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Abstract

Various political parties, civil rights groups, ministerial spokespeople and columnists
support the view that one of South Africa's leading challenges is overcoming the
scarring legacy that the Bantu Education Act of 1953 left on the face of the country.
In the light of this a need arises to revisit the position and place of Bantu Education in

the current contested interpretation of its legacy.

It is apparent from the vast literature on this topic that academics are not in
agreement about whether or not the 1953 education legislation was the watershed
moment for ensuring a cheap labour force. On the one hand it would seem that the
general consensus is that 1953 was indeed a turning point in this regard — thus a
largely traditional view. However, on the other hand, another school of thought
becomes apparent, which states that securing a cheap, unskilled labour force was
already on the agenda of the white electorate preceding the formalisation of the
Bantu Education Act. This latter school of academics propose that their theory be

coined as a “Marxist” one.

In examining these two platforms of understanding, traditional and Marxist, regarding
Bantu Education and the presumption that it was used as a tool to ensure a cheap,
unskilled labour force, the aim of this study is two-fold. First, to contextualise these
two stances historically; and second to examine the varying approaches regarding
the rationalisation behind Bantu Education respectively by testing these against the
rationale apparent in the architects of the Bantu Education system. This includes
analysing primary sources in the form of parliamentary debates and contemporary

newspaper articles.
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List of abbreviations

ANC — African National Congress

HNP — Herenigde Nasionale Party (Reformed National Party)
MP — Member of parliament

NP — National Party

PRP — Progressive Reform Party

SABRA — South African Bureau of Racial Affairs

SAIRR - South African Institute of Race Relations

SAP — South African Party

UP — United Party
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Chapter 1: Introducing differing discourses

The World Economic Forum's Africa Competitiveness Report of 2015 rated South
Africa as one of the worst educational performers in the world, which is a statistical
tendency that has plagued South Africa's recent past." Together with this, ongoing
reports of failures in the national education system, such as the textbook delivery
crisis that plagued Limpopo in 2012, threats of strike-action by teachers' unions,
over-crowded classrooms and educators who lack pedagogic and content knowledge
point towards decay in the current educational sphere of South Africa. As a result,
numerous individuals have damningly compared the current South African education
system to that under apartheid — known as Bantu Education. Others have taken this
further, including the former vice-chancellor at the University of Cape Town, Dr
Mamphela Ramphele, who recently voiced her concerns regarding education in
South Africa since the advent of democracy in 1994. She stated that “the students of
1976 died fighting against inferior education, and it [education] is worse today .... |

never thought | would ever say that, but it is worse.”

Academic Rabelani Dagada,
lecturer at the Business School of the University of the Witwatersrand, shares similar
sentiments, claiming “After twenty years of democracy, the education levels have
plunged. It's worse than the so-called Bantu Education”.®> Furthermore, various
political parties, civil rights groups, ministerial spokespeople and columnists support
the view that one of the leading challenges facing South Africa is overcoming the
scarring legacy that the Bantu Education Act of 1953 left on the face of the country.
In the light of this, a need arises to revisit the position and place of Bantu Education

in the current contested interpretation of its legacy.

The Bantu Education Act of 1953 would essentially put the educational development
of all black South Africans under the firm grip of the National Party (NP) government.
This meant that the government had complete control of what was being taught at

schools, endorsing and perpetuating the ethos of apartheid. It ensured that

' Out of 143 African countries included in the African Competitiveness Index, South Africa was rated

last for its quality of mathematics and science education, in addition to being placed 139th out of
143 for the quality of its education system overall.

2 City Press, 2013-10-04.

*  Mail & Guardian, 2013-08-26.
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graduating black learners would have skills that would aid the economy, notably in
terms of their cheap, exploitable labour. The Minister of Native Affairs in 1953,
Hendrik Verwoerd, noted that there would be “no place for Africans above the level of
certain forms of labour”.* Bantu Education was made compulsory for all young black
pupils, and although literacy rates did improve, the quality of education provided to
these learners was sub-standard in comparison to the educational programmes that

their white counterparts enjoyed.’

