit. both

so~~.tal Cle,'!lV8q8s and patronage possibili t~tes in order to

attract partici.pants into the newmechanism!.';of educational

administration. The reality of the rapid ~1rowth of the

boards and committees should ~arn Us against a simple

conception of Ithe rise of Ba11tuEducation in which "the

peopleu rejected the system, while only a handful of

"traitors" participate in it. There was .broad based

opposition to the system, but there were also significant

constituencias, who, for varying motiVes, were willing to

enter it.
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But the boards did act in a waywhich rapidly justified the

forewarninqs of their opponerrtis , In general the boards

operated in a manner which intensified teachers' hostility

toward the educational system" rather than incorporating

them. In addition th9y created new grievances in the

community. The boards were plc~cedin a position where they

were responsibl'l! for carrying out the parsillonious state

educati()nal spending policies of Dr Verwoerd.. In many

matters the apparent discretion 9i ven to the boards was

quickly shown to be illusory. For example, the boards' were

"allowed" to ~discontinua achcc), feeding schemes if they

wished. The :moneythUI:l sav'~d could then be spent on

Iamenities I • But Iamen:lties~. were taken to include the
"

hiring of"more ttlClchers.:~4 Tj~edemise of feeding schemes

was thus assured. The also set about the

superv!si,on of the raisil19 of ',l1Ioneyby the committees for

the construction of JV;W schoolS.35 Considerable resentlllent
.,

was caused. by the plight of ateas which had been levied
\\

heavily by a school commit..t~e hut did not benefit

proportionately from new school ]:.lllildings.36

The boards alslo became the instruments of the state's purge

of politioall.y dissident tea(.~hers from the profession

during the late 1950so ~';r In a series of cases it seems

that school boards made spurious charges against teachers

as a way of simultaneously discrediting and getting rid of

them. A tE'acher at LangC1!,Methodist School, for example,



was dismissed in 1956 for alleged sexual lnisconduct with a

pupil. The student I s father wrote to the school board

saying that there was no truth in the chalt:'ge. The teacher

was then summoned to a meeting with the Secretary of the

school board, who demanded that he sign a statement

admitting his guilt. A scuffle broke out" and the teacher

was charged with assaulting the school boa:rd chairman. But

when the case was heard, the Magistrate t,hrew i't o\li~, and

advised the .teacher to appeal against his dismlss.1!1.38

Similarly, the unity Movement activJ.$t \'1'. K. Ntshon~ was

sacked by the MQroka-Jabavu School Board fo~~ supposed

neglect of muties. 1 .. \\

When he applied to, anc1cblh'" 'Q. ;,ool'.'r he

obtained a temporary appointm~nt, but. was thel'l 't'Hrn~J, down

by the school b(.)ard on grounds of his pOli",,;ic2Ll activity I

after they had been visited by the Special Branoh. A

subsequent attempt to obtain a post :f,'or N'i:-.sl.cmawas

frustratt~d ~ihen the Native '~ffairs Oepartllb:mt iIj10rllled the

school ';ioard t~at it would not pr~vide a subsidy for any
post he:Lifl by Ntshona and the board duly excluded him from

consj.de~/:'ation.39

Someboard members positively revel:\,ed in the power that

they now enjoyed. Rev. Lediqai the Chairman of the Langa

Sc;hool Board, informed a meeting in 1958 that ".... from now

<m he would see to it that the Board put its foot do~-nand

dealt more severely with the teachers". He went on to

inform the 9'"thering that n ••• there has never been such a

learned goverr.iment as we have in the present" .1i,O Muchof
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the animosity between teachers and school boards was

fuelled by the way in which teachers, a formerly

prestigious social group, were placed under the control of
bodies often consisting of persons les$ f.!ducated than

themselves ..41 There was an anti-democrati(; as well as a

democratic component in the objections raised by teachers

to tbe new structures. At the 1957 conference of the

conservative cape African Teachers Union (CATU), a
resolution was passed that members of school committees

ought to have"completed primar::r education, and membersof

school boards SC)lnepost-primary education. 42 ltl recalling

their experience of working undez' the school bo~rds and

committeesf taachers commonlyexpress a high ~~gree of

r(~sent.ent at being under the control of pE~ople less

educated than themselVes:

.... the elec\~d group by the community we·re a
rough lot: $i:;omewere workers 1 some were not
working. 4:3 \, C

••• 1 don't like .the whol~ thing. NowI'm s:9rry
to say that we get some of the members of school
bo~rds who are illiterates. I'm sorry to say ..
Now you knowsome of them are taking advantage -
they don't know the difficulty the te~her has.
44

•••The teachers did not like tbe school boards •••
I have studied so hard to be in lily profession
then an ordi~ary perSall comes ,to .interview me,
45
The cciln'monmember of t,he committee was just
anybody else - any ],abourer, even ash carriers
could be cOlnntittee members,
•.• It was not very sound. Gener~llly, you could
not take an uneduca ted man to control
educationists. 46
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.•• It was a painful set up - anybody could [be on
the boards and committees] and qualifications did
not count ••• Some were drivers and their
qualifj,cations did not count••• 47

." .scbool boards and school commit.teeswere not
very popular with the teachers, because most
teachers fel t that most members of the school
bo~rds were illiterate and therefore that they
e~uld :makedecisions which would not s~tisfy the
teacners, especially where their work was
concerned. 46

Those were old p~clple with old ideas. SOllieof
them were chos(Jn because of status.. In our
school boards y~u fitld that there's a memberwho
hasn't gone te' school but he is Mr\ So-and-so•••
49

The content of 1D.uch teacher criticism of the school board

system was ba/Jed on a strong degrree of inegalitarianism.

But it was d~eply felt. The consequence was that teachers,

the crucial. component in any attempt at a Dewhegemonic

0irder in 6t1.ucatiol,3,deve:lopeda strong, if quiescent, sense

of grievarJce against the administratlon of Bantu Education.

The prOCeEJSot creating somenewsectors of support for the

state's E~q31catiol'.alpolicy simultaneously alienated the

teachers whowere clearly a key componentof any attempt to

build a new educational hegemony.

The (SeJ.,fJ Qestryctj.on Qt: the CATA

As the sole remaining bastion of African teacher militancy

during the late 1950S, the Cape African Teachers

Association (CATA)did undertake continuing activity
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against government policy, despite being subjected to

strong repression by the state. CATAcontinued its work in

the rur~U Eastern Cape and Transkei, and was active to some

extent in the Western Cape as well. The Association

particularly focused its energies on the boycott of school

committees and boards defending fsacked teacher~, and

combatting the influence of the conservative Cape African

Teacher's union (CATU). The final collapse of the CATA

was, however, largely self-inflicted. The Unity MOVement's

sectarian hostility to the ANCensured that CATAmembers

did not participate in or support the Eastern Cape's most

important resistance to Bantu Education, the ANC's school

boycotts. The logic of a divisive sectarian 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 1950s the state appeared to have
i.'

completely subdued African teachers. The militant

Transvaal and c"pe teachers I organizations were no :more.

Yet the Department of Bantu Education, established in its

own right in 1958, could not capitalize on this victory.

It proved unabLe t.o draw teachers fully into the ne.w

hegemonic order that Verwoerd aimeclto create. The ham-

llanded au:t:hQ~,:,itarianismof the school boards and the cr aes

racism of most education officials proved insuperable

obstacles to winning tea char &llegiance to the newsystem.
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For CATAmembers the implementation of Bantu Education

represented both an assault on their organization, as the,

state attempted to purge them from the education system,

and an opportunity to expand their political .influence, as

their campaign for a boycott of school boards and

committees developed a considerable popular resonance.. The

repression to which CATAwas subjected was substantial.

Many t~achers experienced redundanoy during the early

stages of the implementation of Bantu Edubation, as a
result of tlle strict application of staffing quotas; by

1958 these resultelti in 157 dismissals in the Cape alone. 50

A numberof the sa\lckingsmadeon these grounds were imposed

for clearly polit~lcal reasons .. Between the beginning of

1955 and mj[..)~ 195511 29 CA'rA members were diamissed from

their posts51. including the President, N. Honollo, Secretary

Z .. Mz,hnba,Magazine Editor L. Sihali, and Treasurer J .L.

Mken?fe"52 The Transkei and other sections of the Eastern
.pCape wE~remost affected, with the axe falling, durinq 1955

and 191)6, on teachers in the districts of Queenstown,

Elliot, Glen Grey,· Tsomo, Umtata, Butterworth, Willowvale,

Nqamakwe,Ngqeleni I Qu:mbuand elsewhere. 53 The purge also

spread to tthe urban areas, with CATA membersbeing sacked

in Langa, and Port Elizabeth, both by their school

boards. 54

Other forms of restriction were also imposed on the

organization. It was f.(.')rced to stop production of

"Teacher's Vision" as a result of new regulations
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preventing teachers from publishing their political

views. 55 This was a maivr blow as the magazine had

appeared regularly since the early 1940s, and had played a

major role in spreading CATA's ideas. The January-Mareh

1955 edition was the last to be pUblished56 (an attempt to

~ircumvent regulations and revive the journal as ~

~eOQherl'yj~ lasted only a few editions). Detectives

attended CA~~Ameetings, raided the association's officials

and tailed t~eacherr.loti vists whenthey travelled. 51 Native

Commissionell'simposed stringent contlc"olson CATAmeetings,

and would oi~ly grant permission for them to take place if

full details, including the namesof those attending, were

suppl.ied..58 The Na'~iveAffairs Depaxtment prevented the

holding of the 1956 ~~ATAconference in Port Elizabeth, by

denying it hall faciU ..ties, refusing .membersthe necessary

pass documentation, atl.deventually imposing a ban on public

meetings in the area.59 On occasion, CATAlIlemberswere

prosecuted for breakinl~ re~ations governing meetings by I

for example, cOl1tinuinl9'them after the time laid downby

the NAD's rep;il':esentative.60 Inspectors took draconian

actions to instil discipline amongst teachers: at Nqabara

in Willowvale district I the inspector hald all teachers who

had not been appointed by the new School Board transferred

within a fortnight, as a disciplinary maaauxe, In

justification of his action, the inspector cited the

influence of CATAin two local schools and the hostility of

the teachers to the School Board.61
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However,the hardships experienced by CATAmembersdid not

prevent them from launching into a new round of ~qitation

on educational issues. The state offensive aimed at

getting school boards and committees set up, coupled with a

drive to establish Bantu Authorities, provided a new

terrain of action for CATAmembers. The state, in order to

publicise the 'benefit~' of Bantu Education, Bantu

Authorities, :2nd soil rehabilitation, took to organizing

frequent public meetings in the rural areas, which chiefs

were usually given the task of convening. CATAmilitants

intervened I£!l'lergetlcally in these meetings I in order to

spread thei.%·ideas and sabotage tl'l,eNADIS ini tiati ves. For

example, in. January 1955 Chief Kaiser M~tanzi:macalled a

big pUblic meeting at QamataI' drawing people from allover

th.e Transkei and Ciskei, to hear a speech by the Chief

Education Officer, F.J. Malan. No sooner had Malan

finished his speech and sat downthan a numberof CATAand

AACactivists qot up and .began as~in9 embarrassing

questions, including ones about "the various taxes and

fines that formed part of the Bantu Authorities Act, the

control of Bantu Schools, the overriding powers of the

1-Unister of Native Affai,~s••• If The meeting demandedto

vote on the issues discussed, but Matanzima, sensing that

the mood was against him, closed t.he meeting in a

humiliating defeat. 62 CATAalso used other methods of

popularising its views. In Willowvale in late 1954, for

example, the local branch issued a series of Xhosa language

298



leaflets calling for a boycott of the establishment of a

Tribal Authority and of the election of a achool c~mmittee.

Subsequent to this, the newchief was not recognized by the

local people, seven out of eight villages boycotted the

Bungaelections, and whenan Inspector arrived in the area

to hold an &lection for the school committee, he was driven

awayby th~ Popul&ce.63

CATAalso attempted to defend sacked memberst:,~ough the

courts. Fundswere raised for ~ test case on behalf of two

dismissed teachers, Mangeuand .the p:r-,j1llinentCATAleader

Sihali against the,j.r respective school, boards and the

secretary ·~.:')rNative Affaire. 64 At the legal level this

initiative achieved a certain success. After a protracted

battle 'through the courts, in september J\.957the Appeal
1,\

court found in favour of
l
\ sihali and Mangcu, holding that

their dismissal was invalid as they hadcl;leenhired under an

ordinance which gave them security of tenure and which had

never been repealed by any Ministe17ial action. 65 CATA

hailed the decision as a major vic ....:;:,ry ,66 but this was

premature for teach\.;rs hoping to be reinstated under the

Sihali/Mangcu rUling were simply re-dismissed under other

regulations which were not legally chal1~ngeable.67

CATA'scampaign to defend the sacked teaohers evoked a

degree of public sympathy. After the' sacking of Hononoand

others from Nqabara secondary School a farewell function

was held at which a schc~. st.udent made a strongly unity
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Novement influenced speech. 68 Studer1t,i and parents were

reported to be hostile toward teachers who took over the

jobS of those who had been victimized. 69 At Lamplough

Secon.dary School, a teacher who had come to replaoe :sihali

and another CATAmember found wri \n on his blaclk.baar{

"Are }>'ou C.A.T.A. or C.A.T.U.? Are you here or are YOIl

thera? - please do not erase.H7fJ

CATA continued taassert i.tself, with some success, Against

the :more conservati ve current of Cape teachers.;"-( U

1950s saw a considerable struggle between CAW and CAT1\ for'0

;J..eadershipof t:he Cape teachers I especially itt areas "",there

CATAwas particularly strong, such as Tembuland al~)' the
t:,\

Ciskei. In qener~l i CATU had the worst of this coni;:iast.
u

.. \.

Throughout the 1950s CATU's organizational efforts ,·rere

remarkablY' unsuccessful, !=I~rhapsas consequence of tr}\ing
,

to develop a fundamenta,11y cOi1se1:"'r'~'1iveand apolitil~al

organization ,\n a period of popular upsurge ~'nd

radicalization e only in the North Western ..Districtfs , whE.re

they organized about a 'third of the teachers, were they

strong. 71 In 1954 CATUpossessed only 45 ],laid-up memme:.t:'s
)-_>

.. 0

illWestern province. 72 By 1956t although CATUwas claimillg

to have defeated its rival, there were complaints of

"falling membership.... comparatively meagre finances and

apparent apa;t;hy."73 In 1957, the CATURegional Orga.nizer

in the North East Cape "painted a gloomy picture o:E his

region" I 14 ,while in Pondoland the Regional Organizer spoke

300



of "difficnl'ties" in trying to set up a regional

organization. 75 lj!l",\ewherein the Eastern Cape teachers

were ,;:eported t¢ uindifferent" to the union,76 and in

Tembala~'ldIt ,ras report-ad that it was difficult to develop

support in Umtata, Mqandulior st. Marks.77 The subsequent

year the CAWRegional organizer for Tembuland,B.M.. Titus,

re~orted that in Transkei it was difficult to "have any

de~lings with the teachers".78 WhenTitus was able to

convene a meeting of ten teache~? at St. John's practising

Schocl, he considered this Ha very good response~~.79 By

the late 1950s ('.ATUwas in a parlous stat0, with ~mly 144

paid-up members in 1.958.80 Such was its level Qf

disorganization that the President, S. Burns-Ncamashe,

failed to turn up for the 1959 conferenCE!l.81.All of this

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

ideology fQt' teachers I and to the continued strength of

CATA'sinfluence" despite the .difficul'ties which it was

experiAncing.

CATUEs political direction remained fundalllsntally

unChanged; it combined surprisingly sweeping at.tacks on

aspects of the education system witt a highly conciliatory

and apolitical approach to the author'~.ties. At their 1957

conference, for exan.ple, criticis:m was directed at the

scope of the powers of school boards and committees and the

10")level of education of manyof their members;at the low

level of saln7.'ies and the lack of cost-of-1ivi11g

allowances; at t.ha Jack of industrial schools for Africans,
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and at the civil service" refusal to address African

teachers aa MrI Mrs or ~:iss. 82 In the Presidential.

Address, thE!Bantu Education system's emphasis on 'race ('jr

tribe' and 'language' was attacked. 83 Despite CATtit s

conservatism, its members CO\\lldnot help reacting 8gains"t

the burdert of the new educati~m system. But they did so in

a way which ,!voic1.ed rais.ing ,):>roaderpolitical quest.ions.

Their faith co,ntinue.d to be pir.\ned on f$endiug deleqations84

to the goverrl!1\\'!lntas a means o.~ effecting change. In the

context of the l\)olitical upsurge. of the 1950s it was only a

llI.inori ty of tee.\che'cs who :t aspended pasi ti vely to this

cautiou& approach.

Despite repracas.:i,on then, CATA was able to maintain some
--:::::~, '

resistance to Bantu Education in the ltid 1950s. Why then

did it ,fade away by the end of the dec.~.ade? A major part of
"the explanation for CATAts collapse in the late 1950s must

be so\,\qht in its failut'e to relate constructively to the

rna~s campaigl")Clgai.nst Bantu Education mobilized by the ANe

in the Eastern Cape in 1955. In contrast to CATA'S

campaigns against the new ~'iystem, the ANC's, initiative was

based in th~ urban areas. By refusing to participate in or

to support it, CATAand the unity Movement Missed any

opportunity of linking up with mass urban struggles on

education i.ssues. '1'his was the r( lult of the Unity

Movement's hysterically sectaricm attitude towal:d the ANC.

A flavour of this can be given by q,uoting a ~'Torchn article
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on the Defiance campaign of. 1~~52, in which the' ANCis

characterized as "the reactionary, collaborationist wing of

the Africans .... ,,85 The Unity Movementoffered no ana Lys Ls

of the ANC's social composition o.r its political progralnme

in justification of such abuse. .The ANC was condemned

purely on the basis of the MEUM's view that by
t

participating in elections for N,ative Representatives;

Advisory Boards, and other state-'established structures

t:hey (~ollaborated with the enemy.S6 The Unity Moventem:Js

oP~7osj!_tion to t,he ANC's campaign on education was

str~nge as the ANC wer~ using the NEUM¥shallowed tactic of

i:r.hi :fo:v-cott.•
!

however " the Unity Movema.{'lt's argum~nt was
k

that :the ANC was carrying aut the wrong sort of boycott.
"In, lt~~view I it was pointless :tor seheH')l students to

boycott:. classes as this was detrlme:nt.~\l to their own

interest\s, and exposed thel'tl to rep:ces~:;ion while not

presentin,~~a real challeng-e to the educatd.cn system. 87 In

the Unity Hovement'::;opinion, the main focus of opposition
\

to Bantu Education should have been on boycotting the

boards and committees.SS

The policy of t.'e Unity Movementtow!):trdthe school boycott

was in some rest-ects hypocri t~ 'fa1. As we have seen, in

1952, they supp©rt.~d, along with members of the ANCYouth

League, the,pupil boycott and the establishment of an

alternativ. school ~t orlando, as part of the protest

against the dismissal of the TATA leaders. 89 It .; to·,.....
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difficult to avoid the impression that the unity Movement's

main objection to the 1955-19")6 schools boycott was the

fact that the ANC was leading it. The consequence of the

Un!ty Movement's abstention from the boycott campaign was

that CATAstood aside from the most important urban

struggle against Bantu Education in the Cape.

By 1958 the combined effects of state repression and its

own 'Jectarianism had significantly undermined CATA's

organizational capacity. But the fatal blow to the

organization was very much a self-administered one.

Through the 1950s, certain tensions had manifested

th~mselves in the Unity Movement. one revolved around 'the

composition of the NEUM'saff.iliate, the society of Young

;Africa (SOYA),which was strong: in the Eastern cape , The

le~ders of SOYA arqued that, f04 tactic.'al reasons f their

organization had to be limited 1.11 membez'shipto Africans

only. This the Cape Town based, and la>.rgely Coloured,

leadership of the Unit}: Mo~'~mentsaw as a breach of the

principle of Non-European Un!ty. 90 More importantl.y I

tension greW' 'bta1tweenthe CattleTown leade.rship and tbe

Transkei and Ea6'terl:l cape supporter"s of the Me over the

issue :of what policy should be pursued in relation to land

reform. The Easterners, presumably because of their. closer

concact. with peasa.nt aspirations for land owu,.,rship,

favoured the i:nstitt.ltion of the right to buy and sell land

as the basi'S for laind reform. 91 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 AACConference at Pietermaritzburg on 16th

December1958, the conflict cameto a head. The conference

split into two fa.ctions and the Easterners attained a

majority for th~ir position. The minority then broke away

from the AACo92 At the conference of SOYA which followed

immediately afterwards, a similar division took place, with

~.. majority remaining loyal to cape Town and issuing a

S':;',<4tementaccusing the Me of revising the unity Movement's

programme and "boosting up.... nationalism, er.pecially

Afrioan Nationalism. ,,93 The movement did not divide

cleanly on a regional basia however, and extensive conflict

amongst affili.l1ted orqanizations in the Eastern Cape took

place. F9r example, the Lady Frere branch of SOYA

supported Cape Town in the SOYA apli t, 94 and there was

st.rong opposition to the Me lead~:rship in Queenstown.95

CA'l'Asimply collapsed in this round of division and

feuding. The inquest on cATA must return a verdict·· of

suicide by sectarianism.

But CATAdid leave behind it a legacy of teacher activism

which, I would suggest, played an important part in

preparing the way for the peasant upheavals of 1958-1961.

certainly r offici,'aldom and its allies saw the teachers as a

dangerous group in the rural Ec1stern Cape. At a public

meeting in Engcobo in November 1960t Headman Bungana

305



Mgudlwa"accused the 'teacher bastards' of being behind the

re.distance to the chiefs and the 'Bantu Authorities,".96

The end of CATAbrought major oppositional activity amongst

Afriican teachers to an end for nearly two decades. This
;,1

might laave created circumstances very favourable to the
-:_/

incorporation of teachers into the Bantu Education system.

Not only did the department face a lack of structured

opposition, but it could al$o offer significant inducements

to greater teacher co-operation ~ The re-or~ .anization of

the education sytstem meant that inspectorial posts were

opened up to blacks. The hope of personal advancement

certainly attraaFE~dsome: for exaillple, at a ~954meeting of

the CATAbranch at MountFrere, a Mr Mahlati welcomedthe

Bantu Education Act, saying that it gave him the chance of

pro:motionto the inspectorate. -:.>7 The widespread dismissa.l.,.

ensuing from the establishment of the new system acted as a
negative sanction, frightening teachers into ~iescence in

orner to keep their jobs, for fear of the dire consequences

which resUlted from losing olle'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 consequences are suggested by an anecdote of Father

Huddleston's. David, 3 teacher, resigned in protest

against. the Bantu Education Act. Hudclleston found him a

job in the packing department of a big store. When,

sometime later, Huddleston asked him howhe was faring, he
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replied:

It't:> all right, Father, except for that European
lady. sometimes, when I have to shift boxes or
bales and put them on the counter 1 I have to move
an account sheet or a weigh bill from one place
to anccner , Then she shouts at me 'Doll't touch
that paper. Papsrwork is white work, it's not
for natives.'" 98

For a teacher, loss of hi$ or her job meant rapid

proletarianization and a nello~intensity of racial

humiliation.

y~t, l'!1'1 we have seen in the case of CATU'sfailure to grow
'II

irl the 1950s1 the combination of prc:nnisesand threats from
\\I,

th~\ authorit.ies did not generate a strong movementof co-
,\
\\

opca,~ation with Bantu Education from ar.~1 section of

tea~ers.
o1\

ll'irs\\ly, the strE.lngth of the African na·tionalist movement
1\

A nwwer of reasons can be adduced for this ..

IM:~ant\that th~re was considerable social pressure on
\

teacher~ no't to act in a waywhich could be construed as

collaborating with the authorities. Wa have. seen this in

the case of achool board elections. But the political

1\love;mentsof the time were not insensitive to the problems

facing teachers and could. keep .them in allianc\9 through

fJ,exibility as well as coercion. For example, one

ir)\":.ervieweeclaims that after attending a m~,etin9 about

Bantu Educa1;'J,anin Benoni Jocat.Lon, he! was ap:t.'roach,9dby

aliv,~r Tambot who lived nearby. TamboI he says I t::ounselled

hhl not to attend such meetings in future in vie\'{ of t.he

risk (ff dh~missal. 99 The prestige and the social pressure

of the nat.ionalist movementswas Sufficient to keep the
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teachers awayfrom conservative movements. Secondly, Bantu

Education undermined teachers' autonomy at work, and tht'!l

status based on that. Whenthe link between education "u·d.

the church~s was brokenr teachers ceased tb be employees .:.2;.;:

a respected SOCiAlinstitution, and became employees of a

resented racist state. Theywere exposed to the strains of

d,,)l.~le shift teaching, worsenin:' student-teacher ratios,
\'

arbitrary sackings and poor s~laries.
\

Another important reason for the failure of the new

e.ducational system to win teacher support in the 1950s was

that Verwoerd's hegemoni.cvision was implemented by its

aqent$ in a way which pzeven+ .....n its objectives from being

attained. ~.'hesubjective 'J:? .1 and the Lnsens Lti vi ty of

educatitlU officials constantly undermined their attempts to
\'

Wi7.'l teachers' allegiance. VerwoerdI S formal ideology of

eq[uality within separate ethnic spb(ii!;;.es was constantly

weakened by its underlying- message of. the rectitude of

racial domination.. Educational officials acted in general

on their commitment t.o white domination, rather than on

their formal commitmentto promote some for.m of separate

black self-determination. The possibilities of

incorporation were J.;lnderminedby the staggering crudity of

the administrative and ideological practises of the central

educational authorities. The change from provincial to

central control of the educational apparatus meant that the

liberal paterna. i ...;~j:~ f.': ,i(l:h ~'Aadcharacterized much of the
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administration of education was replaced by brute racism
and authoritarianism. Inspectors with a knowledge of local
conditions and African languages were often replaced by
people who lacked this knowledge.100 Administrators with
educatilonal experience were sometimes replaced by Native
Affai~s Department officials who knew nothing of education
and were notoriously rude to their subordinates.101 These
de'1/elopmentsin part reflected official deterJllination to
root out what were seen as liberal influences in African
education, especially in the Cape where the government was
particularly suspicious of the ideological proclivities of
educational administrators.102 Dr ~~rwoerd himself is said
to have commented to the Director of Bantu Education: "A

lot of your inspectors are just plain liberals" .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 Education in 1958.104

Maree was responsible for the issuing of a cirCUlar to
inspectors forbidding them to shake hands 'with blacks. lOS

Maree also occupied himself with such weighty matters as
personally reprimanding Inspector Martin Potgieter for
drinking tea with the black teachers at Lovedale.106 The
Ministerial ~pproach rapidly permeat~d to local level. At
Adams College the dishwasher was upbraided for washing the
cups of black and white staff in the £'d.me sink.107 For
black teachers used to the paternalism of the missionL, and
the relative paternalism of the pre-1955 inspectorate, such
experiences were shocking. The aggressive gut racism of
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those charged with implementingBantu Education over-7:ode

the heg~monicimperatives of the system. Squeezed between

the bullying of school boards on the one hand, and the

abuse of racist administrators on the othez, teachers fell

into a grumbling acceptance of the status quo.

did not amountto an allegiance to it.

But that

Initially, there was no spontaneous, studept-led, reaction

to Bantu Education. As has been seen in the discussion on

the ANets school boycotts, those were eS$'entially parent-

led movements. There was an absence of sp~?ntaneousrevolts

by urban youth. Student discontent ib rural missicm

schools continued along the same lines a$i in the post-war

period: occasionally there were violen;~ outbursts, but

these were genElrally over localized griev~~ncesand')were not

part of a wider political movement. Ther.~were, of course,

important institutional changes in tlae rural mission

schools as the state moved in to taRe over from the

missionaries~ By the early 1960s these (thanges, together

with the critical national political sitllation, brought the

mission-founded boarding schools to the boil. coincidlng

with the Sharpeville crisis, and the 19510 Emergency,there

were five major incidents resulting in 360 sU5pensions~lOS

But it was in 1963. that the militancy of the students in

these schools reached its apex, The elctions of that year

differed in important ways from thCISf.'l preceding them.



Whereas the riots of 1960 had been around food or

discipline issues (even if conveying hidden political'

messages), the incidents of 1961 were in manycases ~lite

explicitly political protests against the proclamation of

the Republic. Althoughthe missionary-founded instituticns

continued to predominate in these events there were more

incidents in urban schools. Transvaal schools seemto have

played a greater role than before. This greater

geographical and institutional spread reflects a rising

politici.~ation of youth. Trouble broke out in at least

three Transvaal and eight Eastern Cape or Transkei schools

and one Natal 'teachers' collt~ge.l09 The level of conflict

then dropped somewhatin 1962; the SAIRR, wl':dchkept the

only consistent records of these events 1 recorded trouble

at only three instituticnsi110 a decline apparently

reflecting the setback which African Na'tionalism had

received as a result of the repression of the early 19608.

