
 

 





HISTORICAL FOUNDATIONS OF ADULT EDUCATION
A Bulletin of Research and Information

Volume 4, Nos 1 and 2 January, 1989

Contents

Editorial ..................................................................... 1

A Short History of Adult Education in South Africa, 1953-1986: Peter DeVries ........ 4

Adult Literacy Work in South Africa: A history to be made: Edward French .......... 7

Extracts from the Keynote Address to the National Consultative Conference

on the Crisis in Education: Father Smangaliso Mkatshwa .......................... 13

History for Democracy: Cynthia Kros ........................................... 19

Correspondence ............................................................. 23

A Chronology of South African History: Charlotte Morgan ........................ 31

A Selected Bibliography on Education in South Africa: Charlotte Morgan ........... 35

Glossary .................................................................... 37

Editor: Sean Courtney
Guest Editors This Issue: Sean Courtney, Charlotte Morgan

Statement of Mission Advisog Board

Historical Foundations of Adult Education is a pub- Ralph Brockett (Mentana State Unwersxty).
lication of National College of Education, Evanston, Sean Courtney (Natlonal College of Educatlon)

Illinois. Send manuscripts, correspondence and sub- Patrick Keane (Dalhousie University)
scriptions to Sean Courtney, c/o National College of ' ' f kl' h
Education, 28361 Glen Park Rd., Lombard, Illinois, Huey Long (Unwermty O 0 d oma) . . . .
60148. John Rachal (Unlversuy of Southern M15515$1pp1)

Amy Rose (Northern Illinois University)The purpose of the History Bulletin is . _
Rae Rohfeld (Syracuse Unwersxty)

0 To promote interest and research in the history
of adult education; Fred Schied (Triton College)

, To build a network of people interested in that David Stewart (American Council on Education)

history; Harold Stubblefield (Virginia Polytechnic Univer-

. To create an agenda for adult education in the 51W)
present based on analysis and critique of the
past;

. To provide an opportunity for scholars abroad,
especially those of the Third World, to communi-
cate with their North American colleagues.





EDITORIAL

 

In assembling a series of papers and reflections on adult education and its history in South
Africa, our intention was to show how our field operates in the kind of political context which
seems remarkably absent from the American continent. We have become accustomed to
seeing in the history of adult education in the United States a highly spontaneous, democratic
response to the people’s needs whenever and wherever they arise. The telling of our own
history is singularly free of struggle, compromise, treachery and intrigue. Apart from the
inaccuracy of it all, what does it say about the force for change and progress in a young country
that adult education seems so absent from all of the major adventures and struggles, from all
of the major causes and political mass movements which have made America what it is today?
And yet not so long ago our leaders held up adult education as the (only?) means of solving
the great problems of inequality, turning back the tide ofcommunism and tackling the problem
of totalitarianism worldwide.

Focusing on the role of adult education in South African society is a catalyst for reflecting
on the role of adult education in our own society, and for asking the kinds of questions which
have lain around for years. 15 adult education a force for change or conservatism? Does the
force for change lie in particular methods and techniques or are these irrelevant in the absence
of political control? Can adult education lead the struggle for change or is it beholding to
political and economic reform? What is our role in society?

Reading the articles prepared and assembled for this volume of the History Bulletin, one
reality seems striking. The kind of adult education which we in the United States are accus-
tomed to discussing and practicing, e.g., the whys and wherefores of andragogy, the how-tos of
needs assessment, the intricacies of program development, seem dreadfully irrelevant in the
South African context. In the main, apart from occasional forays into literacy, they affect
Whites only. Thus for approximately three-fourths of the population of this glorious, sun-
drenched and hell-driven paradise the dialogue and the very language which is adult eduction
here means practically nothing there. How extraordinary. And how stark a reminder that we
all live within a world which is not of our own making, a world which constrains our choices,
words, and theories in a million subtle ways, ways of which we are mostly unaware. Perhaps
that is what Gramsci meant by cultural hegemony.
For the White race in South Africa, adult education is pretty much what we are familiar with

in this country. For the Black or African race, it is either nothing or something called People’s
Education, clearly an ideal expression of a revolutionary consciousness, taking in everything
from content to student discipline, from curriculum to the politics of school administration.

II

The Republic of South Africa, as it is known officially, is approximately one-sixth the size
of the United States, with about 31 million inhabitants, of whom three-quarters are Black or
African. Apart from gold and diamonds, South Africa is responsible for giving the world one
of the most odious words in any language: apartheid. Apartheid is both a philosophy and set
of legislative acts which were enacted mostly after 1948. Yet for many Afrikaners the sig-
nificance of apartheid goes back to the very origins of the country, around the time Dutch —
later Afrikaner — settlers arrived. Thus, apartheid is an entrenched part ofAfrikaner "theology"
and for that very reason almost incapable of revision.



The following information on the South African educational system is based on Roger
Omond’s The Apartheid Handbook (Penguin, England, 1985). Education in South Africa is
run along racial lines, with separate government departments for each of the four classified
racial groups: White, African (or Black), Colored and Indian. Each homeland, of which there
are ten, also has its own educational department. During the period of 1982-83, the per capita
expenditure on education was as follows (in Rands): for Whites, R1,385; for Colored, R872;
for Indians, R593; for Africans, R115. Thus, the expenditure on education for Whites is more

than ten times that for Africans. While a government commission recently proposed a single
department to oversee the education of all racial groups, this recommendation has not been
accepted. "Bantu education" was first introduced in 1953 by one of the architects of Apartheid,
Dr. Hendrik Verwoerd (see the article by Fr. Mkatshwa).

Education is compulsory for Whites, Colored and Indians and partially compulsory for
Africans. However, in reality, of the three million children of school age in 1982, about 2.5 per
cent were attending compulsory schools, white and black. According to the government, the
same core syllabuses are used in all schools, and university entrance is the same for all racial
groups. Each year about 80 per cent of Whites and 50 per cent of Africans pass final school
exams. According to some sources the poor showing of Africans can be attributed to poorly
qualified teachers: in 1985, one study suggested that five per cent of African teachers were
graduates. In 1984, approximately 50 per cent of Whites passed university entrance exams,
while the figure for Coloreds was 15 per cent, for Indians 40 per cent, and for Africans, 12 per
cent. In 1983, at the four English-speaking universities, 14 per cent of students were African,
while the figure was one per cent for the five Afrikaans universities. A total of 224 whites out
of 20,000 students attended "black" universities in 1983. Of the total university teaching staff
at all universities, White and Black, approximately 93 per cent are White.

Figures on literacy rates and other aspects of adult education, where available, are reported
in the articles which follow.

III

A popular slogan among American activists struggling against apartheid in South Africa is
"U.S.A./South Africa -- same struggle, same fight." While the United States and South Africa
are different, there are disturbing similarities which make us uncomfortable. Both, for ex-
ample, are racially stratified societies under European domination. However, the socialization
process in America is such that its projection as a pluralistic, multi-cultural society in which all
are given the opportunity to participate and to achieve is presumed to beflaccurate. Clearly,
the mythology has not been operative for all groups, but it has providé‘d an ideological
framework for nationhood. South Africa also projects itself as multi-ethnic, however, in her
case, it leads to exclusion rather than inclusion. With what, therefore, should adult educators
concern themselves? Adult education in South Africa, as adult education elsewhere, may serve
many_1nterests. The task for those who would use it for change is truly challenging since the
clear 1ntent of the government is to preserve the established order.

This volume of the History Bulletin consists of articles, some commissioned for this issue,
some appearing elsewhere, correspondence, and extracts from a number of documents we
thought important in providing the reader with a sense ofwhat is being said and done in South
Africa that does not appear in regular newsprint. Prof. Morgan also prepared a bibliography
on education in South Africa and a chronology of South African history for this issue.



The articles speak softly to the system’s inequities. Criticism is muddled by politics and

censorship is clearly operative. De Vries suggests that the outlook for meaningful change is

not rosy given the current political realities, yet he, and we, the readers, are aware of the

momentum of change efforts, both clandestine and open. French’s discussion of literacy

recognizes again the powerful interests of the state, which work against the learner, but at the

same time notes the differences individuals have made despite the odds. Father Mkatshwa’s

keynote address speaks clearly the view of ANC (African National Congress) supporters and

challenges the reader to examine the slogan of Soweto’s rebellious youth —- "Liberation first,

education later." Cynthia Kros’s article points out that education for Whites has also failed

since critical thinking has not been encouraged; the result is the creation of an entrenched,

politically dominant class without the ability to reasonably examine arguments for change.

Those of us who recall the Black Studies movement in this country will see something of our

own hopes in the fervor of proponents of "People’s Power." For us it is a reminder of where

we once were and a challenge to re-examine and re-commit.

We would like to take this opportunity of thanking all those who agreed to share their

thoughts, dreams and beliefs around this intractable subject. We would also like to thank those

who wrote for this issue for your patience and understanding. We hope it has been worth the

wait.

Sean Courtney, Charlotte Morgan, November 1988
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A SHORT HISTORY OF ADULT

EDUCATION IN SOUTH AFRICA:

1953-1986

 

By Peter DeVries*

This historical account will be started from 1953,

not that there was no provision for adult education

prior to that date, but that date is a watershed which

delineates the State’s attempts to gain control of the

provision for educational as well as extra-educational

purposes. This section will concentrate on compen—

satory adult education as there are few data on the

other forms of education.

Education in South Africa has perennially been

one of the main acts in the political arena as there has

been competition for scarce resources in this case the

education budget, and the low provision for black

education has provided an entry point from which

disadvantaged groups have highlighted this and other

social issues. Education structures have thus
provided people who lacked another platform to
voice their dissatisfaction with an opportunity to
present alternative views from the officially stated
view of a situation. Legislation enacted in 1953 in
respect of the education of adults was in many
respects an attempt to nullify the voice of people who
opposed the policies of the State and who used that
platform to propagate their views.

There is perennially a struggle for the "hearts and
minds" of the learner between those in power who
wish to propagate a single view of their reality, sys-
tems, and policies and the opponents of these views
and procedures. People attending adult education
classes may not be as impressionable as school
children, but they do constitute a captive audience of
learners whose views might be moulded in different
directions.

Consequently, this account of adult education in
South Africa will have to deal with some issues
prevalent in the macro-society as they are an integral
part of it.

The Bantu (Blacks) Education Act of 1953
brought about changes affecting the provision of all
aspects of the education of blacks, including the
education of adults. It became illegal to operate a
school that was not registered. Effectively, this

‘Dr. DeVries is a Senior Lecturer in the Division of
Adult Education, University of the Witwatersrand,
Johannesburg, South Afn‘ca.

placed the control of their non-formal education in
the hands of the Department of Bantu Education as
all adult classes irrespective of their size and sources
of funds were subject to this ruling (Horrell, 1964).
Adult institutions were required to apply for registra-
tion and were required to comply with Departmental
regulations regarding inspection, times of operation,
the age limit of learners and the race of instructors.
The Act also provided prescriptions in terms of the
residential area in which the institutions were estab-
lished. Institutions for black learners established in
areas reserved for white persons required the sanc-
tion of the (Racial) Group Areas Board. Further-
more, admission to education institutions was

restricted to blacks employed and resident in the
area, and the control was placed in the hands of
whites. On the other hand, institutions in areas

reserved for black persons were controlled by the
school committees for blacks because the classes
were generally held in their school buildings in the
evenings.

As a consequence of the centralized and racialis-

tic policy many institutions were disbanded. The
night schools in Durban closed down, and in the Cape

some institutions had to be handed over to the

Department. A dock workers’ school in Cape Town

which had been staffed by white volunteers was only

allowed to continue if the whites were replaced by

blacks (Horrell, 1964).

However, no blacks could readily be found to

travel from the residential areas for blacks to the

docks, nor were there adequate funds; consequently,

the white volunteers were forced to terminate their

operations in 1961. Eight schools in Pretoria closed

because of the problem of transporting the learners

to the designated areas to attend classes. It was im—

practical for many learners, especially live-in domes-

tic workers, to attend classes in townships for blacks.

Consequently, the Johannesburg Committee for

Non—European (blacks) Continuation Classes had to

close schools and was left with 10 classes operating

in the industrial areas. Many institutions did not

survive; but those that did were granted Group Areas

permits and official registration in 1958.

The education in areas for blacks was subsidized
by the State to a limited degree but there was no aid
for institutions in areas for whites: these had to be

supported by outside sources. The state subsidy was
in fact cut from R46, 000 in 1958-9, and R20, 000 in
1961-2, to R2, 000 in 1962-3 as it was policy to make
classes self—supporting (Behr et al, 1966). Moreover,

the declared intention was to make adult education
the responsibility of the black people themselves.
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There were also major problems with the teaching:

reading matter suitable for adult illiterates was lack-

ing and the curricula used were designed for children

but were adhered to slavishly by the instructors.

The basic reasons for the State’s imposing its

structures on adult education for blacks were

threefold: the State wished its views on racial separa-

tion to be implemented throughout society; it also

wished to quash all opposition to its ideology and to

eliminate learning centres as potential breeding

grounds for dissent; and, relevant to both of these, it

needed to impose control over the centres to ensure

that its dictates were complied with. Consequently,

those organizations which were prepared to operate

within these structures were the only ones that

flourished and received support. The South African

Institute of Race Relations at this time had night

schools operating with the approval of the State and

in conjunction with employers, such as the mining

houses. The Bureau of Literacy and Literature and

Operation Upgrade have operated within the con-

straints set out above and have achieved a large

measure of success (Bird, 1984). They were accept-

able to the largely conservative industrial and com-

mercial companies and received company support.

The legislation had a profound effect on the

provision of adult education by groups hostile to the

State’s policies. Many volunteers withdrew their as-

sistance as they did not wish to be party to the system

and because they had fewer opportunities to

heighten the learners’ awareness of political issues in

those circumstances. There were attempts to relate

language to broader political issues initiated from the

Black consciousness movements, but these were

short-lived as the State re-asserted its control by

banning the providers (Bird, 1984).

The State has established alternative centralized

structures to attempt to meet the need for adult

education. In 1976 the Bantu Employees’ In-Service

Training Act was passed to encourage the formation

of training establishments at the place of work by

offering substantial tax incentives to employers who

provided the training.

This has had a limited beneficial effect on adult

education even though companies have instituted
training programs to improve the productivity of
their workers. However, the State does not give tax

concessions for literacy classes other than those that
are directly relevant to the training. This could be

viewed as another form of control over the content of

the subject matter taught. (This control is also

manifest in the State’s banning of a number of edi-

tions of "Learn and Teach," a monthly basic educa-

tion journal as articles that have promoted reading

have been written from a worker viewpoint). Or-

ganizations offering courses have found increasingly

that a certain amount of literacy training is a prereq-

uisite for training in other fields. Consequently, some

companies have instituted literacy training at their

own costs.

There has been some movement by the State to

expand adult education but there has been little

change in its fundamental belief in apartheid, and in

its wish to maintain control over the provision.