In the light of the ever-changing landscape of education and fluctuating trends in
South Africa where Bantu Education is being heralded as “better” than the current
education system by some individuals, there is a need to revisit the texts regarding
Bantu Education in greater depth, in order to contextualise the educational milieu that
South Africa faces today. Marnie Hughes-Warrington affirms the importance of
revisionist histories, by arguing that the “neglect in revision in historiography is a
neglect of ethics” and that there are rewards for shifting “from the assumption that

revision in history should simply 'go without saying”.°

Questions arise, such as whether or not the Bantu Education Act of 1953 was in fact
deliberately used as a way of ensuring a stable, cheap and exploitable labour force
for the apartheid regime. It is apparent from the vast literature on this topic that
academics are not in agreement as to whether or not 1953 was the watershed
moment for ensuring a cheap labour force. On the one hand, it would seem that the
general consensus is that 1953 was indeed a turning point in this regard — thus a
largely traditional view. However, on the other hand, another school of thought
becomes apparent, which states that securing a cheap, unskilled labour force was
already on the agenda of the white electorate preceding the formalisation of the
Bantu Education Act in the mid twentieth century. This latter school of academics
propose that their theory be coined as a “Marxist” one, as “Marxists argue that the

system can be fully comprehended only if analysis is situated within the broad set of

H. Giliomee & B. Mbenga, New history of South Africa. 2007. p. 320.
R. Ross, A concise history of South Africa. 2008. p. 131.
M. Hughes-Warrington, Revisionist Histories. 2013. pp. 3 and 6.
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economic interests underlying the present structure, ie [sic] class analysis.”” While
juxtaposing these two interpretations, insight can also be gained into this crucial
element of South Africa's past and present by studying Hansards of parliamentary
debates at the time of the implementation of Bantu Education. By focusing on these
verbatim parliamentary transcripts, an understanding of what the so-called “official”
stance was regarding the ultimate rationale of the Bantu Education Act can be
ascertained. Another dimension can be gauged from the media and how this was
presented to the white electoral public and represented within the alternate press. In
addition, the Christian Recorder provides a primary contemporary voice of the

missionaries and their respective reaction to the Bantu Education Act at that time.

The aim of the study

As far as could be ascertained, no study has attempted to analyse these two schools
- the traditional and Marxist school - of interpretation side-by-side. While both schools
used the Hansards as primary source material, they arrived at different conclusions.
In examining these platforms of understanding regarding Bantu Education under the
presumption that it was used as a tool to ensure a cheap, unskilled labour force, the
aim of this study is two-fold. Firstly, to contextualise these stances historically; and
secondly to examine the differing approaches regarding the rationalisation behind
Bantu Education respectively and to test these against the rationale apparent in the
architects of the Bantu Education system, in the form of Hansards and contemporary

newspaper articles.

In order to contextualise the historical interpretations, the so-called Marxist school of
explanation will be examined by studying the manner in which the broad economic
interests in South Africa at that time indicate the real contradictions of its society.® As
the Marxist historians argue that the Bantu Education Act of 1953 was merely a
continuation and a formalisation of a system already in place, issues such as
colonialism, paternalism, the “white man's burden” and imperialism will be explained

in order to shed light on the historical context of their interpretation. This school also

" P. Christie & C. Collins, “Bantu Education: apartheid ideology and labour reproduction” in P.

Kallaway, Apartheid and education. The education of black South Africans, 1984. p. 162.
P. Christie & C. Collins, “Bantu Education: apartheid ideology and labour reproduction” in P.
Kallaway, Apartheid and education. The education of black South Africans, 1984. p.163.

8
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argues that missionary schools were guilty of undermining the black learner due to
the spirit of the time, long before Bantu Education was signed into law. As this group

defines their view as Marxist in nature, Marxism will also briefly be examined.

The so-called traditional view will be contextualised by studying Bantu Education as
implemented by the ruling NP and what the consequences of the NP apartheid
government's policies were on the South African labour force through education.
Here concepts like apartheid, influx control, homelands and Bantu Education will be

contextualised.

It should be noted that the Marxist school will be studied before the traditional school
in this study, for the purposes of conforming to historical chronology. Missionary
educational institutions heralded before the state-funded schools under Bantu
Education. Due to the fact that missionary education forms the foundation of Marxist
hypotheses, this group of historians are discussed first. Thereafter, traditional

historians will be analysed in their approach to the Bantu Education system.

The second aim of this study is subsequently to build on what will be contextualised
historically as stated above and to examine the motivation behind what the different
schools are claiming. In first contextualising these schools, one can examine their

rationalisation about Bantu Education in greater depth.

This study will begin by looking at the origins of missionary education in South Africa
in order to provide the necessary background. However, in terms of the periodisation
of this study, the focus lies on the shift in the country's economic climate with the
discovery of diamonds and gold in the late nineteenth century. This period was
selected as that was the time in which it became obvious that economic growth
depended on a cheap, unskilled and exploitable workforce. The delimitation of the
period extends to an apartheid South Africa, as it needs to be ascertained whether or
not the ruling NP-controlled Bantu Education was specifically designed to fuel its

need for cheap labour.