But in 1.953 there w:as once again a significant student

upsurge centred in the lni'Gsionfoundations with conflicts

taking place at seven schools and colleges,111 resulting in

at least 4.71 expulsions. 112 The circumstances of these

upheavals lenu credibility to the SAIR1Vsv-iewthat they

were in part students' responses to the activities of

Umkhontowe Sizweand Pogo.113

Whenthe state began to take over the mission sector, and

to impose its owneducational 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 significantly aGcelera-;e. Nor did
that tradition spread into the expatnding new schools of the
Bantu Education system. If one excludes events related to
the ANC's 1955 school boycotts, all the strikes and
boycotts wr~:.!..chtook p.tace in this period occurred in
mission founded institutions, and most of them in the
mission heartland of the Eastern Cape. ! have found only
one spontaneous student action dUl:'ing1955 - at Xedt'llieniin
Natall14 and, as this took t.h\:::form of a boycott of hymn
singing, and a demand for an end to compulsor~! services,
and culminated in students setting fire to the chapel,115
it can hardly be interpreted as a protest against the state
takeover of mission education!

However, as the hoarding 6chools came under the control of
the Native Affairs Dep~rtmentt conditions certainly
worsened in a way that generated new frictions c Th,gre 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 missionaries. 116 But the incidents which took place
followed established patterns. For example, at Blythswooa
in March 1957, students launched a one-day food boycott, to
which the headmaster refused to respond. Subsequently, the
boarding master called in the police to investigate the
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case of boys whohad taken and eaten maize from the school

fields, and the culprits were given lashes by the police.

Thereupon, the boys staged a mass walkout_117 The pattern

of the food riot also recurred at Laveda.le in 1959 where

students in the Junior Hostel ~eti tioned against the

quality of tbeir foOd and having-to dCJmanualwork. Four

were then eA"Pellhdand t.wenty-six p:'lpils left in protest.

Whenfurther demands front the students were ignored, a

boycott of. school acti vH:ies and church took place. A

disciplinary committee was 1";h~,t eonveneds it refused to

bend to the atudents' dent.~nd~• Th~'et;t..knts ~tuck t.o their
\., t

pO$ition; and a mass expulsio).i).of students was carried out,

supervised by 'the police.118 Other st.udent actions took

the form of protests against claa.sroolh and disciplinary

grievances .119 Complaints by womenstudents, a.t: shawbury

in 1951, about their hostel conditions l6d to the expulsion

of the entir.e,. female studen~ body,120 '.and tltere were

similar protests at Mfundisweni in the. salrire year. l:a1 A

.boyoott at Boitsho~G''Methodist Institution in 1958 was

resolved w4.thoutEXpulsJpns.122

In some ways it WC1.S the authorities rather than the

students who increased the tendency to politicize the

conflict in the institutions at this time through their

relentless searches for largely imaginary ~instigators! and

SUbversion. At Xedaleni {n 1955, the chief response of the

mission authorities to the riot was to blams it on r1the
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r~ading of I subversive literature I " • 12:; At Mfundisweni,

l\frican teachers who had intervened to try and resolve the

1.957dispute were reported to t.l.leauthoritiee. T.or incitIng

the students.1.24 Similarly, following the 1.957Blythswood

incidents a department spokesman '~old a parents' :neeting

that student,s were getting 'poi~,oned' by people in

positions of responsibility and th~t 'agitators' were

influencintf parents in country districts ..125 Now, whihi J.:t

is certainly true that tt,re was a high level of political
)

agitation in the Eastern cape region and Ulat this mayhave

increased student antipathy toward tpe ,authorities, the

authorities certainly misunderstood the !Situation by

i;ldheringto a si.mple 'agitator' theory. students had real

gldevances to do with their conditions of life in the

scbools at all levels - auth.()rity confl.i,cts, racial

oppression, educational problems and material conditions.

In ct.'lnflicts within the institutions, these factol:'f:_

combin~~dwith Af1~'icannationalist political sentil1ent;

aqltatoz:s were.not needed to spark so exp1.osive a mj.xture.

To take t.he 1959 LOvedaleinc:L1ent, for example: students'

concerns were certainly informed by a political ~wareness -

they demamied an end t~) ethnic -segregation of living

q~arters, st~mping this as 'tribalil:;ml

which·does suggest political awareness.

a terminology

But the unifying

grievances which focused their d;~content were ~round food

and manual labour; issues whichhad no·t been discussed with

people (mtside the Institution. students were thus amazed

when thlay were tbt."'n told by the RegionaJ. 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

19581't~126

The desire of the authorities to track d6wn rsubversion' iJlt

fact frequently in:flamed conflicts around the schools. In

1959 after pupils of st Johnts, Umtata, .ade congress

salutes at Minister De wet NeI's car, and one was expelled,

six teachers at the school were diE!\missed by the

'department. This htA!vy handed reaction prar:lj}·l:.t~d a joint

teacher/student/parent protest ~ which succeeded in

blockinq the departl'l1ent.Qsmove.127

'l'he tJ:'oubles '\n mi-;;sioninstit.utions curinq 1960 appeared

to have the saltte ferm and focii as before I b"t..·· 'Were

differentiated by their greater frequency.
, '

HeaJ~toWn's

difficulties, for example, focused on the bread ration ~.".t!

(an issue with far more far-reaching implications) the

special seating given to white scaff in the dining hall.128

An incident at Healdtown was a classic food riot. A

protest against the quality of breakfast led to the

expulsl.?l1of It student leader. The students then embarked

on Q boycot,t and set fire to the buildings. Police

intervened and. eight students were arrested.129 Am.'\ther

food riot was th.e affair at Mox-okaTJ:aining Institution

where students attacked the house of the teacher who was

responsible for catering.130 Kilnerton's upheaval,
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similarly, was a classic disciplinary riot. Aftar friends

and relatives Qf stu~%entswere refused admission to an

annual dramanight, a olass boycott, arson and an attt'.c!<'On

the Matron of the hostel followed.1.31 At Tigerklo'C? M~'Th

old protests a~Jainst manual work resurfaced when 'Che

carpentry blook was burnt downand the' entire student .body'

was arrested and held for nine days.132 bongst these

19fjOsaotions only one had an overtly education-pGllLitical
• 0

focus - one in which fifty students at Amanzimtotiyalked

out over the quality c)f the tuition.133

But the next year showeddecisive changes in the pattern of

'1

1 protest. Th9 actions of 1961 'Wereof tn~ee t~,..;~ - ,and two.
of these were new. Ftor the first time there were school

ri,,·ts and boycotts on issues I!:Jfnational politics,
I

\]~~\t..~ringon opposition to the coming of the Republic.

S~J:;;ondly,there Were actions respcmdinC1Jto unprovoked

clamp-downsby the authorities. And fii~ally, there was

so~e continuation of the tradition of food and discipline

boycotts. The significance the existence of a

particular tr~dition or repertoire of protest, in

parttcular educational institutions, is well illustratlSd by

the events of 1961. In the :mission founded schools of the

Eastern cape, for example, there was an immenseflare-up at

the time of RepublicI }Y.1I.t the schools in the regional. urban ..

centre, Port Elizabeth, were quiet ..134 The Regional

Director of Bantu Education, J. Dugard, comments:
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Boarding schools caused many heartaches wnile the
far more numerous day schools went quietly on
their way. l.35

The capacity of th~ boarding schools to cause officialdom
'heartaches' 9xisted precisely because their students could
turn their strong b;adi tion of internal protest in a
direction which addressed the intensified political
conflict at a national level; the urban students, without
such an autonomous protest tradition, could not. A
generalized political eruption took place in the Eastern
Cape boarding schools. At st John's College, Umtata,
students held a meeting defying the government's ban on
gatherings 1 which cUlminated in the burning of a government
vehicle, the college library and furniture.l.36 Altogether
204 students were arrested in the Transkei alone around
Republic Day incidents, and 106 were convicted of offences
connected with illegal qatherings or public violence.137

Action also spread to the Trafzsv.aal. At Emmarentia Bantu
High School at Warmbaths on Republic Day, students refused
to participate in the festivities which had been prepared
and held a mass mee'~ing instead. !1'olicewere twice called
in to disperse them: a two day class boycott followed and
twenty-nine students were expelled~13e

It is not clear to what extent the new wave of student
aotion was organized. Unfortunately, much of the little
data which is available on this exp~esses the views of the
educational authorities who inclined to an excessively
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conspiratorial yiew of student action. A confer.ence of the

senior officials of the Bantu Education Department in the

Eastern Cape concluded that behind the disturbances lay "a

powerful and ruthless organization brought to bear on the

immature but politically conscious ~inds of young

scr-olars" I this being part of "a considered and prepared

~ttackl on the Governmentand Wh.ite ~upremacy•,,139

believed that there was a plan to oust. "EuropeC!lns"from the

institutions in order to place blacks in charge and create

"strong Bantu political centres" which ."'Youldbecome

training grounds for Itag.: ..p.tors and leaders of Bantu

natio~alism. ,,140 C1te/s initial suspicion that this was a

fantasia which reflected the paz-anoLa of the white

inspectorate to a greater degree than any real knowledgeof

the st;ate of black pc",litical organization it..: continued when

one f):::xaminesthe inspectors' view of the issues. The

Regional Director.. J. Dugard, a humane and er~lightened

official, was, t,o judge from his contribution to the

debate t unalw-arethat the ANCand the unity Movt.~mentwere

separate organizations.141 Furthermore, although he was

convinced that there was a "cell" in each institution which

"dictated" to the l;tudent body, he admitted that it had

myst~riously proved impossible to find out whoany of these

"instigators" were.142 HowE.\~l'er,some of the points which

arose at the officials' conference do help to explain what

underlay the politicb;ation 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 'Jfneutralised". Prefects had. either

participated In the disturbances or become "negative".

Those prefGcts regarded as "sell-outs" were subject to

physical violence. Discipline was eroding as the sensitive

situation compelled the authorities to ignore breaches they

would otherwise have punished.143 Black hostel staff and

teachers who supported the authorities were being

ost .?ized. The majority c>fblack teachers co~tld not be

r.alied on in a cr isis 1 and some 'Were suspected of

encouraging and 'supporting student acti~n.144 An
understanding of why student.:'''action was able to moveonto

the political plane surely has to start with an

understandhl.g of how the mechanismsof social control had

completely collapsed in thti mission schools, both as a

resul t of the direction of olltsi~e black public opinion

against the education authorities and of the ~tudents# own
challenge to the legitimacy of the institutions'

disciplinary structure. There was, thus, space for more

overt forms of political action to come to the fore. The

students Who told the authorities at this time that

"Education is not everything,,145 expressed a new form of

political oonsciousness which was based on a local defeat

of the legitimacy of the educatii.on system. It was to

become generalized in the 1970s when there was a more

thorough collapse 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 tb co-operate with the police were seized. A class
boycott followed and the College was placed unde~ Police
guard. Following an attempt by pupils to burn down the
Principal's office, the institution was closed.146

Measures ageins." those who participated in protests a1::;;0
provoked troub~;e. At Lovedale in J'uly 400 students
boycotted classes in protest against the expulsion of 50
students for participating in the May demonstrations. All
400 were eXpel!ed.147 At Ndaleni 50 students walked out in
protest at being required to sign a good conduct
undertaking after returning from ruspens.Icn over the May
demonstration.148 At Kilnerton in June a strike took place
in sympathy with ten expelled pupils and with HealQtown and
Lovedale.14S

Few of.the incidents reported in 1961 bad the character of
simple food riote. The food riot had, however, served as a
bridge across which students could charge on to the
political offensive. Disturbances in ~;chools continued in
1962 although at a reduced leveL 150 However, in the first
half of 1963 there was 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.152 Speculation that the incidents of this period
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were linked to the acti vities of Umkhontowe Siz'".reor

poqo153 should not be t3ken too literally in an

organizational sense. But at the e"l.metime the battles in

the schools in 1963 did take on a bitterness and intensity

which suggest'S a deepenedpolitical - -,ger. Themoodof the

students could be summedup by a slogan which was written

up by students at Healdtownduring the 1963 disturbances:

Why must we wear uniform? Are we convicts or
soldiers? We are the future leaders of South
Africa. 154

The la.st-ditch violence of the conflicts in society aa a

whole was reflected in the schools. At Wilberforce

(Evaton) in Febr'Llary1963, two students were expelled on

allegations that they had incited others not to pay fees.

Following this, the department sacked the Vice-principal,

Jack Lekalal who they claimed was inciting the pupils and

was behind t.he oampaigna.gainst fees. However, after his

dismissal Lekala returned to the school and spoke to some

students, a student meeting ensued and the Principal was

stoned whenhe tried to intervene. The police then arrived

and after being initially driven back by stones from the

students, took control of the campus with the aid of a

Saracen armoured car D Whena boycott broke out the next.

day all the menstudents were expelled. After the Director

of Bantu Education had intervened and been denied a hearing

by the students, he had all the womenstudents expelled as

well.155 In September 1962 students protesting expul.s Lons
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at Kilnerton used knives and sticks to attack students who

were breaking their boycott and burnt a teacherYs car.156

Students at Bulw~rin 1962,157and at Healdtownin 1963158

stoned members of staff. There was massiye property

damage: in an incident at Mfundisweni in April 1963

students stoned the church, smashed the mission lighting

plant. and burnt downa dairy: 92 of themwere convicted in

the magistrate's court.15S'1

Whatis interesting, however, is that, unlike the riots of

1961, none of the riots of 1962-1963 was launched on an

overtly political issue. Everyone cl-aimed to be either

about a discipJ,inary issue, such as expulsions I or took the

form of a traditional food riot. For.'example,·after the

violent'boycott and confrontation at Uealdtownin 1963, the

st.udents claimed that their grievances were insufficient

fQodand broken bedS, although, as pointed out earlier, the

riot clearly had political undertones.160 As repression

increased in the early 1960s, and ~.s it became c;\i,warthe
i, ~ \

existipg Order l>iuuldnot immediately be ove:rthrown, the

students becawemore cautious at putting forward overtly

political claims. However,the underground activities of
the time did have an impact o,n the students not, as

contemporary officialdom believed, 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 1950sand, .._.Y 1960s did manifest

a deep discontent amongst school stu4ents at the state's

9ducational and social policies. In this sense, it

deserves to be included as part of t..ie resistance to Bantu

Education, especially because of the much more ov~rtli

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 tr~dition of revolt against local

grievances. This provided a cultural context 'f..:.Jrrevolt,

but ,;also intensified the tendency for protests to be

local,ized and to be a confused mixture- of local ant! wider

grievances. Secondly, as a resUlt, the student. reVolts had

little impact in the urban areas .. Thirdly, no strong
((

school stUdent orga~lization emergedof the kind;which could
\

makeschool students ~ coherent social force.

In the case of student rebell.ion, once again there was a

dialectic of succeSsful repression and future conflict. By

the end of :t963! the authorities had stabilized the
j'

situation inside the schools. But the tradition of student

revolt did not quite die out. Andwhereas, in the periof,

discussed in this chapter, it remained rooted in the rural

boarding schools, and :thus had limited impact1 in the 1970s !

it would re-emerge, WI~thmuchmore devastating effect, in

the newurban schools ,pevelopedby Bantu Education.
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Conclusicn

The chapter bas shownthat opposition to Bantu Education

had inherent weakntlSSeswhich undermined it and createll

possibilities for government to win sUPl'ort for the new

sys~em. The school boaro and committee system could offer

real incentives for participation: on the one hand the

contl':"olwhich parents could attain over teachers i on the

other opportunities to engage in the patronage politics ~£

bribery and corruption. Teachers were subdued not only

because of their vulnerability to dismissal but becau~/the
i/

labour market offered so few other opportunitie~ to them..

The riots qi,nrural boarding schools were inhere~1tlyiunable

to constitute a threat to the state educat:iol1/ system

because they were not based on any coherent> student
,l'

strategy, or organization, and isolated fin rural

educational centres. Noneof the movementstna~ challenged
,
/

Bantu Education had the resources of pOller {t.oblock the
'/
'(

operation of the system.

Yet: the apparent victory of the Ban";uE(iucation carried

hidden dangers for the regime. ThO arrogance and

corruption of the school boards1 and tTl.ehigh-handedness

and racism of officialdom would throttle/any possibility of

teachers becoming committed to the new education order.
I

The tradition of stUdent revolt would eventually rel.d.ant

itself in the new urban schools that Bantu Education was

creating.
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CHAPTER EIGHT; THE ZENITH OF I BANTU EDUCATION': ..FROM TIlE

EARLY 1960s TO THE BARMY 1970s

The defeat of opposition to apartheid education policy, as
described in the last two chapters; was part of a
tightening of governmental control over the entire society.
This culminated in the early 1960s with the wholesale
repression of popular oppositional movements. Together
with the booming economic conditions of the 1960s, this
opened the way for a more thorough going i~plementation of
t.erritorial .a~~rtheid in that decade. Bantu Education

, ',

policy was p~_jued with intensified vigour and dogmatism.
At first' glance the educational developments of the 1960s
would appear to support a simple reproductionist argument.
The development of Bantu Education accompanied rapid
axpansdon of the capitalist economy. This might seem to
confirm that Bantu Education supplied an appropriate labour
force to employers. The lack of public friction 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 one to suppose that
the ~chooling system was successfully disseminating
dominant ideology, and strengthening dominant class
hegemony. This chapter will argue that, in fact, state
education policy was generating a set of social tensions
which make any s~ch reproductionist view unviable. It will
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argu.e that the linking of education policy to the
implementation of terri torial apartheid created de~pening
differenc6s 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
are by no means reducible to defence of the interests of
capital. It is contended that educational policies were
creating a deep hostility amongst communities, teachers and
students, which was effectively underwining any attempt to
build a dominant class hegemony.

This chapter thus deve.lops the position, argued in the
first chapter, that education systems need to be understood
as a contested field of social relations, and that the fnrm
they take embodies the outcomes of social confliots. The
state I s victory in the conflicts of the 19505 and early
19605 produced the stability of Bantu Education in the
19605 and early 1970s. But the very. features of the
education system thus established were to generate conflict
in the future.

This chapter will begin by outlining how, in the period
between the early 1960s and the early 1970s;, Bantu
Education seemed to reach the zenith of its success as an
in.strument of domination., A cheap mass education system
had been put: into place, and organized mass opposi tion to
it had been swept away_ The education system was harnessed
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to the implementation of apartheid policy. In pursuit of

the Nationalist governmentI s aim of uprooting the urban

African working class I the development of secondary,

tecD.nical and higher education for Africans in the urban

areas was strangled, so as to drive young people to seek

their educational future in the Bantustans. The

educational developmentWhichdid take place was centred in

the rural areas, in order to strengthen the 'b~.;leland'

states and their leaders. signs appeared that black

communities might reconcile themselves to the existing

educational dispensation. Themajority of African teachers

were drawn into conservative professional organizations,

which rejected political action and sought a co-operative

relationship with the Departmentof Bantu Education (DBE).
The school board system seemed to flourish; with tens of

thousands of people participating in the boards and

committees. Urban s..tudents showedfew signs of resistance

to the neweducational order. It appeared that there was

no obstacle to the effective use by the state of the Bantu

Education as a building block of the Bantustan system.

lJoweverthe chapter will go on to showthat the 'successes'

nhich the DBE had achLaved were deeply ambiguous and

(~ontradictoJ=-y.By denyin~;Jurban African ~)eople effective

c~ccess to POlst-primary education, bure~;Lucrats and NP

~)oliticians were effectively ignoring the ~rrowingneeds of

industry for skilled and clerical employeE~s. While this
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conflict of interest remained largely hidden during the

19606, it would emergeforcefully at the end of the decade.

The financial and administrative structure which Verwoerd

had established for Bantu Education pro't":edincreasingly

unable to sustain even that level of e~uca~ional

developmentwhich the DB~wanted to pursue; by the end of

the 19605, 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

discontf:!llt, even if this was barely visible. Nor were

teachers as effectively drawn into the Bantu Education

system as at first might have appeared to be the case. The

docility Qf the existing teachers I organizatic" ..) prevented

them from aggressively pursuing their members' interests,

and few major improvements in teachers· conditi9ns of

servic~ and pay were aChisved. This led in the long term

tQ disillusion on the part of teachers with their

organizations, and the Depar~ment. Teachers were further

alienated fl"o;m.the DBEby its racist practices and heavy

handed administrative style. Nor did the school boards

effectively serve to draw communities into a newhegemonic

ordE~r• The boards f subordination to unpopukaz' policies of~

the OBEjtheir arbitrary actions and corruption; and their

utilization by chiefs in the Bant,ustans as, instruments of

personal power, all generated cOlllsiderable hostility from

communitiesand from teachers. Finally, while the level of

stud.ent re'llolt was low, the tradition of riot i111rural

boarding slc:hools did continue. Parents, studel'lts and
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teachers mayhave unhappily accepted the education system

for lack of any alternative; but by and large they did not·

identify with it. Verwoard's education system did not I

even at the height of i·ts strength, attain hegemonic

success.

Bantu Education and ~!rer:ritorial Imar.th.~".l

In the early 1960s, political and economic conditions
i

changed in a way 'Which enabled the NP government· ';;0

implement Apartheid policies far more vigorously. This

resulted in a sel~ious disl.'uption of the relatively

accommodatingand pl:agmatic relationship which had existed
I

betweengovernment~mdindustry in the 1950&. By 1962, the

state had accory,lished the defeat of the African
I

nationalist movemen'~.Thus the .major political obstacle to

a full-blooded at'P~mpt to establish the Bantustans as a

,solution' to the question of political rights for black

south Afrjcans had been removed. At the same time, the

crushing of workeJ~sI organisation and a vast inflow of

foreign investment; provided the basis fc)r the unequalled

boomin the South African economyduring the 1960s. This

boom~)rovidedthe state with a rare fre.edomfrom economic

constraints in i~lplementingits aims. tUthin the NP, the

verwoerdian ideo!.o\lueswere dominant: thE~supporters of the

'baasskap' politics of the Strijdom era lacked a coherent

policy through 1lolhichto address the prc)blemof attempting

to institute a hegemo:rdcpolitical order: and the rising
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forces of Afrikaner capital, while adversely affected by

som~elements of governmentpolicy, were too reliant on the

political patronage of the NPto step out of lirte.l.

The later years of the Verwoerdleadership, and even more,

the early years of the Vorster government, thus saw an

unprecedented attempt to restructure the whole social and

political order of South African society. All Africans

were. regarded as r temporary sojourners' in urban areas:

they wouldbecome'homeland' citizens, exercising political

rights solely in the Bantustans. In order for this to come

about the governmentmovedtoward granting the 'homelands'

self-government. At the same time, energetic moveswere

madeto reverse the flow of population to the ci~ies. From

the end of the 1950s the government tigh'tened influx

control through a more rigid application of the pass laws,

and. a toughening of policy within .the labour bureau

system.2 The early years of Vorsi:er's governmentdeepened

this new thr1:!.st.. The constructi.on of urban housj,ng W;!iS

virtually frozen,3 in an effort to stem the growth of big

urban town~hips. The Physical Planning Act No. 88 of 1967

allowed the state to limit the proportion of black

employees in new urban factories. 4 This 'iiaS part of an

at'tempt to encourage decentralization of industry, in order

th,at the black labour force might increasingly be based in

tht~ homelands. The educational componentof this policy

was; that the state insisted that all development of
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secondc ..,"YI teohnical and tertiary education for blacks

ought to be concentrated in the homelands. I will now

outline howthe state used education policy in this era as

a means of controlling population movementsto the urban

areas, and of strengthening the Bantustan political

structures. Fromthe point of view of state officials, the

urban school syst~ cameto be seen largely as a mechanism

of influx control.

A policy of blocking secondary school expansion in black

urban areas began to be made public by Ministers in the

late ~950s,5 and was particularly energetically pursued by

Dr. H.J. van Zyl, the seG.':etaryfor Bantu Education of the

late 1960s and early 1970s. A.s with other aspects of

apartheid policy, the concept seems to have l:i,eeneven more
I:

vigorously implementedin the early years of! Vorster thi,m

under Verwoerd.4In 1966the Bantu Education ~rournalstated

that there would never! be enough urban high);schpols I and

that urban Africans should go to the B~iltustans for

secondary technical and universi.ty educat:ton: ,urban people,
\\

the article pronounced, "will hav~!a few hig;itlschools but

never enough, because, according to Governmen~~policy, most

of these schools shOUldbe situated in the ho~~eland5..They

will never get a trade school in the white cities againfl..~

In a series of speeches in 1969 and 1970, Dr. Van Zyl

reaffirmed the policy of providing no further secondary

schools in urban areas and of concentrati.ng instead on the

prclvisioll of homeland secondary schoollS with hostel
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provision for urban pupils. While admitting that existing

hostel facilitil9s were inadequateI he claimed th;=-.tthese

were being expanded; and that there were ade~uate rural

schools to abso~t"burban youth eligible to enter rsecondary

school. He accepted that urban lower and higher I_}rimary

pupils should remain with their parents and claimed

(inaccurately) that

for them.7
~icient urban schools were ~rovided

This policy approach was combined with an attempt to

institutionalize the low le\Tel of secondary provision in

urban are&s. Newpolicies r~~ovedthe possibility of black
L

communities taking the init;lative in this matter. l'f"hite
,i)

municj,palities were maderesponsible for school building I

but this had to be carried out within the constraints of

t.ight rastrictions on the finance avai.lable to -them for

this task, and of state decreed limits on the level of
I

faciliti.es which could be p!"ovit_....1. In the early 1960s,

white municipalities were responsible ~or the provision of

African lower pri:rtu'try schools in their areas. 8 The

:building CJfhigher primary arId secondary schools was

dependent on black communities raising half the cost of

each newschool, with the rest of the moneybeing provided

by the state on a Rand-for-Randbasi.s,9 Raising this money

was often difficult,10 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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co:m:munity:tnitiative in school building, and this was not

in line ~rith the state's desire to control school

expansion. In 1968 the governm4ant,therefore, ended the

system of Rand-for-Rall'ldcontributions .11 In the subsequen+

ye&r, white local authorities were ordered to take lover all

school buil1tiing in to~mships1 the moneyto be provided by a

20c levy on each townEllhiphousehold.12 Integral to the new

system was an official formula which laid downthe :Level of

facilities 1tr1hichmuni<:dpalities ought to provide: :IL2 lower

p:r:imaryclassrooms fOI' each 800 families, 16 higb z primary

classrooms for each :l, 600 families, 10 junior seccndary

class,rooms for each 3,200 fawlilieis.13 Somemunicipc!llities,

inoll:lding 'Johannesbur~;JIwere given permifssion to fimmce

building from funds (lIther than the levy, but the:),' wer'e,

nevel:theless I expected to adhere to thi~~ formula. :i.4 'lthe

new system, with it~:; grotesquely inadequate l(llVel of

seconda:.:y school provision, was obvi,...,usJ.ydesi~rned to

channel pupils to the laantustans.