Recently, there has been an attempt to raise the age

limit for attendance at adult classes from 16 to 18

years of age to prevent radical students expelled from

regular day—schools from using these as a platform

for their activities; however, after requests from rep-

resentatives ofblack communities, the government of

the day has reversed this decision. There are still

restrictions on learner attendance at classes based on

employment and residence; yet the enforcement of

such rules is very difficult to monitor and it is doubtful

whether they are adhered to strictly.

A commission was appointed by the State Presi-

dent following the 1976 riots among black school

pupils about the quality of their education. The

Commission’s report concentrated on formal school-

ing though it did make some en passant statements

on non—formal education which are also applicable

to adult education. It gave prominence to the estab—

lishment of a positive relationship between formal,

informal and non-formal education by the public and

private sectors (Human Sciences Research Council,

1981). It also saw as its top priority the establishment

of an infrastructure for the provision of non-formal

education.

The government responded to the report in the

White Paper of November 1983. Its response was

explicitly linked to its new apartheid constitutional

structure, in terms of which education is divided into

"own” and general affairs. All educational matters

that related solely to a specific racial group were

classified as "own affairs" of the population group

concerned, but aspects of education which affected

all groups, such as financial norms and standards,

salaries and conditions of employment of staff, were

treated as "general affairs" under a new fifth Ministry

of Education. The structure for the provision of non-

formal education was placed within the framework

of "own affairs" and thus fragmented, and, in the case

of whites, a primary role was given to the technical

colleges as providers.
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No reference was made in the White Paper to the

problem of illiteracy in South Africa.

In 1984 the National Policy for General Education

Affairs Act was passed to give statutory effect to the

State’s intentions regarding general educational af-

fairs in the White Paper. The Act empowered the

Minister of General Education Affairs to decide on

policy in non-formal and adult education.

A co-ordinating body, the South African Council

for Education (SACE), may advise the Minister on

non-formal education and may constitute commit-

tees and sub—committces to assist it in its functions.

In addition, the Report on Informal and Non—For-

mal Education in South Africa (1984) by the Science

Committee of the President’s Council recommended

that a single statutory body be created to plan and
co—ordinate non-formal adult education at a national
level. This Report indicated that there is a consensus

among education experts on the "urgent need for
government involvement in planning the provision of
non-formal education and in support to and co-or-
dination of all efforts, but that the implementation
should not be administered by central government"
as bureaucratic administration would be harmful to
its flexibility.

A Work Committee of the Human Sciences Re-
search Council, with the title Non-Formal Educa-

tion, was established in 1983 to research the area of
non-formal education. The Work Committee estab-
lished its research priorities as follows:

The investigation of the importance of non-for-
mal education as part of a national development
strategy;

The design of liaison mechanisms between for-
mal and non-formal education;

Research regarding financing models for non-
formal education;

The training of trainers and the possibility of a
national register for different categories of train-
ing personnel;

The three main priorities of the Working Commit-
tee are concerned with financing, training and cur-
ricula. Whether it will be able to produce findings
that are innovative enough to resolve the logiam in
adult education, especially for blacks, is a moot point.
If it recommends a structure radically different from
that recommended by the de Lange Commission, the
Working Committee’s recommendations like those
of the de Lange Commission are likely to be watered
down to comply with exigencies of the apartheid
policies ofthe government of the day. This will render

them as ineffectual as the de Lange Commission’s

findings which have not led to much substantive
change in the education provision for blacks. On the
other hand, if the Working Group’s findings are an
endorsement of the apartheid structures for educa-
tion, they will merely perpetuate the current dispen-
sation and embellish it to some degree. There can be
no equal education in an unequal society. The
problems are more deep seated than those encom-

passed in the Working Committee’s brief. Conse-
quently, the chances of their achieving real change in
adult education are not great.

In addition, The Urban Foundation, an organisa-

tion sponsored by the private sector, undertook a
study of non-formal education in South Africa in

1981. The main thrust of the Report was on the extent

to which non-formal education could be an instru-
ment for achieving the goals of the private sector

(Swanson, undated). These goals were for a better

educated and trained work force so that productivity,

and thus profits, could be increased. The benefits to

the persons receiving the education accrue from their

complying with the dictates of private enterprise. In

this respect, the Report provides some useful data on

the need for adult education.

The Department of Manpower also undertook an

investigation into in-service training in 1980/81. The

report lists the practices, personnel procedures ob—

taining in training and shows major problems with the

provision which have been mentioned above.

Research and development work, mainly in the

field of literacy, is being carried out at most of the

universities. These are relatively new developments

and the findings are beginning to be made known.

The above investigations were being conducted by

State or private enterprise sponsored or appointed

organisations that were interested in maintaining the

status_quo regarding power structures. And when

they proposed solutions that deviated from the status

gun, the sponsoring body (the State) applied the

"necessary" correction to bring the proposals in line

with its dominant ideology. About the Urban Foun-

dation study, Swanson (undatedzl7) points out that it

was not stated to what degree the investigations were

expected "to transcend or to reinforce the vertical

and horizontal partitioning of society in the RSA."

The investigations were in essence about blacks and

their education system as this has been considered to

be inadequate to meet the needs of the country for
economic growth. However, the black people for

whom the arrangements were being made were not
consulted.
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Their consultation is indeed a problem as the
government does not recognize certain banned
political groups like the African National Congress
(ANC) as the voice of the black people although
there are indications that many black people do
recognize them as such.

The government-appointed black representatives
are increasingly being regarded by black people as
unacceptable to them as their representatives. In this
impasse to plan the provision of adult education for
the country is an exercise in futility. It is highly unlike-
ly that the plans will be regarded by blacks as meeting
the needs of the black people as they were not con-
sulted and did not have a significant role in formulat-
ing them. Blacks in the latter part of 1985 and in 1986
have begun to organize themselves independently.
They have formed a body: the National Education
Crisis Committee (NECC) which is currently ex—
amining the education system for blacks (adult
education as well). This body which appears to have
nation-wide support among blacks but little official
legitimacy, has yet to report on its findings.

The extension of adult education has been limited
by political factors. The perceived need by the State
to maintain control over the provision and to impose
ideological constraints on it has impeded its growth.

The prospects for meaningful change in the
provision of adult education are not rosy. The
government of the day did not accept the de Lange
Commission’s recommendations for a unitary system
of schooling in the country, but instead maintained
its apartheid policy in education. These policies per-
vade the fabric of South African society and are not
likely to be changed for the sake of adult education.

Yet, in the likelihood of there being change, the
practice of discrimination in appointments to jobs on
the shop floor and in general in society will be main-
tained as that is how the society operates, and will
continue to operate while blacks lack the power to
change their roles. Adult education should not be
considered in isolation; it is an integral aspect of its
society; it is molded by its society; it is constrained by
its society; little can be achieved with adult education
without changing the society that moulds and con-
strains it.
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ADULT LITERACYWORK IN
SOUTH AFRICA: A HISTORYTO
BE MADE

by Edward French*

Unless a history of literacy work in South Africa
went into minute detail it would be decidedly thin.
Adult literacy is vaguely acknowledged by educated

people here to be an important matter, and adult

literacy work is thought to be worthy, but on the

whole industrialists, educationists and political ac-

tivists alike would prefer to get on with more exciting

tasks. In short, adult literacy has a certain ambiguous

glamour and virtually no status among social and

educational priorities. In this paper I offer an outline

of what has been done in the promotion of adult

literacy in South Africa, look critically at the present

situation and spell out some of the constraints on

development. Many of the problems faced in adult

literacy here, social, economic, and cultural, are ex-

perienced elsewhere. My focus will be on the impact

of political factors.

MORE THAN READING AND WRITING

It is important to note at the outset that the defini—

tion of literacy, as in other complex multilingual com-

munities, is fluid in South Africa, Apart from sharing

in the world-wide polemic about the content, objec-

“ Mr. French is a researcher with the Institute for

Research into Language and the Arts, the Human

Sciences Research Council, Pretoria.
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tives and value of literacy programmes, linguistic
diversity and the proximity and interaction of rural
and industrial worlds affect the definition.

The country has two official languages, Afrikaans
and English, and nine other indigenous languages.
The great majority of illiterate adults have one of the
latter as their first language. All of these languages
have been established as written languages, with
regular, reasonably "phonetic" spelling; this, together
with the open syllabic character of the languages,
offers advantages for literacy learning. However,

there are limitations to vernacular literacy. The range
of reading matter in any of the languages and their
scope for wider communication are restricted. In the
urban areas various language mixes are in common
use, so that it would seem that the classical "deep"
Zulu, for example, which is taught in schools and
written in books, is remote from the language spoken
by many Zulus. Illiterate adults are often aware of the
limitations of literacy in their own language and
sometimes aspire more ardently to literacy in
English. This does not mean that literacy in the
mother tongue is not valued. In a country in which
families are very often separated by the institution of
migrant labour, correspondence is a major objective
of the literacy learner, a recurring theme being the
desire for privacy and control over personal informa-
tion. City dwellers with little formal education know
that English may enhance their life chances, giving
them some possibility of access to information, better
jobs or any work at all and, perhaps more than any-
thing, to the status of the educated. The issue ofwork
is complicated by the commonness of Afrikaans in
the workplace. The variety of contexts of literacy,
which may be found together in the needs of the
adults in a single class, is touched on later.

Literacy work is thus seldom merely the teaching
of reading and writing skills, but is likely to include
second, and possibly third, language instruction,
either as a supplement to mother-tongue literacy, or
as the site of literacy acquisition itself the latter a
practice which is only justified by the personal com-
mitments and needs of the learners. In official
schemes the literacy programme is sometimes
treated as the initiation into a formal school cur-
riculum adapted for adults. As numeracy and other
aspects of everyday knowledge or political awareness
may be included in programmes, one is tempted to
renounce the word "literacy" on the grounds of its
imprecision and speak of adult basic education
(ABE). However, this is also problematic, and I
prefer to keep the idea of literacy because of the rich
connotations which it has acquired.

FRUSTRATED POSSIBILITIES

Although literacy arrived in South Africa with the
establishment of the Dutch refreshment station at the
Cape in 1652, it was introduced to many of the
peoples of the sub-continent by the missionary move-
ments of the nineteenth century, the extension of
white colonization and the industrial revolution
centering on the discovery of diamonds and gold. By
the end of the century most of the indigenous lan-
guages had been encoded and vernacular Bibles and
other religious texts had been published in them.
Teaching methods and primers were developed, but
there appear to have been no early efforts directed
expressly at teaching adults literacy. The story of the
introduction of literacy to South Africa has not, how-
ever, been investigated in any coherent fashion, and
remains a matter of conjecture.

The standard histories of education in South
Africa make virtually no reference to adult educa-
tion. Bird1 has made a start to a history of adult
education with her chapter on the growth and decline
of adult night schools on the Witwaatersrand the
industrial heartland of South Africa from the 19205
to the 19505. She reveals a tale of repression by
legislation and neglect.

The industrialisation of South Africa accelerated
rapidly during the Second World War. At the end of
the war there seems to have been some feeling on the
part of the United Party government of having to
cater for a new society which would accommodate
returning troops and the workers of the war effort.
One of the expressions of this was a commission of
inquiry into adult education which set up a plan
designed to foster local effortsz. In practical terms
the commission was mainly concerned with
guidelines for state subvention of independent
projects.

Enabling legislation was passed, but before it
could be implemented on any scale the National
Party came to power in 1948 on a segregationist
platform. It did not look with favour on the often
liberal or radical institution of night schools; the
relevant legislation was not rescinded, but the decline
of night schools was achieved by attrition. For ex-
ample, applications for support were neglected or
delayed. At the same time the sheer burden of legis-
lation directed at residential segregation, general
control over education for blacks and state security
made it discouraging, if not impossible, to conduct
adult education. Independent organizations could
seldom run classes without finding themselves at
odds with some law or another. Even adult education
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organizations with an accommodating attitude to
state authority have found themselves entangled in
the legal net. The state has acted for the most part
with benign neglect towards voluntary projects, even
those with fairly explicit radical features. The educa-
tional authorities have dejure powers over any educa-
tion for blacks, but have tended to use this largely to
prevent malpractice by commercialbodies seeking to
profit from the educational aspirations of the disad-
vantaged.

Various factors led to a growth in the provision of
literacy services in the 705. The economic growth of
the 60s increased pressure from the industrial sector
regarding the need for a more skilled work force. The
influence of the world-wide literacy movement was
felt by educationists concerned about the rate of
adult illiteracy and aware ofthe inadequacy of formal
education provision, while the resurgence of resis-
tance reflected in the 1973 Durban strikes, the 1976
Soweto uprising, the growth of the Black Conscious-
ness movement and the plans of exiled liberation
movements may have made a two-fold contribution
to the awareness of the issue of adult literacy: on the
one hand there was some growth of literacy work
linked to notions of liberation, on the other hand the
authorities are believed by some to have moved into
literacy work to pre-empt its use by radical move-
ments. The emphasis on political factors should not
be overemphasised, however. Most people directly
involved in literacy work in South Africa, including
those in official projects, are moved not by extrinsic
motives but by a sincere concern for the plight of the
illiterate. In any case, although one may talk of an
increase in concern and activity, literacy work has
been so marginal that it can hardly be called a move-
ment or be taken seriously as a force for change.

THE LITERACY ORGANISATIONS

The first South African adult literacy organisation
was initiated in 1946 under the auspices of the liberal
Institute of Race Relations. It was registered as an
independent organisation, The Bureau of Literacy
and Literature (BLL), in 1964. In its early years the
Bureau was strongly influenced by the Laubach or-
ganisation and its methods, but in the late 605, believ-
ing the classic "Laubach method" to be inefficient, the
organisation moved to the linguistics—oriented ap-
proach championed by American mission workers
such as Marion Halverson, who visited the Bureau in
a consultative position, and Sarah Gudshinsky. In the
705, supported by American foundation grants, BLL
grew into a large literacy organisation in South
African terms, with a staff of more than 20 at times,

and a separate commitment in Namibia. It published
course books in the majority of Southern African
languages and ran a variety of standard training cour-
ses for literacy instructors, co-ordinators and writers.
Its services were used largely by local churches, mis-
sion organisations and the mines, and later in a num-
ber of official schemes.

This was to be the model for literacy work in South
Africa, in which an organisation provides materials,
and training in basic methods for staff, but is only
peripherally concerned with running the classes
themselves. Two similar organisations with divergent
orientations were established:

metionflpgmde, in 1966; a Laubach affiliate
which has published materials using the original
Laubach method in most of the South African
languages, and which has also published cheap
easy readers in many languages on health, practi-
cal skills and Christian teachings. Its work has
been used on the mission field, in industry and in
official education department schemes, and has
been characterised by proselytising enthusiasm.

mandleach, in 1972; an organisation
originally sponsored by the Catholic Church,
with a Freirean orientation in its recommended
methods and in its political commitments, and
somewhat more closely involved with its clien-
tele, such as community organisations and trade
unions; it also publishes a regular magazine in ac-
cessible English.