It should also be noted that for the purposes of this study, the focus will only be

placed on the black population of the country. The Eiselen Commission (1951) and
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subsequent legislation place their main focus on the so-called “Bantu” or “Native”
who in accordance with the Native Administration Act of 1927° is defined as “any
person who is a member of any aboriginal race or tribe of Africa”.’® The Commission
specifically identifies Bantu-speaking linguistic groups such as the Nguni, Sotho,
Venda, Tsonga and the Transvaal Ndebele.!" This then excludes the coloured and

Indian population of South Africa.

Methodology and sources

The historiographical school of the German historian, Leopold von Ranke, placed
emphasis on the importance of “scientific historical writing”, where an “objective”
approach to sources is imperative in the historian's process of research.’ Ranke's
approach suggests, if often criticised by the modern historical community, that the
extent to what a historian can achieve this is determined by the extent of the sources
that are at the historian's disposal. By utilising a variety of sources, an attempt must
be made to ensure that the interpretation of the past is consistent with all the
available evidence, as one of history's main values lies in its ability to reassess the
past by means of primary sources, such as the Eiselen Commission, which is in the
public domain."™ In doing so, this study will attempt to stay true to the methodological
approach of surveying contemporary, primary sources. However, this study will also
rely on secondary sources, some of which may even extend beyond the historical
realm and into other disciplines such as anthropology. This approach resonates with

the French Annales School's inter-disciplinary approach.™

The specific methodology used for the purposes of this study is identified by John
Tosh as the problem-orientated approach.’ This constitutes the formulation of a
specific historic question and concluding with an answer to the question after
thorough consultation of a variety of sources. This falls in line with what this research

attempts to do. This study's question focuses on why varying approaches regarding

°  Statutes of the Union of South Africa. The Black Administration Act No 38 of 1927.

10 Report of the Commission on Native Education 1949-1951, p. 193.

Report of the Commission on Native Education 1949-1951, p. 10.

12 J. Tosh, The pursuit of history, 2010. p. 123.

" J. Tosh, The pursuit of history, 2010. p. 91.

" B. Burke, The French Historical Revolution. The Annales School 1929-89, 1990. p. 116
®J. Tosh, The pursuit of history, 2010. p. 120.

© University of Pretoria



the rationalisation behind Bantu Education exist. Further, more in-depth consultation
will ultimately lead to a concluding hypothesis. R.J. Shafer states that this is not a
simple process, but that ultimately a careful collection of evidence will merge into a

synthesised analysis.

In the process of consultation with a variety of sources, internal criticism will be
exercised. This includes the historian applying the so-called 'rule of context', which
guides the historian in interpreting evidence in line with what precedes and follows
it." This is particularly important for the scope of this study, as each stance regarding
Bantu Education needs to be grasped and contextualised — one of the aims of the
study — in order to understand the rationale behind it. In terms of internal criticism, it
is also important to keep in mind that a large part of the primary sources consulted
for this study are not very representative of the demographics of South Africa. They
were commissioned by the government for a specific purpose. This does not,
however, detract from their historical significance, as several of the recommendations
adopted by these various Commissions would forever change the political, economic

and social landscape of South Africa.

Statistical evidence will also be used to illustrate the nature of the social and
economic landscape in South Africa during the period studied. A large variety of
statistical evidence regarding unskilled labour in South Africa, for example, is set out
in Bill Nasson and John Samuel's Education. From poverty to liberty. Here the same
quality of judgement will be used as with other evidence, placing particular focus on

the comparability of these statistics.'®

Newspapers also present imperative, primary insight into the opinions of the
mainstream, conservative press, as well as the alternative press in the form of the
more liberally-inclined Rand Daily Mail. In gauging the media's perspective of
parliamentary development with regards to the formalisation of Bantu Education, a

quantitative dimension will be given to this study.

' R.J. Shafer, A guide to historical method, 1980. p. 95.
" R.J. Shafer, A guide to historical method. 1980. pp. 151 — 152.
'8 J. Tosh, The pursuit of history, 2010. p. 138.
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Historian G. M. Young once stated that it was his aim “to read in a period until he
could hear its people speak”.'® Thus ultimately the methodology of this study will aim
to submerge itself in a number and range of sources, in order to form an as balanced
as possible account of the period in question. The aforementioned primary sources
that were mentioned above provide the scope to do so. It will thus in essence be a
comparative and analytical literature study. Thus from a methodical point of view, this
study will aim to contextualise the traditional and so-called Marxist stances
historically, while testing these differing rationales against primary sources that both

these schools utilised in the forming of their arguments.