The effects of this pCflicy are exempHrfied by the case of

Johanne$l:)'ur~'s $owcto townships. As the largest. black

urban concentration, soweto was the most important f,i)CUSof

the Department's attempts to contain urban educa,tional

expansion. Dr Van Zyl made no l)ones about proclailrting in

publJ.c, in 1970, that only one slecondary school per 3, 000

families- \-Tasappropriate.15 He forbade the building of

additional classrooms in Soweto high schools wh:ilchhe

considered 'too big',16 and blantly told a meating of
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Soweto school boards that he would.Jl"'t .allow Soweta schools

to enroll too man:-lpupils I as secondary schools would be.

provided in the hOlUlelands.17 The Dep;lrt:ment of Community

Development, which also played a role i:n controlling school

buildin'0, was equally 1J:tnfort;hcoming~ l:n 1971 a request by

the city cou.ncil for funds to build\ 674 classrooms in

Soweto was l:'efuse(..&b:r the Department I and permission

granted to build 36 irlstead.18 Wl",len, alfter a considerable

struggle, the City CI:lu.,ncilgainecl peranission to buil.d a

further 167 classrool1'ls from th'e Department of ~antu

Education, it was infor,med in earl~f 1972 by the Department

of Community Developllumt, wbicln T,tal!3 responsible for

providing the funds, that the moneywas not available.19 A
litt~le later the ~l11e year, community Development turned

downlCi'ty counei 1: plans for six new schools on the grounds

that; t.hey exceeded the lIlax:imU14unit cost.20

,
The~r pOlicIes certainly acteCf as a pressure on township

par~~t;s to send thei]:' children to rural schools 0 One

teaq~,er co:m:mentt~ that:
I! • . . ....
'1 ••• l.f a pal~ent wanted hloSson to be trairled he •••
had just. to send his children out into the
board;Lng ~u::h()oloutside •.• 21

l'lhil(~ another says that:

••• urban communities sent their children to the
rural a.reas... where these facili.ties were
pro,vided. 22
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Tbe education system was also linked, in lltuchmore direct;

ways, into the influx control system. students frolill

families without urban residence rights wer~ prevented fron.

attending schools in the urban areas. Wherethey had made:

their way into these schools1 students of rural origin

were, as far as possible, removedQ Mr. VanDyk, Van Zyl's

predecessor at the DBE, argued puplicly that the shortage

of urban school places was because of the lack of effective

influx controls on the children of migrant workers:23 this

view appecxs to have reflected the OBE's analysis. In 1968

a DBE official announoed that students registering at

schools in 'white' areas would have to produce residence

perm5ts.24 Port Elizabeth was a particular centre of

att~mpts to control rural influx through the aohcof.s , In

1964 pupils from rural areas around the city were forbidden

to attend secondary or higher primary school In the urban

area. 25 In 1970 the muni.cipal superintend€mts ordered

checks in the city' s sch(~ols on whether pupils were
:';

registered in the urban area~ and were returrdnq those who

were not born in Port ElizaJ>eth to the rural areas. 26 To

its annoyancethe m.unicipali1~y found that black headmasters

weref despite warnings en th~~matter¥ continuing to enroll

out-of-town pupils. 27 Van zlfl also lntroduced a policy in

Soweto under which pupils, even if properly and legally

enrolled, could be ordered 1~o leave school if there were

over 50 pupils Ln a seconda.ry class or 55 in a primary

class.28
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The DBE's policy was to develop technical instruction

primarily within the Bantustans. l::'k Port Elizabeth, when

in 1964, the city Council called for a trade school for

Africans to he opened in the oity, the DBErefused the

request ~n the grounds that technical education must take

place in the rural areas, and announcedthat a trcde school

wouldbe opened in Kingwilliarostown,Ciskei.29 In 1966 the

Johannesburg Chamber of Commerce, which had acquired

adequate funds and land to open a commercial college

accommodating 1,000 African students, w~s refused

permission to cacry out the project by the government.30

At the same time the state close.a dO~l eight Johannesburg

commercial colleges, recommending the~ to op~n in the

Bantustans. 31 In the few instances wh,e:t'ethere was

developm~ntof urb13.ntechnical training facilities in the

period, the government aimed to limit it to no more than

Junior certif icat't Level - as when thEi ,:Jabulani Technical

School in soweto was established in th\!l late 1960s.32 The

governmant was determined to site all African teacher

training and University facilities in th\i~homelands.33 As

teachers were subject to i7.1fluxcontrol riegulations, having

trained in these rural institutions, they could not "::.akeup

posts in 'urban instit'l.1'cions, because tltey did not have

residence rights. 34 (Andthose who could get around the

regUlations and secure an urban job often could not find a

place to live because of the governme~t created urban

housing sho:!tage)e35 The stat~ls res'trJ.ctive ~ducational
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spending policies meant that there was in any case a gross

shortage of teaching posts. 36 The DBEalso r~fused to

utilize someof the best qualified African teachers because

they had been trained outsi~e the Bantu Education system:

in 1966, for example, a graduate of Roma University,

Lesotho, with a BAand Dip Ed was dismissed on the grounds

that this training had been recei",ed outside South

Africa. 37

As a final measure to ensure control or the expansion of

the urban school systemr the Department sought to prevent

or r~atrict any use of funds from private business by

schools. Any donations to schools of over RSOhad to be

administered by the Department.38 Mr G. Rousseau, Van

zyl's deputy, stated in 1971 that the Department simply

would not allow scheol boards to raise moneyfor buildings

from private :t;irms.39 Any at.:tempt'by boards to do so was

met with a beavy handed reaction f:r':>lll the Department: in

:'970, for ins,tance, Vanderbijlpark African School Boardwas

"warned" for obtaining a donation of R3,000 toward building

classrooms and a library. 40 A donation from the Anglo-

American cOJ:'poration to the Soweto Secondary School,

Naled!, in t.he same year was frozen by the department

because the gift had not gone through official channels.41

During this period the DBEwas thus able to u :a 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 most educational standards the educ~tional consequences
were been disastrous. But by the lights of the Verwoerdian
bureaucracy, state policy was assessed in terms of its
contribution to the creation of racial separation. From
their standpoint, education policy was effectively playing
its allotted role.

The Triumph of Teapher Conservatism

Another area in which the state did seem to achieve a
degree of -success was in winning teachers' acquiescence in
the existing education system, and enli~ting the co-
operation of their organizations. As the conservative wing
of the African teachers mc<;r-ententduring the 1950s, the
Transvaal United African Teachers Association {TUATA}, and
the Cape African Teachers Association (CATA) had made
little impact and mustered insubstantial support.. Their
apolitical, passive approach, their dedication to
cultivating a professional image, and their concern 'co
build a good relationship with the Department of Ban1cu
Education seem to have had lim!ted appeal for teachel:'s
during that turbulent decade. Popular pressure on teachers
to identify with the aspiration for drastic social chanqe
was strong. One of the major sucoeeaes of Bantu Educaticln
during the 1960s was that this situation was transformed;
most teachers were drawn into the structures of the
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cautious TUATA, CATA and their equivalents in Natal and the
Orange Free State. These bodies federar.ed 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 component in this change was the defeat of the
African nationalist political movement and the trade
unions. with the destruction by the state of these
movements and the exiling or jailing of their leader~hip,
the hope of short-term social change receded. Fear of
political activity became stro~ga A teacher who had
participated in the AEM's CUltural Clubs, when asked to
what extent she was able to inject her politicaJ~ ideas into
her teaching in the 19603 replied that:

••• :r wouldn't say that I was able, because
honestly, f~ar for victimization by the law ••• 42

The total crushing of popular organization created a sense
of hopelessness amongst teachers as regarded any attempt to
pursue radical political or social goals, even at the level
of influencing students with their ideas. One teacher
recalls:

•••l wonder what indent I can make, because the
situation is that you are like a sugar grain in
the sea. 43

In these circumstances, teachers were now willing to
respond much more Emthusiastically to the appeals of
organizations which held out tho promise of attaining
piecemeal improvementl;;in their conditions of service. The
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pursuit of ~arger social or po~itica~ goa~s seemed

unrea~istj.c. The teacher quoted above says of ths 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 educational sphere, that was the time
whenwewere pressurizing someof our conditions
to improve. 44

There were still very small possibilities for upward

mObility out of the te~ching profession open to African

teachers i the 25t 000 membersof the profession in 1961

still formed substantially the largest occupational

category of African salaried employees.~5 The improvement

of teachers employmentsituation thus offered the only

apparently viable meansto a better life.

Given the changed political circumstances, certain aspects

of t -~chers' ideology and social position facilitated thei:!:"

desire to find a JlQdulLvivendi with Bantu Education. One

was a belief that they could make a worthwhile s,locial

cOfltribution by teaching, despite the political

environment. For teachers who felt uncomfortable about

teaching in Bantu Education schools it came as a great

comfort to find that most aspects of the syllabi remained

relati vely unchanqeq. Sonlewere able to adapt; to the new

system because they felt that despite it~~ poor level of

resourcing, they were still able to p:rovide a sound

educational service.

343



If I had discovered that what I had got from
school is quite different from (what] is taught
under the Departm~ntof Bantu Education, I don't
think I would have remained in teachinge I
consoled myself by sayi.ng even if people say the
standard of education is inferior, but really
what I am teaching is the same as what Wewere
taught at school. I realise it was only a change
of nameas far as I am concerned - a change of
name. 46

The education provided by the mission schools was
actually the sameo.p with that provided by the
ordinary state state schools today, because the
syllabuses have not changed. 47

What I was taught in English during my days is
still being taught in English today. That same
sentence which I was taught by the missionaries
in the missionary schools. 48

Another factor which aided a falling back to complacency,

was the degree of respect which teachers were still often

accorded by local communities. This could makethe teacher

a relatively privileged person:

People in those times thought teachers were
greate 49

Well, the communitystill regarded teachers as
leaders. 50

If you visited a house as a teacher the people
felt nervous about it, you must give them two
day's notice that you are coming to see 1~hem,
[they] arrange the house inside and outside. 51

In the urban areas, the effects of state educat.i.ol1policy

had begun to undermine teachers' status I but it remained

strong in the countryside:

••. in the rural areas 'the teacher was all things
to all men. Theywere held Lnhigher esteem than
in the urban areas. 52

It was not a pride to be a teacher except
pezhaps, •• for academics... x'efinement. But•• a

whenyou look at the. rural areas you find there
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economically [the teachers] was the best among
thof''J, 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 invi ted 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 CATtt le.aders utilize this favourablE"
situation to strengthen their support base? Firstly, they
benefited from their semi-official posi'tion, being
l!ecognised by the Department of Bantu Education which had
no objections to the existence of a strongly apolitical and
'professionalist' teaching body. A system developed I in
the Transvaal for instance, where TUATA members put
pressure on their colleagues to join the associat!on
through the holding of collections for it's activities.
Because of TUATA'S state-recognized position, teachers came
to Gee these collections as having a compulsory
character. 55 Secondly, the ATASA organizations used
cultural events, and especially choral competitions, as a
vehicle for building support and struoturing the activities
of their members. The music competition had a long history
in teachers' organizations. They had flourished in the
1940s as part of a wider range of cultUral activities whi.ch
embodi(::!da spirit of African self~assertion.56 But by the
1960s \.:beyhad taken on a much more neutral and ritualistic
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character. Choral competit:io:ls,arranged on a regional and
national basis, became almost the central activity of the
teacher organizations. According to teachers interviewed:

[ATASA] wasn't truly a teacher organization. It
was entertainment partly by music competition •••
57
TUATA has always been concerned mainly with ml.o.,lc
competitions¥ 58

Because these contests were extremely popular, they
constituted a strong pressure on teachers to join ATASA
organl:zations, as only those schools with ATASA-affiliated
teachers could participate.59 Thirdly, the ascendant
teachers' organizations of the 1960s, although led by
overwhelmingly male leadership groups, shrewdly orientated
themselves toward organizing women members. This was I:i

significant departure from the practice' of the :1.950s
teachers groups, whethel' of the left or the right, which
had generally marginalized women members.
wrote in 1954 that:

A. CATA member

....we women take 1ittle or no interes'c in these
Teachers' Meetings, and even when we do attend we
do not participate fully inl!the disc':lssions.
What powers are lying dormant in us! 60

During the 1950s, CATA.'s chauvinism had extended to
opposing increases in the numbers of Wvmnl employed as
teachers on the ~rounds that they would displace mals
te~1chers 1rom their posts and that women were incapable of
handling disciplinary and physically d~manding w()rko61 The
association described the DBE's policy of equal pay for men
and women primary teache~s as 'fascistic,.62 In contrast,
the organizations which Were dominant in the 1960s despite
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their generally conservative views, did makesome,effort to

relate to the concerns of their womenmembers. For example

in the early 1.9605TUATAc!:"ganizeda petition aqainst the

DBE's policy of discouraging the employment of married

wumenas teachers. 63 ~ccording to a leadin~J teacher

activist this somewhatless chauvinistic approach increased

wornens'participation in teachers~ organizations, but often

involved manipulative control of womenmembersby teacher

l'.eaders.64

The change in approach led to spectacular growtn of the

ATASAaffiliates. Under the leadership of I.E. Zlirlane,who

was in office as President from 1961 to 197.il, TUATA

underwent a rapid expansion.65 The association Itlounteda

diverse programme of social and cultural activities.

During the 1960s, districts organized sports, :Ioallroom

dancing, plays and tours, and most importantly, music

compe'i:itions involving teachers and pupils ill choral

singing. 66 These cultural focii created a basis fd)r rap;td

growth. In 1963mernbershipstood at 5,806;67 by 1\;~72this

had risen ,to 11/.)00,68 and by 1974 to over 15,000.6\~

CATUachieved an even more dramatic self-transfol~ation.

with tbe imposition of the state of Emergencyin April

1960, manymembersfeared that they would be. arrested. 70

Presumably they believed that all ~frican organizations,

regardle~s of political stance would be subject to the
II
"
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clampdown. The result was poor attendance at meetings, a

shortage of funds, and a very weak 1960 conference.71 The

demoralization and disruption of communi't,:;,;-life which

followed the crushing of the nationalist movementhad its

effects on CATUithrough the early 1.960s it struggled to

survi~e. The union's 1962-1963 report stated bluntly that:

"the cape Teachersl Union has no funds and must very soon

close "shop' .,~12 However, the new pt::?litical ccmditions of

the 1960s rapidly created an audience for CATU'spragmat:i.c

mesS!;e. A key part in it~ revival was played by the" P()rt.

Blizabeth Teachers Union (PETU), an affiliate of CAT!;

established by members of its Peddie branch in Port

Elizabeth on 10 Sept$mber, 1964" with R.L. Pet,eni as

President. 73 In 1966 Peteni became CATU"s Regional

organizer in the Eastern Cape, and under his Le'ldership a

crowded programmeof social events - r~ceptions, rugby a~d
;\~.\

\netba11 matches, and choir competitions - was launched.74

In 1968 PETU diversified further, into a be~,uty

cOlnr)E.'L.l tion I musi~ festi va')i, maths classes and alllat..-aur

dramatics. 75 In this era, a rapid growth of membership in

the port Elizabeth area took place. Thig was significant,

as Port Elizabeth had been a stronghold of the ANCin t.he

1950s and a centre of political action. That CAW, with

its political quietism and bl~ll'd programme of social

activities, 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 nrywfree to pursue
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their 'professional' interests. The Port Elizabeth

developments weI'e mirrored elsewhere in the Cape. By mid

1966 the tUrn-about was apparerrcs 1~heconference of CA'l'trat

New Brighton Ln Ju.le was: describe.d as "an unqualified

success"; 76 ·the union was l~eported ·to have about 1, oeD paid

up members.77 By 1969 .this total had clilnbed to 1,895,78

anc by 1974 to a , 410, or almost half of the Afri!:::an

teachers in the Cape.79

The sUbstantial organizatil::'.lS which thus emerged amonqst;

teachers g~nerated an ide,::>logywhich provided far mnre

scope for the DBJ~ to work with African teachers than ,,'as

the case in the 19505. The rolling back of teacher

radicalism was a major ga:i.n for the Department. AT}':SA

ideology 5atS.sfiE~d teacherls' dissatisfaction with state

educat.ion policy, by engag:l.ng in rhetorical criticism ,of

the absence 0:( ,oompuls('r~" education, t:'+; the mater i al

impoverishment clf achooLa, and of certain unpopular

dep~rtmental pc.)!Lcf.es , But, more importantly from the

"'!,; j

601..i"it of view of the authorities, having thus harmlessly

diffused teachers' discontents, ATASAideology proceeded to

.assert that teachers should abjure any form of political

I'ictivity, and that political and educational concerns were

a:.bsolutely separate •
<'j

It praised the virtues of the
....

Christianiz~d African iniddle class, in a way which evokeu
!

1
)

th~ most ccinservati ve side of mission ideology. In this

wa~rAT1~Adeve.Lopedan ideology compatible in practice with
c
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the DBE.

TUATA,for el';ample, did a:dvocate a frela compulsory

education system. Fre!:JUent,well--publioized C:lalls for this

were made,80 culminating in a conferel'lCe held at

Atteridgeville in Mal:Cfl 1968, which passed a. resolution

asking the DBEto ini:.roduce l:ree compulsory education for

all African children between six and 115 years. 81 TUATA

conferences during thla 1960s also called for the end of the

Department's px'act',l.ce of "Lsing vernacular languages

throughout primal:y school, arlel for veznacufar languages to

be used only up to the end of stand,9:rd 2~ and for a

reductio."" 'f the language reql:!.irements for pl.lpils to pass
\

standard 6~iB2 Such stances ap:peared to have g:lven teachers

a sense that they were avoid;.Lngincorporatiolrl into those

aspects of educational systenl which .they rejected. Two

ATASAmembers interviewed felt that by taking such

positions their organizations had maintained its distance

from the state:

ATASAbeing a body which represents the various
teachers' organizations ••• has never a¢cepted
Bantu Education... BecaUSfatbe various tlaachers
organizations have never accepted Bantu Ed'lcation
on their own. They have rejecl..ed it frl:>mits
inception. 83

ATASAfelt that Bantu Educacion was an educat.Lon
for convenience, and until it was.1an edu,~ation
for citizenship it would :merelybe toleratect, but
not accepted. 84

Yet v at the same time, the ideology of the ATASA

organizations explicitly rejected any form of political
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opposition to the state. CATUleaders, for example,

c~ntinued to vilify the memoryof CATA,and they went out

of their way ·to assure the authorities that they would

:neve:cfollow its politicized path. C.N. L~kalake told 1:he

:1967 CATUcenrerrence in his Presidential Address:

••• to the members of the Inspectorial staff of
the various regions and to those Higher Officers
of the Departmen·tcf Bantu Education we say thank
you, and promise solemnly as we did in 1953 tnat
IT SHALLNOTHAPPENAGAIN. Never again will the
work of ma.nyyears be reduced to shambles as it
was in the late forties and early fifties. 85

'J'he most cohezent; rationalization I::>f ATASA'sposition was

:provided by R.L. Peteni, when he took Over the presidency

Off CATUat itsl 1968 conference at Ta'Ung. In Peteni's

address to the conference, the African middle class were

held up as the c::reator cf stability in an urban environment

dominated by th~ disruption caused l>y the movementfrom the

l.and:

The severing lof t.ies between... young Africans
and their tribal hcmes upset their traditional
ord.erliness and their traditional respect for law
and custom••• 'The ranks of ant.i-sccial townsmen
grew at an alar.ming rate •••

The pattern chanqed slcwly for the better as the
urban ccmmunity became more permanent and more
sett.led. Mcre schools were buil t and genuine
church people grew. Some families built
themselves goad, solid homes, and' manymemberscf
these falTlili~s became sophisticat.ed in a good
sense, and assimilated manyof th~~good things of
western cultUre. 86

The government's policies cf the develoPilllent cf Bantustans

and population removals were criticized for "upsetting the
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balance and stabilityn87 thus created. However" Peteni I s

conclusion was a resounding reaffirmation of the (oonceptof ,

non-involvement in politics and dedication to

'professional' life as the best pat.h for the teac:her. His

approach deemedthat the effects 'of state policy ought not

to be the concern of the teacher, emphasizing i_nsltead, the

task of in;\.:ellec::tualand moral fo:nnation of the yc)uth:

••• the movementfrom one part of the country to
another, from one form of administratIon '1".:0
another - these are not the real ills that t~set
us.

They are not the problems that we as a teac:b~:,';s
organization should concern ourselves ~r:.t,.
There is not much that we can do about t,nese
matters in any case. QUI.' main cc ncezn mus'l:be
the individuals, the young people who haVE:to he
prepared for changing circumstances~ S8

The conservative teachers' organizations, which had been

unable. to have a strong impact in the conditions of the

1950s and the early 1960s1 flourished during the subsequent

decade. Their al?olitical and pragmatic outlook appeazed to

manyteachers to be the most viable one, given the absence

of any short-terlu possibility of any social chanqe , The

leaders of 'the ATASA organizations proved adept at

developing organi2\ational activities and an ideolO9'~rwh:i.ch

could provide teaeners with a social cohesion and sense of

self worth. This era was the hiqh point of teacher

conservatism ..
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A Period of Acquiescence: ~chool Boards and Students

The further entrenching of the school board system, and the

declin\s of student contention during the mid 1960s, were

other areas in which the state seemed to be gaining groun~

in establishing Bantu Education as a hegemonic system.

The defeat of the mass African nationalist movementin the

early 1960..s created a wholly different political context

for the school boards. From then until the early 1970s,

they were no longer under overt poli tical attack. This

brought about " situation in which they were potentially

able to exert an influertce over far wider sections of

society. The new conditiorts did much to strengthen the

boards. One senior departmental official found that in

this period, holding a seat on a school board became far

more acceptable in black communities.89 By 1969I there

were 509 school boards and 4,108 school committees,

involving over 50,000 persons.90 Someteachers established

cordial relations with their local boards and committees:

During myti~e they were acceptable ••• And I did
not have any experience where the school
committ~~eor the school board interfered with
teacherls. 91

••• let me say SOme of the~'. did their work very
honestl:y, I ~....ust say they' v,~ got to be raspected
for wha't:they did. 92

S' similar analysis would appear to apply to the evolution

of stUdent action during the next decade. With the

orushing of ~he 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 1970s generally lacked the overtly political character
of some of the student riots of the early 1960S.9~

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
class; teacher and student revolt had been replaced by
seeming co-operation; and the school board system seemed to
be winning the participation of growing numbers of urban
and rural communities.

~he Lind.tationsof tbe state's Policy

But each of the areas in which officialdom was making gains
contained hidden conflicts of interests which were to
prevent the Verwoerdian aims of Bantu Education from being
atta:lned. As a policy instrument, Bantu Educat.ion was
miring the state in vast economic and administrative
difficulties. As an attempt to impose a new hegemony it
was largely a failure; the state could force popular
acquiescence but not win allegiance.

The way in which 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 tha1:.the complementary
relationship between the state and industrial capital which
had developed in the 1950s was sev,erely disrupted. By the
1960s, industry had new labour requirements, for more
educated labour, which the schooling system was not
meeting. The policies pursued by the DBE in the 1960s Wf're
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 looked at in the
context of the type of industrial growth which occurred
during the 1960s. As the boom proceeded 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 inductry tended to be for semi-skilled
machine operators. This need could be supplied largely by
the labour-power of the existing urban black working class,
whom the government had not yet sought to remove wholesale
from the ,::ities. A pr;i.maryeducation was sufficient to
prepare such workers for the labour market, and as by the
mid 19605 about 80% of the 7-14 age group of African
childl-en were in school r 95 and by the end of the decade the
total number of s~udents had risen to over two and a half
. . arm~ll~on,~~ state l~bour and education policies were for the

present, reconcilable with industrialists' needs. The
continued emphasis on four year education (by 1971 only
betw~~en a quarter and a third of stUdents studied for
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lo:nger)97 thus evoked little criticism from industry. But

at the same time, the direction of state policy, in it,s

long term implications, was more threatening to

industrialists. 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 longer be found on the white

labour 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 4a 5% i.n 197'-),99 meant that the

educational appCllratus was n.ot geared to this growing

industrial need.

Just how inadequate the education system was in providing

educated manpowersuitable for skilled and clerical work

can be seen from a brief examination of conditions in

secondary education at the turn of the decade. By 1971

there were only 20 schools for Africans in urban areas that

went up to Mat.ric level, and only 74 that went up to Junior

Certificate level. 100 It was estimated that this

represented only one high school for every 80,000 urban

African families.101 The 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 pass'~d.102 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.103 Nationally, in 1967 only
485 out of 2,000 Matric candidates passed.104 There was a
generally steady increase in the rate of matric passes, but
the overall numbers remained pathetic; they rose from 182
in 1960105 to 1,8:?4 in 1970.106 So disrupted and
inadequate was primary schooling that the median age for
entry into secondary school was 16 in the mid 1960s.107

The consequence of st~te education policy had been to
create an educational system unable to meet the new labour
requix'ements of industry. When the boom ran into
difficulties in the late 1960s, the problems thus created
for industry were to become more salient, and to propel it
into action on the front of educational politics.

The second arena in which the viability of the policies of
the 1960s became increasingly threatened was that of the
coherence of the administrative and fiscal stx'uctures
through which statf~ education pol icy was zun , The
structures which had been established in the 1950s for the
financing and direction of educational policy could no
lo~ger provide the material wherewithal to execute policy-
makers' decisions. In order to understand this point we
need to examine closely the state as an organization. loa

The difficulties which the state encount.ered here were not
so much a reflection of external social forces but were
rooted in the limited capacities C"lfthe structure with
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whic:hthla DBEhad been endowedin its formative period, and

the diffi.culties of changing this. Even those educational

services which the DBEdid wish to provide during the

1960s, were unde:r:minedby 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 Verwoerd's decisions about its

funding in the 19505. By the late 1960s the Governmentwas

still adhering to the original 'R13 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 homeland educational

facilities. By 1968 the Department was running a deficit

of R2million on its account, and a deficit of R6 million

was predicted f()r the next year.109 In response the

governmentput a l~ubventionof an extra R9million into the

Bantu Education Account.l10 But as this was not provided

for in the legislation on Bantu Education, it remained

fc-rmally a loan. Then, in 1969, changes 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 1960s was
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self-destructive was that the impoverished facilities
provided in the urban arbas generated a growing resentment
from teachers and communi ties ot: racial inequality in
education. Teachers interviewed in the course of this
research often noted the lack of resources affecting their
schools in this period:

The classrooms were mostly made out of corrugated
iron, so 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 laboratory, there
was no staffroom ••• 112
•••if you talk of government supplied facilities
•••1 must say! we had none, but parents used to
contribute foL' sports facilities for instance •••
I had to buy some mobile labs because we just had
no laboratory facilities ••• facilities were very
poor before 1976. 113
••~there was little equipm,ent available,
libraries were spGrsely... populated in books ,••
we were demanding and asking fc)r donations all
the time ••• 114
•••our library was very poor. 115
No libraries I no books. Equipmerllt- the scholars
had to pay and buy them •••
•••Nothing was auppLfad by the department. We
had to build our own sports fiel.ds,·'-atour own
posts. 116

The implicit comparisons being made in these comments are
with the well appointed libraries, sports fields and
laboratories of white state achco Ls , 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"o
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•••we say we feel it unfair... libral':"Yand the
like are provided in the European schoo ts and we
are denied them. 117

Similar resentments were aroused by the attempt to drive
urban youth into rural schools. concz .y to the prom.:i.seI5
of Dr Van Zyl, rural secondary schools did not provid,e a
solution for urban students whose chances of furthering
their education in the urban areas had been blocked :by

government policy. Only a limited number of urban parents
could bear the ~xtra cost of sending their children t~

Bantustan schools, and thus many urban school students I

education came to an sarly and involuntary end. A teacher
points out;

our comlllunitybeilig a poor community, most of
them coulq not af:ford taking (their child~enl to
those homeland boarding schools. That in itself
brought about ••• a high drop out rate. 118

Even those urban parents who had the mOhey to send their
children to rural boarding sohools were by no means certain
of being able to find a school to take them a Despite the
assertio).'1.sof DBE officials, there is evidence tI~at even in
the r~Y)1 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

f

showed that all but four were essentially day schools
serving the local communi ty , and that most were already
full. students without local relatives could not get
accommodation and were turned away.119 A school principal

.365



commented that there were IIfar too few schools in the

homelands". 120 Furth~rmore, where urban students did

obtain admission t lral schools they could find

themselves strongly res~nted as outsiders by their teachers

and contemporaries: "children from Johannesburg were not

favoured" a teacher comments.121

?:'heshortage of urban secondary school places was a source

of deep resentment by students and teachers. By 1971 there

were only eight secondary schools in soweto as against 5~

higher primaries .122 This bottleneck had cd.tastrophic

results. In 1969 Orlando High School had 50 pupils per

class in Form I123 and in early 1970 Morris Issaacson High

School had an average of 70 pupils in a c1&ss.124 Whenthe

1970 school year commenced,Morris Isaacson had to turn

away 500 applicants. 125 Inevi tably , these massive class

sizes led to increas'::;.-~ly ineffec,tive tuition and to a

growing demoralization alF.Ofigstteachers as to what they

could accomplish:

•• .up to 80 in II class itt high ecncoz , and they
expeot a teacher to teach! •.• If you have 100 it
is imposs1ble to work out the weakness of every
child. 126

At Orlando High... I remember I hQ.1 a' matric
class of 72 pupils. NOw, teaching can't be
effective ir,; such cases , Form one, I had a
geography class of 104 childr.c:ail;one clQ_,~S. •• 127

This shortage of urban school places gave rise to signs of
growing de$perationl on the part of youths, to obtain

access to educational facilities. In early December1970,
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pr:Lmary school pupils in Soweto were reported to be

queuing in Soweto for admiss5.on to high schoof in January·

1971.128 So desperate were some students to be admitted to

school that in early 1970, a hundred of them picket~d

Orlando High School for two months until Headmaster T.W.

Kambulefound places for them by arranginl; to use a church

hall.129

There arc ~ in fact, theoretical grounds for arguing that

the state's attempts to reduce the a\.failab:i.lity of urban

secondary education had the unintended (~onsequence of

.t'aising the intensity of urban youth's demand for it. The

poljcy was, I would hypothesize, largely counter-productive

in its intended effect of st.rengthening inf.lux control.

Given that by the 1960s t.he wage was, as Hindson argue.s,

not only the basis of j;>eproduction of the urban worl:ing

class, but now largely of th~ migrcmt working class as

well, access to the largel.y urban industrial and cowGer.cial

labour market became ever more essential to p.t'oletariall

sur·dval.130 This meant that the government's attempts to

'put the squeezel on urban secondary and technical

educarion did little to increase the attractiveness of

homeland education for urban working class children. A

pezson who received his or her education or traiJting in the

homelandmight I!:ndwith a qualiflcationt but, as .i.ndustrial

decentrali~ation had failed, and as homel~nd residents were

excl'hed from the urban labour mco.rket,he or she was likely
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to be without employmentopportunities. 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

\lith a qualification. So any level of urban education was

by defini tion more valuable in the labour market than an

e(IUivalent level of rural education. By increasing the

scarcity of urban education, the state succeeded in raising

th(~ demand for it. The DDEalienated even potentially

supportive groupings within urban black communities, by

ign()ring the views of even those 'representative' bodies of

black opinion 't~'hichthe state had itself established. The

soweto Urban Bantu Council repeateq,ly requested the

E~stablishme'" of a Teacher Training College in soweto,131

but tC.1no avail, as the government adhered to its policy of

establishing all tI'aining facilities in the Bantustans.