Apart from these there are several more recently
created organisations. On the one hand there is a
grouping of organisations loosely affiliated (and in-
cludingM)which call themselves "al-
ternative" or "learner-centred" organisations. They
run their own classes and supply support for ap-

proved voluntary workers and institutions, catering

for a range of needs from those of workers needing

basic literacy to the newly urbanized in need of
English communication skill and access information.

On the other hand there are a few commercial or-
ganisations working as agencies for industrial cor—
porations involved in ABE projects for their workers.

In the mid-7OS the state became directly involved
in literacy work, with the establishment of adult

education sections in the education departments for

blacks. The provision of formal education in South
Africa is fragmented racially, and even the education

for blacks falls under some eleven autonomous

departments serving the homelands or "national

states" and ”independent republics." Eight of these

departments have literacy programmes and use the

services of either BLL or metign—ngade, al—

though three of the eight have recently embarked on
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the creation of their own materials and methods.

Adult literacy classes are held in schools and are

taught by school teachers for supplementary pay.

A CRITICAL LOOK AT THE CURRENT
SITUATION

The need for adult literacy work in South Africa

can hardly be doubted in terms of the statistics. The

adult white population has been more or less fully

literate since early in the twentieth century (97% in

1980) while the literacy rates for Asians and so-called

coloured adult populations have reasonably high

levels of literacy (80% and 69% respectively). Even

among whites the 3% means some 80 thousand

people potentially in need of help, but illiteracy out-

side of the black community tends not to be noticed

because the numbers involved are so much smaller

than the number of illiterate blacks. Literacy statis-

tics in South Africa are possibly more problematic

than elsewhere. Apart from the difficulty of defini-
tion discussed above, there are good reasons to

suspect under—numeration. Parts of the country are
excluded from the most recent censuses and the
relevant questions have changed from decade to
decade. In the last published census (1980), self—
reported literacy among blacks over fifteen years of

age was 67%. However, using the more reliable
figures for education completed, for various reasons
five years of formal education has been chosen as the
minimum for basic literacy, Ellis finds that 55% of the

black adult population, or some 5 million people, may
have been illiterate1n 19803. Wedepohl has argued
that the number of functional illiterates could be as
high as 9 million1n 3 total adult population of about

14 million4. According to Ellis the rate of adult

literacy among blacks increased by one percent per
year between 1946 and 1970,1argely due to growth1n

the provision of elementary formal educations. The
increase in literacy would seem to have been sus-

tained or may even have accelerated since then, al-

though this is impossible to prove because of the
inadequacy of the data. However, the population is
growing rapidly and it is possible that the absolute
number of illiterate adults is also growing.

Against this, against the increasingly technical na-
ture of life and work, against the continuous accelera—
tion in urbanisation and against the human need for
education in a modern environment even if the
education is equivocally liberating, the provision of
adult literacy education is quite inadequate. A
minuscule fraction of the national expenditure on
education is devoted to the large sector of the
population constituted by "under-educated" adults.
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Because of the fragmentation of the literacy effort
and the poverty of records and evaluation it is impos-
sible to know with any exactitude how far the need
for literacy is being met by current provision. In a
comprehensive survey of the promotion of literacy in
South Africa in the early 805, I made an optimistic
estimate that less than 50,000 adults were completing
literacy courses annually — approximately 23,000 in
official centres, 22,000 in mining and industrial

centres and 5,000 in voluntary centres.6 This was

not only less than one percent of illiterate adults, it

was a mere fraction of the number ofpeople reaching

adulthood every year without any schooling or

without completing sufficient schooling to be con-

sidered literate. There is very little reason to think

that this situation has improved; subsequently, it may

have worsened.

The short-lived boom in 1979-80 raised hopes that

the private sector would, in its own interests, make a

decisive contribution to literacy programmes. Since

then, rising unemployment and a chronic "downturn"

have gone together with political uncertainty, revolt

and repression. The effect on the promotion of

literacy has been noticeable. The official program-

mes have been hampered by low budgets in a period

of high inflation and have been disrupted in certain

areas by the unrest of the past year. The "mainline"

literacy organisations, BLL (now called Litsa) and

Qpemfionflpgmdehave each been reduced recently

to running with only one member of staff, and have

had to be content with distributing stocks of ageing

materials. The ambitious programmes run by in-

dustrial management have either been terminated or

are running with a low profile. Recommendations for

the development of non-formal education suggested

by an official7commission ofmquiry into education1n

the early 8057 have not been followed through1n any

concerted manner. The "alternative" organisations

have maintained a certain buoyancy, but their in-

fluence as centres of awareness is perhaps greater

than the scope of their educational programmes. In

a study of the potential of national broadcast

television in the promotion of adult literacy, I was

presented with several serious problems that under-

mined any likelihood that the medium could be used

in a fruitful way under present circumstances.8Apart

from ambiguities about the performance of the

medium itself in ABE and doubts about promoting

literacy through a medium controlled by the govern-

ment, a problem regarded as insuperable by

authoritative consultants was the inadequacy of the

base of existing adult literacy services to handle the

demand which a television project might engender.
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SOME MAJOR PROBLEMS

Many of the problems facing literacy work in

Soulh Africa are experienced in other parts of the

world: low priority and status among other educa—

tional objectives and needs, litllc national commit-

ment, inadequate funds, thinly spread supportive

services, poorly trained lcachcrs ollcn lhcmsclvcs

caught in authoritarian practices especially unsuited

to adult education and little worthy of the name of

evaluation. In the survey mentioned above two

problems were rcporlcd again and again; in urban

areas the lircdncss of learners who worked long days

and commulcd long distances, combined wilh lhc

hzl'lards of gelling to classes at night, had a serious

cllcct on progress. In rural areas programmes were

affected by seasonal demands, lnlioos and

prejudices.9 Another problem is [he prescriptive nn—

turc of major programmes, designed in lhc hopc of

compensating for [he poor training of [he lcuchcrs.

This not only leads lo a conllicl with the demands of

adult life, especially in rural areas, it also in runs that

the diversity of needs which adults bring lo the learn—

ingsitualion are seldom met. In H single class one may

find a learner who is lilcrnlc in Sclswnna and wants

literacy in English, a backyard mechanic who can

tend simplc English but who wunls help in under—

slanding automobile manuals, a learner who docs nol

quilc know whyshc is there and might prefer a sewing

class, a learner who had the hit between her lcclh and

who could already have finished the class, and

anolhcr who has never cuughl up sincc the second

lcsson, all tracing lcllcrs in a copy hook"), or being

put through a session of hull—hukcd "conscicnliln—

lion" telling them what lhcy already know and don‘t

know what to do about. ldcully, any large scale

lilcracy effort would have to cnlcr for considerable

differences of needs in terms ol~ urliun and rural

conslilucncics, cnlry lcvcls, languages, occupulions,

and even of [he gcncrnlion gnp; rcscurch currcnlly

hcing conduclcd in one dcprivcd area shows decided

dilfcrcnccs bClWCCH the perceptions of younger and

oldcrl rvomcn ill)()Ul lhc nnlurc and benefits olcduca—

lion.

Bul arching over all these problems is a major

issue which creates an impasse for dcvclopmcnl on

anythinghul a small scale, and which undcrmincs lhc

feasibility of any attempt lo shape a movcmcnl out of

the fragmented efforts ol the present. This is the twin

issue of legitimacy and aulhcnlicily.

South African society is polarized, and lilcrncy

work has become one ollhc areas in which contend-

ing forces and ideologies seek to establish their

legitimacy and [heir territorial imperatives. From a

long-lcrm view of the struggle for a dcmocrnlic, non—

mcial South Africa, this is umlcrslumlnhlc, lull lhcrc

can be little doulvl [hat the illitcrnlc me all prcscnl

being disadvnnlngml by the impasse.

(‘hnrnclcrislic posilions arc, in a simplified form,

as follows: the slate and business, inasmuch as lhcy

are concerned with lilcrncy, scc lilcracy nnd rclulcd

ndull cduczilion either as n vzlgnc charity or us an

nspccl of politically nculml lcchniczll dcvclopmcnl

which can play a modest part in lhcir rCl'ormisl vision

of n lulurc South Africa. The motivation for lilcrncy

is ccnlrcd on nolions of coping, in which lhc in—

dividual illilcrulc is seen as (lcprivcd lhrongh nol

licing nhlc lo participate lillly in ”IQ modcrn political

economy, us consnmcrs, lvcnclicinrics ol‘ lcclmology,

and as snlvjccl ol'lnlrcnucrnlic organisation. 'l‘hc rmli

cal opposilion lo lhis posilion sccs it as :I proccdurc

l‘or cwopling those who huvc had no choice conccrn

ing the slruclurcs which dclcrniinc. lhcir l‘nlcs. 'l‘hcy

see [he lilcrncy proccss us one which should lcnd lo

nwnrcncss and cl'l'cclivc communal nclion, oslcnsilily

in nu uncocrccd, unimposcd mzmncr. Slulc zmd l)ll.’s‘l~

ncss people are punlcd liy lhc posilion ol‘ lllc rudi»

cnls, finding il dil'licull lo soc. why lhcrc. should hc. any

problem nlmul Ihc sclllcvidcnl value, for all con—

cerned, of promoting skills in tho mosl cl’licicnl way

possible. l'hl' Illc opposilion this is n (lcmonslmlion

of tho lilimlncss of [he powcrl‘ul lo llic mnlliplc

hcgcmonics which lllcy cxcrcisc, :md ol' lhcii "lcchr

nicism,"

'l‘hc zlclnnl (lil'lcrcnccs in :ulull lilcrncy classcs run

liy lhc various scclors nrc somclimcs minimal; onc

mny lind "lilvcrnling" qnnlilics in lcssons in slnlc :Ind

indnslriul ccnlrcs, onc may find opprcssivc and

(lominccring npproucllcs licing cnnclcil in suposcdly

liberating programmes. Similar Pl'l)l)l(‘lllS mny lic

lnccd in all scclorcs, and in all scclms lllC :Iclnnl

:Ichicvcmcnl in lcrms ol‘skills, nwnrcncss or pcrsonnl

growth is dil‘licull lo cslimnlc. Willioul (lcnyiny, lhc

imporlnncc ol' llic :Irgumcnls l‘or ccllnin :ippiozn'hcs

lolilcrucywork ovcroll1crs,ll1c gmvcsl issnc n‘mnins

lhul ol~ legitimacy: it is not so much lll(‘. nulmc ol' lllc

cducnlion licing providcd us who is sccn lo lic, provid

ing it; who, us it were, claims lln‘, right lo chc, lhc

interests of "lhc, people" or "lhc woikcis." 'l'lius lll(‘

slnlc education dcpnrlmcnls may show sonic, willing

ncss lo lislcn lo "ullcrmilivc" ideas on Iilcmcy and

oven to lnkc ovor clcmcnls ol‘ lhcir terminology, lml

their practice is dominnlcd by an inslilulionnl com

milmcnl lo slrnclurcs :md conlrol. 'l'hc. "nllcinzllivc"

orgnni‘lnlions, seen by lhc cslnlilislnncnl ns incl'l'cc

hull, idcnlislic or revolutionary, huvc incrcnsiiw‘ly
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clarified their position in the heightened conflict of

the past few years and have recently made an explicit

statement of their policy of not working with, or

giving recognition to, state or business structures.

The broad effect of this is that while much of the

most intense commitment to literacy work is to be

found on the left, the material resources are largely

on the other side. There is an acceptance among the

committed of the inevitable small scale of present

work and a sense of doing the groundwork for the

future. The increasingly powerful trade union federa-

tions would seem to provide ideal bases for literacy

programmes with real grassroots support in industry.

However, the unions have only been free to develop

in the present decade. Their overwhelming educa—

tional concern has been with organisation, mobilisa-

tion and instruction in union issues and procedures.

Only lately have they started constructing their own

literacy programmes. On the other hand the focus of
state educational expenditure is on the expansion of
formal education; a large and growing proportion of

the black population consists of youngsters ofschool-
going age. At the same time the state is ostensibly
committed to a policy of privatization, decentraliza-
tion and deregulation which leads to a reluctance to
create anything as centralized as a national literacy
campaign. Literacy programmes in the business sec—

tor have suffered from the problems of identity ex-

perienced by capitalist enterprise which it engages

directly in social responsibility programmes.

The question of authenticity is troublesome in
South African literacy projects, for they have all ~
left, centre, official, private — been initiated and

structured by whites, and many of their ideas and
practices are shaped abroad. "The Freedom Charter"
of 1955, which is subscribed to by the African Nation-
al Congress, the United Democratic Front and other
organisations which lead the extra—parliamentary op-
position to the ruling regime, makes the running of a

national literacy campaign into an explicit commit-

ment of its educational and cultural policy. But this
is a policy for a "liberated" South Africa. Although
blacks have taken over the running of some literacy
projects, there has been no groundswell of demand
either from the potential clientele for literacy work
or from their immediate communities. This is in part
a function of the political setting, and a feature of

literacy work, which may perform better with levels

of mobilization not conceivable here and now. The

illiterate, more than any other sector of the popula—
tion, lack a voice. Moreover, they and their com-

munities may feel that basic literacy will not make

much difference to their lives; pressing material
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needs to which literacy can make little contribution
and the adequacy of the remnants of a rich oral
culture diminish the importance of literacy.
Whatever the case, the need for literacy has so far
been defined on their behalf by others relatively dis-
tanced from their lived reality.

THE FUTURE?

It is difficult to see an end to the impasse in literacy
work. A powerful state, while unwilling to engage in
a literacy campaign of its own, would certainly not
permit a large-scale popular adult literacy movement

to succeed. And even were the state to develop a

whole—hearted commitment to the promotion of

literacy, its efforts would be denied legitimacy by an

opposition which questions its ability, or even its

right, to serve the interests of a people to which it

denies franchise and the full rights of citizenship.

The situation is not entirely bleak. In all sectors

there are caring and committed people at work, con-

scious at once of the value of what they are doing and

of its inadequacy to the need. Within the ferment in

our country the notion of "People’s Education for

People’s Power" has gained currency. Whether this

will remain little more than a slogan or become a

movement is unclear, but the surge of demands that

the clientele exercise control over the education they

are offered may give reason to hope for more authen-

tic efforts. At the other end of the spectrum, major
universities in South Africa have only recently estab-
lished departments of adult education; some of these

are taking a special interest in literacy work. And

here and there, one comes across some small but

heartening development: a mining corporation

taking its literacy programme seriously, an official

programme developing an identity of its own, an

alternative group creating researched and practical

learner-centred materials, a magazine for those with

little formal education which could hold its own
anywhere in the world.