In order to understand whether or not 1953 was the turning point in marginalised
education, the history preceding the Bantu Education Act needs to be examined.
Recent general secondary sources such as Robert Ross's A concise history of South
Africa, Hermann Giliomee and Bernard Mbenga's New history of South Africa as well
as Frank Welsh's A history of South Africa provide succinct overviews of South
African history and provide a sufficient account of the establishment and subsequent
growth of missionary schools in South Africa, in what is often coined “the scramble
for African souls”.?® These sources also serve as valuable points of reference in

establishing a broader understanding of general historical concepts.

Most notably, a number of key pieces of legislation and commissions prior to 1953
form the primary source material. For the purpose of this study, the economic
circumstances preceding 1953 and South Africa's need for a cheap and unskilled
labour force must be considered. This includes addressing the poor white question
as investigated by the Carnegie Commission of 1932; the increasing migration to
cities by the black population and the subsequent reaction of whites, as illustrated by
the Fagan and Sauer Commissions of 1946 and 1947 respectively; and lastly the
Eiselen Commission and resultant report of 1951, which would form the blueprint of
apartheid Bantu Education. All of these Commissions’ reports are primary sources,

but are in the public domain.

9 J. Tosh, The pursuit of history, 2010. p. 142.
2 Report of the Commission on Native Education 1949-1951, p. 22.
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The Carnegie Commission was established in the light of the poor white problem,
which Christopher Saunders defines as a term used for whites without skills and
education who were unable to obtain employment in competition with blacks. He
further states that by 1930 about one-fifth of the Afrikaner population could be loosely
classified as poor white.?’ The Commission, funded by the Carnegie Corporation,
travelled the country between 1929 and 1932 interviewing a selection of poor white
society. It is notable that the Commission focused specifically on the phenomenon of
poor white South Africans, without heeding the plight of the poor black South
Africans. This omission in itself is already indicative of the zeitgeist, as the
government at that time were more focused on addressing issues affecting whites
than blacks. The Commissioners concluded their efforts in a five volume report on
economic conditions, the psychology of the poor whites, education, health and
sociological aspects.?? The report serves as a valuable source as it quantifies the
“official” demographics of poor whites and provides insight into why the poor white

question posed such a threat to Afrikaner-people’s psyche in the 1930s.

The Carnegie Commission only dealt with other races on a superficial level and it
mentioned, for example, in passing how the rural population of whites and coloureds
were decreasing at that time, while the black population was increasing by over

twenty percent.?

This provides insight into the trends of urbanisation of different race
groups by quantifying it and indicates how an increasing black population could have

been seen as a “threat” to the white constituency on both rural and urban strata.?

Similarly, the Native Laws Commission of 1946 (also known as the Fagan
Commission) would provide interesting insight into the white psyche at the time,
pertaining specifically to the large numbers of blacks who were increasingly
urbanising in search of jobs during World War Two. The report was published in 1948
under the chairmanship of judge Henry Fagan and suggested three possibilities: the
territorial separation between whites and blacks; a policy of non-discrimination; and

finally a policy that would accept that whites and blacks had to co-exist. The

2 ¢.C. Saunders, An lllustrated Dictionary of South African History, 1994. p. 194.

The Poor White Problem in South Africa: Report of the Carnegie Commission, 1932.

The Poor White Problem in South Africa: Report of the Carnegie Commission, 1932, p. 18.
C.C. Saunders, An lllustrated Dictionary of South African History, 1994. p. 194.
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Commission concluded that black urbanisation was an inevitable aspect of a growing
economy and suggested that influx control — measures that controlled the number of
black people allowed to reside in urban areas — be relaxed and that a more /laissez-
faire attitude be adopted® This would mean that black private individuals could enjoy
an economic environment free from certain government restrictions. The
Commission's findings were not adopted by the ruling NP and the recommendations
were not adhered to. The Fagan Commission will be studied with respect to its
findings regarding the education of the children of black urbanised families, what its
findings are about missionary schools and to see to what extent its recommendations
are based on the desire to secure a so-called “stable” labour force. A “stable”

workforce would be one that is controllable, manipulatable and exploitable.?