The grcwing discontent of blaclc Ul:~)anelites with the

state's (education policies was manifested in organized form

in 1968, witll the f~.,X'ma'l:ionof tht.\ Ass('lciation for the

Educational and CuItur,1l1Advancementof the:,~trican People

{ASSECA)• The orga~'1ization was establiGlhed as an

educational prassu:t'e group of teachers, prot"~ssionals r and

euai.ness people, with it\~ initial base in the main urban

centres of tht~soutnern Transva.al.132 Its f(')rlnation was a

reaction to the' poor lllatric results of 1967, and it called

for free compulsory education for black students.133 The

organization established a fr,ee tutoring schem.ein OrJ..ando

for pupil.s who had failed matr:ic. It alflo sought to mak.e
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donations to High Schools.134 M.T. Moerane, ASSECA's

president and a former teacher activist, (as well as being-

editor of The Worl$:l, the Rand newspal?er), 135 in 1970

launched a somewhat ambitious scheme to raise alOe

donation from every African man. and womatn in South

Africa.136 ASSECAdid manage to obtain considerable

funding from i:he Polaroid corporation from 191'1, although

by 1973 this co-operation had collapsed, amidst barely

veiled accusations of embezzlement from Polaroid.137

During the early 1970s ASSECA'sactivities extended to the

Western and Eastern cap~.138

Overall, ASSECAwas a fairly ineffectual orqanization based

on the township ellt(e.

to the DBE.139 But

It was conciliatory in its approach

it did represent an organized

urban discontent over(lxpression of the widespread

education that the approach of the DBE was generating, even

amongst the more instinct! vely conservative elements in

townshi~ oommunities. Thus, the' policies punsuad in the

1960s provided a bai.:ts for an increasi,;1g popul~,r hostj.lity

to th~ sta'te' s education programmes~ It was in this

,~ecade, a teacher interviewed argued, teat Uthe man in the

street began to suspect the intention elf Bantu

Education.u140 The dt'ive to use Bantu Education as an

instrument of influ~ control cut across the possibilities

of the state building alliance with sectors of urban black

communit~ies.
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Teacher§: An Underlying Resentment

rhe servility of the ATASA organi?-ationstoward the DBE was
:ear from the full picture of teacher resp(.mse to the
educational authorities in the 1970s. To a considerable
extent the teachers' organizations failed to hold the
loyalty of their melllbers, or to reflect their true
sentiments. And the ideology and administrative practices
of DBE officialdom prevented the department from fully
capitalizing on the opportunity for co-option that teacher
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 political
climate of the 1960S, inhibited them from taking any form
of action which could bring real material gains to their
members. In the long run, the lack of gains to show in

return for the moderation of the ATASA organizations
undermined their members' confidence in these associations.
Firstly, they proved to be unable to defend 'cheirmembers
against dismissal or victimization. For instance, in 1965r

the school .board of Witbank arbitrarily dismissed five
teachers.141 But TUATA took no effective action to defend
them. One of the sacked teacbers, J •M. Kan3.nd3. of
Lynnville Township, wrote to J. Ku:ro.aloof TUATA in December
1965~
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Whi'tthas become of your efforts as far as we
"Sacked (sic) witbank teachers are concerned?"
(sic) ••. Tell me, Jimmy, whats TUATAbusy at?
Competitions, com];H~titions and competitions?
Whatabout the Safe Guard (sic) of so manysacked
teachers we read about in the paper::;'?142

In 1967, T.W. Kambule, Orlando Highs' Prin~ipal, and

Chairman of the loca.l TU.~TAbranch, made the following

shre.wd critique of the assiociation's inability to protect

its members:

The prerequisite of the association is that it
should safeguard the ~.nterests of the teacher
against the employer. If the association can d~
tlds, muchcan be gained. At the momentit does
not give the teacher the assurance that. under its
wing he can carry out his duties without fear.
All it does is organi~e music competitions
effectively. I want to !\ee it qi ve the teacher
the courage to pur£ue the truth.

If the a$SOCiab~onwere st~ong, no teacher would
be afraid of being victimis~d ••• 143

Secondly, the services arranged by the ATASAleaders for

their memberswere of dubious valUe... A case in point is

TUATA's relationship with Atlarit.ic and Continental

Assurance (A'CA),who were appointed its official insurers.

ACA's business ethic:s appear to bave been somewhat

deficient, and they tr~,ated TUATAmemb~rscontemptuously.

For instance, a TUATAmember, after having be~n told by ACA

that he had to continue paying his premiums for three years

in order to .claim surrender varue , was then informed, on

oompletion of these payments, that he ~70uld have to

contin~~e paying for a period of three months .144 In

anctihez case, an .ACA representative, a Mr DEaBe\~r, I 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

at.tain many really significant improvements in teachers I

payor conditions. The ATASAorganizations would not go

beyond a gentle lobbying of the DBEas a means of raising

wage issues.146 Even by the mid 1970s, TUATAwas unwil~ing

to suppor-t;eitht~r an open call for the closing of the wage

gap between black and white teachers, or th.e idea of a

minimumwage for teachers. 147 ATASAorganization uem.bers

interviewed on the role of both the national body and its

provincial affiliates in this period tended to be negative

in. their view of their ~rganizations achieve'ments:

on myside I disagree that [the ATASAC!lffiliates]
were importa.nt, because they could.,'t organize
loans or houses. 148

There were no good benefits, and that is one
reason why ••• I just decided no, no mc>rebenefits
to be a memberof TUATA.149

I've never been excited about teacher$'
organizations because I don't think they serve
any purpose at all. They are suppos~:-d.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 .:c.:hinkwhat they really do is to
concentrate on (i1l11turalmatters like musi.c, 150

I do not rememberanything \!Thichcane about as a
resul t, of TUATAf' S negotiations. 15'·~

[ATASA]were always criticiz:lng [Barltu Education]
but as a force to take action, they were poor.
152
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Yet th~ hostility of manyteachers to the DBEwas not only

due to their organizations' inability to extract a better

employmentpackage from it. The state's failure to obtain

real support from teachers was also underpinned by its

inability to articulate an ideology which could effectively

draw teachers into a newperception of their role, in line

with the aims of apartheid institutions, It is true that

the Bantu Education Department and its publications did

make much of the concept of p, _....essionalism, which

certainly had a resonance with sections of teachers.153

But f cir the most part, the department's ideologists put

forward themes that were crudely racist and loaded with

menace against any form of dissent: '··:lh approaches could

scarcely gain the allegiance of ma' Jlack teachers. The

department 's l!lc.'luthpiece, the .R.antu Education .Journal

provides not..\ble examples of this. On one occasion 1.t

informed its teacher-readers that to them south African

whItes were the most important whii.::esin the world: "They

are honest and sincere in their actions to all, people

whoseword is their bond and whowill not be frightened by

violence". 154 Evenmore bizarre was this 1965 editorial in

the :e,E.J~:
It is about time that \J'e take a look at our S(!)uth
African Bantu population to see in what zespect.s
they have excertional qualities •.• choral singing
1s one of our strong points... Another talent
which is manifested in our children is their neat
handwriting•.• subversive activities and sabotag~
are not; our strong pcdrrcs , There are someof our
fello'V.' men who, f,t:, :'.!~~';,,'.';::1 t:.;~ instJ.gation of"
strangers attemptec tnis .btl't they were bound to
fail. They failed because the~ ":,hing~thave
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never had a share in our traditional way of life
and because they are not intrinsic abilities of
the Bantu. 155

These messages of white superiority, and the impossibility

of blacks bringing about any form of social change, were

incapable of forming an ideological rallying point for the

educated black strata of society. They could only be

cCllUnter-productive for the state. .The racism of DEE

officialdom was, in fact, subverting their own attempts to

create a coherent ideology which could hegemonize black

teachers.

The racist ideology of the DBEwas coupled with an

authoritarian administrative style which further reduced

the possibilities of integrating teachers into the

education sj1'stem. Sometea(;.,:hershad positive experiences

of personally helpful and wall disposed inspectorsj156 but

these seem to have been ir.\dividual exceptions to an

approach which generally fail~~d to accord recognition to

teachers and headmaster's opini0ns and expertise, and which

stifled th~ir professional autonomy. Teachers experience

of the DBE's administrators was Glftenbitter:

The Department of Bantu Education obviously
dictated ••. all decisions were from them••• there
was no con..~ultation. If there was consultation
it \vas what we call rubber stamp consult.::tion.
157

They told us what to dOG 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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I·tmade me feel that here was the policy raade by
whites for the benefit of whites and now the
inspectors 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 historians, did contain material
which teachers often found deeply offensive. One
particular idea in history textbooks - that the 'theft' of
Boer 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 resented in
the education order. It seems to have evoked a feeling of
deep injustice, for it was seen as stigmatizing Afri~ans as
criminals, whereas from an African Nationalist perspective,
they were the victims of settler depredations. Indeed, the
removal of African land and cattle was seen as the primal
act of colonial dispossession. The image of the African as
cattle thief was s.oresented precisely because it inverted
these deGply help perceptions. When teaching such material
teachers \lould often use it as an occasion to give vent to
their resentment of the existing politicc.\l dispensation.
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That such a process occurred is further evidence of the

Lnadequacyof the 'brain-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

I was very unhappywith the kind of History I was
teaching: where you had to tell your students
that their forefathers were thieves I they stole
cattle from the whites ••. 161

In Afrikaans Geskiedenis [History] anywherewhere
perhaps a black manhas to claim [cattle] he is
perhaps called a thief, a wrongdoer. 162

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

While teachers were often in a state of considerable fear

as to the consequences of raising the~_,rpoli tical 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
whodon't hear you, leave them alone. 164

The apparent practical accord between the DBEand the ATASA

oZ'ganizations thus hid a great reservoir of teachers' anger

and frustration. Teachers' organizations wer(eviewed with

scept.ic.::ismby manyteachers whoresented ATA!SA'sinability

to defend them, ,to provide good servic.eA or to win

increased benefits. The DBE's racist ideC'll.ogyand brutal

administrati ve me'chodswere 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 surface.

The Tyranny of the Schoo~" Boards

Verwoerd's conceptn.on of the school boards had been that
they w\)uld play a cT;ucial role in drawing black communities
into 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 lin.itedminorities through the system and that at the
same time" in doing so, it was creating deep discontent
amongst teachers and other sectors of black communi ties.
The administrative abuses, corruption and association with
unpopular state policies of the school boards constantly
threatened their credibility. And in th~erural areas their
utilization by chiefs and traditionalist elements as
instruments of power made them unp'i.>pular.

Teachers were placed in a structurally powerless position
b~l the achco.l board system, and this explai,ns, to a major
degree, their lack of incorporation in the new education
order. Through the 1960s and 1970s there were complaints
from teachers and parents about: intimidation by the
boardsi165about manipulation of boards by the
inspectors; 166 about what one teacher called the
"incompetent and unscrupulous management of our
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schools";167 and about extortion of bribes by board members

in matters of teachers' employment, transfer or

promotioll.168 An editorial in The World in 19f056 reflected.

the attitudes of black salaried employell:s and the urban

'petty bourgeoisie' toward the system when it denounced the

situation where teachers "are more and more being exploited

by small men who are in power over them in some school

boards".169

Teachers interviewed in the course of this research echoed

these complaints. They had often ey,p~'~iencedcontemptuous

treatment by the boards and comm1~t~es:

You qot J;ome school boards i\There some school
board memberskept getting a hi~Jh handed mannar ,
you see, interfering in the dOlUGstiolife of the
tec:chers. 170

Those people had a tendency of not consulting the
teachl:."rs, of jU~jt giving instructions of how the
school was to be run, and how things are to be
done. Youdo it this way, failing which you are
fired. 171

" '

They did i,ot give you a chanceI you know, to lay
out your case if they accuse you of something.
172 ,
They were rather viewed with a "bad eye" ill the
community, in the sianse '';.hat they werre always
threatening a numbsx of people with el:pulsion.
173

[School boards were respon~ible for] the
dismissal of teachers without giving any
reason ••• (and] ealling parents' meetings and
arguing at lerlgth with teachers on matters which
they really knewvery little abou: 174

The co:m:1laints of bribery a1".u corruption also seem

justified. In the Rand townships; the school boards t.ook
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bribes and engaged in sexual exploitation of their
position:

Some were even threatened with dismissal if they
dldn't pay the secretary of the school board in
cash or kind. For instance, in one area of
Wattville, it was a L~own fact that if you didn't
bring a bottle of brandYr you won't get a post,
and for ladies lit was somethirag else they had to
bringe 175
•••there was a lot of dishonesty, there were lots
of malpractice~, 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 community members. 'l'helack of .:iCCOU· '-ability of t.he
boards to par.ents allowed them to trample over grass roots
opinion. A memorandum by Transvaal teach~rs in 1966
complained that school boards were ignoring or overturning
recommendations made by school commi ttees. 177 The board
and committee system continued to be used bi the state to
extract financial contributlons to ed1Lcation from parents.
By 1971 these contributions had risen to the level of Rl,7
million - of which only R350,OOO was spent on repairs and
new buildings, while the remainder was spent on. teachers I

salaries. 178 Urban parents I in particular bore a ;~eavy
burden because of officialdom's determination during l;his
period, to restrict funds spent on urban black schooling.
In 1964 in Mo:r.okal 100 out of 600 tea(.::he~t'swere being paid

by the Doard.179 This practice also further :tlienated
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teachers from the boards as board salaries could be 45 to

55 per cent lower than regular departmental salaries. lao

T.h~authorities thus generated a relatively limited amount

of ext.rSlfinance for education services, while at the same

time creating a powerful source of parent and teacher

disaffection.

The DBEI' 1:1 treatment of urban school boards themselves also

served to undermine their credibility and their loyalty.

Members of Boards and committees who were politically

suspect 'ioITc:t:'earbitrarily removed from t;heir positions.181

In at least one case where the Department disapproved of

the actions of membersof a school board, the board was

d1ssolved.1.B2 The Department also stifled the initiative

of the boazds by refusing them permi~.."· -n to raise funds

from outside donors.183

The contradictions of the boards were fUrther intensified

through their beiri9 loaded with responsibility for the

state's policy, introduced in the late 1960S, of separating

out urban schools on an ethnic basis.184 The policy did to

some extent have its intended effect of increasing ethnic

consciousness amongst black communities. Teachers say of

the period:

•• e it really happened that there was war: Zulus
an·::!Bothos. 185

Inl:3teadof bringing the children together to know
an.tj understand each other at an early stage,
children were led to view each o'ther
differently ••• to the extent that there were
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physical clashes, even on sports fields, when a
Zulu school was playinq against a Tswana Gchool,
for instance ••• 186
•••it brought more tensions among t:\').e :.~~achers
and in the community ••• because now w~ s:,.arted
pointing at ••• Zulu schools, Tswana s....l"~ols. 187

However the effect of this ethnic separation was by no
means c'\nlythe 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 cemmunf ties, I <~hink, ;:;awthrough it 6 and it
tended to cement relationships between the
different ethnic groups. 188

The administrative chaos which resulted from the new ethnic
policy adversely affected the quality of urhan schoolin<;;',
and this further u~dermined its popularity with parents and
students. When it was implemented illMeadowlands in 1968,
artificial overcrowding Was created in th3 Tswana
schoOls ..189 'In other cases disastrous mismanagement of the
ethnic :r.eorganizatio;~brought about such consequences as
the allocation of junior primary students to a secondary
school.190 The Department acted with its customary lack of
finesse in th6 matter, engaging in the wholesale expulsion
(.IfZulu speaking students from a Soweto school where they
constituted the majority in 1973,191 nnd pringing about a
situation where in 1975 there were no junior secondaries
for Tsonga and North Sotho speakers in Diepkloof.192 All
of this scarcely brought much lustre to the boards.
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During the 1960s and 1970s, school boards in the Bantustans

increasingly became a means by which the chiefs and

homeland politicians exercised their sway over rural

society. The boards provided 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

their 'territorial authorities,.193 The rural school

boards exercised their authority over the teachers

ferociously: at. one school in the Tswana Territorial

authority area the Vice Chairman of the SChODlboard told

the schcoL committee that "Teachers are but dogs. We can

dismiss them at, any :moment.,,194 Once again I the 'tlay in

which such school boards and co~~ittees operated undermined

their hegemonicpurpose. Hhile they 'iet:e able to underpin

the incorporation of Chiefs and some homeland elites into

the bantustan scheme, the arbita.ry way Ln "hieh they

exercised their authori ty alienated numbers of potential

supporters amongst teaQhers and parents. The dominant

groups in the homelands tended ';:0 loot the institutions

which were placed in their trust for wealth and power,

rather than using them as instruments of a hegemonic

strategy. It is not surprising that in a village in

Sekhukuneland the school board were viewed as ""agents to

the chief". 195
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Illustrative of these processes is the story o,f Philip M.

Malebye, the Principal of Itotleng-Baralong Secondary

School, Lich'tenburg area, during the late 1.960s. Malebye

came i11to conflict with the local authoritios over the

various forms of corruption to which they subjected the

school. The local chief imposed on those pupils who came

from outside the Ratlou Baralong Tribal Area a R6 tax,

which was paid into tribal funds.1.96 The school committee

raised a R3 a head levy from students for the building of

latrines but "Chendid not carry out this work.197 In

N()vember 1.968 ...ley bought 100 bags of cement far the

flooring of four neW classrooms. The cement was then

mysteriously used up without the pla.nned work being done -

presumably appropriated by membersof the committee.198

Malebye's resentment of slJch corruption apparently

engendered tensions between him and the school board and

school committee. The \~g~~lict was finally precipitated

when a pupil approached Malebye in 196B with evidence that

she had been sexually harassed or abused by the Principal

of the primary school. Malebyepassed this evidence on to

the schcol board for their action.199 However, the primary

school prinoipal was an ally of the chief, and so instead

of attempting ~~ investigate the issuef the chief and

school board 7Deganto try to get rid of Malebye. An

allegati(:m olf embezzlement was then brought against

Malebye. But an investigation by the responsible

administrative official found that no moneywas missing.200
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A charge was then brought against Malebye in the

Delareyville Magistrate's Court that he had stolen a R15'

cheque from the Local storekeeper.201 However, during the

trial, in Febr.uary 1969, the storelteeper admitted that 11e

had conspired with the chief to frame Malebye 1":,..,{' th5':

offence.202 After a b"ief ,cespite the board and co:ri1mitt~i;~;r

movedto simply dismiss Malebye.203 An advertisement foz

his post was placed in TheWorld and he was given notice to
quit :t::dspost by 1 April 1969.204 To add insult to

injury" the chief's henchmenalso stole some of Malebye's

property. Although Malebyehad plans for legal action, it

seems that little came of this.2Q5 Ma.lebye's ~ale

illustrates well the manner in which those who exercised

power in Bantustan structures enhanced their power through

their control of the school boards, but also shows how

this control wa.s not exercised i'Q such a way as to bring

thtase bodies greater popular support.

Someof the most intense conflicts involving t~eachers in

rural areas took pl3.ce in the central and northern

Transvaal during the early 1970s. Two dimensions of

BantUstan politics need to i.>eunderstood here. Firstly, in

Lebowathe period was dominated by a conflict between those

forces linked to the chiefs, whowanted to bolster chiefly

power, and a grouping, apparently led by stctions 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
Matlala, B. stern traditionalist and extreme
conservative. 206 However in 1972, with the transition of
Lebowa to "self governing" status, Matlala was replaced by
Cedric Phathudi, who beoame Chief Minister as t.he leader of
an anti-traditionalist faction. In 1975, after Phathudi
had failed, because of South African government opposition,
to force the chiefs into a separate upper house in the
Le:':'!walegislature, he brought abol..:',~a C';ompromisewith
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 KwaNdlbele. Government had originally not
intended to establish a separate Ndebele 'homeland' but
rather to allow the existence of lideb~le territorial
authorities within Lt.~bowaarid aophuthatswana. However, a
combination of the particularism of the existing Bantustan
leaders who wanted to force out 'foreign I elements;
particularist forces amongst the Ndebele chiefs; the labour
needs of the Southern Transvaal industrial region; and the
ideological dynamics of the states commitment to a distinct
ethnic basis for Bantustans brought about, during the
1970s1 an attempt to construct a single ethnic unit for the
Ndebele.208 The result was the form.ation of the least
viable of all the homelands - KwaNdebele. This process
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involved considerable friction between Ndebele communities

and the Lebowaand Bophuthatswanagovernments.

The 19705 thus saw st:::llerefriction in the region between

traditionalist and ~modernizing' leaderships and between

varIcus ethnically de:.. led leadership groupings, and this

had severe impacts on teachers in particular" The most

spectacular results of this were incidents ir. which

teachers were forcibly circumcised by traditionalist

elements. ,these actions wereI I would suggest, a way in

which tradi tiol:.alists warded off the threat to their power

by lUore.urbanized and educated groupings by subject~ng them

to a supposedly traditional ritual. Thi:;'se act.Lens

undersoored the conflict in rural society between rural

elites: te,i:Lchers, the bearers of a heavily westernizeg

identity, defined themselves against tue forms of tradition

invoked by the more conservative elites. A teacher whohad

been subjected to such. a forced circumcision replied in

this fashion to his croGs-examination during the trial of

the culprits in the Potgit~tersrust Regional Court.

- Was the circumcision done according to Bantu
custom?

- I don't know.
- Doyou have no knowledgeof the customs of the
tribe involved here?

- The heathens; yes, they use this custom. 209

Here the distanc~ between Ithe heathensf - a term of abuse

drawn straight from a missionary vocabulary - and the

teacher is clearly demarcated.
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In one such case, AmosMotsepe, pr.i;:,\"'Lpalof Metsangwana

Primary School and Chairman of the ~UATA Elands River

Branch, was the victim. On 31 May 1970I Motsepe was

dragged out of his :mot.or car, beaten and taken to a

cicumcision school run by HeadmanLesolo Malr-l:a, under the

control of Chief Motodi Matlala. The next day he was

forcibly cirr.mmcised. Motsepa was later moved to another

camp, and held until the end of July, when he was

re1eased.210 Eventually, with the financial assistance of

'i'UATA, Motsepe was able, in 1974, to bring a legal case

against Chief Matlala, Headman Maloka and their

henchmen.211 Motsepe duly won the case, and considerable

damages against Chief Mat1a1a: however, when he tried to

collect these damages he found it virtually impossible to

do so.112 Motsepe;s attempts to reco'l/er 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 tc' the Chief I s area by

Mot~"pe's attorneys, found that the Chief, and his brother

Chief MokogomeMat1a1a, had a considerable income, as they

imposed their ownpoll tax in the area, and an annual le~I

on patients at the local mission hospital, received

salaries as officials of the Lebowagovernment, spl;..); the

proceeds of tribal funds between them, and pocketed half of

any fines imposed in their Lekgotla.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 I thus

making it impossible for them to be identified and seized;

and it becameclear that further investigations wouldplace

the attorneys' agent in danger.21.5 When the attorneys

tried to serve a writ on the Chief, the;t' could not find a

')eputy Sherit'f whowaE,willing to ent~r th2 area for this

purpose.216 In 1.980, the attorneys were still struggling
,

to have the judgement enforced, even though Matlala had now

suffered a decline in his fortun<t...and was in jail on a

charge of stock theft.211

In other cases the results of forced circumcision were more

tragic for those involved. In 1.971, a group including

schoo:tn teachers I

\~,

school\' >' in the
((~;\ \\

circumcisi'on.

were forcibly taken to a circumcision

Zebediela area, and subjected to
'\\,

One teacher, Gideon Mokoena, suffered a

sepsis and di~d as a result. h"henthose charged with the

crime appeared in the Potgietersrust regional co~rt, they

were let off with a fine.218

Another aspect of the conflicts within the .~antustans was
I'
\,1

the way in which the Bophuthatswanaauthorities tried to

use achooling to force non-Tswanaminorities ,out of their
" i

I state' ~ In particulal.', there was a determir;~d attempt in

the mid 1970S to force the ama Ndebele-a-Moletlane triha

under cn ' aftainess Ester Kekana, to leave for

KwaNdebele.219 The Boputhatswanagovernmenttried to force
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the tribes schools to teach in Tswana, but this was net

with reSl-stance from the tribal authority ..220 Eventually

Chieftainess Kekanawas deposed from her position.221

In summary,t.here was extensive confliat amongand within

Bantustan elites. In this conflict the school boards often

becameinstrt~ents of those whowere strongly placed within

the Bantustcln s-Dcial order - especially the chiefs.

Because the most conservative of these elements often saw

teachers as bearers of id.eas contrary t,:) their interests,

and because of the avenues of corruption which school

boards opened up, they were often operated by chiefs in a

Wf,iywhich ~dversly affected teachers and parents. Thus

although the boards brought some benefits to dominant

Bantustan elites, they did not really serve tc, build large,

strong constituencies supporting the apartheid order.

Verwoerdhad begun with a conception of school boards as a

means of creating a newnegemonyin the educational field.

But because he, his officials and his successors had been

unwilling to grant the boards any autonomy1 and had

subjected them totally to racist and authoritarian

administration, the possibility that they could play this

part was never really explored .• Instead they became

vehicles for the implemenr.ationof reset'lted policies, for

personal corruption, and for the worst elements of chiefly

power.
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The Continuation of Student Protest in the Heyda:l..-,2.f

Apartheid

The discontent of school students was in fact far from

subdued. The apparent quiescence of stu.dents in the Lid

1960s did not continue for long. While urban areas

repained generally immunefrom school student protest, in

the rural, mission-founded board::ng schools, the long

tradition of riotous behaviour, especially over food,

continued. Once again the importance of an established

repertoire and tradition of protest was demonstrated. From

1965, the fami.liar pattern of protest began to flare up

again. It generally took two forms -::one being that of the

food or discipline riot - the other being anonymousacts of

arson. overt political issues were never raised, though

the occasional hint of underlying' political discon'cents

sometimesemerged. The le"-lelof action fl\1,ctuated but the

pattern never quite d.isappeared.
\ i

Interes~~nglYI despite

''co:iitinuing urbanization, it was in the rural boarding

school that the tradition of student upheaval remained -

few i~cidents occurred in the expanding urban primary

school sector. students in the boarding institutions

responded to the change in the national political situlJ."I: 'l

which had occurred by the mid-1950s~ In the repressi VE.

situation of the mid and late 1960s they could not make

political calls for morilization which were as overt as

those off 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 conflicts of the school; once again food and

discipline becamethe metaphors of power.

The 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 medicC'l facilities. 222 A protest

against the hostel master at Vryheid government Bantu

school in November 19~~j' led to nineteen exPulsions.223

There were expulsions i'!t. ,I, 'ilgomaVocational Training School

in February 1968, following a food riot. 224 In september

1969!200 boys were detained at Clarksbury following a riot

over food in which buildings had been stoned and two cars

damaged.225

Various disciplinary issues also became a basis for

protest~?t in 1965 Mal'"ianhill pupils broke windows in

In liS65 a search of a

classroo11lat MorokaM!~~ionby prefects looking for weapons

led to (ittacks on buildings.227 At Lovedale in 19661 300

pupils were expelled dfter they refused to attend classes

in protest against two teachers whom they said were

unqualified. 228

Despite the generally lower level of conflict some

incidents bad very violent outcomes. At MorokaMission,
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following the 1.965 incide~it, arsonists Sf..C the mission on

fire, causing R30iOOO damagew229 Shortly thereafter,

Roodekuil community School at Brits was burnt to the

qround.230 It was still possible too, to find signs of

deeper political meanings in school disturbances. During

the 1.965 food riot at Botshabelo, the $tudents were h~ard

t.o be singing ARC songs.23.i While the level of student

unrest did not rise sharply on a national scalG before the

mid-seventies, there was one localized rf"""ival of activity

in th<eTranskeilEastern Cape, i't)70und3.970-1971..232 This

regional upsur<je,was fair;y intense, with high levels of

violent rioting t~.king Pf;\pe.233 Interestingly I of the

thirteen insti tlltions in the Trans"kei and East~rn Cape at

which I have evidence of st',udent action, five were

missionary founded bded:"ding j,1i'lstitut.ions with long

t):f~dition'& of student action in 'this latter period st

J'iJhn's, Clarkesbury, Mvenya,ne, Buntinqvale and

HealdtoWll.234

The motivatioi'ls for this wal!e of ::etudent action are not

particularly clear. At Healdtowna teacher commentedthat

wh~n students who had attacked the headmaster's house,

attempting to break his door and to beat him, were

interviewed,

".rheir complaints were all very petty Lndeed, ••
the trouble does not lie with any individual, but
with the bO:,6 whowill not accept the rules and
discipline •• ,' :a35

In a sense this grasps the nub of the issue - the breakdown

in the internal social relations of rural b~arding schools,
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which had taken place under the: missionary order, had never

been (>vercome. Neither Bantu Education nor the neo-Bantiu

Educa't,ionof the Transkei and C:iskei I states' could restore

the cl~edibility of the educatilonal process sufficiently to

reintElgrate the students into it. They thus turned to

violeI~ce around issues which could focus their broader

resent~ments at the authority Jrelations of the school and

the s()ciety. It is telll-pt.ingt.o suggest that the mOVd"S of

the Tl!"anskeiand Ciskei toward self-government were linked

to thl:a discontents of the students, but ! have found no

hard evidence of this a However, it is clear that the

polit:Lcal tensions involved in this process sometimes acted

in a way ·which provided the students with more ....pace in

which to act. In the case of the 1971 Healdtown incident,

a r"~r had broken out between the warden of Healdtown, who

had olosed the hostel and sus~~nded classes, and the

Ciskeian Territorial Authorities education department.•236

The Department. reprimanded the warden for taking this

aqtion: the it., .view was that he should have tried to :bring

the school back to normal. The ciskei's Acting Director of

Education wrote that:

The church is running th~ hostel for the
Territorial .~uthority which represents the Xhosa
people of the Ci$kei, 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
Department was satisfied of the need to close.
237

The point is that the Ciskei Bantulstan leadf.!rship want~,dto

build its po1itical base and that. the suspension of the
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children of '~he local elite who attended Healdtownwas an

obstacle to this 0 I do n:lt suggest that the particular

confi9~ration of events at Healdtownwas widespread, but it

does suggest that the fstrains of transition to pseudo-

independence may have contributed to t:he Ciskei and

Transkei authori ties difficul ty in handling students at

this time.