But, all considered, the history of adult literacy
work in South Africa remains, not only to be written,

but to be made.
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EXTRACTS FROM THE KEYNOTE

ADDRESS TO THE NATIONAL

CONSULTATIVE CONFERENCE

ON THE CRISIS IN EDUCATION,

JOHANNESBURG, DEC., 1985.

by Father Smangaliso Mkatshwa

 

Fellow compatriots, comrades, distinguished

guests, members of the press, ladies and gentlemen:

it is with fear and trepidation that I stand before this

assembly this morning. The reason for saying so is

because an historic conference such as this should

have been addressed by Nelson Mandela, Walter

Sisulu, Oliver Tambo, Kathrada and all other authen-

tic leaders of this country who are either in prison or

in exile.
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EXTRACTS FROM THE KEYNOTE ADDRESS

I am glad that all shades of opinions are repre—

sented here. In the name of all freedom loving South

Africans I want to congratulate the Soweto Parents

Crisis Committee for their initiative in organising a

long overdue national consultative conference on

Black Education. Today’s conference is reminiscent

of the 1955 Congress of the People which had a more

ambitious programme. Although modest in its aim

this consultative conference is nonetheless an his-

toric event.

Like the organisers of the Congress of the People,

the SPCC consulted widely before calling this con-

ference. However, due to the urgency of the educa-

tion crisis, the SPCC could not canvass all the

opinions in this country. They have invited the widest

possible variety of progressive organisations. Taking

part will be representatives from students, parents,

youth, residents, workers, teachers, community or-

ganisations, women and churches.

Now it seems to me that there are four important

words that characterise this conference. These are

crisis, consultation, education and power. The theme

of the conference is PEOPLE’S EDUCATION for

PEOPLE’S POWER. This theme makes it quite

clear that we do not want just any type of education.

People’s education is a devastating indictment on

Apartheid slave education. The call is now for educa-

tion for liberation, justice and freedom. It is a

demand for full participation in all social structures.

1. THE STATE OF THE COUNTRY

Education cannot be discussed in isolation from

the rest of society. Education cannot be discussed

outside the social-political setting. To understand

education one must of necessity understand the na-

ture of society. One needs to identify the interplay of

social forces and contradictions as a precondition to

deciding the form of struggle that we should adopt.

We can speak first of what has been called the

PRINCIPAL DETERMINING CONTRADIC-

TION. In one sense, in that it reproduces capitalist

relations and forces of production, South African

society is very similar to that of the U.K., U.S.A.,

France and other capitalist states. There is a class of

workers who are forced to sell theii labour—power at

a wage in order to exist. They sell this to the bosses

who own the factories, mines, large farms, etc.

The value of what they produce is greater than

what they are paid as a wage. The difference general-

ly goes into the pockets of the bosses.
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Out of this contradiction between the interests of

capital and labour, there is a class struggle between

workers and the bosses.

In addition, we have in South African what has

been called a DOMINANT CONTRADICTION,

arising from the situation where all whites enjoy

political freedom while all blacks, and especially the

African majority, irrespective of class, endure na-

tional oppression.

Not just the white bourgeoisie, but also the petit-

bourgeoisie and workers enjoy access to power in

varying degrees. The whites form an alliance of clas-

ses who lord over all blacks. The alliance is not,

however, stable or without contradictions. It has un—

dergone changes at various stages of South African

history and it is under stress right now.

The black people, in contrast, have been denied
their right to self—determination, to control their own

country. All blacks, irrespective of class, are victims

of this oppression. Written into the structure of the
South African state is this systematic national op—
pression of all blacks. Profits are thus higher in SA
than in most other states because of these political
disabilities which blacks endure.

These, then, are two basic contradictions which

cannot be resolved within the existing state. There
are, in addition, certain non-basic contradictions be-

tween sections of capital, between capital and the
petit bourgeoisie, between the Nationalist party and
capital. On the side of the oppressed there are also

contradictions between the petit—bourgeoisie and
workers, between rural and urban dwellers, etc.

These are not basic because they do not represent
the fundamental cleavages of the society and may be
resolved without a fundamental social transforma-
tion in the case of the forces of apartheid, and without
undermining the national democratic movement in
the case of the people.

While they are not basic, they are nevertheless
very significant. The extent to which contradictions
within the ruling class/bloc are exacerbated, to that
extent their capacity to rule is impaired. Equally, the
extent to which divisions within and contradictions
between sections of the people are promoted, to that
extent the national Character of the struggle cannot
be adequately asserted.

The form of our struggle is national democratic,

and the main content of it is the liberation of the

African people, i.e., the majority of South Africans

denied their right of self-determination.
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For those of us who are socialists these are not two
totally distinct struggles. When we struggle for a
national democratic society we are advancing the
struggle for socialism. Socialism cannot be achieved
unless the people govern. For workers to isolate
themselves from the National Democratic Struggle is
to weaken that struggle; for them to join with other

classes in the national liberation struggle, is simul-

taneously to advance the struggle for socialism. The
link between the fortunes ofworkers and that ofother
oppressed is expressed in the formulation that the
main content of the struggle is the liberation of the
African majority, led by the working class.

I have tried to identify the two basic contradictions

that operate in S A, and how their interrelation

secures the national oppression and class exploita-

tion of the majority of South Africans.

DYNAMICS OF CHANGE: ORGANISATION

If we continue to identify the form or type of

struggle in which we are engaged as National

Democratic and its main content as the liberation of

the African people, led by the working-class, what are

the dynamics of such change?

To achieve fundamental change we need to be

organised. Our forces need to be gathered together

and harnessed in the most effective way possible

instead of being dispersed in different directions,
each doing his or her own thing, trying to achieve such
change in the way each person considers best. So we
are speaking of consciousness, mobilisation, or—

ganisation and discipline and, finally, struggle.

1. By CONSCIOUSNESS we mean people’s un-

derstanding of the nature of the reality that they

confront, achieving a consciousness of the nature of

their oppression and exploitation, as well as an

awareness that this can be changed and how, a con-

fidence in their own capacity.

2. By MOBILISATION we mean drawing on the

anger and drive for action of thousands of people

who reject their present misery, towards concrete

actions and activity.

3. By ORGANISATION we mean consolidating

these forces into disciplined corps capable of acting

effectively, flexibly, dynamically, so as to endure any

repression that might be inflicted, yet to rise again to

continue the struggle, indeed to intensify it, or to take

to planes or areas not previously penetrated.

A social system does not disappear through logic

alone. Apartheid is evil, it is decadent. It must go, but

it will not simply disappear through its irrationality



or immorality. To achieve fundamental change we
develop consciousness, mobilise and organise in
struggle against forces of reaction, those which
protect apartheid.

In a national struggle, we confront these forces on
every plane -— ideologically, politically, on the shop
floor, in the communities, schools, universities and in
the rural areas. It is a struggle to eradicate a social
system. The existence of the apartheid order is not
something to be negotiated. We struggle till it is no
more.

WHERE ARE WE?

When we wage our struggle, in organising for
fundamental change, we need to be able to identify
where we are, that is, what level of organisation we
have achieved, our subjective strengths and weak-
nesses. We do not look at ourselves romantically, if
we are pursuing this struggle seriously. We need to
be honest about our own shortcomings.

APARTHEID AND BANTU EDUCATION

We have said that education is inextricably linked
with the social system. In Paulo Freire’s book, Cul-
turalAction for Freedom, pg. 9, we read: "education
like all other processes of socialisation, tends to rein-
force the over-determination of people within the
social system."1 From the inherent ambivalence of
education, namely its capacity to bring about what is
least determined in man, as well as to programme and
determine this, Paulo Freire derives what I think is
his fundamental thesis: that there is no neutral educa-
tion. Education is either for domestication or for
freedom. Although it is customarily conceived as a
conditioning process, education can equally be an
instrument of deconditioning. This is because people
are essentially capable of knowing what conditions
them, capable of reflecting on their action and be—
haviour.

Amilcar Cabral has added:

the struggle for liberation which is the most
complex expression ofthe people, oftheir iden-
tify and their dignity opens new perspectives
for its development. Manifestations of culture,
of which education is one of the most impor-
tant, take on new content and forms of expres-
sion. They become in this way powerful
instruments of information and of political for—
mation not only in the struggle for inde-
pendence, but in a larger battle for progress.
The dynamics of the struggle require a practice
of democracy, of criticism, of analysis of self
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criticism. The growing participation of the
people in taking charge of their own lives, their
own literacy, the creation of schools and health
services, the formation of cadres, who come
from the midst of the peasants and workers and
many other developments which impel people
to set forth upon the road of cultural progress.2

The ruling social classes know that by maintaining
a tight grip on education, they can control the minds
and indeed the destiny of the oppressed people. To
fully understand the present system of black educa-
tion, one must be aware of the history and ideological
underpinnings of that notorious system. In 1936, 18
years before Bantu Education, the Welsh Commis-
sion foreshadowed the Bantu Education Act, when it
said:

A. From the evidence before the committee, it
seems clear that there still exists opposition to
the education of the native on the grounds that
it makes him lazy and unfit for manual work.

B. It makes him cheeky and less docile as a
servant.

C. It estranges him from his own people and
often leads him to despise his own culture."

Again the same commission observes,

some of the witnesses of the committee main-
tained that there is no difference in the ultimate
aim of education, whether you are educating
black people or white people but the two social
orders for which education is preparing white
and black are not identical and will for a long
time remain essentially different. It is not that
only the methods to be used are different, the
ends themselves are different in the two cases.

It goes on

The education of the white child prepares him
for a life in a dominant society and the educa-
tion of the black child prepares him for a sub-
ordinate society. There are for the white child
no limits in or out of school. For the black child
there are limits, which affect him chiefly out of
school. It is no use shutting our eyes to that fact.
An ostrich-like posture aims for native educa—
tion which the very circumstances of South
Africa makes impossible to realise. Merely be-
cause these aims are laudable we should like
them to apply to the black people as well.3

In 1953 the Bantu Education Act was introduced.
The Minister of Native Affairs, Verwoerd, said

more institutions for advanced education in

urban areas are not desired.
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Deliberate attempts were made to locate institu-
tions for advanced education away from the urban

environment and to establish them as far as possible
in the native reserves. He went on,

it is the policy ofmy department that education
will have its roots entirely in the native reserves,
the native environment and the native com-
munity. There, Bantu education must give itself
complete expression and there it will perform
its real service. The Bantu must be guided to
serve his own community in all respects. There
is no place for him in the European community
above the levels of certain forms of labour.
Within his own community however all doors

are open. For that reason it is of no avail for him
to receive a training which has as its aim ab-
sorption into the European community where
he cannot be absorbed. Until now he has been
subjected to a school system which drew him
away from his own community and misled him
by showing him the green pastures of European
society in which he was not allowed to graze.
This attitude is not only uneconomical because
money is spent on an education which has no
specific aim, but is also dishonest to continue.
It is abundantly clear that unplanned education
creates many problems, disrupting the com~
munity life of the Bantu and endangering the
community life of the European.4

RESISTANCE TO APARTHEID EDUCATION

Education and the other structures of society
whether economic, political or social structures as a
whole are completely intertwined and therefore it is
almost ridiculous to wage a struggle for democratic
education and ignore the forces that are at work in
the society.

Now an interesting feature of the rejection of
black education was that it was led primarily by
parents of pupils as well as by the members of the
teaching profession. Teachers’ opposition to Bantu
education came mainly from two sources, from the
Cape and Transvaal African Teachers associations
known respectively as CATA and TATA. The ANC’s
claims in 1943 had called for free compulsory educa-
tion, provided by the state.

Black communities themselves were willing to
make considerable sacrifices, raising the money for
extra teachers’ salaries, classrooms to be built and

equipment as well as establishing their own inde-
pendent schools. Shanty secondary schools existed in
Orlando, Western Native Township, Brakpan, Amer—
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ridgeville and other black areas. In Alexandra, an
independent primary school alled Haille Selassie
School founded in 1950was to playa signifimnt roles.

The resistance to Bantu education was master-
minded by adults and there are instances when
mothers and fathers stopped their kids from going
into particular schools and actually promoted
boycotts of schools.

Verwoerd made little effort to conceal official
hostility to the struggle that was waged by the mem-
bers of the teaching profession. He had the following
to say:

the Bantu teacher must be integrated as an
active agent in the process of the development
of the Bantu community. He must learn not to
feel above his community, with the consequent
desire to become integrated into the life of the
European community. He becomes frustrated
and rebellious when this does not take place

and tries to make his community dissatisfied
because of such misdirected ambitions which

are alien to his people.5

The 1976-77 School Boycotts and subsequent
uprisings in the schools and black universities
ushered in a new era in the struggle against slave
education. Students took the initiative and assumed
leadership. Unlike before, this stage of the struggle
generally excluded parents and teachers. There
were, however, exceptions. The point underlined
here, is that resistance against Bantu Education has

a long history.

Although 1976 marked a turning point, it must be
seen in perspective. The students had made tremen-
dous sacrifices both in terms of loss of their own lives
as well as intensifying the struggle for the total libera-
tion of this country. Their efforts have forced the

government to introduce superficial reforms in the

sphere of education and the country as a whole.

The contribution of the now banned COSAS
(Congress of South African Students) founded in

1979 cannot be applauded enough, because their
sustained pressure, the struggle for democratically
elected SRC’s would otherwise not have seen the
light of day. In short, the work of the students in

promoting the broader popular struggles should be
recognised. However, in order to take the struggle
further, it is imperative that there should be a close-
ly-knit alliance between all the communities, stu-

dents, teachers, professionals, etc. The National

Democratic struggle demands that no individual
leader or organisation or group should act in isola-
tion. We accept that different groups or categories of



people will continue to play different roles in thc

struggle. But the decision as to what needs to be done,

where and when, is taken democratically.

ALTERNATIVE EDUCATION

Students can be vulnerable to countrics with im—

perialist or other designs. The bait for bcttcr educa-

tion is a very attractive one, but when we speak of

alternative or pcoplc’s education, we mean one

which prcparcs people for total human liberation;

one which helps pcoplc to be creative, to dcvclop a

critical mind, to help pcoplc to analysc; (me that

prcparcs pcoplc for full participation in all social,

political or cultural sphcrcs 0f socicty. Education

based on values of consumerism 0r afflucncc, of

military advcnturism and aggression and on racism is

certainly not our ideal type of cducation.

Thcrc arc lhrcc cxamplcs in lhc history ()1 South

African education to which ()nc can look to asscss the

possibilities and limits ()faltcrnativc education today:

1. The experiment of Elias Wellington Buthclcli

in setting up alternative schools in thc Eastcrn Capc

in the 19205.7

2. The Cultural Clubs of the ANC which wcrc

established in the 1950s to provide an altcrnativc
. - 8

schooling [0 Bantu Education.

3. The ’awarcncss programmcs’ ()fthc Committcc

0181 during the school b0yc0ttsof1980.

WHAT ARE THE LESSONS TO BE LEARNT

FROM THESE EXPERIMENTS?

Bcforc looking at the lessons, it is important to

note some key differences bctwccn cach:

1. The first two were attcmpts to provide alterna-

tive schools. This was possiblc as schools bcforc thc

19505, for blacks, wcrc not a national statc-controllcd

enterprise. Missionary schools were ()rganiscd in an

unplanned way, accordingto the aims, standards ctc.,

of individual mission societies. They organiscd their

own funding, by and large, and their own tcachcrs

whom they trained in mission-controllcd tcachcr

training institutions. The early attempts to start altcr-

natives must be sccn in this contcxt: the absence of a

central, state department controlling funding,

teacher training, etc.