The fact that the Sauer Commission was appointed only a year after the Fagan
Commission by the Herenigde National Party (HNP), indicates that whites were at
odds about segregation and notably the “threat” that the number of black labourers
would impose on job opportunities.?” The Sauer Commission was led by Paul Sauer,
who was a close associate of the leader of the HNP, D.F. Malan, with the aim of
turning apartheid into a comprehensive racial policy.28 This Commission proposed
separate development as a way of ensuring the security of white South Africans. The
Sauer Commission also ultimately enunciated the desire of the NP to afford black
South Africans opportunities exclusively within their own territories and most notably
for the purposes of this study, that blacks should receive state-controlled Christian
National Education.?® On the other end of the spectrum, the Sauer Commission also
highlighted the economy's dependence on black labour.®® As a result, the Sauer
Commission was studied in depth as it provides an insight into the psyche of a large
group of white South Africans, particularly regarding labour and missionary and state-

controlled education.

The Native Affairs Commission, 1946.

In order to draw this conclusion, the The Native Affairs Commission, 1946 was referred to.
Verslag van die Kleurvraagstuk-Kommissie van die Herenigde Nasionale Party (Sauer
Commission), 1947.

% H. Giliomee & B. Mbenga, New history of South Africa, 2007. p. 309.

2 Verslag van die Kleurvraagstuk-Kommissie van die Herenigde Nasionale Party (Sauer
Commission), 1947.

Verslag van die Kleurvraagstuk-Kommissie van die Herenigde Nasionale Party (Sauer
Commission), 1947.

26
27

30

© University of Pretoria



It should also be noted that historian Lindie Koorts recently brought to light new
evidence regarding the Sauer Commission, particularly regarding the NP's initial
position on coloureds. Her research will also be studied in an effort to form a holistic

picture of the Sauer Commission and the process surrounding its conception.?’

These two Commissions thus provide valuable insight into the divided views of the
white population on black urbanisation and segregation. They also provide insight

regarding the so-called “Native Question” ahead of the historic 1948 elections.

Perhaps the most important primary source for this study is the Report of the
Commission in Native Education of 1949-1951 (also more informally known as the
Eiselen Commission).** The report is divided into three parts: “The Bantu world and
the present system of education”; “Critical appraisal of the present system of Bantu
Education”; and finally “Proposals and recommendations”.>® The first two parts of the
Commission's report shed essential light on understanding their ultimate
recommendations. These two parts include discussion on a variety of factors such as
the missionary schools; the threat of the rising black population in both rural and
urban areas in South Africa, which in 1946 was already outnumbering the so-called
European population by almost 50 percent; as well as the employment possibilities

presented to the black population of South Africa.>

The Eiselen Commission also focused on contributions to the national income (both
directly and indirectly) by blacks, as this would also form an integral part of the Bantu
Education system being aligned to the economy and the workforce requirements.
Previous studies, as done by the South African Native Affairs Commission,*® are also
highlighted, notably the recommendation that a higher standard of education among
blacks should be encouraged, as it would increase efficiency and wants of the
affected pupils. It was argued then that this would aid the country's economic

expansion.

L. Koorts, D.F. Malan and the rise of Afrikaner nationalism, 2014.
Report of the Commission on Native Education 1949-1951.
Report of the Commission on Native Education 1949-1951, p. 19.
Report of the Commission on Native Education 1949-1951, p. 13.
South African Native Affairs Commission, 1905.

10
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Regarding Bantu Education prior to 1953, it can be gathered from the Eiselen
Commission that a vast number of different types of schools could be found in the
Union, all of which followed a different curriculum, depending on their funding
(examples provided include private schools, subsidised mission schools, government
schools and community or tribal schools).*® Another problem highlighted by the
Commission is that the black community was not involved actively enough in the
education sphere and that it was financed in such a way that it achieved a minimum

of educational effect.®’

The Eiselen Commission also gave the opportunity for testimony by both black and
white witnesses, pertaining to Bantu Education preceding 1953. The report however
did not include much critique presented by black witnesses. The one, unanimous
critique expressed was their desire for education of all kinds, which they felt was not
provided to them at that time. This supports the so-called Marxist schools' hypothesis
that missionary schools also cultivated a cheap labour force by means of paternalistic
education.®® Meanwhile, in stark contrast, whites felt that black education was not
focused enough on practical skills development and that too much schooling was
provided to blacks, as the education system was modelled on that which white
learners received. Other critics bemoaned the high salaries of teachers and the need
for “more and better technical or industrial education” as a means of securing

employment for blacks after their matriculation. *°

One of the most valuable contributions of the Commission's report, however, lies in
its third part — “Proposals and recommendations”.*® This is where the plan for Bantu
Education is proposed in terms of its development, co-ordination, effective use of
funds and perhaps most importantly, the extent of government control. Some notable
recommendations that the Commission makes include that mother-tongue education
should be vital to the whole system; that agricultural (referred to under the heading of
“gardening”) and handwork be included in the syllabus; that the curriculum includes a

Christian foundation; and that blacks would have to find a direct way to pay a large

36
37
38
39
40

Report of the Commission on Native Education 1949-1951, p. 44.