Conflicts continued at a reduced lavel in 1972. There w~re

296 arrests of students at five schools! in connection with

which there were 37 convictions. 238 In 1973 there were

arrests at six schools resulting in 472 convi::::tions.239

These incidents took place in Lebowa, the Transkei,

Zululand and Ciskei.240 The classic pattern of the food

riot often continued. For example, at Bulwer in August

1973 the students were affected by food poisoning on a

large scale. A doctor was c:alled for conSUltations. But

after he had left the students continued to be ill and no

action was taken. A meeting to discuss this was held with

a taacher, !oJr Hlengwa, but he refused to show student.~ the

mdrrutes he had taken. Or: sunday, 12 AugustI the male

students announced that there would be a boycott. Once i~t

start;ed on Monday,the police were called, but the boyco1tt

went ahead. On the Mondayevening the students met with

the circuit inspector, whomthey presented with a list of

no fewer than ninety-two grievances. The boycott continued

througbout the day. In the evening students met with the
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principalg Mr Mthiyane. Four main demands were made: that
a doctor shoull.~be called: that the students shoula have
access to the minutes of the meeting: that staff should
stop opening students letters: and that there should be no
striking - "clapping" - of students by teachers. The head
agreed only to the last of these demands. On the Wednesday
th.e students went back to school, and shortly 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 st.udents fled into

the countryside. On the Friday school was suspended.
After a few weeks students were allowed to return bu'!:,when
they found that some were being expelled for triviCll
offences, others left vo lunt,l::'ily.241 This was a classic
food riot situatione While there were real material issues
- the students being poisoned by their foocl ~nd the lac¥ of
medical attention - there were also underlying feeli'll:"'S
that this situation was part of the injustice intrinsic to
students' relations with authority. "To our surprisell one
of the students wrote "the police were called within fi ve
nd.nute.stime after school time was past I but the doctor was
not called immediately after we had eaten poison.1I242 It
was this sense of injustice in the student experience of
dealing with aut.hority that fuelled their an0~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 problems for the authorities~ The

existence of a tradition of stucent revol~ and repetoire of

actions expressing this revolt in the rural boarding

schools provided an accepted means of expres'5ion for

student discontent which they could use in a way

appropriate to the changed political sLcuat.Lem , The

authority relations in rural schools had apparently not

been successfully reconstructed either by DBE officials or

by homelandauthorities.

Conclusion

This chapter began by showing that the Nationalist

bureaucrat.s would have had somajustification for rega'rding

the era from 1962 to 1972 as a triumph for their policies.

The administra'ti ve structures of black education had been

fully mobi.lized in tile service of apartheid policy.

Teachers had SUbmittedcompletely in the political sphere;

school boards were functioning; students were largely

quiescent. But. this success was to give rise ,to ne~-J

crises. Schooling no longer was m~eting the labour ~eeds

of .industry; the DBE's financial st~ucture was not viable;

the starving of urban education was producing widfaspread

popular resentment. Moreover teachers r students and

parents were largely hostile to the edUCation systE~m. In
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the apparent calm of the 1960s, conflicts multiplied. The
next decade would give them expression.
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CHAPTER NINE: THE ORIGINS OF THE EDUCATIONAL POLICY CHANG~
OF 1972

The period from 1972 saw a major $hift in governmentpolicy

toward black education. This was the outcome of conflicts

caused by the underlying contradictions of the Bant'l

Education system, as described in the last chaptiez ,

especially of the divergences between state education

policy and industries' labour needs, and of the internal

organizational and financial problems of the Department of

Bantu Education.. This chapter will seek to explain how

this policy shift took place.

The argumentput forward in this chapter underpins a number

of the central propositions of this thesis. Firstly, it

supports the view that the relationsp} ..p between Bantu

Educat;on and capitalism was contingent and changing.

rathel~ than a fix'9d one.. While the implementation of rigid

aparl:t eid policy in the educational sphere did tiake place,

in the 1960S, at the same time as a boomin the capitalist

economy, it does not follow that the former process

assisted the latter.. In fact, as tile last chapter

suggested, and as this chapter will demonstrate, the

state's education policies from th\\ early 1960s to 1972
undermined the possibilities of economic development 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 somewhatmore 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 dom:inantclasses. AS we shall see in the

next chapter, it also prepared the way for the revolt of

1976.

Secondly, the chapter emphasizes ·the point that the state

educational system is a contested field of social

relations, in which conflicting social forces are em~odied.

Th~'arewas no absolute necessity -that stat~e education policy

would change in the early 1970s in a way which.wou.ldbe

benl:~ficial to the leading sectol's of capital. That the

changes made were designed to be beneficial to these
sectors, was the result of a po} itical struggle w~qed by

capital to assert its interests inside the state. Without

this stx'uggle the reorganization could certainly have t:.a}ten

other forms. The state only responded to capital 'r s

interests to the extent that capital was able to organii~

cultural, ideological and political interventions on behalf

of its .interests and to win forces inside the state t6 its

perspectives. A powerful campaign by business interests

and a changed composition of the National Party's social

basis madea victory for capital possible; but the outcome

was not guaranteed.

Thirdly, the

interpreting

chapter

policy

suggests the importance 6 in
change, of investigating the
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capabilities and organization of state structures.. The

lack of viability of the DBE'sinternal financial structure

was a major impetus toward restructuring of education

policy. This problem 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-

administrati ve structure it is doubtful whether the

pressure toward changewouldhave been so acute.

Moregenerally, the specific interests and nature of th(~

bureaucracy are important in explaining the earlier

insistence of the Bantu Education bureaucracy on pursuing

policies which were at variance with capital's needs.

Followingthe 1948victory of the NP, the civil service had

been reforged to pursue the interests of the Nationalist

alliance of Afrikaner workers, petty-bourgeoisie and

agriculturalists. It was therefore unresponsive to the

needs of big business. The bureaucracy flourished through,

and was trained on the basis of, pursuit of apartheid

policy. Monopolycapital had virtually no access to the

levers of power in the state. There is thus no reason to

expect that bureaucrats would have been particularly

amenableto 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 policy, in fact, was

directed toward reproducing different forms of labour at

different times. In the early 1970s, there was a major

attempt to reclrientate the system toward the reproduction

of skilled Labeur,

This chapter concends that by the early 1970s the shortages

of educated employees facing industry and commercehad

become sufficiently acute for industrialists to begin

putting public pressure on the state to change its

restricti ve policies toward urban secondary and technical

education. It will, be shown that this process was

facilitated by the way in which, during the 1960s, liberal

groups had developed a ori tique of state oeducation policy

as an obstacle to economicdevelopment, and an argument

that educational reform could help to contain political

conflic't. These themes of liberal thought were deployed by

commerceand indust.ry in their attack on state policy'•

After some resistance the state did indeed change its

orientation.

It is argued that two factors were Dartioularly important

in the state's eventual shift in policy. Onewas that the

rising influelTIlceof Afrikaner industrialists in the NP,

together wi th the somewhatdeclining weight I:>fpopulist

forces fully committedto Verwoerdlianapartheid, created a

greater degree of flexibility in the implemEmtationof

apart;heid policy. While the NP still aimed 'toward ftlll
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apartheid in the long term, the economicdifficulties which

these policies presented by the rigid application of job

reservation, indus~rial dec~ntralization and existing

education policy began to be apparent; shortages of skilled

labour and the slowing of industrial growth threatened.

The NP, as a part7Tin 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 internaJ organization of the

DBEhad reached a point of critical difficulty .. 'l'he

state's commitmentto Verwoerd's 'R13 million plus 4/5 of

black taxation' formula for spending on schools had

hamstrung the DBE. The policies which it was pursuing

before 1972 could not be funded on such a budget. The

state was having to make loans to the DBEto prevent it

going bankrupt: clearly a re-organization was needed. The

result of these pressures was 'that from 1972, the state did

allow 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 aot.Lva in the funding of

educational proj ect.s. The next chapter will, howevert

argue that far from helping to stabilize the educational

arena, t.he rapid urban school expansion made the Bantu

Education system increasingly unstable.
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Eolitical Struqgl~s AroundEducation Policy (1968 - 71)

The poor articulation of Bantu Education with the needs of

industry, and the schooling sys·tem's own internal

difficulties, resulted in a policy conflict over the future

of Bantu Education between important sections of capital

and the state, and within the 1,iationalist 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 expanlUng urban

secondary and technical education provision, and thus

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

The course of thEI conrlict can briefly .be outlined as

follows~ During the boomof the 1960s industry showed

little ir~terest in criticizing governmenteducation policy:

the economic conditions of the time were bouyant, and

shortages of skilled and clerical labour could be borne.

Educational matters were only addressed by two significant

groupings within white politics. The first were liberals,

- the progressive Party, the SAI'RRand others - whoplaced

a great deal of emphasis on education for blacks as part

of a long term political aim of gradual change and

improvementin economic opportunity. The others were the

united. Party (UP) cQt~trolled white municipalities, notably

Johannesburg. While the u.P. was generally moribundon the

educat.Lcu issue, as it was on most others, the
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municipali ties which it controlled were up against the

practical problem of directing the reproduction process of

the working class within -their areas I and found that the

resources which the state allowed them for school provision

were inadequate to this role. Theytherefore fought a ;)ng

battle with government for greater resources in African

education. Whenthe boomof the 1960s came to an end in

1968, imlustry rapidly cameto feel the consequences of the

prevailing educational order. The recession allowed

further concentration of capital to take place. Now,with

monopolyconditions totally dominant in industry, the need

for the technical and clerical staff required becamemore

acute, and given the change in the economic climatJe,

efficiency becameof 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 lllurlicipal

educational lobbies. Industry and commer-cebegan to make

a major pitch for new policies which.would develop urban

black education, particularly at the secondary and

technical levels. This shift Ln stance coln:t:ided with

certain developments inside the Nationalist Party.. As

Afrikaner capi::'alist interf,·)sts had become stronger during

the 19605, the wing of the NP sympathetic to a pragmatic

adaptation of policy to industrialists I' needs became

stronger, and there was opposition from this wing to some

of t.he government'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 I l:lusiness interests, the

urban middle class and Cape agriculture on one side and

conse:t-vative int~llectuals, the lo"rer middle a '.d working

classes; and northern agriculture on the other.1 The

Vorster leadership largely succeeded in straddling these

diverse interests.2 Howeverby aibout 1972, its policy

tilted sotnEo-whatin favour of the ve.rligtes. Although its

political ideology remained basedi~on the concepts of

classical apartheid, there was a li1'Itited shift, to greater.

accommcdatifon of the long-term reali't:y of an urban working

class I and the need to acc-la.ptthts reality in policy

development. In education this res~lted in a considerable

expansict1 of funding, especially fOl:~urban education; and

better technical and secondary pr:ovision in the urban

areas e Close cooperation on these i~I,s;uesdeveloped between

capital and the ~tate~ The educatioil!lsystem remained that

of r:lassiQal Bantu Education? but t;here was, within that

framework, a greater degree of a::rticulation with the

reproductive process.9f a capitalist :society.

Liberal Pressure and Education

During the period from the mid 1960s to 1971 most public

plt"essure for change :J.n state education policy came froIr

l:lberals - the Progressive Party, th~ SAlRR,journalists on

the Rand Daily Mail r The star and others newspapers..

Education couLd be seen as a graciualist strategy for
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change, in a situation where liberals felt trapped between

submission to a Juggernaut state on the one har.4, and the

e~lally unpalatable option of a revolutionary attack on it

on the other. The mid and late ~960s saw rising levels of

liberal activism on educational issues. The English press

played a pr-omi.nent;role in criticizing governmenteducation

policy with The S~carand the Rand O;:;'.:i.ly Ms.il taking the

governmentto task for the low level of spending on black

education,3 and the lack of secondary education and skill

training.4 There was also some vocal cri ticism from auch

bodies as the Witwatersrand councf; of Education,5 and a

ccnsbarrt,flow of critical statements and analysis from the

SAJ.RR.6Oneof the most importar+.initiatives was the 1961

E,Fluc:ation Panal, a body dominated by the r'::nglish
Ii
l1t'ti~:e:.sities and by Anglophoneeducationists, with a few

representatives of major capitalist concerns.7 The secon~

report of the panel, published in 1966, focused ('n the

economi~ implications of the government's educational

policies. The report's messagewas that unless there was a

liberalization of racial restrictions on joh opportunities,

and increased access to skill training for blacks, the

shortage of skilled labour would inc::~n,seto a po: .'It where

economicgrowth would be threatened.S In order to provide

the necessary educational structl:lre for manpowerneeds, the

panel called for big increases in expenditure on black

education and teacher training. 9 Thay also advocated an

end to school fees~10 The Panel's liberalism, however, had
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its lilnits. It believed that 'ttlal!l\c~hersshould be of the

aame cultural group as their pupilS"., "lith the exception.

tha'\:. it ~las considered advisable to use 'Coloured' teachers

in African sohoo::\-;, in oreier It;o raise the standard of

English and Afrikaans! 11 Th.G)Panel advocated that the

country maintain a two-tier ed·.1cation system: one LeveL

sm~d on the "best modern standa:lrds" and another aimed at

"educating the balance of the population as best it can".12

Thi!:1was viewed as inevitable in a de'\Jelopi:ng country i

howf~ver,the panel argued the dbrision should no longe:r be

on strictly racial lines: theria should be an 'advanced

sec·!t:.ionI of black education, whilchwas equal in quali t.y to

whi.te education.13

PaJ::ticularly in the years around 1969-1971, there was a

gr,sat deal of liberal activism at a local level on

edlilcation. For Lnstiance , in t:he Eastern. Cape, the SAIRR

and the IAfrican Books Com..'lTlittel5!r engaged in energetic fund

r~j_sin9' to buy books for black school sb.dents.14 A group

lOt white school students in 1970 o:l'g&.ni2eda public meeting

of 800 people in Rondebosch TClwnHall, to call for the

issue of free books to African pupils and greater spending

on education, and established an 'African Scholars

Education Fund,.15 A body known as National youth Action

oirculated a pet! tion for the issue of free books to

African pupils amongst young wh.ites and succeeded in

obta7ning ~,ooo signatures in Natal alone.16 However mo~t
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sections 0:1: business, and their united Pa.rty political

represent.at.ives, showed little interest in campaigning on

these Lssuaa • Benjamin pogru~d, a Rand Daily Mail

journalist. Ln this era, has written of it. that:

•• 0 the: business community was in general
monulIlentally unconcerned with t.he debased nature
and standard of, rBan~cu Education I : as an
illu:5It:ration, trying to get moneyout of business
peop'l.e 1;0 contribute to the Rand Bursary Fund
(whic::h'was backed by the Rand Daily Mail) to
prov:Ldesmall scholarships to keep YCJUngstersat
schooj, was a grinding i humil:i.ating and largely
unsucceaseuf battle~" 17

John Jordi, the editor of 'I'he star I commentiedin 1971 on

tha init:i.al "disappointing" l:esponse c:)f business to his

paper'r .l.ttempt to raise money'for blacR education that:

Tbore are none so blind as those who cannot;
recognise their ownself-interest. 18

The UPdisplayed little entihusLasm for taking up the issue

of black schooling. Whenit did, its proposals were less

than sweeping: in 1970 catherine Taylor MP advocated

compulsory education up to standard 2; 1!~while another MPJ

Walter Kingwill, ar9ucd for the training of blacks as motor

mechanics on the grounds thc\t whites could be moved up to

foreman positions.20 The Progressive Party was

conside'cably more vigorous on education ~tssues/21 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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The Joha.nnes~burgLevy Conflict

ThE~most important conflict over education policy in the

period of the late 1960s and very early 1970s to.::>kplace

beil:weenthe Johannesburg municipality and the st.ate over

the development of schooling in so:weto. While the state

sought to restrict educational growth in the city, the City

CCluncilopposed this policy. There werE~,I would suggest,

t'\1robasic reasons for this conflict. Firstly I the city

councI t as an entity dominated by 'the united party,

rE~flec!tedinterests that were more in line wi th those of

matnufclcturingcapital and its need fot,' a stable, growing

and skilled urban workforce than were 1::hoserepresented by

the Nill.tionalists. secondly, 9iven th;at at this time the

municipality WaS, as a bureaucratic ent~itYi responsible for

the administration of Soweto, (this being before the

introduction of administration boards)t it had an interest

in maintaining a level. of social services which could

maintain the process of reproduction of the working class,

and thus prevent the rupturing of the fabric of working

class life, with the attendant dangers of crime and

potential riot.

It may aeem strange that the City council recei.ved little

direct backing from business interests in this c~onflict,

given that both of the objectives just described were in

the interElsts of Johannesburg based manufa.cturers, But the

explanaticm is to be found in the nature of the chief issue
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at stake ... The city councd.Lwanted to r.aise funds for

school axpansLon throu~Jh a large increase in the levy

imposed for this purpose on township residents, an increase

which thea government refused to allow. Nowfor business,

such a levy was a double~-edgedsword.. On the one hand it

would provide industril!llists with labour of a higher

calibre. But on the t.lther hand it would raise the level of

the minimumwage necessary for social reproduction of the

working class, and hence raise the wage bill ~ Thus the

lack of enthUsiasm frol'Clindustry for tnf: City couacf.Ls

stand.

In the search to fina funds for the finanCing of

educational expansion in sovet.o , the Advisory Boalu (front

1968 the Urban Bantu counct ; - (UBe» which was the state-

establi.shed representati.ve bc)dy for urban black:$, and the

Johannesburg municipalit.y I came to an agreement. It was

decided that the education levy imposed on township

residents should be raisEld by 20c, from lac to 38C.22 At a

series of meetings between the two bodies in 1967 and 1968,

the proposal wa:::!discussed and agreed on.23 The proposal

was by no means popular ,vith all Soweto residents, and a

Mr. S.W. PikoU. of the "J\',)int Soweto Residents Committee"

led a campaign of denouncd.atLon agttinst it.24 However, I

have found no evidei""tceof maas opposition to the levy.

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

levy. The government now decided to allow municipalities
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to impose a 200 levy through the UBCsfor education, which

meant that the new sum would be paid by all Soweto

residents. 25 But the City Council believed that the

current shortage of schools - which they put at ten

secondary, 24 higher primary and up to 63 lower primary

schools - could not be met from the levy, but required an

increase to the 38c sum.26 HoweverI a request to the

Minister for this increase ¥i'as refused. 27 At the end of

19701 a major row broke out between the city Council and

the UBC,when the city council announced that because it

was R55,OOO in debt on the maintenance of the Soweto

schools, the moneyfrOmthe levy would have to be used for

that purpose. 28 With understandable exasperation, a UBC

melllb~rasked:

Howare we going to tell the people who elected
us that the money they are Faying for extra
classrooms is being used for something else. 29

However, membersof the UBC'whowent with a School Boards

delegation to Secretary Van zyl of the Department of Bantu

Education must have found him even more unsympathetic: he

merely argued that those whocouldn't find places in soweto

schools must seek them in the homelands.30 !n December

1970, Johannes0urg city council met with Deputy Mini::;ter of

Bantu Administration and Developmentf Piet ¥.oornhof, who

essentially repeated Van Zyl's al.'gument in slightly more

diplomatic terms. 31 Koornhof argued that the governInent

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 government restrictions on the building of,
higher primary schools by local authorities ..33 As a

partial sop to the mUnicipality, early in 1971 thls was
relaxed slightly~ with local authorities that had surplus
funds from lower primary construction being allowed to use
them for higher primaries.34 By early 1971, a city council
survey estimated the school shortage at 450 classrooms.35

Further approaches were made to the Minister of Bantu
Administration and Development on the levy issue,36 :b~tas
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

capital Moyes Qn~tion PoliCY; 1971
i

It was only during 1971 that big business and its allies
moved decisively to a more activist stance on education.
This was a result of the coming together of several
different factors. The recession of 1968-1969 had forced
business into a reappraisal of future strategy, and it had
become clear that the issue of the lack of black employees
with suitable education and training had now come to the
crunch. The concentration of capital in the monopoly
sector, with its growing demand for administrative and
technical staff, was stronger than ever. A.t 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. Furthermore, the

ln0re 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 liberal view qf education as a

panacea for social and political ills.

It is important, though, that one should not take the

rheto~ic of 'skill shortage' which capital adVancedat face

value. 38 The shortage of skilled and clerical workers Was

real enough. In 1963 it had been estimated that employers

needed 49,000 uhite apprentices at a time when there were

only 23,000..39 And demandfor black clerical labour was

exploding - for example in the construction industry black

clerical labour increased about ten-fold between 1964 and

1976440 But as 'Webster41has shown, the basic thrust of

social transformation in South African industry in the

1960s and 1970s was toward a semi-skilled proletariat.

Industry saw the skill shortage as both crisis and

opportunity: it wanted not so much to replace white

artisans witill black artisans as to replace expensive

skilled whit~~workers as far as possible with cheaper,

semi-skilled forms of black labour. The .1966report of the

Ed,lt.':ationPanel had identified employer's concerns when it

complained that apprentice-trained artisans comprised a

, con~;ervati ve and unadaptiabLeI work forc(;~_ It also

expressed the fear that the lack of training of manyof the

blacks who de facto carried out artis.an work would also
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render them less adaptable. The model that the report put

forward was a work force with a 'formal and theoretical'

training, but whodid not have the rigidity of those coming

from an artisan tradition.42 The opening of more skilled

work to 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

artisan wages were inflated, and that newly 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 towar~:a more engag~d attitude on the question of

education training. Public criticism of current education

policy was voiced by Dr. Frans cronje of Netherlands

Bank.44 BaR. Cooke, the President of the Natal Chamberof

Commerce,asserted that better education and vocational and

technical training for blacks would have economic benefits

for capital, by creating a higher stal'ld.ard of living which

would enlarge the domestic market, and thus bring downunit

costs to an extent, whic.."!hwould impro~!e South Africa'S

position in e~;:ternalmarkets. 45 The Free State Chambersof

comnerooconference called for a free supply of books to

students at Afr'~an schoOls.46 At the annual conference of

Chambersof Commerce,the Johannesburg Chamberproposed a

motion calling for action to improve educational facilities

for Africans t and urgil1l';Jvocational training centres to be
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established in or near the main economic centres.47

Another new phenomenonwas that of substantial business

donationsl toward educational causes, which emerged as a

trend in 1971. Polaroid (partly because of anti-apartheid

activism in its US plants) donated funds to the black

educatio.1!lqroup, ASSECA.48 Reckitt and Coleman declared

that it would invest R100I 000 in bursaries and school

extra-curricular activities. 49 Anglo-American donated

R160,OOOto Johannesburg City council for a junior

secondarjr school in Soweto,50 and B~rlow Rand set up the

c.s. Barlow Foundation, with a first project of spending

R700,OOOon establishing a trade school in I.lebowa.51 (Such

donat.Lons were possible because they were made to the City

Council Qr individuals, thus circumventing the DBE's

prohibi t:Lonon gifts to schools) e

At the scilmetime, the wing of the UPmost closely linked to

monopoly capital, the so-called iYoung Turks' group of

Harry Schwarz, leader of the UPon the Transvaal Provincial

council, began to address the issue more vigorously,

calling for equal educat.ional faciliti,es for all ethnic

groups. 5:2 Schwarz urgt~d large firms to offer low interest

loans fo:1:'school buildings and demandedgreater government

spending, a crash programmeof school building I and an

intensive teacher trainil'1g programme.53 Schwarz also

convened a committee of chairmen and managing directors of
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leading companies to raise money for the building of
schools in Soweto.54

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.55 The fund aimed to raise money to supplement
the Johannesburg city council's school building efforts,56
and can partly be seen as a response to the crisis 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

Dr. R. Jordan, the President of the Chamber of commerce,
amplified the latter point in calling for support to TEACH,
saying that "Basic primary and secondary education is a
pre-reguisi te for more adva.iced technical and vocational
training.u59 Initial 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.60
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Policy Shift in the National Party 1969 - 197~.

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 ext~nt
the continued existence of the urban black working class,
and the need for minimal provision for its reproductive
needs. An important force in brinqing about such a shift
was the increased strength of Af":ikaner urban capitalist
interests within the NP These interests, although tied
into the NP by state economic patronage and political
tradition, were nevertheless increasingly e~"Periencing the
same difficulties 'Consequent on the governments labour
policiesp as their Amglophone counterparts. As early as
1.968,leading Afrikaner industrialists sunh as A.J. Wessels
of Veka and Dr. P. Rousseau of Sasol were publicly calling
for lIteretechnical training for blacks. 61 Simultaneously,
the break-away of Dr. Albert Hertzog's '~p from the NP in
1969, removed an important faction of the party which
believed that Vo~ster's policies involved educating
Africans 'too fast' and spending too much money on black
education.62 This enabled Vo~ster to move in the direction
of slightly more pragmatic policies, as 'verligtes' became
ascendant is the NP and the Broederbond6 During 1970 there
were strong signs of tensions over urban labour policy
within the NP. In his 1970 ...get speech Dr. N. Diedrichs
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expressed himself in favour of more ncn-vhfte labour being

Cllvailable for industries in "white' areas ..63 More

conaervatd.veMinisters vociferously denied that Diedrichs

had been referring to African (as opposed to 'Indian' or

'Coloured') labour: but to contempc ~y observers the real

import 0f the speech was clear. 64 There was a shift in thE~

rhetoric of some top Nationalists on l~bour issues toward

t~e 'skill ehortage' concept~ In 1970, T.J. Gerdner,

Administrator of !-latal, stat,ed in a public speech that

black education and training could "help to ease the

manpower shortage.1i65 There were signs that the

government's confidence in carrying 'through a dogmatic

Verwoerdian vision of apartheid was eroding. In 1939 a

bill to prevent any i:urther acquisition of Section 10 black

urban residence rights was drc)pped.66 In 19'70, measures

introduced to impose dracond.anforms of job reservat.icC" in

commercial and cleric~l wo.t'kwere fil" undezsd.nedby the

ccmcedingof extensive exemptions, and zhen n~~"erfollowed

through.67 In 1971, the government backed down on the

Physical Planning Act's restrictions on th,e employmentof

black labour in urban industry (which had arg:~ably brought

ab6ut the 1968 recession, while achieving little in the way

of decentralization). Nuw 'the establishlllent of new

industries in all areas except the Southern T,ransvaal was

deregulated, a:ndeven there Lnduatiries which wey:-e' locality

bound' or 'white labour intensive' were exempted f!.'om

labour controls. 68 Thus the basis was laid Py late 1971
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for important changes in state labour and education

policies.

A NewSt.atl~\Policy Toward tha Education of the Urban

WorkingClass 1972 - 76

Around the beginning of 1972, a change took place in

governmentpolicy toward black education. The change was,

I would argue, part of a wider policy turn. This

represented a renewed att~mpt to accommodate the

requirements of (:apital for skilled and permanent urban

la.bour. There was no break with the o'verall ideological

rationale 'OfGrand Apartheidr But there was a willingness

on the part of government to accept, within that framework,

the continued existence of the black urban working class,

and the need to do I!tore to meet t.he reproductive needs of

that class. In education this meant a greater CODllD.itment

to government spenci;i.ng, a rationalization of the school

system, and a new acceptance of urban secondary and

technical education.