The third attempt, in 1980, did not attempt to start

alternative schools. This would havc been impossible,

because students and those concerned did not have

access to resources for the funding of education and
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lhc training ()ftcachcrs. lnslcad, awarcncss pmgmm;

mcam "altcrnalivc cducalion" wcrc conducted within

the confines of schools.

Thc distinction between allcrnativc schools and

programmes is important. In the current contcxt we

live in a highly industrialiscd socicty with mass

schooling provided in a racially scgrcgatcd manncr

to millions of students; it is not possible to providc

altcrnativc schools. That is why currcnt schools must

be taken (WM and transformcd within, but hearing in

mind that ultimatcly this cannot bc donc without

access to national rcsourccs and powcr to plan on a

national basis for a new cducation.

Thc importancc of lhc crisis and dcmands of

progressive cducationisls at lhc momcnt is that we

have hccn placcd in a position to cxpcrimcnt, (m lhc

basis of rcalitics, and lcarn for the future when wc (in

control national rcsourccs.

For this rcasnn, cvcry stcp of thc proccss must hc

carcfully cxamincd and planncd, with a view to how

this cxpcrimcnt will bc uscful for thc futurc as well as

for now.

Wc must show our altcrnalivc conccptitm, but we

must also takc into account lhc prohlcms; plan crca—

tivcly; scc what works and what docsn’t, and use this

mnmcnt as critical in crcating the education systcm,

and a new conccpt of education, for thc future.

2. ln cach of thc lhrcc cxpcrimcnts mcntioncd, lhc

cgzntggn] Of what was taught diflcrcd. ln thc casc 01'

Elias Wellington Buthclcxi, who drcw thousands

away from mission schools, rcligious and political

institutions formcd thc csscncc of thc curriculum.

Lcssons wcrc dcsigncd to promote African valucs.

()nc missionary rcportcd that Buthclc'li’s tcachcrs

taught "...that thc pcoplc must not pray to thc (ind of

Abraham, Isaac and Jacob, hccausc lhcy Wcrc (Ends

of thc whitc pcoplc, hut lhcy should pray to thc (kid

of Mtirar, 0r Langalihclc’, as it was known and ar-

gucd that mission schools wcrc imposing alicn cul—

tural valucs and idcolngics on African children,

divorcing thcm from traditional hclicfs and con—

ditioning them to acccpt suhscrvicnt positions, in thc

Church-dominatcd systcm.

ln lhc Cultural (llubs of thc AN(1, run in lhc

Easlcrn Cape and on thc East Rand, primary school

childrcn wcrc taught on an informal basis, without

much religious contcnt. Children wcrc taught

through a programmc of songs, storics and gamcs,

Thc rudimcnts ()1 mathcmatics, geography, history

and gcncral knowlcdgc —- a modcrn curriculum. In

addition, political education took place more clcarly
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through the Freedom Charter. Modest fees were

charged. This allowed for progressive teaching

material to be photocopied and used by teachers.

In 1980 awareness programmes involved educa-

tion in the history of South Africa, the nature of

oppression and exploitation, the role of education in

a capitalist society etc. Through discussion, films and

songs the political education of the students was

enhanced.

What these examples point to is the importance of

the curriculum in any alternative programme. What

curriculum or content is to be taught? To what end?

Is the aim the re-instatement of an entirely new cur-

riculum —- history, geography,mathematics,science,

etc. or is it designed to achieve a certain amount of

political education alone? It might be possible to

restructure the entire curriculum, without much

planning or consultation in an alternative mission

school in the 1920s, or in primary schools; is it pos-
sible now? What kind of political education

programme is possible and desirable?

It seems that the 1985 experiment will raise these
questions, too. Given the inadequate training of the
majority of teachers in progressive curricular con-
tent, and given the lack of resources for alternative
teaching material, it might be worthwhile considering
programmes of education through the Freedom
Charter.

3. The three attempts were all mnfiilfenentlx the

first two by parents, the community and teacher, the

1980 one by students assisted by teachers. We are

now trying to combine both!

WHAT BROUGHT EACH ATTEMPT TO AN
END?

Each attempt had marked successes, but each

finally died. Why?

1. Buthelezi was banished from the territory. This
was a blow. But in addition, most schools operated
only a few years before inadequate funds and lack of
qualified teachers forced them to close.

2. The cultural Clubs came to an end because of
harassment of those involved, because the salaries of

the teachers could not be paid and because of the
gradual absorption of children into government
schools. But, according to Lodge, "they represented
the first sustained effort by Congress members to
attempt to flesh out in educational terms an alterna-
tive world view."10
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3. The 1980 awareness programmes came to an

end for a variety of reasons, one ofwhich is important
for our purposes: the inability to sustain the program-
mes in the absence of resources, teachers, etc.

We must remember that this was when Neusa was
formed. Alternative education has been vital to
Neusa’s understanding of itself. Neusa has tried both

to provide resources needed in such a context and to

train teachers to be ready when needed to engage in

any such a programme.

WHAT ARE THE LESSONS TO BE LEARNT
FROM THE THREE EXPERIMENTS?

1. Alternative schools cannot realistically be

provided. Alternative education programmes can be.

2. Alternative education programmes should em-

body within them, education of a general and politi-

cal kind. The content and the method should be

equally important. To realise a truly alternative

education programme, one which educates political-

ly, prepares for the future and opens horizons, it

needs to be both general and political.

3. History teaches us that lack of qualified (i.e.,

skilled and politicised) teachers and the absence of

resources have, in the end, stymied all alternatives.

Teachers need to be prepared for alternative educa-

tion and through alternative education for the future.

In conclusion, without in any way attempting to

anticipate the resolutions to be taken by the con-

ference, I’d just like to appeal to you comrades to pay

special attention to the following three items:

1. A clear statement on the school situation in 1986

is needed.

2. There is a slogan "Liberation first, education

later." I want this conference to look at this slogan

and put the slogan into perspective.

3. The type of educational system which we want,

especially in a society which hopefully would be non-

racial, democratic and united. What is our attitude as

a conference, to the SADF (South African Defense

Force) and SAP (South African Police) in black

residential areas, to the banning of progressive or-

ganisations, to the continual imprisonment and

harassment of authentic leaders of our people.

Finally, what do we say about the state of emer-

gency?

Comrades, I want to end my address by pointing

out that the government in this country is in big

trouble, that the people have reached a point of no

return, that whatever decisions we take, the people



in the struggle for liberation have to move forward on

all fronts and that we should be united in our struggle

for a free and democratic South Africa.

Amandla!
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HISTORY FOR DEMOCRACYE *

by Cynthis Kros

 

A preliminary critique of the presentation ofhistory

in white South African Schools, with a view to the

future.

People’s Education came out into the world,

bloodied by renewed state repression, in the wake of

the banning of COSAS (Congress of South African

Students) and the breakdown of the final (Dept. of

Education and Technology) DET examinations at

the end of 1985. But its appearance was exciting and

invigorating, a live birth after all, for it connoted an

important change in oppositional strategy.

“ Reproduced from: Lengwitch. The Journal for

Language across the Curriculum, Vol 4 No. 1 March

1987. Cynthia Kros is with the Johannesburg College of

Education.

HISTORY FOR DEMOCRACY: *

Growing despair about what was happening to

schools in the townships and to students themselves

led many students to favour the slogan: "Liberation

before education." But at the NCC (National Con-

sultative conference) at which 145 organisations were

represented, held at Wits in December 1985,

speakers argued for transformation from within

using the state schools themselves. The theme of the

conference "People’s Education for People’s Power"

captured the imagination of people with diverse

progressive political allegiances and quickly ac-

quired a national compulsion and international sup-

port. But, while this was a remarkable feat, it meant

that there were potential problems too. For it ap-

pealed simultaneously to the heady euphoria of those

who thought the final countdown to The Revolution

had begun and to those who warned grimly that the

struggle would be long and hard and the road to a

truly democratic education a tedious and

treacherous one.

Among the latter could be counted national chair-

man of the NECC (National Education Crisis Com-

mittee) Vusi Khanyile, who carefully stressed that the

call for People’s Education was not for academically

inferior education and that its implementation would

entail discipline and hard work.

Muller points out that there was no time for the

weighty considerations of curriculum issues that this

demanded and that the immensely complex issues of

accountability in education were, likewise, stowed

away in the rush to deliver some tangible package.

Some very competent academics were involved in

this rush job and were harshly criticised in some

quarters, notably by Wits Professor Es’kia Mphahele

in an article in The Sowetan, in which he accused

certain academics of "intellectual dishonesty," for

promising to deliver alternative educational material,

before they could possibly have reflected sufficiently

on the philosophical basis of an alternative educa-

tional system.

My impression is that the feverish rush to produce

material, particularly in English and history, was less

the product of intellectual dishonesty than of a well—

intentioned frenzy to take advantage of the gap

created by the State’s momentary dithering at the end

of 1986. Furthermore, many people embraced the

history commission’s pack, intended only to be used

in the classroom as supplementary material, as a new

’textbook’ because, for any shortcomings it may have

had, it represented an unimaginable advance on all

that had gone before.
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Since then the State has composed itself and has

decided that People’s Education represents a real

enough threat and harsh new restrictions have been

introduced to suffocate it in its infancy if possible and

to incapacitate many of its progenitors. It is another

setback for the apocalyptic vision of the Revolution.

But, perhaps there can now be more considered

reflection on what democratic education might

mean. Indeed, there are signs that such a process has

been set in motion. In the last month a meeting has

been held under the aegis ofTuata (Transvaal United

African Teachers’ Association.) Some of the

speakers talked about looking beyond the "narrow

view" of People’s Education and trying to determine

how best to meet "black aspirations."

People’s Education was intended from the outset

to be a unitary educational system, but I have an

uneasy feeling that somewhere along the line the

iniquities in white education have been forgotten. It

is a strange and unusual complaint. But it is important

to try to understand how white education fails to
equip students for democracy. Since most of my

experience and observations are rooted in the "white"
education system, it is this angle I would like to take.
In particular, I would like to pose the question: How
can the teaching of history help prepare students for
participation in a democratic society?

At the height of People’s Education fever one of
the academics who had been approached by the

NECC for help with producing alternative material,

historian Colin Bundy, was quoted by The Star as

saying: "History as taught in South African schools

not only distorts the past, but maims it. In content it

is exclusive, elitist and shallow, it is silent or mislead-

ing on the historical experience of the majority of

South Africans." Essentially I think one can have no

quibble with Bundy’s critique. There are gaping and

profound silences in South African school history,
the most obvious being the absence of the history of
resistance, other than that of Gandhi’s passive resis—
tance campaign, which we are meant to assume cul—

minated in the full recognition of Indian rights for all
time.

The grotesque deformities of the past are also
everywhere in evidence. In white junior primary his-
tory classes, children are still learning about how little
Helena Lottie saved the life of her wounded father

by spreading her skirts to catch the deadly spears of

the fierce black hordes.

But the notion of "the past" conveyed by Bundy in

this particular instance has overtones of a solid and

tangible past, which simply awaits discovery and
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revelation by a more honest set ofhistorians. That, to

me, is an immeasurable simplification of the histori-

cal process. Historical interpretations are constantly

shifting and the views of the past which they deliver,
change accordingly.

The truth about the past in history does not lie

waiting as a reward for those who faithfully follow the

requirements of the quest. It is elusive and complex

and the quest itself infinite. Historians might feel that

they are uncovering part of the truth or that they have

some sense of the whole, but even so, the wisest

among them know to keep in reserve the feeling that

they may have been duped. Historians, like ar-

chaeologists, work with many tangible artifacts, but

they understand that these are witnesses (most often

partial) to reality and not reality itself.

I want to argue that the iniquities in our school

history amount to more than the silences and distor-

tions in South African history brought about by omis-

sions or inaccuracies in content. It is the way students

are taught to regard the past and the discipline of

history which ensures that they are usually fun-

damentally passive recipients of so—called "historical

knowledge" and that, even when they sense that

something is wrong, they do not know how to raise an

effective challenge.

For three years I have tried to give my own second

year college students an overview ofAnglo-Zulu War

historiography, culminating in a decisive refutation

of the thesis that culpability for the War lay with

aggressive, maturing Zulu men, impatient to be in-

itiated into manhood through "washing their spears

in blood." I have presented students with relatively

recent writings which argue that, on the contrary, it

was the machinations of various British officials

which were responsible for the outbreak of War in

1879. Students have become incensed with the "wick-

ed" British imperialists and although most of them

are white, I have sensed quite genuine indignation

and an imaginative empathy with the thousands of

Zulu who suffered cruelly during and after the War.

Then I have shown the by now rather worn copy

of the film Zulu made in 1963. Ironically, in this film,

it is the British soldiers whose manhood is forged in

battle. Its viewpoint is from within the tiny camp at

Rorke’s Drift faced with wave after wave of "savage"

Zulu warriors. This last year the students were

warned of the film’s bias. But they quickly became

intensely involved in the action and there was general

cheering every time a Zulu warrior was slain.



 

At the next lecture I asked the students: "Who did

you side with in the film?" There was a chorus of "The

British” and then a deep, shamed silence. One stu-

dent then called out "But they made us, they made us

side with the British." (Her emphasis)

I was alarmed by the mass transfer of allegiance

effected by a third rate movie. They claimed that they

had been coerced, but it was only with considerable

guidance that they were able to identify the

mechanisms of manipulation and coercion. One of

the students was bold enough to claim that it was I,

as lecturer, who had been manipulative. Her com-

ment is illuminating. "Ms Kros," she wrote sub-

sequently, "indoctrinated us about the Anglo-Zulu

War with facts and slides." Left to themselves, the

students were unable to make a real choice between

the two versions of "the past" with which they had

been confronted. For them, both versions had the

solid appearance of "fact."

In the case of the SABC’s Shaka Zulu a similar

trend is exemplified. Academic historians have

waxed eloquent about the distortions but many non-

acadernic viewers enjoy the series and thought of it

as "true." Critic Willie Currie may talk about the

implications of positioning the viewer on the side of

the profligate Henry Fynn, but the question of View-

point does not occur to most of the viewers.

Historian Julian Cobbing questions the evidence

Shaka Zulu was based on, calling the Fynn diaries a

"series of fantasy articles" written long after Shaka’s

death and subsequently moulded for specific politi-

cal purposes. Cobbing provocatively suggests that

Shaka was really a weak, ineffectual king caught up

in a process of change and re-orientation — at about

the furthest remove from the "vengeful, brutal and

ambitious despot" Currie describes being shown on

SABC TV. But what does all this wrangling about

evidence mean to the thousands of viewers who have

taken Henry Cele’s Shaka to their hearts, much as

they once took Larry Hagman’s J.R.?

Most viewers are not in a position to detect bias,

standpoint or any of the ideological sleights of hand

which the academics see at once. It is not all the fault

of their education but white schooling has fostered a
deep passivity which is at least partially responsible

for what a repentant Albert Speer describes as "an

atrophy of moral sensitivity," the very condition that

enabled Hitler to co-opt the Weimar intellectuals.