Report of the Commission on Native Education, 1949-1951, p. 129.
Report of the Commission on Native Education, 1949-1951, p. 102.
Report of the Commission on Native Education, 1949-1951, p. 102.
Report of the Commission on Native Education, 1949-1951, p. 919.
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part of their own education.*! All these factors were subsequently adopted by the
apartheid government and form the basis of the traditional historical view that Bantu

Education shaped a labour force.

The third part of the Eiselen Commission's Report needs to be studied in conjunction
with the Bantu Education Act of 1953, in order to see which recommendations were
adhered to and which were discarded. The first provision enacted by the Bantu
Education Act was to shift the control and administration of black education from
provincial administrators to the Union Government.*? In essence the legislation gave
complete power to the Minister of Native Affairs and the Department of Native

Affairs.®

The South African Bureau of Racial Affairs (SABRA) was established as an initiative
by the Afrikaner Broederbond in 1948. The establishment of SABRA was to provide
an alternative viewpoint to the more liberal South African Institute of Race Relations
(SAIRR). Its aim included academic justification of the apartheid ideology.* In 1955,
SABRA published a booklet entitled Bantu Education — oppression or opportunity?.45
This pamphlet illustrates the reaction to the implementation of the Act by various
institutions such as churches, missionary schools and the international media.
However, rather than focusing on the actual legislation, it focuses on the Eiselen
Commission's recommendations and vehemently denies that Bantu Education would
become a form of oppression. In turn, it argues instead that Bantu Education would
provide an opportunity for blacks to enrich themselves in subjects of more practical
value and be trained as leaders of their own communities, ensuring that blacks would
develop separately.46 Despite the Eiselen Commission stressing the importance of
mother-tongue education, this booklet already indicates that English was accepted as
the lingua franca in black government schools, with the exception of schools whose

main language of tuition was Afrikaans.

4 Report of the Commission on Native Education, 1949-1951, p. 145.

2" Statutes of the Union of South Africa. The Bantu Education Act Number 47 of 1953.

3 Statutes of the Union of South Africa. The Bantu Education Act Number 47 of 1953.

“ DJ. Potgieter, et al. (eds) Standard Encyclopaedia of Southern Africa, volume 10, p. 91.
% SABRA, Bantu Education: oppression or opportunity? 1955.

% SABRA, Bantu Education: oppression or opportunity? 1955, p. 32.
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During the time of the booklet's publication in 1955 no syllabus under the new Act
had yet been published. However, several churches already pre-emptively postulated
what the Act would mean for the country's black population. The Methodist Church is
quoted as criticising the system, stating that the policy “in effect aims at conditioning
the African people to a predetermined position of subordination in the State”, a

sentiment echoed by various other religious institutions.*’

Hansards of parliamentary debates for the period 1953 to 1955 are also utilised in
order to gain information regarding formal discussions about Bantu Education by the
politicians of the time. It should be noted, however, that these debates serve only as
a discussion by the ruling white government. They are valuable, however, as these
parliamentarians were in charge of the decisions that would shape the course that
Bantu Education would take. They thus provide an “official” government stance
regarding Bantu Education. As both the traditional and the so-called Marxist groups
of historians studied Hansards, it will aid in ascertaining how their stances were
reached regarding the ultimate rationale behind Bantu Education. The debates
preceding decision-making regarding Bantu Education will also add valuable insight,

especially regarding the voices of those opposing its implementation.

Ultimately, the above-mentioned primary sources, as well as secondary sources, are
all studied in conjunction in order to contextualise the two stances historically, as well
as in examining the varying approaches regarding the rationalisation behind Bantu

Education.

Literature review

In the light of the primary sources and their strengths and weaknesses that are

discussed above, this section will focus on secondary sources.

P. A. Duminy served as the editor of Trends and challenges in the education of the
South African Bantu.*® The contributors in this 1967 publication include writings of
H.L. Krige and J. J. Ross on the educational situation in the country at that time. This

book provides insight into how academia viewed the educational climate in the 1960s

47

48 SABRA, Bantu Education — oppression or opportunity? 1970. p. 36.

P.A. Duminy, Trends and challenges in the education of the South African Bantu, 1967.
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when Bantu Education was just beginning to take form. However, due to the time of
its publication, the contributors to the book were not yet able to grasp the full scale of
the consequences of Bantu Education in South Africa as its impact was not yet fully

apparent.