The decisive shift came early in 1972, Whenthe government

finally accepted that spending on urban .~;Jlackschools would

be financed fr)m state consolidated revenue funds and no

longer linked to black taxation~69 An important factor in

this decision appears to have been the obvious

impracticality of continuing with the existing funding

formula for bl?<:k education. The governmen't 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 F:j.ucation had been sUbsidized from

the loan acc(.')un't.,70and in 1970, in order to prevent Bantu

Educa\tion from becoming hopelessly in debt 'to the loan

account, the goverronent made a R17 million contrib\..,.tion t,o

it from the revenue account. 7.1 With the 19~12 decision to

remove statuto:t'y controls on educational spending, the

total bUdget of Bantu Educat:ion rose sharply, from R55

million in 1.910-1.971to R72.1 million in 1972-1973I and

R97.45 million in 1973-1974.72 The per capita expenditure

ratio betw'een uhit,e and .black students began to narrow

slightly ~ from 18 to 1 in 1971-1972 to about 15 to 1 in

1975-1976.73

The change in spending policy provided the financial basis

f01: a considerable expansion of secon,'lary and technical

education for the urban African working class. Dr Van zyl,

not a man to be left out on Q limb, articulated the new

woliey as enthusiastically as he had the old. In a 1972

statelnent he stressed the need for a "diversified system of

secondary education (academic, general, technical and

cf)mmer~:ial)u to meet the need for "trained middle and top

manpo'WerlOin the white ar eas as well as the Bantustans. 74

A major initiative toward providing Ti'l,rbantraining

facilities for black wcrk~rs was taken; by 1974 the

government was involved in a scheme to establish 1.6

'",.aining centre~: in the major urban areas (half of them run
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by the state and half by industry), 75 and favourable

oonsideration was being given to the setting up of trad(~

schools in the urban areas.76

There was a definite change in the educational ideology

prevalent in government circles: to a considerable extent

the need to provide for the skill training of the black

urban working class was openly espoused, and the private

sector's role in promoting it was welcomed. Leading

Nationalist ideologues and technocrats like Dr. S.P. Du

Toit Viljoen of thp. Bantu Investment Corpor:)tion used the

rhetoiic of skill ~hortage to support the development of

the SKJl:llcent1:'e programme.77. As t~e state dropped its

previous hostility to private sector educational

intervention, 'tEACH was publicly praised. by Deputy Minister

Punt Janson,78 Dawie De Vil:'liars M.P., 19 and even by Dr van

Zyl h:i:mself.80

In the Johannesburg-Soweto area, the policy change had a

draluatic impact. At last the ~\Sc levy was granted, coming

into effect in August 1972.01 In \ March 1S>72, the

c;;overnlnentgave Johannesburg City Council the go-ahead for

a programmeto build 500 classrooms at a cost of about Rl

million.82 By April, the city Council had rece.ived the

first R250,OOOof this, as a government loan to be paid off

at. ,Isix per cent a year. 83 During the subsequent; year I the

pace of sohool building increased so rapidly that the
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housing section of the city's Non-European Affairs

Department had to double the numberof its employees.84 By.

mid 1974 there were 40 new schoo l.s in Soweto,8e.;although

half of these had Leen firJanced by TEACH,86 which suggests

that in the eDd Johannesburg municipality had had to rely
much more heavily en the private sector than originally

envisaged. The new policies on urban trainin'Sl were
,

reflected in the opening pf two nE.'Windustrial training

CI~ntres in soweto in 1975.87 And i.n 197" urban te,,,cher

training was reintroducE.\d in Johannesburg when 70 student

te&chers enrolled at Jabulani technical college.8S

The changes in. state eduoational policy unleashed a virtual

stamp~\de of industrial participat.ion in educational

projects. I would explain this largely Ln t~rms of the

fact that a state policy geared to the reproducti.on of more

appropriate forms of skilled urban labour-power provided

appropriate channels for pri'\tlo.....e sector funds \;1hichhad not

been there before. It mademore $ense to industry to put

moneyinto fil'ducat.ionnowthat the state was prepared to re-

organize the system to produce the cle:r:ical and ·technical

workers that were needed by enterprises. The period 1972-

1.973 saw i.ncreasingly SUbstantial employer involvement in

attempts to upgrade the education system. General Motors

begal' to provide free school books for children Of

In 1972 South African Rre'llleries announced
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that it would donate R100,000 to black education over a

three year period,90 while the sugar industry put; R25,000

into its bursary fund. 91 Associated British Foods and

TWinsPharmaceutical Holdings donated R25,OOOand R24,000

respectively to TEACH in 1973.92 In the same year, Mobil

Oil gave the KwaZulu authorities R50,OOOfor technical

training, 9:'~ and the Stellenbosch Farmers' Winery sank

R25,000 into the establishment of an educational fund. 94

Dcmations by industry targeted to educational development

in p2:":'ticular localities became a feature of the new

pattern.

school

An electrical companyprovided P~5,000 for a

in Daveyton, 95 whil".. the Elandsfontein

Irldustrialists Association donated R50,000 to education in

Tembisa.96

The industrial unrest Of 1973 raised the intensity of

employer concern about the inadequacy of the eduoation

system. Concern increasingly centred on two issues: the

politioal implications of a failing urban educational

system, and the need for t.echnical and clerical workers.

Spokesmen for commerce and industry pr~sented lack of

edupational opportunity as a grievance which had givan rise

to the strike wave and possibly to political discontent:

they argued that moves to improve the education system

wovld quiet the situation. In this way, the liberal

conc~ption of educational change as an alternative to

political change began to infuse business thinking: for

oapital, education was an alternative to worker power and
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Lndependent; trade unionism. Not unnaturally Dur.ban, the

centre of the strike wave, produced some of the most

vigorous activism from business leaders along these lines.

The statements of the Durban Chamberof Commercereflected

the feelings of a business communitywhich had been deeply

shaken. In May1913, W::;,lter.Lulofs, the outgoing President

of the Chamber, told its annual conference that a 'radical

rethink' of the aountry',s educacf.ona.L policy was necessary,

and asserted that neglect of African education was a cause

0:1; worker discontent.97 Unless action was tak~nt Lulofs

arguedt a 'national emergency' would result.

Rev. A. Hedgeson, of the Bureau of Literacy and Literature,
~\

noted in 1974 ~Q.~tthe labour unrest had created pressure

oi~ employers to address the problems of 'improving

relationships' and the training of blacks.98

Concernwith the technical and clerical training issue was

reflected ill far more concrete thinking by spokesmen for

industry on what problems they faced in this regard, and

:more urgen.t action to confront the problem.

pointed out that inadequate basic education would undermine

the success o·f technical training schemes.99 This was a

~hemeenthusiastically takexfup by The Stat: w~1ich~()licited

donations frOln industry and commerceto its TEACHf:chemet

on the basis ~hat it was in the interest of employers to

ensure that "in 10 years they will be able to calIon a
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more educated and ther~~fore a more 'trainable'

workforce.tr100 Oneof the clearest projects to link school

education with technical trai.ning was that of Consolidated

Gold Fields, which gave Rl.86,000 to TEACHfor junior

secondary schools which were planned to be sited next to

the industrial training centres, so that pupils could be

taken to the centres for 1i:echnical courses .101 In the

field of clerical labour there was growing concst"n as well

about the need for facilities to translate the general

skills learnt at school into specific office skills. At a

sub-comm.:,ttee meeting of the Johannesburg Chamber of

Commercein February 19751'for example, a discussion was

held on a plan to establish a commercial college in Soweto.

Memberswere cencezned about the need to Lrain black

"cashiers, clerks, secretaries etc." f "the young person

with a Junior certificate interested in c{:~rical work" ar.d

"bank clerks in Soweto".llQ2

To a considerable extent indm:'1tryand commerce's ;Lnab;llity

to assert its interests ~dthin the state during the 60s haa

left it with a backlog of diff.i.c:.~ulties in the field of

labour reprodllction, which it was not easy to ~c)lveI even

in the context of ia more recepti ve p: .1.icy on th.e part of

government. While t.he liP leadership new shared industry's

skill shortage f4ars, and was endeavouring to provide a

more extensive basis for the reprcductibn of the urban

\"orking class tit certainly didn I t see the issu.e of urban

educations explosive possibilities in the way 1:hat Lulofs
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dimly but accurately did.

Initially, aspects ~f the new polioies were well received

by black urban cClmmunities. In particular I statt1

acceptance of secondary school expansion in t.he towns.hips

meant that the presiSure on urban parents to send their

older children to school b\ the rU~l!l,lareas fell away:

The communityfelt this was a good idea in thle
sense that they did not n~cessarily now have tlo
send ••• their children'\; ~o boarding schools
outside, and pay a lot ()~ J1oney. The chlldre:n
could live at home, and go to school daily. 103

The expansLon of urban specialized acilities, esp'ecially

technical training and teacher training, evoked some

pos,itive responses as well. T~ rs claim ~chat:

Particularly technical \.1. Cl.ining was accepted
open...~andedly by the .black because it ~I~S
so-.nethl;ngthey had not had before. The expansiG'n
of eaucation in general was welco7.nedby lIlCl.~t
blacks as a step in the right direction. 104
These allowed many students to qo to scbool all1d
training college, because the SChc.'ols wei:ethere,
the facilities were there. 105~ . :'

Yet as the next chapter wil.l show, the restructuri,ng did

little to defuse, and muchto increase, the tensions in the

educational system. For one thing, an enormous amount of

distrust of state education policy had been btlilt u.p by

urban pe9plesJ experi.ences of the previous dec(lde.

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

For another I the re-organization of schooling which was

taking place would put great pressure on the school system,

building up newsocial tensions.

~Qn9lusi2n

Thus during the early 1970s, capitalist interEtSts, using

the idecloqical arguments developed by liberal activists
-\

during the late 196,pS, launched a critique of state

education policy. This focused on its role in stifling the

generat.ion of urban secondary and technical trainir}g ..

Because this campaign took place at a point at which the

NP's receptivity to accommodatingthe interests of industry
\

and commercehad increased, and at which the DBE's';i,nternal

')rganization was in a structural crisis, the state wac

willing to. go Bomeway to meEltthe criticisms that were

being made. :tet the changes laid the basis not for an era
\

of prosperity ~nd stability, but, as we shall see, for the

conflict of 1976.
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CHAPTEP TEN: THE COMINGOF THE STUDENTREVOLT: 1972-1976

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

describo education systems in a way which both recognizes

their role in perpetuating existing social structures, and

the way in which active challenges to those structures are

generated. Part of the answer which has been given in this

thesis is that the education system is a contest,ed state

structure in which dominant groups attempt to impose their

aims but which can inadvertently summonup opposing

reactions from subordinate groups. Thus it will be argue:d

that the changes in education policy described in the

previous chapter created cond±.... .ns in which schC'c;)1.

students' sense of commonidcll'li ty and grievance \,a:rta

sharpened. Another part of the ans'...v~r w;lch has beEm

offered is that the intel:nal structure of the st8t~

educational bureaucracy is itself the scene of conflicts;

which must be given due wei.ght. It will therefore be

argued that the pursuit of particular objectives by a

section of the bureaucracy was important in precipitating

the revol t • A further part of thl~ answer which has been

given is that there is a struggle fl:>r hegemonyin the arena

of education, and that popular cul,t.ure plays an important

:r.ole in moulding responses to educational structures. It

nill be contended that the period leading to the 1976
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:r::'evoltsaw signi.ficant chanqes-in urban black youth sub-

cufcuz-e, which he:lped produce a new political culture,

amongst young pec)ple. This pro'l\.7.ie"GH'J. the basis for a

potentially transf()rmative challenge tQ .3a'?lt.u 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 poccLy resourced educational

system, the state inadvertently brought about the growth of

a highly politically combustible social force. This

tendency was :lntensified by a badly managedre-01:''ganization

of the year structure of the schools from the beginning of

1976. These changes created J,ntensified discontent amongst

urban pupils and teachers.

This structurally overstretched school system at the same

time began to encoun~er a rising ideological challenge from

the youth. changing pat.terns of urban popular culture made

the youth receptive to new ideological messages. One

important polit~. jl influence was alack Consciousness (Be),
"'hich emergedout of black Universi ty campuses in the late

1960s. It spread into the schools through young teachers,

providing school students with nev political ideas.

students wel:-ereceptive to these influences for a numberof

reasons: discontent over schcol o'f.yercrowding,the changing

political situation which was making the state look mor-e

threatened than it had in the lS60s, and growing economic

uncert.ainty as the boomof the 1960s tailed off. The
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rising influence of BCred~ced 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 DBEreacted against the pragmatic

policies of the 1970s. The attempt to enforce the teaching

of Afrikatms was a reaction against what this wing of the

Afr~kanec bureancracy saw as a dilution of apartheid

policy. The refusal of the DBEto take any notice of the

opposition which the language policy aroused from its own

creaturesH the school boards, prevented any negotiated

solution of the issue. In 1976, the determination of a

reactionary inspectorate to enforce this policy collicied

with the radical aspirations of a newgeneration of $ch()ol

students.

Qrigins of tbe 1976 Revolt: The Impact of Educational

Restructuring

Th.!!most important result of the education policy turn of

1972was that of rapid expansion of the numberof stUdents

5.n secondary school, especially in the urban areas.

Previous policies had led to almost total neglect !')f this

sector; by 1965 there were a mere 67,000 African secondary

school pupils. 1 Largely Bantustan-based growth had

permitted this figure to rise to 1~2,000by 1970.2 But the

new policy allowed the secondary enrollment to soar to
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389,000 by 1976.3 Thus the sector of the school going

population most likely to become politi.cized was

drastically increasedc By squeezing larger numbers of

older pupils into an under-resource:d school systen\,; the

state was itself genes:ating 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 decade of Bantu Jiiducationv the rate of growth of

the combif .1 primary and secondary pupil populations was

almost as rapid as the astonishing doubling of the student

population in its first decade; Total pupil numbers grew

frOB two million in 1965 to 3,700,000 in 1975.4 This

astounding growth involved an increase in the weight of

students as a social force. In 1955 only 10%of the

African population had been school Dtudents: by 1975 21%of

all African people were school students.,5 Thus the sector

of black uzoan socie't.y constituted by school stUdents was

proportionally far greater than in 'the 1950s, and very

substantial in absolute terms. The possibility of school-

go~~rsemEtrgingas a dis·tinct social force was created by

the numerical expansion of schooling. The expansionary

policy introduced in 1972 created growing discontent

amongst stUdents. The injection of larger numbers of

students into an educational system of limited resources

led to declining educational standards I as well as
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demoralization and disaffection on the part of teaC'.2lers:

.•• from the beginning of the 10s... when our
classrooms in the secondary schools were becoming
"vercrowded.... I noticed that there had been a
remarkable change now, in the methods of teaching
applied by the teachers in the schocJls... no
lonqer do you find teachers marking the
individual students books or scripts. st;JsdeIltr:;;
are told to exchange books and mark thf..~,12 Cil1'r,
books••• if you are not sati.sfied with. that t.;Yr~
of thin£;, 2lr"- you still feel that you want.:. 'k"'~
pile yourself with books to mark..... you become
very unpopular in thft s(";hools" 6

•• ~it. was nowobvious classes were too big ••• The
teach~r himaelf was nowsick of the set up. 7

Tr...estrainls of overcrowding and lack of resources also

encourageq:~e use by teachers of ha!'sh methods of corporal

punishmenti thG resul tine; student resentment .leading to

'\-Thatone student described as a 'deadlock' :between pupils

and staff.S'

Part of the re-orqanization ~f Bantu Educatio~ af~er 1912
was a fateful decision to change the year-structure of

black schooling. The structure had traditionally cOInJ;"rised

an eight ye~r primary course and a five year secondary

school cout,'::·2. The 1972 decision was that there was nowto

be a si~ year pr.i:mary course and a six year secondary

course. 9 Implementation was planned for the beginning 1976

- when both those who had passed Stand&rd V in 1975 and

those who had passed st&ndard 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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small scale, and on an experimental basis, the new

structure had been tried out in soweto schools and found by

headmasters to have been an educational success.11 But the

I,

implementation of the policy on a mass scale would be a

different story. ~he expansion of school building in
Soweto,.from1972 had taken somepressure off the schooljng

system:. thib- 118.0-',also allowed the top secondary schools to

st:>ec1ali2iein teaching only t;hc upper levels of students

(Forms IV and V) .12 But this was baiora the doubling of

the first year intake, and already in 1975, massive

px'essure '~7hl places in the high school system was bein\~

reported in Pretoria,13 in the Eastern cape,14 Clskei and

Transkei.15 Whenthis ill-planned measure was implemented
"at the beginning of 1976, the result was chaotic

overcrowding .s.i1J overstrained faCtili tie!!.{. A~ teacher

recalls that:

It brought about absolute confusion ..... although
[the governmsllt) pLanned it, but they had not
prepared for it ..• th~y didn't have ready grants
for teachers to be able to cope with those
numbers*•• they did not hava accoInUlodation.... 16

Teache:r:sfound the change a strain because the young~r

classes 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 quali ty of students 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 1976:

These students came into secondary school and
found crowded elassr()o.ms, big groups, and they
started to- t;( lare conditions •. " with conditions
elsewhere, wii:.",ldiffeJ:ent race qroups..... 19

It was one of the immediate causes ,of the
revolt .... by makingcc'nditions worse.... 20

.... it was overcr.owdedand they rejected that ......
21

\O.!'

The attempt by the state j:., resolve the economic

difficulties which its policies of the 1960s ereated for
,//

capital had the unf.o:r:eseen consequence of placing

unbearl,bl{~ strains on an imp()verished and debilitated

educational service. This in turn produced further

disaffection amongst teachers 'i\ndkindled a greater level,

of reson1cmentamongst school s,~';.ud\'ents•
r

Paradoxically, it

was the y'outhI s commonexperie~1ceof a poor quality mass

schooling system that created tl commonsense of identity

and grievance amongst young blal:::k1?8ople. As one teacher

memorablyput it: "Bantu $ducat.i',onmade us black. ,,22 Yet

it is unlikely that this student.resentl'llent would have been

SUfficient, in itsel:f I to genera~e the bai~is for 'the 1976
r

revolt/ if it had not. interacted with the dE~velopmentof a

newpolitical culture amongsturban youth.
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origins of the 1976 Revolt: The NewPolitical Culture of

UrbanYouth

The expansion of secondary education brought a new

generation into the schools: not ju~t a chronological

generation, but what Bundy, drawing on Mannheim,calls a

sociological generation: a group with its owngenerational

consciousl1ess.23 As Lunn has shown, the period saw the

gro'wthof a distinctively urban youth culture, as the sub-

cultures of youthsf whowere relatively educated, totally

urbanized, and sympathetic to statements of black political

identity, ~egan to differentiate out from the previously

dominant, rather lumpen~sub-culture of the 'mapantsulaf•24

Frl.:>mthe early 70s, historical process was rapidly

reshaping the consciousness of this generation.

The changing internal and external situation of the regime

had the effects of creating the conditions for a new

outlook. The 1973 strike wavepresented the state with the

first oppositional mass mobilizations for over a decade.

The discontent of labour made an impact on students. A

teaciler commentsthat students:

••• listened to their parents talking and listened
to how their parents Ci~retreated by their
employers, and bacame awaLJ.:ethat their t- 'rents
are underpaid and therefox'e are unable to af:f'ord
the bare necessities that the children r~qui.reI
so I think that~s one of the most important
things, that influence the children politically.
25

452



The period wa, \60 that of the fall of portugese

colonialism in Angola and Mozambique;the failed south

African military intervention in ~..ngola; and the rise of

guerrilla warfare in Zimbabweand Namibia. These events

placed the South African state, which: had seemed so

invulnerable in the 1960st under pressure and created a

sense that it wa:.;isolated and could be challenged. The

political thinking of urban school students about their own

ability to effect the course of events began to change, as

these new modelS of politin ....)_ self-assel:tion influent',ed

them. WhenMa2:ee·carried out research in a Sow~t()High

School in April 1975,26 she fOl.,lndstudents formulating

their vision of the future not only as one without

apartheid and homelandsbut also in wayswhich emphasizeda

i~ewbelief amongst. sectio\ls of students in their own
I'.

a'b,ility te challenge the E!xisting social order.. One
'C
\~

stud~nt in her ~tUdY'n'o"c.ethat:

Rio'ts are nowgoing to occur. Weare going to
event things for ourselves (sic). 27

The ~~pid expansion of the jObmarket which had taken place

in the 19609 slowed very considerably in the 1970s.28

Bundy29argues that rapid educational ipxpansion is likely

to generate political unrest if I as was the case in the

1970s, employment opportunities do ng;t increase at a

similar rate. Yet while the overall number-of jobs was

growing slowly, manymore blacks were being taken on in

clerit.:al; technical, skilled and supervisory jobs. 30 So
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the prizes for sUcceeding in .the educational lottery were
becoming more attractive, just as the pen~lties for failure
were becoming harsher. This created a volatile compound of
ambition, frustration and economic fear amongst students.
Particularly intense was the anguish of those students who
managed to enter secondary school, and thus developed high

•employment aspirations, but were not able. ,to pursue their
education sufficiently far to secure the jobs they desired.
Thes~ students found themselves, as a teacher puts it, lItoo
educated to sweep floors, but too uneducated to!ijoin
manaqe~ent.tt31.

The common experiences of youth provided the basis a new
outlook. These included, centrally, the experience of a
segregated and inferior school system, ''Jlhich was
increasingly resented. ,;,~ban yt9ung people were creating
new c.l.lttlralresponses to f and understandings:; Of', their
situation. The changing political circumstances inside and
outside the country were favourable to a new hopefulness
about the possibility of resistance. Economic developments
created new aspirations and new fears. These experiences
created a gene:r.ational consciousness; but this
consciousness was ·transforme.d ,i.ntoa political culture
largely by the influence of a n~w ideology. The political
calm of the "\].960sended with thee et\ergence in 1969 of the
university"_ based South Afric<!ln Students Organization
(SASO), ~he spearhead of a nL~ political current - Black
consciousness (BC). Be stressed. the need for blacks to
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rej ect liberal white tutelage I the assertion of a black

cultural identity, psychol~gical liberation from notions of
\ ,
\1

inferiority, and the unity 0:[ all blacks incl~.1ding

"Coloureds" and "Indians". Be was weak in the

organizational sphere. From1972, its school student arm,

South African Students •.Movement(SASH)was active in the

school$....but it Il:everdevelol""'d really streng structures.
<,(/ .~"'.

HoweverI the ideological content of Be had a parvasi ve

influence on urban youth, feeding into the f;-pstration and
\_-~,:

deprivation they experienced.32 Kane-Berroan'scontention

that the cr:eC:'.tionof a newpolitics in urban schools was in

large part) the outcomeof the Ilinfluefice of BC-orientated

teachers seems correct.33 Be views were prevalent at the

time amongst younger teachers i especIally those who had

pasS<'ldthrough the separate black, universities established

during the 19~OS, and these. teach!:tr'lji passed on their

pol,!tical ideas to their pupils. '\ '"A t~cher whograduated

from the University of Zululand in the early 1970s and

taught -en the Rand in the period from 1972 recalls howne
Clndteachers of his generation tried to raise the political

consciousness (in BCjargon, "conscientise") thei.r pupils:

A studant that got through varsity during ~
SASOera was so conscientised that you just qet
into class and really be prepal.'ed t(,).·
conscienti.se. When the very s?me stUdents
reached Sttmdards 9 or 10, they were already
conscientised ••• 34
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was in the profession in the early 1970s recalls, tithe

staff were divid~~d into young and old - they called us

SASO.,,35 But old,er teachers ag1"ef'.adin interviews that the

newer generation of teachers had a powerful impact on the~~'

students:

Childrsn came t.o understal1.dthro,ugh these young
men, that th4? battle for politlcal rights had
started long a90~ Youngte!acners started to talk
freely about the ."Q:lackleaders... it was the
young teacher's, anc'.\i must say, palrticularly from
Fort Hare that brought about the rev! val of the
political hi$t~~y of our pel,ple. 36

, ' ~.1

.....at: that tii 'l;he black consciolllsness movement"
was a1.l:'eady'~~tt~J and the t~achers were from the
univ~):sities, and in a waythey did influence the
chil~ren by ,tnakingthem aware\of... the fact ther
were.!i:beiI'igqiveli an inferior typel of education~
S~ certainly they played an implPrtant role in
..aJdng the children conscious. 37

Be activists also influEnced school. students through,

p~blications: :membersof f;he BCorganh:ations, for example,

wrote the texts of th~ magazines disseMinated by SASM.38

The ideolo9icalE.1w~yof the newpolitical trend over school
\~,

students was intensified by the way in which it succeeded

in displaqing the influence of more c~nservative elites in

urban educational politics. Increasingly, the influence of

conservative black political group& such as ASSECAand

TUATAwas reduc@Q.On the other hand, a greater political

assertiveness on the part of sections of the township

elites was reflected in a more critical stance toward the

DEEon the part of some of the school boards. In early
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1971, ASSECA met, with representatives of S1.\$0 and five

ether bodiAS to diseuss the setting 'Up of a BC

organization. 39 The leaders of the Be current were at this

time still groping towards a definition of their role.

Their emphasis tended to be on the need for blacks to

transform their att.itudes towards the:mselve$f, and on

comD'.!unityaction, rather thati Ion overt;ly politieal

activity. It was this lack of political emphasis and

sf;reBSen 'practica3,' projects that ..;,!nabletiASSECAto co-

operate with them. ,Z!.t a follow up conference in August

1971, a ct;'"1mmitteewas esta.bl~.sbed under Koerane's

chai.rma,,<ghipto draw '[~p a constitution for the projeeted

organizatioN.4~ But at a third conference in December, it

became clear that the strata of youth and intellegensJa

grouped around SASerwere moving in the R-irection of

crea.tin,,; a clearly political movement.41 This was resisted

by the ASSEcA delegation, .who wanted an emphasis on

economicand cultural projects. lievertr '.sIess, the majority

of the conference backed SASO, and when the Black

Consciousness Movement(BCM)was founded in July 1972, it
was on SASO'sterms.42

A similar E::str3ngementdeveloped between BC activists and

the ATASA·teac;hers'organizations, with the teachers groups

increasingll" ~~sing the initiative to the young radicals.

!n the Trans,raal, TUATA proved unable to respond to the

challenge of Black Consciousness. During 1972e SASO

subjected the teaching profession to a stern critique for
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its lack of political militancy. TUATAresponded

defensively, declaring in a magazine editorial that:

Weare not going to prejudice our case and course
in order to please s}..SO I s generals by being
1'I.d.litant. ... We shall always criticise the
Department of Bantl.1.Educ:ation, and the Government
(.If the day, as we always do, Ln a mannexsuitable
to us, and in our own responsible way ~..8 SASO's
stti~ude is bound to lead to head on
collisions •.• Why can't SASOlive and let live?
43

TUATAwas infuriated by the radicals' criticisms of the ~Tay

in which they worked wit:b. the Department of Ban·tu

Edu,cation; they saw these ~ttacks as undermining thei.r

status and that of the educational system. 44 Amongs·t

teachers, the inf.luence of a YDunger and more r~Jical

generation began to undermine the prestige of tfie ATASA

('.1rganizati.ons. One of its fo~t'mermembersconunentsthat:

Manyteauhers lost con,fidence "in the provincial
organizations like TUATA••• A~ a result of the
ideas of the young teachers who came into the
field. 45

This process ir,_~urt'l led to conflicts between teachers and

Principals about hc.,wto handle the new political awareness

in the schools:

Principals feared the spirit of Black
Consciousness .... whereas it was something
exci.ting to th~ students.... you found there was
p~larity between the teachers and the principal,
because the principal feared if this would come
out there would be trouble .• ~ 46

A shi.ft in urban politicall attitudes was taking place,

especially in urban black politics, and this was lessening

the impact of the conservative currents who had flourished
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in the diff~~rent circumstances of the 1960s.

convers~lYf those el~ments of the urban elite whowanted to

be litore poli tically assertive were str.engthened. The

sch(""'lboard syste,' provides a case in pofrrc, In the early

1.970s, t.he consequences of the fail"lre of this system for

the state becameapp~rent whenschool boards and committees

in urban areas became focii Of protest against aspects of

state educational policy. In the urban areas it was harder

fol:' the state to find appointees for the boards whowould

be tractable, than it was in rural areas where conservative

groupings around chiefs could easily be yoked in.

Moreover~ there was more space for parents to elect

competent people t.o sChool committees tnan in the rural.
areas, becaUse of the lesser ele~ent of nomination by

offici~l structu~es in the way these were chosen.47 with

the 1;."iseof new oppositional politics, there was an

increasing confidence on the part of urban black elites of

their abilj.ty to ~sscrt themselves co Thus in some urban

ar~as, especially on the Rand, from around 1971 there was

growing protest from school boards and committees about

various state policies. This is not to suggest that the

boards and commH:teeswere simply transformed into some

form of popular leadership. But it is to say that in

certain areas thay began to artiCUlate themes contrary to

those of state policy, even if they were in fact too

enmeshedin 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 19705 to separate urban

schools along ethnic/'tribal' linesr and to establish

s1milarly distinct school boards for different ethnic

groups. In late 1971, at a meeting with departmental

Officials, membersof Soweto school boards expressed their

opposition to the state's plans to re-organize the boards,

saying that this movewould create administrative problems

and generate conflict between different gro1..~ps.48 The

following year, in March, a meeting of Soweto school

commi.ttee.members and parents objected to the scheme to

establish 'tribal' schools and threatened to withdraw their

children f:!"omthe schools L it were imposed. 49 In

1'i.lexandratownship in 1973 schoel committees and parents

met and pro-;ested about the ethnj.c separ(~-ion of the

scheoj,s , The Alexandra school board then withdrew its

instructi.ons to principals to pursue this policy.50

There were alao some :i.ncidents in which school boaeds came

to the defence of politically victimized teachers. In two

such incidents in 1912, AbrahamTiro, the Turfloop student

leader (later to be assassinated in Botswana), and Edward

Kubayi, who had also bees. expelled from Turfloop, were

ordet'ed by the DBEto b\~ renliovedfrom the teaching posts

they had taken in Soweto. Hf)We\,'erthe responsible school

boards both refused to implement the DBE's t ecision. 51
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Thus by 1974, urban school boards, at any rate on the Rand,

had developed a degree nf autonomyfrom the department, and

were in someway voicing educational and other grievances

within the community.

The changed social and politic;.tl environment bel,an to

create a student movementof a t.ype never seen lJefore.