Antonio Gramsci, reflecting on the influence of

Fascism on Italian education in the early 19205 and

trying to envisage an alternative, in the confines of his

prison cell wrote: "Democracy must mean that every
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citizen can govern and that society places him, even

if only abstractly, in a generalcondition to achieve

this."

My observation of matric (ulation) writings con-

vinces me that, on the whole, the basic tools for

historical understanding are absent. I have studied

about 200 essays recently, on Modern European his—

tory, safely removed from the tumultuous concerns

of South African history, one would have thought.

The student authors are predominately, but by no

means all white. However, most come from middle

class backgrounds.

In these writings there is a lack of analysis beyond

simplistic racial or national typifications. Thus, stu-

dents conclude that the Weimar Republic, which

preceded Hitler’s regime, was an inherently fragile

democracy. They suggest that its failure was pre-

determined because the German people were not

used to democracy. It never occurs to them to ask

how "used" other people in Europe were to

democracy. Universal male suffrage was only granted

in 1918 in England, for example. If we distil the most

important reason for Weimar’s failure out of the

myriad of complex arguments advanced by scholars,

we might see that the Weimar Republic was not a full

democracy. It entrenched the power and privileges

of the landowners and employers whereas the

majority of Germans were workers. It failed to match

expectations because it was not a real democracy.

This is very different from saying that the German

people couldn’t "work" democracybecause they were

unfamiliar with it. But, the impression persists, partly

reinforced by careless textbook writing, that some

people/nations are better suited to democracy than

others.

When race or national origin are not used to

account for historical phenomena, individual per—

sonalities are. So, according to these students,

Hitler’s imperialist fantasies were actually fuelled by

the cowardly Neville Chamberlain, who sought to

appease him at all costs. The constraints on Cham-

berlain — his electorate’s war-weariness, the dis—

traction posed by Bolshevism and the state of British

military resources and their rationalisation —— are

rarely mentioned.

Historical individuals are not contextualised

within their specific period and societies. They act

idiosyncratically and often make their way

presumptuously into the present. Chamberlain is the

softie who would let "terrorists" get their way; Chur-

chill is the arch—guru and eternal guardian angel of

"democracy." He is never seen as a conservative
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politician who rejoiced on the occasion of Britain’s

first test explosion of the A-bomb with the words: "we

had one and we let it off and it went off beautifully!"

Hitler becomes an odd and not totally reprehensible

mixture of strong-man Rambo, rising out of the ruins

of Weimar to "save his country" and of Ronald

Reagan, in his more lucid moments, devising cunning

plans to revive the economy. The statistics of

economic recovery in Germany after 1933 are not

subjected to scrutiny and the possibility that political

discrimination against women and Jews may have

helped to shrink the unemployment figures, is never

looked at.

The students are unable to identify the political

viewpoints, either of the historical actors themselves,

or of those who are telling their story. They are taught

that politics has no place in ’real’ history, just as they

are taught that political policies and economic

policies must always be studied separately, as if they

had no bearing whatsoever on each other. The stu—

dents do not know how to weigh up and evaluate

reasons and causes — these have been reduced to

lists for memorisation, robbed of their explanatory
value. They do not know how to assess the validity of

the evidence they are presented with because they do

not understand its partial and value laden nature.

They do not even know that historians work with

evidence and that history is not ready made.

This is only partly the fault of the much maligned

textbooks. Some of them are atrocious and are

promoted by an exam system which blatantly favours

the worst of them. But there are approved textbooks,

such as those by A.N. Boyce, which at least offer the

vista of alternative views. The problems are more

complex than poor textbooks. Current ideology in-

terposes itself between the subject and the student‘s

understanding of it one needs only to see how often

the word ’unrest’ crops up in essays ranging from the

Sudeten crisis to prerevolutionary Russia. The
relationship between past and present is a vexed one

and, of course, there are ways in which the past

intrudes on the present. But, rudely to break down
the barriers between past and present and to use the
past as a kind of allegory for the present is nothing

less than propaganda.

Teachers contend with a cultural milieu that

glorifies Rambo-Reagan and often with their own

inadequate training or syllabus paranoia. Even if they

once received a sound methodological training, a few

years in a school puts them in a desperate panic to

"cover all the facts" and discuss "later if there’s time."

22

In Denis Hirson’s recent autobiography: The
House Next DoortoAfrica, there is a wonderful satire
of the way South African history is taught at white
schools. History, from van Riebeeck’s landing at the
Cape to plant vegetables up to South Africa’s mining
revolution, is mercilessly compressed. The Voortrek-
kers gallop across the plains, "slitting lions and turn-
ing them into shoes" when they are not warring with

the "marauding tribes" in the "empty interior." With a

few breathless changes of identity the voortrekkers

become Afrikaners and the marauding tribesmen are
lining up for health inspections before going down
the mines.

It is not "the silences" that offend in Hirson’s

account, for everything happens so quickly that we

can hardly be conscious of them. Everyone is packed

into the story; no one is left out, except possibly some

of South Africa’s indigenous inhabitants prior to

1652. But there is no time to ask "How did the tribes-

men become workers?" or, "How did the voortrek-

kers become Afrikaners?" What kinds of

explanations do historians offer for these processes?

It is a monologue delivered at break-neck speed, by

a teacher with her eye on the number of periods left

before the exams and on the door through which the

inspector might come at any moment. It is a senseless,

mind-numbing monologue which pretends to be a

"factual" account, but its very lack of coherence

means that the students can never intervene. They

can never do anything with it, except learn it off like
a catechism.

How then can they take even the first hesitant step
towards the "moral and intellectual creativity,

autonomy and initiative" that Gramsci, in his prison

dreams, envisaged for the "mature scholar" who

would be able to control those who governed him?

How will they ever acquire the skills of logical think-

ing, which Gramsci argued were rarely automatic but

which, once acquired, could lead students to their

own intellectual revelations and to mastery?

Gramsci’s own programme, influenced by his his-

torical position and his personal suffering, was

rigorous and rather inflexible. His emphasis on for-

mal latin grammar and the classics is a little shocking

to the imported liberalism in South Africa, which

favours open ended and pupil centred learning. But

his concerns for teaching all students the skills of

logic and analysis, while simultaneously giving them

an insight into the breadth of vision he imputed to the

classical authors, are of considerable interest.

In a democratic education system in South Africa

what role will the teacher play? Will there be a

planned programme of study? What will the desired



end-point be? Howwill the difficult issues ofintellec-

tual autonomy and political accountability be

resolved? Is intellectual autonomy on the agenda?

These are some of the questions I think need to be

discussed and worked through carefully by all the

interested parties, and the extraordinary hopes that

People’s Education for People’s Power aroused may

yet be vindicated.

CORRESPONDENCE

 

The following represents a correspondence selec-

tion, exchanged between the editors and other inter-

estedpam'es and which we felt was significant enough

to be included here.

From AM, who with her husband,

Minister Tod Gobedale, works with the U.C.C.S.A’s

Ministry in Zululand, South Africa. Ana was former-

ly a doctoral student in the Adult Education Pro—

gram, Northern Illinois University.

Died 9 April 1986

Themba (Hope) Ntuli

Born July 1985, 9 months ago

A son of a son.

The Ntuli future.

Home: Matshana Black Spot

no fresh water

no electricity

no plumbing or sewage

dirt roads

overcrowded

5 kms from Empangeni

a prosperous

whites only town

Father: employed by

Kwazulu Police good job

stationed in Traansvaal

350 kms from Matshana

last home in January

Mother: employed in Durban

200 kms from Matshana

last home 29 March to bring money on regular
month-end visit

Funeral 12 April 10 am

Themba’s coffin, draped by a soft blanket, is

bedecked with a small plastic dome full of plastic

flowers. We women have gathered in the narrow

room to share in the grief of his mother. She sits, her

face shrouded by a blanket, still.
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A dirge rises in the stillness. Like echos we join in

the chant, muffled by the heavy rain on the iron roof.

We wonder how the men are progressing on their

task of digging and preparing the tiny unwelcome

grave.

A few latecomers ask to view Themba’s tiny head,

serenely shrouded in white ruffles, to say a last good-

bye. Coins clink in the dish beside the ever—burning

candle.

A prayer. A blessing. Communion. Remember,

"God is with us." We process behind a pick-up bear-

ing Themba on his last earthly journey. Singing, over

the rain-filled ruts of a road to the cemetery behind

the Lutheran church. Barren land. Grandfather,

walking with us, comments, "we are lucky to have had

this site allocated when they used to give land to the

churches. Now they give nothing." Is it anger or

despair that I hear in his voice?

The men wait, shovels and picks in hand, drenched

and muddy. Grandmother whispers, "My son has

arrived in time to say good-bye to his son," tears in

her eyes. The tiny casket is opened one last time, for

a final meeting of father and son, strangers.

We approach the grave, dug by family and friends.

The rows of tiny graves rise up around this one. Some

marked with wooden crosses, some with a single

stick. Others recognizable only by the settling mound.

Some with names. Most nameless. On Themba’s

left; Sibongile (we have given thanks) Mgubane, 5

months. On the right; Nomusa (Mercy) Mbuli, 9

months. South Africa’s children. The future.

My mind wanders t0 the American children I

know who died; death of children has been much of

a stranger to me. Here in South Africa in one year I

have buried four children. Causes of death... Black in

South Africa. Medical reasons...measles, asthma and

malnutrition.

GOD GIVES, AND GOD TAKES AWAY?

We would be sinful to defend this situation as

God’s intervention in the lives of these children. God

takes away in old age, while nature takes away by

catastrophe or incurable illness...but measles, asthma

and malnutrition: HUMAN BEINGS are killing

these children.

* GOD does NOT keep them hungry.

* GOD does NOT take parents away.

* GOD does NOT insist on pit toilets, or no

toilets.

* GOD does NOT make fresh and clean water a

luxury.
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* GOD does NOT make a profit off food sales to

the poor.

* GOD does NOT covet medical care for a

chosen few.

"‘ GOD does NOT favor people—without—color.

GOD GIVES EACH ACCORDING TO

HER/HIS NEED?

But people take away from others what God has

given to meet basic needs. And God has not created

a world in which cups emptied by greed are divinely

refilled.

ACCEPT THY LOT?

Often this is the message "of the Bible" given to

Black South Africans. But what does it mean? What

did it mean for Themba? For his parents? Is the "lot"

of a nine-month—old to die of malnutrition? Is the lot

of 21 million Africans-of—colour to be victimized by a

3 million White minority? Or is their (our) lot to

recognize and work for the "lots" of things to be

changed and equalized?

RENDER UNTO CAESAR WHAT IS
CAESAR’S?

What does this mean in South Africa? Is God
calling Themba’s family, and all other Black African

families in South Africa, to render to the White’s

National Party Government their children’s lives?

* Their family life? *their homes? *their educa-
tion?

*their livelihood? *their fresh water? *their dig—
nity?

Surelywe are called tojudge what is truly "Caesar’"

to be rendered unto him.

Themba’s grave is filled. The spot for the next

grave is clearly marked... ready...waiting. When will

this procession of children to their graves to be

stopped? God, forgive us that we might turn from our

evil ways and walk with you on the path of love.

This is our fifth letter from South Africa, written

in the middle of our third year here. We’ve been

struggling with the decision as to whether or not
extend for a fourth year here. After painful delibera-

tions which included times of anguished prayer,

counseling, conversations with church leaders here,

we have agreed to stay. Not because we have seen

meaningful change in RSA, not because we see an

end to apartheid, but because we see more troops in

the townships, more graves in the cemeteries. And

now the State President suggests to dissolve the con-

stitution and establish a "period of reform"---a dic-

tatorship.
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What can we, Tod and Ana, do? Very little. But at

least our presence offers a witness. Please, your

prayers and actions to build a new South Africa are

the voices in the wilderness, the lights in this dark
place.

—End of Letter—

To: Dr. Harold Wolpe
Dept. of Sociology
University of Essex
Wivenhoe, Essex
England
April 20, 1987

Dear Dr. Wolpe,

Your name was suggested to me by John Morgan

of the University of Nottingham. I have been cor-

responding with him in connection with a publication

which I edit and produce here in St. Louis (please see

enclosed).

Currently, I am preparing to devote the next issue

of the journal to a History of Adult Education in

South Africa. My co-editor will be Dr. Charlotte

Morgan, a historian in the Dept. of Black Studies of

Lehman College in New York.

I would like your help in locating men and women,

scholars or otherwise, who would be prepared to

contribute a paper or book review to this journal on

the subject of South Africa. What I am looking for

can take any of the following forms: a paper devoted

to a single aspect of adult education history, focusing

on a particular area, such as literacy, or institution,

or individual, i.e., a leader in the field. It might also

be a review of a book, monograph, etc., on adult

education in South Africa, whether historically-

oriented or not. Finally, it might be a personal ac—

count of someone’s experience with the adult

education system, particularly if this relates to

aspects of minority Black culture.

My colleague, Charlotte Morgan, has been trying

to contact the Funda Center in Soweto, and other

black cultural and political groups. She is also trying

to have the ANC contribute something. To date,

however, we have not had contact with black groups

nor with scholars in the other universities of South

Africa. Perhaps you could help us here.

Sincerely,

Sean Courtney, Editor



Reply: To Sean Courtney

Many thanks for your letter of April 20th which

puts me in something of a quandary because your

attempts to put together an issue on South Africa

seem to be in breach of the cultural and academic

boycott which I, as a member of the ANC, support.

This is not to suggest that no south African writer

working inside the country should be approached but

you have gone directly to institutions which must be

considered to be either part of the apartheid system

and regime (Human Sciences Research Council) or

at least not to have sufficiently put itself into opposi—

tion. There are, of course, organisations and people

in the field of adult education who can be considered

to be part of the mass democratic opposition and if

they accepted your invitation, that would have been

fine since there is no desire to isolate those organisa-

tions. The decision to participate would be taken, not

by individuals, but by organisations who would make

political judgments about the contribution of the

enterprise to the anti-apartheid struggle. l have in

mind those organisations who are providing educa-

tion to the black trade unions, organisations which

have joined the United Democratic Front and so

forth. In particular, the appropriate contact would

have been with the National Education Crisis Com-

mittee.

The problem is that the steps you have already

taken maymean that none ofthese bodies would want

to participate. I suggest that you should now ap—

proach the NECC and, in doing so, provide them with

the information contained in your letter to me. If they

agree to co-operate with you then I will be able to

make a number of suggestions, although in any event,

I would be unable to contribute given your deadline.

I’m sorry to be so unhelpful but I’m sure you will

understand that there are important issues at stake

here.

Yours sincerely,

Harold Wolpe.

To: Dr. Harold Wolpe
London, England
May 28, 1987

Dear Dr. Wolpe:

Many thanks for your prompt reply to my letter of
April 20.