Nearly two decades later, Peter Kallaway edited a similar book entitled Apartheid and
education. The education of black South Africans.*® This book provides a variety of
chapters on a spectrum of aspects relating to the education of black South Africans
under the NP government towards the end of its rule, and it enjoys the advantage of
wisdom in hindsight. This book overcomes the immediacy of P. A. Duminy's work, as
a much more holistic view is presented in terms of the later effects of Bantu
Education. Studied in conjunction, these two books provide valuable insight in
academia's opinions of Bantu Education — both during and after its implementation.

This publication falls within the traditional perspective of this study.

In 1984, Pam Christie and Colin Collins’ article views Bantu Education from what
they state to be a Marxist point of view, writing that the “argument of the class
approach is that whites are oppressing blacks not merely because they are racists
[...] but because they need them as non-competitive cheap labour”.*® Most
importantly, they stress that schools would serve as a method of ideological
orientation in terms of a positive work attitude once the pupil left school. Christie and
Collins also refer to the Eiselen Commission's recommendations and discuss how
that would ultimately further perpetuate an unskilled labour force, notably by shifting
all the educational institutions to the reserves, despite the high rates of urbanisation.
Harold Wolpe had also aligned his views with the “Marxist” argument in his paper
entitled “Capitalism and cheap labour power in South Africa: from segregation to
apartheid”.>' Marvin Hartwig and Rachel Sharp®® echo some of Christie and Collins'

sentiments in their paper titled “The state and the reproduction of labour power in

P. Kallaway, Apartheid and education. The education of black South Africans, 1984.

P. Christie & C. Collins, “Bantu Education: apartheid ideology and labour reproduction” in P.
Kallaway, Apartheid and education. The education of black South Africans, 1984. p. 163.
Found in the journal Economy and Society 1(4), 1972.

M. Hartwig and R. Sharp, 'The state and the reproduction of labour power in South Africa' in P.
Kallaway, Apartheid and education, 1984.
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South Africa”, by specifically analysing South African capitalism and its trajectory

within education, rather than within a racist ideological framework.*

The more recent publication by Bill Nasson and John Samuel again provides the
reader with a historical account of the educational spectrum of South Africa.>* The
difference in the focus of the time period in which these various historians wrote
compared to the previously-mentioned secondary sources, however, is vastly varied,
as the Second Carnegie Report on Poverty (1984) in South Africa had already been
published. This report painted a bleak picture, pertaining specifically to the
educational disadvantages that the black population of the country had been
exposed to. This source will thus be an important factor in evaluating the extent of

each of these historical points of view.

As regards to other literature, Cynthia Kros has provided much insight into the
traditional view of the topic in her 1996 PhD thesis titled “Economic, political and
intellectual origins of Bantu Education 1926-1951” as well as The seeds of separate
development. Origins of Bantu Education (2010), which is a revised, published
version of the former. She argues that the recommendations for Bantu Education
made in the Eiselen Report were intended to be a central part of the foundation for
the whole apartheid structure, as it formulated an answer to the “Native Question”

t.%° Kros takes note of,

during a time when the NP government was still finding its fee
if hesitantly, the so-called Marxist school regarding the assumption that
segregationist education started prior to 1953 and asserts instead that 1953 served
as the watershed moment in South African history. Kros focuses specifically on the
intellectual development of Bantu Education under the leadership of W. W. M.
Eiselen. Other historians, such as Nasson and Samuel mentioned above, uphold

similar views.

*% p_ Christie & C. Collins, “Bantu Education: apartheid ideology and labour reproduction” in P.

Kallaway, Apartheid and education. The education of black South Africans, 1984. p. 163.

* B. Nasson & J. Samuel (eds.), Education: From poverty to liberty, 1990.

% C. Kros, Economic, political and intellectual origins of Bantu Education 1926 — 1951, 1996. pp. 4-5
and pp. 30-31.
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Structure of the proposed study

The first chapter has prescribed a brief introduction as to what the aims of the study
are. Here relevant concepts are explained in terms of the study as well as providing a

literature review regarding the primary and secondary sources that were consulted.