During 1974 student activity superficially displaYf)d its

traditional patt~rn. T;ranske:L schools continued to

predominate as the main centres of action, although there

were isolated incidents in the OF61 and Natal, and in the

older :r:ural boarding schools. 52 llut the following year

showed a striking chanqe in the geographical and spatial

location of unrest: there was a noticeable trend for

stu/jent action to spre~d to the urban <.\reasof the Eastern

Cape and to arban areas outside the Cape, with a number of

incidents In Pretoria and Maflkeng..53 There was a movement;

of student activity toward the urban day schools and aw-ay

freID'!the mis~;io:tiaryboardi.ng establishments.. The secondary

and higher primary schools of the townships were awakening

politically, for the first time developing their own

autonomous tradit ...'on and repertoire of action. This

repertoire represanted both a break and a continuity wh.hl

that of the mission schools. A break b~cause it was marked

by a new strength and coherence lof organization, and

because it posed well articulated demands on education

issues, in a way which pointed to the broader poli tical
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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 stru"'-gles in urban day-schools around
educational and political issues emerged were fa;.:more
organized and more explicit in their aims than the actions
which had been mounted in the boarding schools. One school
where tl':: 3e new currents emerged was Thembalabantu High
School at Zwelitsha. In October 1974 ttree students there
were e)j:;pelled::or contributing to SASM's magazine. 54
Following this, in May 1975 pupils presented a list of
grievances to the head, w:q'?responded by expel.ling one of
their number. The stud~nts then called a strike and held a
meeting to discuss the :tssue. The liolice arrive:d and 140
students W'ere arrested. 55 A similar new combativeness was
demonstrata~ by students at Morris Isaacson school in
Soweto in September 1975. When Security Police returned to
school a student whom they had been interrogating, they
found their way blocked by protesting students.56

The new type of stUdent action was hewever exemplified most
clearly by the actions of the students at Nathaniel Nyaluzu
Big~ School, Grahamstown, during 1975. Here students
clearly articulated and ferociously fought -:-.ortheir
demands. In May they staged boycotts and demonstrations.
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They put forward clear, serious complaints. Tr~ teachers,
they said, were poorly qualified,57 had drinking problems I'

sexually harassed female pupils, and punished students for
exposing their misdeeds. 58 There were also complaints
about the conduct of the inspector, 59 disciplinary
procedures, shortages of books and the poor quality of the
buildings. 60 For the first 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
students t " - they occupied the school buildings for two
weeks! Mass meetings were held to discuss progress.61 The
teachers, who were objects of much of student's wrath, fled
the school fearing that they would be attacked62 and
eventually 19 of them were sacked for refusing to return to
their pos'ca.63 A new and tempestuous generation had
arrived.

origi~, 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 which the
DBE implemented strongly from 1974. It would seem at first
glance that the language policy of the mid 197Os merely
arose out of the dynamics of Afrikan~r 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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product of the internal struggle in the NP generated by

shift in the orientation of the NP leadership toward a

greater degree of accommodationwith hig 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 I 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 sellout of Afrikaner

interests. Their p:t'omotionof the use of the Afrikaans

language was a symbol c'f national self-assertion and an

attempt to test government commitment to Afrikaner

identi ty. The policy provoked such a violent response

from students not j.ust because of the symbolic role of

Afrikaans as the language of an oppressive government, but

also because the policy cut ac~oss the need of students to

prepare to sell their labour-power on the labour market of

urban centres dominatedby English speaking concerns.

For most of the period between 1955 and 1976, the DBEwas

quite ready to subordinate the NP ideoloqical driVe toward

the promotion of Afrikaans to the needs of the labour

market, and to accept the reality that few black teachers

were fluent in Afrikaans. From the inception of Bantu

Education, the DBEformally subslcribed to the policy that

in secondary schools, half of the examsubjects should be

taught in English and half in Afrikaans - the so-called
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'fifty-fifty rule,.64 However this policy was not

practicable t given the small numbers of African teachers

who spoke Afrikaans, and a system was Lntrroduced under

which schools were given permission to depart from the

rules concerning equal use of language.65 During t~he1.950s

a majority of secondary schools were granted such

permission, and the DBEwas willing to consider other

factors than lack of teachers with the right ..:lnguistic

abilities (such as shortage of textbooks) as a basis for

exemption.66 In 1959 there was an attempt to tigh1:.enup on

exemptions, when lack of teaching staff with the right

language aptitude was declared the only basis of
exemption:"67but in fact this rule seeJ.'i1Sto have been

flexibly enforced. The situation which emergedWetS one in

which the language of local employers became 'the main

determinant of which official language was useel in the

classroom. J. Dugardl as a senior department ~)fficial,

found in the 1960S that African teachers in the OFS and

parts of the Northern Transvaal had a good ~~rasp of

Afrikaans, but those in the Cape and Natal and on the Rand

did not.S8

In 1973, the DBEmoved to consolidate this tailoring of

language policy to the needs of the labour market.

Departmental Circular No. 2 of that year laid down that

examsubjects could now be taught either purely Ln English

or purely in Afrikaans, as alternatives to the 'fifty-

fifty' basis.69 Whether Afrikaans or English was uSled
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would be decided on the basis of which was the predominant

language amongst the white community in the area

involved.70 In this wayprovision was made for education

'to be conducted on the basis of local employersU need to,

communicate with their work force. This policy was

acceptable to both parents and students as it enabled

students to study in the language which would be of most

use to them in obtaining work; it reflected tne newelement

of pragmatism arid accommodation with industry in DBE

policy.

( ....,)

But this relatively widely acceptable lanqn~Jp policy was

soon to be dramatically reversed~ As I have argued above,

there took place in the early 1910s a poli~:ical re-
i'
il

orientation by the Nationalist leadership in ,which, while
"

remaining close to the traditional political ideology of
,

apartheid., they attempted a greater de;ree of detente with

the needs of capitaL This led in NPcircles, to intensive

infighting betweert the verligte (enliq:htened) faction

supporting the neworientation, and the verkrampte (nazrew)

group Whorepresented interests - the petty bourgeoisie,

the white workin9 class and northern agric~\lture - which

clung to Verwoerdian ideology. 71 In 1912, G~~rritViljoen,

a leading verligte, displaced the verkral'npte Andries

Treurnicht from the leadership of the Broederbond,72 and

subsequently, in 1974, l;>ea'toff a challenge by Treurnicht

to regain the leadership. 73 It seemed t.hat th,e verliqtes
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were clearly ascendant within the NP. But Treurnicht

rapidly emerged as the leader of a strong conservative

group in the party.74 prime Minister Vorster, in order to

contain the dissension in the ranks, began to tilt in his

public pronouncements (al though not in his practical

policies) toward the verkramptes, directly attacking the

verligtes in a 3.974speech.75

In this context, right wing Nationalists withi~ the

educational apparatus cameto see the role of Afrtkaans as

one of symbolic political importance. The lack of

assertiveness in DBEpolicy on the use of Afrikaans was

seen as part. of a pattern of weakcOlllInitmentto traditional

Nationalist values, and as something that had to be set

right. This feeling emerged most clearly at the 1975

conference of the Federasie van Afrikaanse Kultuur-

verenigings.16 The conference passed a motion calling on

the government.to promoteAfrikaans in all possible ways to

achieve its 'rightful position' in schools for blacks and

l:;sians. proposing the motion, Prof. J..H. Senekal said

there was concern about. the position of Afrikaans as a

lan~,uageof use amongst black people, especially in the

black urban schools. For the continued existence of

Afrikaans it was important that it should become 'a

language of use of the black man'.

Mareesupported the motion..77
FormerMinister W.A.

But already the verkramptes within t~e DBEhad launched an
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offensive on the issue. Ameeting of Transvaal inspectors

in January 1974 passed a resolution that Arithmetic and

Social Studies ought to be taught in Afrikaans. 78

DepartmentalCircular No.6. of 1974xe-asserted the need

to apply the fifty-fifty rule; and while the Afrikaans

version of the circular added the qualification 'where

ibl' th E I' h 'd1.'d not.79poss e, e ng 1.S ver-saon The i:ircular

stressed the need for application to be made to the

Secretary for any deviation from th~ fifty-fifty rule. It

thus represented a clear policy reversal. 80 From late

1974, there was a stricter application of the fifty-fifty

rule I and a greater rate of refusal of applications for

exemption.81 This was especially the case in the ~outhern

~ransvaal, where RE!gionalcircular No. 2 of 19"/4imposed

the earlier decision of the inspectoru to force the

teaching of Maths and social Studies in Afrikaansi the

circular failed to draw attention to tbe possibility of

obtaining exemption.82

Thepolicy of enforcing instruction in Afrikaans was almost

universally unpopular in urban areas, because it forced

teachers to te~ch in a language in which few of themwere

proficient, and which was little understood by their

pupils:

Almostall the African teachers were never taught
through the Afrikaans medium.•. and therefore
could not teach •.• children. 83

Youare a teacher and you have not read a single
bookor 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 teachcrs.~. could not cope with handling a
scientific subject in Afrikaans. 86
•••we encGuntered some difficulty in getting
teachers who can teach these subjects throu9h the
Afrikaans medium. 87

ATASA itself was sufficiently antagonized by the policy to
send a delegation to Pretoria to complain about it.SS

The insistence on the Lay policy of elements of th~ white
inspectorate generated immense friction between the DSE Qn
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
w~re interested in the black child being
Afrikanerized. 89

He had found the inspectorat~ totally unsympathetic to the
fact that many teachers who had (I!laimedto have been able
to speak in Afrikaans, in order to get a post, were in fact
unable to do so.90 Another principal, finding that his
students were Inaking nc headway in Mathematics when using
Afrikaans, instructed his teachers to change to Englishr
and lobbied the department through the school board for
approval of this change. 'The response of the. inspectors
was to have him S1.lrAlilonedtI.:> the departmen't to account for
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his deviation from departmental policy.91 The newpolicy

thus in practice not only failed to strengthen the

ideological influence of Afrikaner national~3m on blacks,

Toutcreated a new grievanc';' in the educatiGlnal sphere,
\ :

whichwas strongly felt by teachers and students alike.

writings on the ~h"-~entuprising of 1976 have generally

ignored the role '-of the school boards in opposing the

impc>sition'of Afl:'ikaans as a teal~hing med~.,u.m from 1974..

But /popular opposition to the policy first manifested

itself in the resistali1~e of certain school boards.

However, throughout the'iperiod from 1974 to :t916, the

Department. showed no inCli!ration tit listen t" these views.

It responded to the J;tio8Jrds'opinions with threats or

disciplinary action. Here was the central contradiction of

the boal:."dsystem: namely'that the authorities wanted it to

incorporate blacks int,:;ga sense of participation in the

education system, but:. they WE! l not prepared to q1ve the

boards the decision-making powers that would have been

essential if they were to establish a x'eal social base.

The DBEwanted communityparticipation in education, but

only as long as the commurd..ty's views coincided with its

own.. This approach guaranteed in advance the failure of

boards as a hegemonicstructure.

Discontent about the Afrikaans policy resulted in a meeting

of 91 delegates from school boards of the PWI and western

Transvaal areas, held in Atteridgeville on Dece:nb..)er21st,
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1974.92 The tone of thE!~meeting was relatively mild but,

nevertheless, strongly opposed to thE! use of Afrikaans as a.

mediumof instruction. ~l l'lF)morandum1wasdrawn up demanding

an end to the policy 6 and a deputation was chosen ,to meet

the DB:E on the lrt81tter.93 The views of the meeting were

courned in terms of sUPPI::>rt for the hOll1elandleade:iCs' views

that secondary educatitm should be conducted in English.94

The meet,ing also SUPpc)r'ltedthe idea of seeking a Supreme

court injunction if thE!lDBE proved to be intractable. 9.5

Some however6 did expre.ss more combative views: Mr. M.

Pete.I a memberof Atte:r.i1tigeville schdlol board, called for a

school bo~tcott if the policy were not, reversed. 96 The very

limited demandof the school boards lJI'asmet with implacable

opposition from the DEirE. A furtt.ler meeting of school

boards = was held in January at which tlgreat dissatisfacti.on"

was expressed at the (i(epartment's :refusal t~o compromise

with the boards. 97 HCliwever,the l)BE was determined to

repress any oppl';)sition to its po2ioies. A later planned

joint meeting of' school boards at Ste.l-okenqwas banned by

the cireui t inspo::tor of Vereeniging Ji98 In il,tteridqeville,

the c..hairman of the ~~chool board was silcked for his

opposition to the Afrikaans polidy, and this provoked

provoking a school boyc(;:ltt.99 Circulars number 6 and 7 of

1975 were issued by the DBE to firm up its posit,ion~ they

reaffirmed the 50-50 El:1gJ.ish-AfrikaransrUle, and forbade

school boards to decidE~ on th€. medium of instruction in

their sch""ls.lOO W.c. ,i~ckermann,the Regicnllal Director of
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Bantu Educi!lltionfor the Southern Transvaal, tolcl one school

board, whi<::hhad instructed its teachers to use English,

that its gx:'ants for teach~rs' salaries would be cut off if

it did not co-operate.101

These strol;lg-arm policies did not, how~ver cr,acll:the school

boards' Op):>oGitionto the Afrilt~lans mediumof instruction

policy. f!teveral school board~~ in soweto p.~rsisted in

inatructin,g their teachers to use English .iIl~S the sole

medium.102 Boards in the Port Elizabeth area \lllso took up

the issue. The Eichoo'l board,J; in the Port~ Elizabeth

tOWllShips,in February 197b pr~;;;;4~nteda' joint lnlemoranduIltto

the Inspector in the area call~:ng for abandonment; of the

SO/50 pOlicy~~03

With the beginnj,ng of the 1976 sohool year, the conf"lict in

Soweto deepened. On 20 Ijanual:y the Meadowlands Tswana

school board met the lo-::al cireui t inspector to discuss

the issue. The inspector took an approach which was,

characteristic of his department: he elrgued -that as all

direct i~,,'iX paid by blacks went to homeland education, black

educati,on was being paid for by whites: the DBEtherefore

had a duty to ' satisfy' white ta.x payers ,1.04 Not

s'llrpri 'Singly, the bOard memberswere unimpressed by this

analysis, and voted unanimously that English should be the

mediumof instruction in schools under thei't' contro1.105

Following this! two :roambersof the school board were
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dismissed by the DBE and the other seven members resigned
in protest.106 The story of the period leading up to June
1976 is, in part, 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 issueq Rather,
underestimating the potential of popular opposition, it:
WE!l.t in the oppo.site direction I' playing to its rightist
constituency. Thus, Vorster clearly diq not obstruct the
ideological thrust of the Afrikaner right. To a

considerable extent his policy was one of giving the right
of the NP their head in the cultnral and social sph~re,
while carrying out a slightly more pragmatic orientation in
the economic field. As part of hi~~ a';:.tempt,to placate the
verkramptes, in 1976 Vorster made 'i::.hedecision to reassign
the notably reformist Oeputy Minister of Bantu

,

Administr(ilt.ionand Development r P)I~rlt Janson, and replace
him as Oleputy Minister of Ban~~u Education with the
Ve:t'kramptE~leader I 1-..ndries'Y'reurJ'jicht.107 This clearly
strengthened the hand of the eX'I::remeright within the
educational bureaucracy. And Treurnicht's unshakeable
connnic:mtantto the hard line land~uage policy played an
important role in triggering the uprising. He relentlessly
pursued the fifty-fifty policy in secondary education,
despite the opposition of parentis and teachers and rising
student discontent. lOS It was he who on 11 Jun~ 1976
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announcedthat applications to depart from the fifty-fifty

rule b7 five Soweto schools had been rejected.109 This

position was taken despite the fact that these schools were

on strike. During the parliamentary discussion the Deputy

Minister protested ignorance of a violent incident at

Naledi, on which the Oillie c()mmissionc<.(,.ented that it

was "hardly possible that thll! Minister would not have

received the correct and full dl~tails ..11110

!I

The intransigen,ce at the DaE ov~,r the 'P1frikaans issue

provided a single political foclus for the pent-up anger and

, frustration of school students. 'ltbe new political cu;.tture

that had arisen amongst the lll~pnn youth during the first

half of the 1970s began to expr1essit~elf on a wider scale,

and more forcefully I as the school student,s of Sowetobegan

to revolt against the DEE's policy from the beginning of

1976. Having ignored the representations of teachers an?
school boards against the policy, the DaEhad itself openeg
up a situation where the students cOllld no longer have any

hope that the mediation of township elites would resolve

their problems.

The first indication of,trouble in Soweto schools ov~r the

Afrikaans issue took place on 24 February when students at

MofoloSecondary School argued with their headmaster about

it, and he called in the police.111 During Marchthe Black

Peoples ccnventa.enI SASOand SASMwere active in Soweto
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schools on the issue.112 In the next month strikes began

to take place in schools around the sacking of three school

principals by the Tswanaschool board in a row related to

the Afrikaans issue.113 orlando west Junior emerged as a

storm centre of the crisis. On 30 April, :!students there

went on strike against the Afrikaans mediumof instruction

policy;114 and on 17 Maythey held another boycott over the

dismissal of a memberof the school board, bombarding the

principal's office with stones. liS
up and present to the head a

They proceeded to draw

memorandumof their

g:t'ievances.116 By 16 May a boycott over Afrikaans had

; t develop~d in Phefeni Secondary school; it then spread to

Belle Higher Primary School, and on to Thulasizwe,

Emt,honjeni,KhuloNgolawaziHigher primary schools.117 The

involvement of higher primaries is, as pointed out"

significant because their highest form was aff·ected by the

DBE's Afrikaans decree. The actions were of a mili tant

character, including a demonstration at Thulaizwe and at

Belle, the locking out of staff and boycott-breaking

stUdents by the militants.l1S On 24 May, pupils rejected a

call to go b~ck to school by the Orlando-Diepkloof school

boardsl19 and the strike spread to Pimville Higher

Primary. 120 SASM moved to consolidate the situation,

holding a conference at Roodepoort at the end of Maywhich

discussed the campaign against the enforced use of

Afrikaans. 121

The explosive anger of Soweto youth is suggested by two
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incidents which occurred at this time. On 12 Hny a woman

teacher was walking to school when she was stoprped by two

youths who intended to rob her. She yelle1 for aid and

more than 100 students from Orlando North Secondary School

rushed to help her. Theypursued the robbers, caught them

and beat them to death.122 In another inciderlt during May,

a teacher at Pimville was stabbed :by a student. When

police tried to arrest the student they were stoned by his

colleagues .123 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 Wf~.S fighting at Senoane Junior School

and elsewhere between boycotters and students t:Lying to

return to work.124 On B June security Police arrived at

Naledi High School and attempted to arrest the secretary of

the SASMbranch. Students attacked and stoned the

policemen and burnt their car: they had to he rescued from

the principal's office by reinforcements. The next day

police whoreturned to the school were driven off by stone-

throwing pupils.125 The situation worsened as examsbegan,

and students at several schools refused to write.126 By

this time collective action was being called for, and, in

this context, SASMconvenedthe meetings of the 13th June,

which founded the Soweto Student Representative Council
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(SSRC). This body then organized a mass student protest
against the use of Afrikaans fo:r16 June.127

Conclusion

The reorientation of state policy on labour supply in a
more pro-capitalist direction, provoked an internecine
struggle within the state, as right wing elements attempted
to prevent what they saw as a drift to ideological
compromise. In the course of this struggle the right took
up the language issue in the Bantu Education system. The
general drift of state policy in the early 1970s was toward
a closer harmonizing with the need of industry for skilled
urban labour. But this attempt was doomed to frustration.
Firstly, the state was trying to conduct it in the
framework of Grand Apartheid. This meant that an urban
working class was being reproduced within a system that
could not conce Lvab Iy accommodate its political
aspirat:ions. Secondly r the ambiguity of trying to
conciliate different Afrikaner sectional and class
interests within the NP undermined the possibility of the
state carrying out decisive and effective educational
policy. Thirdly r the vast expansion of numbers in the
educational system drew vast numbers of urban youth into an
under-resourced system that could give them a common
identity, but could not E~ffectively carry out its lntended
socializing role. Finally, the youth had themselVes
created a new political culture lIThichprovided them with
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the resources to challeng\a the state, as t.hey did on 1.6

June. Whenon that dayI police and students met, the

subsequent .shootings by the police and the ensufnq nation-

wide revolt by students turned south African history in a

newdirection.
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Il'1 concludingI I will return t() the issues raised in the

f.irst two chapters. ChaptsJ: One identified certain

p:roblsmsin existing theoretical approaches to the analysis

o:Eeducational systems and conflict wit.l:linthem, especially

the tendency of reproduct~;onist theories toward

functionalism, and culturalist theories toward voluntarism.

It argued that educational systems were best analysed as

part of the state, which should not be understood in an

instrumentalist manner, but rather as a contested field of

social relations~ The chapter suggested that such an

approach, by recognizing both the structural charact~r of

education systems, and that t.hey were the terrain of

conflict and shaped by it, enabled us to integrate the

valuable insights of 'i reproductionist and culturalist

theories, without f"alling into their respective oVer-

emphasesof the objective and the experiential. In Chapter

Two,on the basis of the position developed in the previous

chapter, a numberof propositions about the specific nature

of the South African educational system and its ct1nflicts

were developed. It was claimed that there represented a

moreadequate analytical approGl.chto the issues in question

than could be derived from a simple application of existing

reproductionist or culturalist theories. The cent~al

section of the thesis sought to test the validity of the

propositiops by examining the social history of African
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education and educational conflicts between the 1940s and

1976. This chapter contends that this historicall

investigati.on has demonstrated the validity of these

propositions, and therefore also the validity of the

theoretical appr(>achdeveloped in Chapter One. The present

chapter will o0l1.so1idate the argument of the thesis by

returning 1:0 the central propositions whiCh were put

fe>rward earlier in the thesis, and will show how the

subsequentbistorical study has provided support for them.

It will also SU(1gesthow developlM::!htsf~in~e 197'6 support

the type of analysis developed here.

Firstly, it wa.s argued that there ~'as no :£i~~~d and

necessary l:elationship between Bantu. Edur.!At-~onand

capitalism, but. rather a contingent and changi:ng one.

Reproductio:nists have ter-ded to see apartheid ~ducation as

fulfilling the r1l!:~eds of c~pitalism" The' lihellp.l' critique

of aparthei(i naa implied that state policy, including

educational poli.cyI blocked capitalist development. What

has been shownhere is that neither of these simple; one-

dimensional rela,tionships holds consistently. In certain

pe~\ods and in certain ways, Bantu Education met the needs

of capital; at other moments, and in other ways, it

obstructed capitalist development. We have seen that in

the 1950S, by drawing urban youtn into the school system

and providing semi-skilled labour, state policy did answen

the needs of uz'ban cap i,talists for social control of the

urban work:i.ngclass and the reproduction of the industrial
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labour force. In addition, the financing structure of the

policy enabled it to be implf:!mentedwithout imposing a

massive tax burden on employers. Howeverduring the 1960s,

officialdom pursued apartheid policy in a mUf",h more

ideologicalJ.y riqid way. ,i'he deliberate refusal of

government to develop black urban secondary education, and

the strangling of urban technical and further education,

which were part of the Verwoerdian attempt to push black

people intc) the Bantustans, ran directly against industrial

capitalists'" interests'~ The.Jresulting lack of adequately

educated employees became a major problem for industry by

the end of the 1960s. It was only after a major political

campaign by indUstry in the early 1970s that government

moved to remedy the situation, by expanding black urban

secondary education, and reintroducing urban black further

educatic;m. from 3.972. Thus the relation between Bantu

Education and capitalism was supportive in some

conjunctur~s and conflietual in others.

This argument implies 'that there was also no fixed

relationship between sta'~e educ,ational policy-makers and

(.}api talists. The state ~~ducationsystem d.id not function

as a sim~le instrument o:~ capital; bureaucrats had their

ownideological and organi'zationall interests which th.ey did

not hesitate to pursue. The thesis has suggested that the

complemel"l.taryrelationshiF' between state education policy

and urban capitalists' needs i"l the 1950s were the resul'\:.
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of relati vely contingent factors. Governmentwas faced

with an urban crisis which required urgent resolution. In

order to regain social control of the cities it embarkedon

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 government policy - the urgency of the

problems in the cities, the existence of mass political

opposition, and the need to avoid disrupting a fragile

eccnoey ... pu:shed it toward relatively pragmatic policies,

whicp would stabilize urban life. Howeverin the 1960s,

government, having broken political resistance and entered

a periOd of economic boom,was able ruthlessly to pursue

Grand Apartheid policy. The Bantu Education bureaucracy

whichhad been created by the restructuring of the state in
\
I'

tl'ie 1960& pursued their ideological interests in a way

which was quite contrary to the interests ·of industrial

capital/The change toward an education policy more

adapted to imiustrialists' requirements in the early 1970s

was in part the result of the new influence on government

of a growing Afrikaner manufacturing sector. Without

direct access to the bureaucracy or the tIP hitararchy,

Anglophonecapitalists had to lobby very energetically to

get a hearing.

~Ihe independent interests of the bureaucracy were also

apparent in the campaignfor Afrikaans language instruction
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by sections of the bureaucracy in the 1970s. As we have

seen, this in fact cut across the earlier (and eminently

reproductively adapted) I policy whereby t.he predominan":

language of employers in a particular area dictated the

mediumof instruction. The Afrikaans instruction poli~y

was a negative response by conservative Nationaliets to the

pragmatic, somewhat pro-capitalist, shifts in apartheid

policy made by the Vorster re9'ime~ While the policies

pursued by the educational bureaucracy and the needs of

capital overlapped on occasion, tll,l?Ywere not necessarily

linked.

Secondly, the thesis has argued that the Bantu Education

system did not, as reproduc1:ionists tend to assert, only

:reproduce an l,1nskilled, migrant labour force. Rather I

education policy had the effact of reproducing different

fo~~s of labour at different times and in different places.

We saw that the emphasis on primary education 'in the 1950s

effectively generated a semi-skilled work-force. The move

to a greater emphasis on secondary education in 1972helped

create a labour force with a much greater proportion of

black technical and clerical emplo:!('ees. Rural education

was geared to supporting the Bantustan structure, in a more

effective ~ay than was urban education. The relation

between schooling and the labour market changed across

time, and differed betweenurban and rural situations.
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Thirdly, the thesis has argued that urbanization and

secondary industrialization were central to the origins and

evolution of Bantu Education. Wehave seen how the urban

crisis of the 1940s and 1950s produced wide-ranging

dominant class sentiment in favour of the development of a

mass education system. In its initial phase, the late

1950s and $larly 1960s, the new schooling system was

primarily shaped by the pressures of tne urban crisis. The

policy was an integral part of the urban restructuring of

the 1950s and early 1960s. The neglec'c of secondary

schooling during the 1960s caused growing internal strains

in the ecluca'tion system and the labour :market, which

focused in citie~ .. The change in policy in 1972 was a

desperate ('~t,~temptto ove:t'comethese tensions.

Fourthly, following from our view of the state as a

c\,:ptested fiel(1 of social :telations, embodyingthe outcomes

of conflicts, it is argued that the shape of the education

system was moulded in pa:r.'t by popular struggles. The

restructuring of the cities in the 1950s, ~)f which Bantu

Education was a part, was to a signific~ant extent a

response to the urban social movements of the period.

Although popular resistance in that decade was unable to

step the implementation of Bantu Education, it did impose

lim1ts on • .....w drastically apartheid could be implemented.

Paradoxically, the resistance itself const.ituted part of

the demandfor education which government tried to C'!'Jntain

through the new education systam. The absence of popular
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organization in the 1960swas a major reason whygovernment

was able to pursue so extreme a variant of apartheid

education policy. We have shown too, how concern over

popular discontent with education in the early 1970s

increased pressure on governmentfor 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

interests within the dominant classes alsa shaped the

'~)iucation systE:lln,as did divergences wit"..hinthe bureaucracy.

Fifthly, the thesis has argued that the struggle over Bantu

Education was one which involved a battle for hegemony.

The regime did have a conception that it needed to lead the

masses, ratha:c than mer:')lyrepressing them, if it was to

rule effectively. The Nationalist administrations hoped

that Bantustan poli~y wouldprovide the basis of such a new

hegemony. Education, insofar as it attempted to win

popular allegiance to the Bantustan system, did have a

hegemonicaim. Wehave seen that some successes in this

direction were achieved by the state in the late 1950s and

the 1960s. The school board and committee system did

actively incorporate large numbers of people into the

running of Bantu Education. 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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bet~re with someschooling, was a 'material substratum' for

mass participation in the education system.

Yet, we have seen that lBantuEducation was unable to win

the activE' support or allegiance or the mass of the

population. It faced severe resistance in the 1950s from

the ANe's school boycott, local boycotts of the school

board system, and fror..·the campaigns of radical teacher

organizatirLr<L? While a combination of repression, the

attractions of an expanded schooling system, and parents'

knowledge that state schools had a monopoly of

certification ~ccepted in the job market, ensured the

defeat of these movementsI they both reflected and helped

create a popular hostility to Bantu Educatlon.. Wehave

seen that officialdom undercut its ownattempts to build a

neweducational hegemony. The racism and authoritarianism

of the Department's officials alienated parents, students

and teachers. The board and caromittee system generated

great resentment: it was too little of a democratic policy-

makingstructure to at'cract lasting popular support; yet it

had er:bughpower at a local level to act in a tyrannical

fashion toward teachers and thus lose their sympathy_ More

fundamentally r it has' been shown that the material

deprivations to which Nationalist governments subjected the

education system created constant new resentments,

particularly in the light of the obvious racial

inequalities in education. The events leading up to 1976

typify these failure to win allegiance. The government
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ranunedthrough the Afrikaans instruction policy, despitQ.

the protests of school boards and students, and in the

oontext of a system collapsing under the strain of a rapid

and poorly funded expansion. The popular response to the

education system in the 1960s and early 19705, in general

was one that we have characterized as one of ~quiescence:

acceptance Qf a p~ag:matickind, lacking any element of

active identification.