Quite coincidentally your letter arrived along with

an issue of the Chronicle of Higher Education (see

enclosed) in which the issue of a cultural boycott of

South Africa was on the front page. I have read and

reread that article along with your letter to decide
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what our position should be. The Chronicle article

says that the boycott is a "subject of continuing dis-

cussion among (ANC) constituents and allies." Based

on that and the fact that we have had a letter from

Solomon Mahlangu Freedom College supporting

our project, I plan to go ahead with this issue on South

Africa, subject of course to the agreement of my

co-editor.

Let me state categorically that no issue of the

journal will appear without some representation of

the viewpoints of significant opposition groups inside

and outside the country. Anything less would make

this project meaningless. That is why we have written

and will continue to write to appropriate members of

the opposition as well as mainstream academics (see

enclosed letters.) Apart from the response from

Freedom College we have also been in touch with

Morobung Nkomo, the author of Education for

Blacks in South Africa: Deconstructing the Myth

among others, and we are hopeful that he will con-

tribute a piece. We will also write to the NECC.

We will press ahead. If you still feel you cannot

help perhaps you couldpoint us in the direction of

others who might. Again, thank you for your prompt

and informative reply to my query. Your country is in

considerable torment. Having grown up in a country

(Ireland) which has seen its share of racism and

colonial rape I appreciate the depth of your political

commitment. Did you know, by the way, that the word

"boycott" came into use when a certain Captain

Boycott, a British landowner in the West of Ireland

became the center of an agrarian campaign to drive

landlords out of Ireland by cutting off all commercial

and personal contact with them. In the case of Cap—

tain Boycott the "boycott" was successful.

Sincerely,

Sean Courtney

——End of Exchange—

African National Congress (South Africa)

Solomon Mahlangu Freedom College

To: Charlotte T. Morgan

Dept. of Black Studies
Lehman College

The City University of New York

2 April 1987

Dear Charlotte,

I thank you for your letter of 24 February 1987

which I received on the 24 March 1987. It is also

gratifying to learn that an interest has been aroused
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in the content of the whole educational system of
South Africa and from your point of view, adult
education in particular. As you know in my country
South Africa, education for blacks is so structured
that the blacks receive scanty education justfo enable
them to service the lucrative industry. Education is
not seen by the racist regime as the springboard and
the only avenue to mankind’s cultural advancement.

Consequently, and understandably so from their
perspective, no attempt whatsoever has been made
to pay serious attention to adult education of the
black masses.

At Solomon Mahlangu Freedom College, we have
just started with adult education programme. A lot
has still to be done. The significance of this school is
to lay down a solid foundation of the educational
system for a free and democratic South Africa from

nursery to adult education division.

With regard to the material for your bulletin, I
have passed on the copy of your bulletin to comrade
Pearl Serote, Head of the Adult Education Division.
She will get in touch with you in due course and I hope
you will continue to send us copies of your bulletin.

In the Year of Advance to People’s Power!
T K Maseko

REPORTS AND RELATED
DOCUMENTS: EXTRACTS

The editors received more material than could be
included in its full form in this issue of the bulletin.
Selections from that material are included here. The
interested reader is referred to the authors’ ofthepieces
forfurther information.

 

ST ANTHONY’S ADULT EDUCATION CENTRE,
BOKSBURG, JOHANNESBURG: A CASE STUDY

By Sr. Magdalen Greene and Josephine Ewart
Smith *

An historical outline of St. Anthony’s is essential
if one is to appreciate its uniqueness. Back in the
19305, the position it now occupies was in the middle
of the black township of Stirtonville. Most of the
residents were migratory workers employed on the
mines. In 1965, Stirtonville was declared a Coloured

* Sr. Greene is Principle of St. Anthony’s Adult
Education Centre, Boksburg, South Africa. Ms. Ewan‘
Smith, MA., is a lecturer in the Division ofAdult

Education, University ofthe I'Vttwatersrand, in Johan-
nesburg.
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area and renamed Reiger Park. The Black com-
munity moved twenty kilometres away to the new
township of Vosloorus.

That same year, Father Stan Brennan, a Francis-
can from Ireland, was appointed Priest in charge of
the new Coloured community. He was given three
acres of land and dilapidated school building. His
task was to gather a flock and build a church. Father
Brennan soon found that it was education his
parishioners hungered for. Manywere illiterate while
others had through political or financial pressure
been forced to abandon classes and go out to work at
an early age. His parishioners saw education as the
key to a better standard of living.

With the aid of volunteer tutors, classes were es-
tablished. The records show the attendance for early
1966 as only ten, but friends tagged along, books were
donated and two old classrooms were turned into a
’library’ and the foundations of our impressive centre
were laid. Within the year attendance had risen to 100
and electric lights were strung between the trees
under which the eager students sat. Tuition was given
at literacy, junior and senior certificate levels.

By 1971, the Centre was catering to 900 students.
Misereor, a Church organisation in Germany,
donated R300,000 for a multi-purpose building that
was utilised as a social and cultural centre at
weekends and for classes during the week.

In 1973, skills training was introduced at the re-
quest of residents and with the support of in-
dustrialists. It was only in 1977 that the beautiful
church of St. Francis was built with funds raised by
the local community.

The future of St. Anthony’s stood in the balance
when, in 1977, the authorities ordered that the Centre
be closed because the Group Areas Act was being
contravened. Large numbers of Black students were
attending classes in a Coloured area! However, pres-
sure was brought to bear by the German and British
Consuls as well as Church authorities and the classes
continued. At that point, the Centre had to be
registered with the Department of Education and
Training, and a Sister of Mercy was appointed Prin-
cipal.

The student riots of 1976 had highlighted the dis-
satisfaction Black people felt for the government
education system, and more than ever they were
looking to the Church for assistance. But when the
Department of Education and Training established
a section specifically for adult education, it became
illegal for a tuition centre to operate unless it was
registered with the Department, and St. Anthony’s



had no option but to register. Student enrolment

reached the 2,000 mark that year, and the scope of

the education provided was broadened to encompass

everything from literacy training through to

matriculation examination.

More than 60% of the 200 literacy students in 1977

were migratory labourers working on the local mine

or in industry. Their need was to communicate with

their families all over Southern Africa as far afield as

Malawi, Mozambique, Zimbabwe, Transkei and

Lesotho.

At the other end of the scale were some 600

students needing assistance with their matriculation

studies. There were learners who, due to inadequate

facilities for education in the rural areas and the

urban township riots of 1976, had been unable to

complete their education in normal circumstances.

By 1977, it was obvious that the Church had an im-

portant role to play in Adult Education in South

Africa. Several teachers at St. Anthony’s set out to

study the immediate needs ofthe students and to help

each other understand adult learners. Staff seminars

were arranged and studies done on some of the

literature available e.g. works of Knowles, Lovett,

Lovell, Berger and Freire. These workshops helped

our staff see their students in a new light. The result

was a shift in emphasis from "teaching" to "learning,"

a realisation that our adults like all adult learners in

other parts of the world, were people with life ex-

perience and that if educators were to succeed in

helping them, then it was of prime importance that

this aspect be taken into account. Minutes of one

meeting reflect, "our learners are mature, ex-

perienced individuals, capable of directing their own

lives they are parents, teachers, nurses, domestic

workers, men employed in the mines and industry ..."

so the strategy for instruction moved slightly away

from transmittal techniques to experiential learning

taking cognizance of the life-experience 0f the

learners.

Education is now seen at the Centre in a much
broader sense and includes opportunities for the
students to examine the society in which they live and
work to meet and discuss problems that affect them
in their daily lives.

Between 1977 and 1982, a total of R1,5 million was

poured into further development at the Centre.
Donations from the German Catholic organisation,
Misereor, and local commerce and industry, meant

the building of a large education block to accom-
modate the 2,000 evening class students, a computer-
based education centre, two new science

REPORTS AND RELATED DOCUMENTS: EXTRACTS
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laboratories, more classrooms and lecture theatres,

and a comprehensive new library. The local com-

munity also contributed to a parish hall built in 1982

and a ’centre of concern’ for the aged the following

year. St. Anthony’s nurtures the spirit, mind and

body, and there are facilities for swimming, tennis,

squash, table tennis, billiards and darts.

—End of Reprint—

EdiLQL’Lngtg: Below is the introduction to and the

table ofcontents ofa volume ofdocuments circulated

by the CentreforAduIt and Continuing Education.

From the Centre for Adult and Continuing

Education

University of the Western Cape

Private Bag X17, Bellville, 7530, R.S.A.

BACKGROUND TO THE CENTRE FOR ADULT

AND CONTINUING EDUCATION (CACE)

The CACE was established at the University of

the Western Cape in April 1985. At present there are

five staff members. The majority of projects are

privately funded. They include:

1. Community Organisation Research and Educa-

tion (CORE).

In this project we have to date published one

research report.

"The struggle for Democracy. A study of Com-

munity Organisations in Greater Cape Town from

the 1960’s to 1985." We have also published a popular

education booklet. "The struggle for Democracy:

The story of one community organisation in Cape

town in the 1980’s." A data bank of material on

community organisations has been developed.

CORE aims to help preserve the history of com-

munity organisations and so contribute to their ongo—

ing development.

2. Second Chance to Learn. This project is con-

cerned with compensatory adult education from

basic literacy to high school education. A first re-

search report has been published, "Second Chance

to Learn: A preliminary survey of compensatory

Adult Education in Greater Cape Town."

3. Certificate in Adult Education. A part—time

certificate is being planned for 1988. The course aims

to reach adult educators in night schools, community

organisations, agencies, trade unions, health services

etc. We plan to use a distance education approach in

order to reach people who may not have easy access
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to the university. The entrance qualification is at least
a standard 8 plus 3 years experience in adult educa-
tion.

4. Popular Education Project (PEP). This project
has two facets: worker education on the one hand and
community education on the other. It involves work-
ing with organisations in the development of nonfor-
mal educational programmes and resources.

—End of Reprint—

From the Report of the National Consultative
Conference on the Crisis in Education Organised by
Soweto Parents Crisis Committee at University of the
Witwatersrand, Johannesburg 28, 29 December 1985

PEOPLES EDUCATION: A COLLECTION OF
ARTICLES, DECEMBER 1985 TO MAY 1987

This reader is intended as a resource for all those
in the university who have an interest in the develop-
ment of People’s Education. It aims to make more
widely available and accessible a series of key ar-
ticles, speeches and documents.

The reader is a by—product of a preliminary study
on People’s Education undertaken by CACE. The
project aims to locate People’s Education in its na-
tional and international context. In the process, we
have collected a range of material on People’s
Education in South Africa. We are gathering infor-
mation and material on popular education and politi-
cal struggles in other countries, such as Brazil, El
Salvador, Nicaragua, and the Philippines.

In the meantime, through this reader, we would
like to circulate material which can contribute to the
debate and development of People’s Education. It is
by no means intended to be a complete or definitive
collection.

The first section includes the most significant
NECC documents and statements. The keynote
speeches from the two conferences are central.

The second section tries to give an understanding
of the work of the People’s Education Commissions.
Examples are the development of alternative History
and English teaching.

In the third section papers consider the role and
task of the universities and academics. Two NECC
representatives, Eric Molobi and Vusi Khanyile,
raise important issues on this theme.

The debate and some of the problems are
analysed and summed up in the fourth section. Ken
Hartshorne and Johan Muller discuss the current
state of education, the contribution ofthe NECC and
the possible future directions of People’s Education.

People’s Education extends beyond the schools to
literacy programs, non-formal education, worker
education and so on. It is particularly here that the
experience and struggle of the people of other
countries is important. The articles in the fifth section
touch on these issues.

People’s Education is developing all the time. As
further material is collected or more specific needs
are identified, further readers can be compiled.
Feedback and suggestions would be most welcome.
Hopefully this collection will facilitate easy access to
material which furthers our understanding of
People’s Education.

CONTENTS: NECC DOCUMENTS

1. Report on National Consultative Conference on
the Crisis in Education, organised by the Soweto
Parents Crisis Committee at University of the Wit-
watersrand, Johannesburg 28-29 December 1985

2. The Resolutions from the National Consultative

Conference, December 1985

3. Zwelakhe Sisulu —- People’s Education for
People’s Power (Keynote Address, NECC 29 March
1986)

4. Resolutions of the National Consultative Con-
ference on the Crisis in Education, Durban, March
1986

5. People’s Education: Creating a Democratic Fu—
ture (Interview with Ihron Rensburg, National
Secretary of NECC)

6. The NECC: Doing Battle with the DET (Inter-
view with Eric Molobi, National Co-ordinator of
NECC)

7. 6 October: National Students’ Solidarity
(pamphlet issued by Joint SRC’s and ASAC, 1986)

8. Viva NECC! People’s Education for People’s
Power (pamphlet, NECC Western Cape region, May
1987)

PEOPLE’S EDUCATION CURRICULUM
DEVELOPMENT

9. Michael Gardiner — Liberating Language.
People’s English for the Future

10. Cynthia Kros — History for Democracy



PEOPLE’S EDUCATION AND THE
UNIVERSITIES

11. Eric Molobi — South Africa: Education
under Apartheid (Keynote Address, Conference on
United States Initiatives for the Education and
Training ofSouth Africans and Namibians, Michigan
State University, 23 November 1986

12. Vusi Khanyile — Speech to ASP Conference
(Pietermaritzburg, November 1986)

13. Eric Molobi — The University as White
Elephant (extracts from Richard Feetham memorial
lecture, University of the Witwatersrand, 1987)

14. Mluleki George — It’s False to Follow the
Oxford Model (extracts from Richard Feetham
memorial lecture, University of the Witwatersrand,
1987)

PEOPLE’S EDUCATION ASSESSMENTS AND
ANALYSES

15. Johan Muller — People’s Education for
People’s Power and the National Education Crisis
Committee: The Choreography of Educational
Struggle

16. K. Hartshorne — Post-Apartheid Education:
A Concept in Process. Opportunities in the next five
years.

PEOPLE’S EDUCATION BEYOND THE
SCHOOLS

17. June 16 and the Working Class

18. Literacy Teaching for Workers

19. War against Ignorance

20. Jaero Munoz —- Colombia’s Programs Ex-
emplify Maturing Theory, Action

—End of Reprint—

BRIEF BACKGROUND TO THE SOWETO
PARENTS CRISIS COMMITTEE AND THE
ORGANISATION OF THE WITS
CONSULTATIVE CONFERENCE

The educational crisis gripping the country is an
integral part of certain weaknesses in the South
African way of life — deficiencies that weigh heavily
on black South Africans. The core problem remains
apartheid, from which flows unequal allocation of
facilities, unequal allocation of State money per
child, unqualified teachers and thus, inevitably, an
overall inferior educational system for blacks. It
needs to be emphasised that the denial of meaningful

REPORTS AND RELATED DOCUMENTS: EXTRACTS
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access to the central political machinery of the
country, where decisions are made for blacks and
about blacks without their participation, remains the
bottom line that causes anger in every black person’s
heart. Other experiences such as the pass laws,
brutality by the police and army, detention, bannings
and economic exploitation are all rooted in the
process of disenfranchisement. There is, therefore,
no way in which the crisis in black education can be
isolated from the whole political and social com-
plexion of present South Africa.

By October 1985, conditions in the black schools
reached a new low point. With final examinations
little more that a month away and with the continued
presence of the SADF in the school yards and the
townships, it seemed as if a stalemate had been
reached. Numbers of students had been shot and
killed at school, the authority ofschool Principals was
subverted, and normal schooling has been com-
prehensively disrupted. Detention increased
dramatically in October, and with the banning of
COSAS, the students found themselves without a
means for coordinating a central strategy. All indica-
tions were that the final examinations would be a
fiasco. It was at this point that the Soweto parents
decided to act.

The Soweto Civic Association, an organisation
concerned with civic issues such as rent, electricity
and bus fares called a meeting to discuss the schools
issue. The meeting was promptly banned and two of
the organisers, Vusi Khanyile and Isaac Mogasi, were
detained for a while. This was not the first setback
that the parents had received: at the beginning of

1985, a National Parents g 29mmitt§e had been set up,

but in the face of DET intransigence had disbanded
in frustration. The SCA, however, persevered, and

called a second meeting which drew 2700 people to
the DiepkloofRoman Catholic Church. At this meet-
ing, the major grievance of the students, centering
around the continued presence of the SADF in the
townships, were articulated, and it is out of the meet-
ing at Diepkloof in October 1985 that the M919

Parents glrisis g 29mmittee emerged.

The committee consists of the following members:
S Mohajane, V Khanyile, Rev Tsele, H H Dlamlenze,

M R Moutingoe, Rev Monyaku, I Mogasi, Dr W

Motlana, Net Ramokgopa, E Molobi. Their first ac—

tion was to contact the DET, the SADF, and the

Department of Law and Order. A meeting was ar-

ranged which only the DET attended. The most

pressing demand presented by the SPCC was

postponement of the final exams, which the DET

seemed reluctant to do. As November progressed
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and the exams drew nearer Job Schoernan of DET

announced that exams would not be postponed,

drawing a public challenge from the SPCC. The day

before the exams were due to start, the SADF an-

nounced that they would increase their presence in

all 11 exam centres in Soweto. On the very day the

exams were to start, the principals agreed at a prin-

cipals meeting to call off the exams. Only 4 centres

started writing on Friday, the day on which exams

were due to commence. By the next Monday, the

exams had collapsed in Soweto.

Minister de Beer of the DET requested an urgent
meeting with the SPCC, also attended by Minister

Vlok representing the police and security forces. At

this meeting, the SPCC presented the Ministers with

a list of students who had been shot and detained and
urged upon them the importance of an immediate
withdrawal of the SADF from the townships. de Beer
appeared conciliatory, but Vlok responded by ques-

tioning the representativenesg of the SPCC. In addi-

tion, Vlok emphasised that the demands for an end

to the state of emergency, the withdrawal of the
SADF and the unbanning of COSAS were national
issues and could not be regionally negotiated. It was
at this point in November 1985 that the SPCC
realised that the struggle for black education was

indivisibly a national issue and that they needed to

obtain a national mandate from the people. The idea

of a national consultative conference was born. The

need for this became even clearer to the SPCC when

they met de Beer in early December for the third
time. He made it plain then that, although the DET

exams has been deferred, his hands were tied as far

as the other demands were concerned.

The SPCC resolved to create as broad a base as

possible and began to have intensive discussions with

student groups, teacher organisations, parents and
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community organisations, the churches, organised

industry and commerce and the ANC. A matter of
extreme concern to the parents in particular was the
fact that 1986 would be the 10th anniversary of the
Soweto School Uprising, and that it had been
declared the "year of Remembrance." The SPCC
consequently sent a delegation to meet the ANC in
Harare in December. The meeting made clear to

them that the students should be urged to go back to

school, that the need for learning could not be

postponed, and that the school was the only place in

which the students could become organised.

With the help of students, the first National Con-

sultative Conference was organised and held at the

University of the Witwatersrand on 28 and 29

December 1985. One hundred sixty-two organisa-

tions representing seven regions attended. The rest

of the proceedings in this booklet represent the

speeches, deliberations and resolutions of that con-

ference.

A major resolution of the conference was that

students would return to school on 28 January 1986

conditional upon certain demands which would be

met by the end of March 1986. Failing this, it was

resolved that a second conference would be called by

a National Edugatign gzrigis gggmmittee where ap-
propriate action would be considered. lhis national

committee was formed on Q and 2 March, with one

representative from each of the eight regions
(Transvaal being divided into North and South
Transvaal), three representatives from the SPCC,
and with the power to co-opt relevant people. The
NECC has called the second National Consultative
Conference for 29 and 30 March 1986, since it has

become apparent that the government’s response to

the demands put by the Wits Consultative Con-

ference falls far short of the expectations of the mass

of the people.
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1458

1510

1652

1658

1658-1660

1670’s

1778

1806

1812

1815-1824

1828

1833

1836

1838

1841

1858

1867

1879

1886

1899- 1902

by Charlotte T. Morgan

The Khoi Khoi community had its first contact with Europeans at Walvis Bay

(Namibia).

The Khoi Khoi executed European interlopers for sexual crimes.

The Dutch East India Company used indentured European servants from

Holland to establish a settlement at the Cape.

The company imported slaves from other parts of Africa in an effort to have a

controllable labor force.

Occurrence ofthe first of several Khoi-Khoiwars of resistance against European

attempts to enslave and steal their land and livestock.

Commandoes (quasi—military units of Europeans) began punitive expeditions

against the San who were resisting invasion. San survivors of raids were made

"servants."

Restrictions placed on movements of Khoi Khoi and San in areas of European

settlement.

British control over Cape Colony (an aftermath of the Napoleonic Wars) was

entrenched.

Forced removal of 20,000 Xhosa from Fish River area (eastern coast).

Ascendancy of Zulu nation under King Chaka.

British authorities legislate legal equality for non-Europeans. Movement

restrictions extended to Xhosa.

Slavery abolished in British territories including South Africa.

Boers leave coastal areas and Cape Colony in an attempt to escape British rule

and maintain power over the Africans.

Zulu nation defeated by Boer invaders at Blood River. The defeat initiates

European control of the Natal region and the decline of the Zulu.

Glasgow Mission Society established Lovedale School (for Africans but open

to Europeans).

In an effort to limit Boer intrusion, King Moshesh of Basutoland (Lesotho)

allows Britain to establish a Protectorate over his country.

Large scale theft of livestock from the Basuto leads to war between Boers and

Basuto. Initial Basuto Victory is overshadowed by fears of Boer-British alliance.

Moshesh ultimately cedes more land establishing the foundation for the Orange

Free State.

Discovery of diamonds leads to influx of thousands of Europeans.

A resurgent Zulu nation rises and defeats the British invaders.

Discovery of gold leads to a second influx of Europeans.

Anglo-Boer War over control of land and its resources fought between Boers

and British. Result was the recognition by the Boers of British sovereignty 1n
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1904

1906

1910

1912

1913

1919

1923

1926

1927

1942

1948

1950

1952

1953

South Africa (Treaty of Vereeninging). The resolution of differences between
the Europeans was costly for the Africans who were not involved in the decision.

Compulsory education introduced for all whites in Cape Province and Natal.

Zulu—Bambata Uprising caused by imposition of a poll tax and desire of Zulu
to avoid servitude under Europeans. In colonial Africa, the poll tax was one way
of forcing Africans to work for Europeans. Such employment was often the only
source for revenue to pay the tax.

The Union of South Africa was established by the Europeans bringing British
and Afrikaner states together.

Organization of the African National Congress (ANC) to speak for the rights of
Africans.

Passage of Native Land Act - the economic foundation of apartheid. Africans
were restricted to designated areas, moved off of locations not designated
specifically for their use, and forced into the wage labor market.

ANC launches first demonstration against the pass system.

Passage of Native Urban Areas Act - Africans denied rights in urban areas of
white settlement. Africans were considered units of labor to be used as needed
and returned to the reserves when the needs of the state were satisfied.

Passage of the Color Bar Act — gave support to the concept of job reservation
for whites; it ameliorated fears of whites regarding possible replacement by
Africans. Three years earlier, whites had rebelled at the prospect of losing job
security.

Native Administrative Act — placed all Africans under executive authority of the
government, thus bypassing parliamentary procedures.

Youth League of ANC established to harness new energy for the movement.
Victory of the Afrikaner Nation Party (Boer Nationalists) leads to consolidation
and strengthening of racial legislation under the policy which would be
publicized as "apartheid"—a Boer word meaning to separate. Various acts
provided for limitation on African movement into urban areas, forced removal
of Africans from areas of settlement no longer approved by the government,
government classification or re-classification of racially exclusive areas, exercise
of local government rights in areas known as Bantustans or reserves, and
prohibition of inter-racial social contact, e.g., mixed marriages, segregation in
sports, theaters, public accommodations, etc.

Suppression of Communism Act — Police state tactics used to control resistance
to draconian legislation. All who advocated change toward racial equality were
labeled communist. It allowed banning and additional restrictions on move-
ment.

Massive display of African resistance (The Defiance Campaign) throughout
urban and rural areas.

The Bantu Education Act enforced principle of separate systems for Africans.
It was designed to eliminate expectations of acceptance and position in
European society and end practices in education thought to conflict with the
goal 0}: “(zihite supremacy. An ANC campaign against this form of education was
launc e .
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CHRONOLOGY

Pan-African Congress (PAC) organized to push for an all-African, anti-apart-

heid movement.

Promotion of Bantu Self—Government Act sets up "independence" for the

Bantustans. Some social segregation policies were relaxed. This "reform" of

apartheid is labeled "Separate Development." Bantu education principle was

extended to higher education. Five new racially exclusive universities were

established.

Sharpeville Massacre — Sixty-nine Africans killed (most shot in back) by police

during a peaceful demonstration. This action aroused world opinion against the

newly declared Republic of South Africa which was forced out of British

Commonwealth of Nations. Albert Luthule, president of ANC and advocate of

nonviolent resistance was given the Nobel Peace Prize. He called for interna-

tional sanctions against the government.

ANC and PAC give up the nonviolent approach and adopted a campaign of

armed resistance and violence to meet Violence; both were banned. The United

Nations General Assembly declared South Africa a threat to international peace

and security.

Imprisonment of Nelson Mandela.

South African Students Organization (SASO) formed by Steven Biko and others

helped initiate a Black Consciousness movement among nonwhites which

rejected all forms of cooperation with the government’s apartheid policies. A

guerilla struggle led by the South West Africa People’s Organization (SWAPO)

was started against South Africa’s continued illegal control over Namibia.

Massive strikes by African workers led to recognition ofsome trade union rights.

Soweto Uprising - Massive spontaneous demonstrations of African discontent

led by youth and influenced by the ANC, PAC, and the Black Consciousness

movement. Continuous student protest against Bantu education was begun.

Steven Biko (SASO Leader) killed during detention by police. Most Black

consciousness groups were banned. Government attempts to divide Africans by

allowing some reforms (more privileged Blacks given right to long term leases

for houses and some social segregation eased) were continued.

The Anzania Peoples Organization was formed. It assumed leadership of the

various Black Consciousness groups.

African University students organized the Congress of South African Students

(COSAS). Black labor unions were legalized.

Various education related laws and supposed reforms of the political aspects of
apartheid were the focus of sustained protests against apartheid. The Govern-
ment reacted to increasingly sophisticated acts of sabotage by the ANC by
mounting attacks on ANC bases in neighboring countries.

The United Democratic Front (UDF) under the leadership of Allan Boesak and

others was formed to oppose apartheid constitutional reforms which continued

the denial of participation to "Bantu" but extended minor roles to colored and

Asians.

African protests against apartheid political structures incorporated in the

"reforms" and individuals associated with the reforms increased. The
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1985

1986

1987

1988

strengthened African resistance incurred violent police repression. Bishop
Desmond Tutu was awarded the Nobel Peace Prize and he called for sanctions
as did his predecessor, Chief Albert Luthuli.

Labor organizers form the Congress of South AfricanTrade Unions (COSATU)
— the largest federation of black workers in South African history. Rent boycotts
and civil unrest spread to more than fifty townships throughout South Africa.
The government declared a state of emergency.

The National Education Crisis Committee (NECC) was formed to urge students
to end the class boycott and undertake other forms of protest. Increasing
violence and insecurity lead the United States to apply sanctions, major US.
firms to withdraw, and colleges and businesses to divest holdings related to the
South African economy. A new state of emergency was declared. Legal repres-
sion increased to allow detention without trial even of children and unlimited
police freedom in areas of "unrest."

Mounting university protests against government policies which set conditions
on the granting of state subsidies occurred. The government action was taken
to prevent university support of African aspirations. Govan A. Mbeki was
released from prison at the age of 77 after 24 years of incarceration. He vowed
to work for a peaceful solution, but ultimately his pronouncements were banned.
South African trained army led a counter-coup in Transkei (a former Bantustan)
against alleged influence of communists in the first coup.

UDF and other major anti-apartheid organizations were banned. Alan Paton,
internationally known opponent of apartheid, died. Violent resistance con-
tinues, including violence among Africans over local political control and
collaboration with the apartheid regime. More legislation passed to end some
forms of social and economic segregation, but the spirit of apartheid, the
maintenance of white supremacy, still survives.
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Understanding the forces shaping present day education practices requires knowledge of

past educational developments as well as current political decisions. The works listed below

reflect the divergence of opinion and the nature of the controversy surrounding South African
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Africans: The indigenous people of South Africa, also known as blacks. South African

government records have also used the terms "native" and "Bantu."

Afrikaner: A descendant of the Europeans, primarily Dutch, who came to South Africa

beginning in 1652 as either indentured servants or employees of the Dutch East India

Company or settlers. They have chosen the name for themselves, and it is symbolic of their

sense of historical identity and their role as South Africa’s "white tribe." Their language
which evolved from 17th century Dutch is called Afrikaans.

ANC: The African National Congress, which was formed in 1912 and banned in 1960 after the
Sharpville massacre.

Apartheid: The term, of Afrikaans origin (literal meaning "a part from"), used for the form of
segregation practiced in South Africa. The reformulated policy considered by some to be
reform is known as "separate development."

Bantu: People who speak an African language. The term was developed by linguists to refer
to those Africans whose languages had a specific structure, whose culture was based on
cattle-keeping, and who lived in the lower half of the continent. It was used to distinguish
them from the Africans of the West coast whom the linguists called Negroes. "Bantu" was
adopted by the South African government to refer to non-Europeans who are neither Asian
or Colored. Bantustan refers to the reserves or so-called homelands set aside for blacks.

Boer: (pronounced, though not to be confused with, "boor") another name for Afrikaner.

Colored: A person of mixed African/European ancestry. Many individuals in this category are
descendants of unions between Europeans and Khoi—Khoi (also referred to as Hottentots
— considered derogatory by today’s standards) during the formative years of the State.

SADF: South African Defence Force.
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