The most coherent attempt to generate an educational

counter-hegemonywas the ANC's school boycott campaign.

Despite its remarkable achievements, it could not compete

with th~ dtate system's capacity to provide child-care and

marketable qualifications. The other resistance movements

which we have examined never apPl:'loachedthe counter-

hegemonic character of the. ANC's campaign. Boycotting

school boards did not in itself provide an educational

alternati'tle. Teachers' organizations were too small and

sectional in the scbpe of their ac~vities (in the case of

the Transvaal) and too sectarian (in the Cape) to address

the challenge of creating a new educational hegemony.

Student protests were too localized and diffuse to be a

serious political threat to the DBE. Tlle re-emergence of

student protest in the early 1970swas initially small and

ideologically incoherent.

Sixthly, the thesis barr ,rgued for the significance of
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popular culture in moulding responses to the education

system. Wehave seen that in the lS50s, the predominance

in urban areas of an individuali.stic, gangsterized stre(lt

sub-culture created an inhospitable environment for the

ANe's attempts to orglanize yout]" A Ist~ongsub-·culture of

localized, anti-authc)ritarian res.l,st.ance existed in the

rural mission-founded boaraing schools, which gave rise to

a series of riots reflecting student hostility to racial

&uthority, but urban schools proved fairly paasLve., We

have see..<, that Bantu lr.ducationhelped create, by the early

1970s, a Lewsub-cultulre amongstyouth. A commoneducat: '.'1

created a commonexpell:,ienceand identity for youth at the

same time as the urban and poli tical enviJ:'onmerftswere

changing rapidly.. ThIs new sub-culture was to prove moT:':

conducj.ve to l)OJ.iticiza't:ion than the forms of youth sub-

culture that existed in the 1950s. By the mid-1S70s a

repertoire of .resistan-::e ·jas d~ve~oping in urban schools.

The difference in the political C-.ltects of the 1.950sand

1970s youth Eub-cultures underpins the' insistence in the

thesis that. not every form of oppositional hehaviour has

transformati~~ poten~iale

Fina.lly, the thesis has argu2d that analysis of teachers'

responses to the educational system need to be info~~ed by

understanding of their ambiguousstructural position which

makes them vulnerable to political and ideological cross-

pressures. Wehdve se~n howthe social crisis of the 19405

precipitated a teacher radicalIzation, and how in the
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'~ontext of mass popular :t'esistance in the 1950sI radical

teachers' organi~~tions came to the fore. The repressi ve

con.ditions of 1960s on the other hand, creatp.d ideal

conditions for the growth of conservative teachers'

organizatiCJns. We have seen that the ideology of

professionalism has been ambiguous in its impli~~tions for

teachers c While for some it was an ideological prop for

conservative views, for others it engendered a deep sense

of dedication to education, '~ihich was outraged by state

policy. The ultimate irony of Bantu Education's effect on

students was that its flagships, the homeland TJniversities,

produced, by the ear.ly 19709, a new generation of

radicalized teachers who proceeded to 'consci$ntise their

pupils.

To what extent can these perspectives be applied to

analysis of the -oris is-ridden black education system of the

1970s and 197091 I would argue that subsequent events

serve to reinforce the validi ty of the approach taken in

the thes is.1 The re1.ation between apartheid educatri.on

policy and capitalism continues to be shifting and complex,

rather than a straight-forward one. During the 1930s, the

ruling party shifted from an overtly racial ic!eology of

education to a techltocratic one.2 The linking of ~lducation

policy to capitalist economic development is expressly

c. . located by govermnent leaders .. In keeping with this

ideology, terti ..ary ,education and priVate schools have '1!i!en
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desegregated, and private sect.or initiative in education

encouraged. Racial inequality in educational spending has

narrowed markedly. In part this reflects the greater

weight of capitalist interests in the NP, as compar~dwith

earlier periods. Yet the NP government has a commitm~ntto

racial structuring in education that cannot be reconciled

with any view of the state educational bureaucracy as an

instrument of capital. state schooling remains effectively

racially separate. Int,egrationist measures such as the

creation of a single education ministry, which are strongly

supported by lead;'ng capitalist groupings, continue to be

rejected by the NP Leadez-ahi.p, The NP's policies may

ovel~lapwith those of capital, but are in no aense simply

dictated by them.

The manner in which the education system reproduces the

labour force continues to change dramatically I. The late

1970$ and early 1980s saw a vast expansion of' black

secomdary education, to over a million pupils in the mid-

1980s. This underpinned a continuing shift toward higher

levels of skilling of the workftlrce. Bantu Education is,

even less than :tn the period discussed in this thesis,

simply a source of unskilled labour. But nor does the

relation between educational growth and the labour market

suggest a simple eooncmd.c explanation of educational

growth. For between the ~id 1970s and the mid 1980s, total

.black primary and secondary school enrollments grew

massively from 3,700,000 to 6,000,000,3 \'lb.ile the numberof
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formal sectcr jobs available virtually stagnated. Popular

political pressure.s for educational provision, and

calculations by qovernment that schooling would control

youth discontent better than their being on the street,

have certainly played a role in this expansion.

Urban issues have remained at the centre of policy

conflicts and chanqes in education. The :mass school

student 140vementsof the period llave been centred in the

toW'ns. Government educational policy in the 1980s' has

focused Qll addr~ssin~ the educational problems of the urban
economYfand the P91itical pressures of: predominantly urban

po'-\~lar movements.

Far more dramatica.lly than in the period considered in the

thesis, popular :movementshave shaped education policy, in

'rohe .last decade and a half. The revolt of 1976 led to the

w.tthdrawal of the "Afl:ikaans instruct.:ion policy, and some

mo\'iifi~ations of depart~ent.al policy. The De Lange report,

whi\?h proclaimed the attempt to reform education in the

1980.~, emerged from the period 'Of the 1980 school hoycotts,

which finally brouqht bome the lack of viability of

Verwoel"dian educational polic~ .' The reduction i.')f racial

ine.quali ties ill educational spending haa been part of

govermner.t1S a.ttempts to re£(;\shion education to contain the

massive youth revolts of the 1980s.

498



More clearly than in the 1950s too, a p~pular challenge for

hegemony in the educational sphere has emerged. The

National Education crisis committee (NECC) made, during the

mid-l.9S0S1 the most ~Jtibstantial attempt yet to forge a

l"opulax-vision of education which could unite teachers,

st.udents and cOl1lll1unity. This experience may well have a

fo:li.:~ativ@i.nfluence on post"·apartheid Gducation. In

contl='ast to tha 1950s, th'~l.~eh.t a set"ious possibility .of

popul.'j1;r-basedrecasting of tlle education system.

\
Finally youth culture, fo~'t"better and for worse has moulded

popular response to educational issues. A culture of

mili tdncy has developed amongst youth. It has on the

positive side, generated, unprecedented levels Q£

':, organiz~tional and political coherence amongst youth; mpre

negati vel:t it has also legi ti'Qized random violence and

factional strife. It thus seems more valid than eveb to

make a distinction between tit"ansformati ve and non-

transfor:mative oppOSitional behaviDur.

Teachers cont.Lnue to be c;r:oss-pressured by changing

politic31 and ideological currents. African teachers

or9ard~ations continued to taJ:e. a conservative position

until. the early 1980s. But with younger teachers joining

more radical organizations and pupils and teach~rs coming

into confljct, a realignment took place. In the mid-1980s

both the more staid and more militant teaChers
organizat:l.t>ns allied themselves with the NECC. The
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militanoy of \:he 1.950s seemed to have re-emerged. Yet

te-:;chers were often also deeply demoralized,. and poorly

trained., :1.'heloss of the sense of 'professionalism' of the
mission era was not necess~rily to the gO¢do

As this ditr.cussion $.\U9gests, the coneequencae of

"'lerwoerdiartedu.cati()nalpolicy are very much still with us.
South Africa's t.~ople will be traqically burdened with them

in confronting the task of creating a post-apartheid

iucational systent ..
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1. For my analysis of state education policy and
educatit'mal conflict after 1976 see J. Hyslop,
"School Student Movements and state Edunation Policy:
1972Mw1987" I in W. Cobbett and R. Cohen fopulal"
Struggles in South Africa, (London, Review of African
Political Economy/James Currey, 1988) pp ..1S3-209, and
J. Hyslop, "Schools, Unemployment and Youth! Origins
and significance of Student and Youth Movements,
1976-1987", E§rspectives in Educaticm, Vol ..10, No.2,
Summer 1988/9, pp.61-69.

2. SA!RR, Rage Relations Syryey, 3.985, (Johannesburg,
SAIRR, 1986), p.376.

3. Department of Education and Training, Annqal RePQrt.
~, (pretoria, 19B7) p.71.
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APPIDlDIX It:

METHODOLOGICAL NOTE

The theoretical discussions in chapters one ?-:i two have

direct implications for the methodological approach adopted

in this thesil=',. There it WetS suggested that a one-sided

emphasis on either structuralist pe:r'spectives stressing

external constraints on socieL act.Lon or culturalist

p~rspectives stressing the capacity of individuals to

generate their own autonomous responseEI to a situation was

misleading. 'This methodological note 1i1ill argue th,'it South

African &istorical sociology has become excessively

polarized between such emphases on structure and agency.

The metnodological thrust of this thesis i8 to attempt to

bridge this division by addressing the concerns of both

trends.

The 1970s saw immenseadvances in our understanding of the

macrq-patterns of South African historical development,

notably through the work of Harold Wolpe,l Martin

Legassick,2 and the 'Poulantzian' theorists.3 Such

coatributions .c:harted the major developments in capita' ist

production and the state in modern south Africa and

attempted to t.heorize these in a new and coherent way.

However during the 1980s a stl::,ong school of social

historians de'lleloped,4 who criticized the work of the

previous decade for failing to examine the subjective
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experiences of groups and individuals involved in social

processes. The social historians produced a substantial

body of work charting the cultural, political and

ideologicaf responses of South Africans to the

transformation of their society. There wa~a strong focus

0....the construction of identity, on the specificity of the

experience of local communities, and on the validity of

personal testimony as a historical sou~ce4

It is in a sense ine:'ffitable that such a division should

arise: as Giddens5 points out, the ~;mphasis given to

structure or to agency is a perennial issue in Sociological

analysis .. However in the South AfrLean case, the

polari~ation of these emphases has become counter-
1\
II

productf~ely int.anseI as can be seen in the case of the
\, ,."

recent attack on the sbcial historians by MikeMorris, who

presents the social historians as simple empiricists.6

Morris 1s correct to suggest that there was a tendency

amongst social historians to be dismissive o,f social

theory. At its worst this did lend toward a situation in

which local case studies proliferated without any attempt

to draw out their broader implications for our

understanding of the social structure. However a position

such as that of Morris falls to recognise the valid

contribution of the social historians. Their work is

soundly based in three centrally important respects.

Fi:rstly, it recognizes that the active responses ('Jf groups
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and individuals to their society actually mOl.;;Ldsooial

outcomes: it is only by detailed in¥~stigations of the

process of such struggles that we can understand howsuch

moulding takes place. Secondly, su.bject!ve responses to

social change~ are not somehowoutside of socia.l reality;

the ideology and cultural activity of social groups is

itself part Q·f the :reality TN'hichneeds to be explain~d.

Thirdly, the validity of broad-scale ~xplanations of $ocial
.'l

change needs to be tested against empirical case studies.

In taking this view, I follow Perry Andeiz:;on'sde5:enceof

the notion of falsifiability ..7 No tru!ocy can be finally

') validated; a theory is necessarily a. provisional

explanation Qf our pre&ent,evidence and thus su1Jject to
,."--\

disproof through empirical investigation .. If s'tudies of

south African social history' reveal phenomenawhich caml1ot~

be accourrcedfor by an existing theory I then it iEI; 'the

theories .whichmust be discounted, not &sMorris appeaLr1&1;0

suggest, the evidence!8

Thewayfo~rd for South African historical research is, I

would argue, to draw on the strengths of both the

structuralist and culturalist strands in :modern

histC'Jriography. It is necessary to attempt to theorize the

implications of our research, and thus to de'v'elop an
,

jl

increasingly sophisticated undez s tianr.d.nq (>f broad

historical patterns. Yet, at the same t:Lme, such

theorization lUllst take account of the active struggles

which shape structural relations; must r~~c("gnizethe

519



significance of the subjective within social reality; and

must be subject to the testing of its ability to explain

historical evidence. The thesis strives to achieve such a

synthesis. It sets out to,obtain a broad national picture

of education conflict in our period. In order to sharpen

the focus it concentrates on two key r~qions - the Randand

the Eastern Cape. Within this wide-ranging frameworkit

seeks howev(,r,to understand howthose located within, and

in opposition to, the structures of Bantu Edut;.~tiQn

experienced it ..

[!
,I

The th~.sis pursued the ecncerns of structuralist-inclined

workinsofar as it sought to examinethe educational system

on a national scale, ancll over an extended tillle-period, and

to theorize the process of chattgewi-ch,lnit in relation to

a broader analysis of South African society. ').1e approach

taken vas largely that of using documentary methods:
H ,)

archival sources I official publications and newspapers.

Thesewere exam.5.ned with a view to assessing whether they

provided evidence supporting or contradicting my existing

understanding of change in the education system.

As Bulmer9points out, meth.odologicaldiscussions in social
science lllaysomet.imest~rfd to reconstruct the process after

the fact to suggw-....t that an ideal experimental model of

research has been fOllowed. I will resist the temptation

to do this. My e:q>erience was that there was a more
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c:lynamicrelationship, in my research on documentary

sources, between evidence and theorization than notions of

'testing a hypothesis' would suggest. WhenI set out to

investigate the nature of conflict in education, I was

looking primarily for mater~al on popular movementsand

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

that I saw understanding its policy initiatives as

unproblematic.. I believed t.'liit apartheid educat.Lon and

capit~lis:m were mutually reinforcing and that state

educaticm ~Qlicy nec.I\T'·'<l','1rily supported oapitalist
(,;,

interests. Il.sofar as ll'I.1; .l!',.)< !larch impinged on state policy

I e:xp,ji:t~d to find adequat-a confirmation of this
/1

pere~ctive. However, as my research progressed, I found

more and more material whic'tl could not l:le accommoda'\;ed

within this instrumentalist account of the state. Fcrther

theoretj;:pal reading and reflection led me t~ realize the

need to change m.ytheoretical assumption;~,;if I were to

give an Ct.gequateaccount of educational conflict. Thus; I
,..

began to r-,c';~~~~':i:<nuy approach to analysis of state,

reproduction and resist.(!!'lcj~~1toward the viewpoint indicSltad

in Chapters one and Two.The newtheoretical approach which

I had developed~ then becamethe basis of IllYnew analysis~

Thus I had discarded m.yexisting perspective in fa70ur of

one more able to explain the process I was studying.

(Ollelimitati.on of the research in respect of state policy

is that I have not used material from the state archives.

This was because whenI commencedmy research the material
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dealing with the period of the implementation of Bantu

Educatioll was not open. I did obtain access to the

Dei .J.rtment of Education and "Training records, but the

documerrcswhich I was allowed to see were statistical

returns which were not appropriate for a study such as the

present one).

Re&earchwhich related mor.6': to the concern...' of the social

historians was that based on interviews with teachers, as

well as someof 'l'! e archlva:'"work. Over forty intervi:aws

'were ca:tried out ill the cWitirse of this work, of whic:h

ninetef,:Dprovided material of suffici.ent interest to be

used in the thesis. (One. in';;ervlew !lsed in the thesis -

nUmber20 - was conducted $,t the beginning of the r~search

with an important teacher leader). As the research was

directed toward obtaining quali tati ve material, i't was not

imI~ortam~!for the interviews to represent probability

sample. 10 I was primarily interested in teacher's

testimony for what it could tell meabout their experiences

of Bantu Educa.tion, rather than in trying to assess the

support for particular- viewpoints amongst them. ~!::he

teachers were a 'snowball' sample:11 an initial grou~ of

black secondary school teachers was contacted and those

were tb~ asked t()' .r~cornmendother teachers whocould give

worthwhile insights into their experiences in the period.

There was an attempt to include both older missi~n trained

t~achers, and teachers who had bean educated within the
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Bantu Education system, and to obtain interviews with

teachers who had experience of bot.h the Eastern Cape

regiotl, and the Rand.

A questionnaire was drawn up on the basis of a period of

extensive documentary :esearch: the issues which had been

ide:ntified as important ones in the documentary research

were transformed into epen-ended questions.12 During the

int.erviews, the semi-structured format1.3was pursued by the

interviewer, in which the questionnaire was fol10wed~ but

when the interviewee raised interesting points, the
,

intex-viewer was free to ask further questions about these

issues. .The interviews were tape-recorded and we'-:-'f~

subsequentJ.ytranscribed for analysis.
Ii

Such oral history methods have estab~ished themselves,

through the work of pioneers such as PaiL;;lThom):~son,14 as a

unique source of historical material on popular life and

culture. The Souti.-African social historians have adopted

these methods enthusiastically. 15 To some extent this

adoption has been wholE.\saleand uncritical, privileging the

perceptions of the interviewee, so that the social

scientist abdicates the task of analysis in favour of

merely providing a 'view from below'. There are also some

inherent diffioulties in the method. In attempting to

interpret the material in a way which was use.ful to U\y

lar':3er enterprise, someof these characteristic problems of

e.;ituating material chronologically enlarged. Eliciting

523



adequate detail on the quality of daily life in the schools

pro"lTedan elusive goaL In tbe oatnplaxand shifting south

African pol~;tical situat.ion, the involuntary psychological
I ..

repression of tra".Iltatic or po'l.Ltically Uncomfortablepasts

is a f~"::'tor. ?aseri.ni's16 account of her interviews with

Italian workers who had ' forgotten I llla~yaspects of life
I

under Fascism strikes an echo in my experience. Yet the

interviews do, I believe, strengthen thj,s study, not only

by showingthe impact of 3tate policy in the classroom, but

also by illuminating the conscf.ousneea and activities of

teachers, students and communities ip a waywhich it would

be difficult or impossible for written sourCes te do.

Without oral history techniques I doubt that I could have

produced evidence of, for exa:mp~e,the :role u£ teachers in

reSisting dominant ideology in the classroom, or of the

role of mil!tant young teachers in influencing stUdents

politically before 1976. In this regard the methodological

contribution of this thesis is to emphas'ize that oral

,.ttistory techni,ques can usefully be applied to macro-

s'1udiesf as well as to biographies and conununity studies.

!n the international histo~ical literature this has already

been well d~monstrated by Frasel. I s oral h.istory based

account of the spanish Civil war,17 and the collaborative

international study of the 1960s Rtudent movementsedited

by him.18 south African macro-historians should not be

dismissive of oral history, any more than social historians

should be shy of theory.
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At the sametime I was struck }:;IY the continuing richness of

tradi tional archi V'Ul.lsources i.n illuminating social

movements. In this respect th~~Tr~ason Trial collection in

the South African Institute for Race Relations Archive at

the University of the Witwatersrand, which comprises the

ANe's correspondence of the late 1940s and early 19505,

proved particularly fascinating. Illteresting material on

the mission schools' declining years was provided by the

Cory Library at RhodesUniversity, and on African teachers

organizations by the collection in the University of South

Africa arcpive. Material produced by organizations is

inherently prOblematic, because of their need to present a

positive picture of themselves to the outside world and the

dF.'isire of leading members to portray themselves i.n a

favourable ligh'l: to their base and =heir superiors. It was

thus difficult to assess, for exampl.e, the extent of

teacher organizations support in a parf,dcular pe; ·~od. Yet

documentsand newspapers can be surprisingly reVealing if
comparatively and critically read.

The use of distinct methods in the study - interviews,

stUdies of documents and studies of publi~hed material

enabled me to strengthen my findings by means of

triangulation. 19 I could test the Yal:idity of a particular
\.

interpreta~ion I was makingby considering whether evidence

of another type confirmed or contradic'C:.edit.
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My hope is that the study has brought together the positive
features of both the trends of historical work which I have
identified in contemporary South Africa. The study seeks
to address both the structural and experiential dimensions
of social change.

\\
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APPENDIX B: QUESTIONNAIRE

SECTION 1: SCHOOLING EXPERIENCE

(a) Did you enjoy your owntime at; school? Why/Whynot?

(b) What did. you like best about school? What did you
like least?

(c) In what ways was your education different from that
which children would get today?

(d) Whatvalues did the teachers stress as important vhen
you were at school?

Ce} Did you respect. your teachers? Why/Whynot? Do
students have the same attitude to teachers today?

(f) What.ki:1ds of work did your school friends <]0 into?

(g) War; there anyone tea.cher or older person who
in1':lllencedyou strongly? Wno, and in what way didthey influence you?

SEC~ION 2 t TRAINING BXPERIBNCB

Ca) Whenyou trained as a teacher
studies intElrest:ing?

did you find your

(b) Were your educational studies helpful when you
started teaching?

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

(e) Someteachers organizations say that it is important
for teachers to view themselves as professionals,
similar to doctors and lawyers. Do you agree with
this perspective?

SBCT:IO)( 3: VIP' 0" TliB Ili'.1'RODUC'l':tOll OJ' ~U BDUCATIOM

(a) Compare the education provided by :mission .~lhools
with that provided by Bantu Education schools~.<o

Cb} Were the relations between missionaries ""nd the
students in their schools good or bad? Give details
from your ownexperience or knowledge~

~)

(0) Do you remember instances of strikes at mission
schools in the ].940s and 50s? Give details a~ld
explain their causes.

\,
(d) Did black communities' views of missibn school~

change in the 405 and 50s?

(e) What were the main changes that the Bantu Education
system brought about in the schools of the cOll\l1l.unity
where you were living?

SZC~IO)( 4: RESISTANCE TO BANTU EDUCATION

(a) What call you rememberof how communities reacted to
Ba1'1tuEducation when it was introduced in tbe 1950s?

(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) CArrA (Tvl. teachers)
TATAin the ]'950s? Did they play an effective role
in opposing Bantu Education? Why/Why not?
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(d) Whatdo you rememberof the school boycotts in 1955?
How successful do you think they were? Why did thay
not succeed in stopping Bantu Educatiol"t?

(a)

Cb)

(c)

(d)

(g)

(h)

Describe the different classroom buildings in which
you have taught? Have these improv~d or got worSe
ovEtrthe years?

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

Have you often taught double sessions in schools?
What effect did this have on the quality of
education? Has this situation qot bette~, ,or worse
over time?

Did .you feel that the syllabus you taught expressed
the ideas of do:mir..ant white qtroups? If so, give

j!examples.. Ii
('

r

Were you able to put your ownpoli tical ideas into
your teaching? If so, give examples.

Did the greater use of African languages in primary
school undez Bantu Education cause problems in
teaching secondary school pupils?

Wereteacners under any pressure from the department
to teach in Afrikaans before the mid 7()G? (When
policy on this issue was more strongly enforced).

WhE}';llteaching do you believe pupils sbould be
in'iiolved in class discussion?

(i) Are you in favour of corporal punishment? Whyor why
not?

(j ) Have.your methods of teaching and your ideas about
teaohing changed while you have been in the
prof.essioll?
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SECTION 6: RELAllIOJiS WITH THE ApmHORITIES

(a) l)escribe your personal :t"elationswith departmental
inspectors.

(b) What was your personal experience of the way in which
the Department of Bantu Education made decisions on
matters affecting your school?

(0) What did teachers feel about the Department of Bantu
Education?

SIQT:£OH 1: RELATIOHS.XU SCHOOL BOUDS

(a) What kinds of people were members of school boards
and committ.ees between the 1950$ and 1970s? (For
example what sort of work did they do and what were
their political views?)

(b} What: were relations between teachers and the school
boards and committee$ like at that time? Ident.ify
any issues of conflict between them.

(0) How were the school boards and committees viewad by
the local connnunity in your area?

(:d) In the 196Qs and 1970s, the government tried to se'l::.
up separate schools boards and separate scho,;,J.sfor
different 'tribal' groups in the towns... Do you
remember this? If so, what effects did this policy
have?

BBCTIO)f 8: TBAOBDB, THB COMMUNITY~.. D).') EDUCATIOSAL POLICY

{a) During the time from the 1950s to the 1970s what did
people ill. the community think of teachers?

(b) Did people in <rural areas have different attitudes to
teachers than people in the urban areas?
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(c) How did teachers view the setting up of the
Ba~tustans? What were their relations with Bantustan
politicians like?

(d) In the late 195 ')S and the 1960s Bantu Education
expanded and many ;:norepeople than before went to
school. How did people in your community view this
development?

SECTION 9: STUDENT AC'l':ION

(a) Can you ramember examples of students strikes during
the1960s and in the 1970s before 1976? What caused
these?

(b) Did such riots expres:spolitical discontent? Or were
they mainly about local problems students were
experiencing?

(0) During the 1960S, WetS there much hostility on the
part ~f students to Bantu Education?

SECTION 10: SCHOOLING POLICY AND WORK

(a) In the 1960s the gove~rnmenttried to stop the growth
of secondary schools, technical education and teacher
training in the towns;. What effect did this have on
your communit.y?

(b) Around 1972, the government allowed more secondary
schools, some teacher training allld technical
facilities in the urban areas. Do you remember this,
and what effects did this have on your community?

(0) During the 1960s, the economy grew fast. Did this
make it p03sible for your stUdents to gat work when
they left school?

(d) During the 19705 there were many more economic
problems. Did this have an effect on your former
students who were seeking work? In what way?



(e) IL the 196,Qsand 1970s, do you think that your
students felt frustrations about the limited
opportuni ties for professional and techr\ical
education open tc ti~em?

8101':t01l 11: ~DCBUS ORGAlI:r1l~TI01lS

(a)

(1;))

(0)

Doyou belong to a tea«.':h\ers'orqanization at present?
Haveyou belonged to al'l~tin the past? (Give namesof
organizations and dates of membership)~

Durinq the 1960s and 1970s the ATASAteachers"
organizations seem to have been the most i311portant
bodies. What is your view of these organizations?
Why were they successful in recruiting me'!llbersat
that time? Did they proV'idegood benefi.ts for their
members? Did they respond to their membersneeds?
Whatwas their view of Bantu Education at that time?

(If a memberof a :I'lon-ATASA qroup): Howdoes· the
group of which you are now a memberdiffer from
ATASA?Whatdoes your group see its role as? Wh~t
kinds of activities does i~ carry out?

(a)

(1))

(c)

Did youn~teaohers bring Black consoiousness ideas to
the seh':"iolsduring 11:heearly 1970s, and if so, what
ftffect did this have?

What political ideas other tl\an those mentioned in
II ... I!(a) l.nflUencedstudents before. 1976,. Wereyou aware

oJ stildent politioal organization in the early 70S?

At the :beginning of the 1976 school year, the
government illtroduced the change from a 13 year
system of schooling to a 12 year one. This doubled
the numbers of students in the first year of
secondary school. Whateffeots did this have? Could
it :beconsidered to have helped Lring about the 1976
uprising by makingschool oonditions worse?
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(d) Did you experience more pressure from the Department
for Afrikaans to be used in school from around 1974?
What impact did this have at your school? Howdid
students and teachers react? Was there any
opposition to the use of Afrikaans from ~~:)urachoof
board? Is it true to say the issue -of Af]:ikaans was
the cause of the 1976 ever';"l;s?

/ I,. !
\,....)\ ...(

(e) lihat was your experience of the 1976 uprising?

(f)
..-:

Whichilpolitical.~.or{Janisationsdo you think w~r:e_lllost
illpor1irnt in l(~ ...,'llg the 1976-7 student lI'I.oveme,nt?

ASPl:a~TIOHS:' I:_?'-:'
:/,I

(al (If a former teacher) -:If you compare
other jobs you have d~lne, wE:ich g&ve
satisfaction and why? .~

" ~
(If a teacher at prese~~t]
working as a teach.er;,>. ))

teaching with
you the most

.(b)
c·

Do you want to continue

(c) (If no to (b» Whydo you want to ~eave teachin~?
What kind of wo;t'k~eu~ yqu like to do? What do you
find attractive about that kind of work?

i/

(d) (If yes to (b))
.:~acher?

What do vou enj?y about beipq a
I.

('C!) Whydid you c)riginally decide 1:6 become a teacher?
Doyou feel that was a good decision and ,why?

sat:!t'ION 14: POLI!1'l;CAL VIEWS

(a) Should tea(;her orqaniza'tions get involved in
political issues affecting the cOlnlnunity?

(b) Should individual teachers get Lnvelved in community
organizations?
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(c)

Cd)

(e)

/J

What do you think of the student ltlo"\fementsinclla 197~$?

Have your pOlitical views changed much since y~)u
first began wort? 11,11g as a teacher?

What kind of edncational system wou~~dyou like to stile
in south Africa'l?

))
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