The second chapter, entitled “Slave schools to Soweto Riots”, provides a brief
historical background to the educational context both preceding the 1953 Bantu
Education Act and shortly thereafter. This chapter also includes a historical overview
of the economic, political and social circumstances of the period stretching from the
late nineteenth century to 1953. Various commission reports mentioned in the
sections on methodology and sources are analysed, in an attempt to paint the picture
of the prevailing mind-set at that time, regarding both the educational and the labour
spheres. In addition, the changing landscape from 1953 onwards under the NP's
leadership are discussed. Attention is given to the transforming labour structures in
the 1970s and how this affected black South Africans, as well as the development of
Bantu Education, culminating in the 1976 Soweto Riots. This chapter also utilises
statistics that were released in 1984 by the Second Carnegie Inquiry into Poverty, as
it focused specifically on the black population of South Africa and how they were
influenced by in particular, the Bantu Education Act of 1953 and labour restrictions. It
can thus be said that chapter two addresses the first aim of the study: to

contextualise historically the stances of the two schools of thought.

The next chapter, “Full Marx: Marxist interpretations of the black schooling” focuses
on the school of thought that argues that the Bantu Education Act (1953) was merely
a continuation of a system that the missionary schools had already implemented.
This chapter also examines Marxist terminology and why these historians classified
their school of thought regarding Bantu Education as such. The chapter is divided
into specific sections, dealing with each historian and their view of how this occurred.
This includes historians mentioned in the literature review, such as Pam Christie,
Colin Collins, Marvin Hartwig, Rachel Sharp and Harold Wolpe. In addition, the
historians' historical context is studied, in order to ascertain why this Marxist

approach has been accepted by them.
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Chapter four considers the traditional approach to the Bantu Education Act of 1953. It
aims to discuss the historiographical view that the Bantu Education Act of 1953 was
a watershed moment in securing a cheap, unskilled labour force for South Africa's
economy. Historians who share this sentiment are in the majority and thus classified
as the “traditional” school. A selection of the most prominent historians such as Peter
Kallaway, P. A. Duminy, Bill Nasson, John Samuel and Cynthia Kros are considered.
The historical context in which they wrote their research will also be studied, in order

to provide insight into the reasoning behind their points of view.

The penultimate chapter, “From Parliament and print: historical interpretations vs.
primary sources” will be dedicated to the second aim of the study: to examine the
differing Marxist and traditional approaches regarding the rationalisation behind
Bantu Education, in the light of the background provided in the previous four
chapters. The merits of the contrasting viewpoints are tested against the apparent
rationale in the architects of apartheid, as conveyed by “official” sources studied,
such as commission reports and parliamentary Hansards. Thus, in essence, the
second aim is to determine why these two schools (the traditional and Marxist
schools) have different rationales regarding the watershed moment of the

implementation of marginalising education, despite using the same source material.

The concluding chapter summarises the interpretations and deductions made in the
study. The aim and purpose of the study will again be highlighted, with an evaluation

of the two schools of thought.

This dissertation thus ultimately sets out to assess the pursuit of reliable knowledge,
in studying the wider use of historical ideas in the academic discipline pertaining to
Bantu Education. It is only through the recognition of all the differing approaches,
including the traditional and Marxist approach, that one can hope to achieve a

semblance of a relatively unbiased account of this history.
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Chapter 2: Slave schools to Soweto Riots

As indicated in the previous chapter, this study is concerned with the historical
contextualisation of various interpretations of the origins of segregated education. In
examining the two key platforms of understanding regarding Bantu Education, the so-
called Marxist school of explanation will be examined by studying the manner in
which the broad economic interests in South Africa at that time indicate the real
contradictions of its society.”® The Marxists group of historians argue that the Bantu
Education Act of 1953 was merely a continuation and a formalisation of a system
already in place. The other so-called traditional view will also be contextualised by
studying Bantu Education as implemented by the ruling NP. It will consider what the
consequences of the apartheid government's education policies were on the South

African labour force.

Thus this chapter will in essence consist of two parts. Firstly, it will provide a historical
background to the educational and the labour context preceding the 1953 Bantu
Education Act. This historical overview will focus on missionary education, as well as
economic, political and social circumstances, with specific reference to the period
1886, with the discovery of gold, to 1953 with the introduction of the Act. Secondly,
this chapter will also examine how the educational and labour landscape changed
from 1953 onwards. A brief history will also be given of the development of the Bantu
Education system in its implementation, culminating in the 1976 Soweto Riots and
the Second Carnegie Commission, which details the long-term impact of Bantu

Education in South Africa.

Colonial Control

South Africa, as with the majority of colonial African countries, saw the early
development of black educational systems in the hands of the missionaries. The
Dutch East India Company settled in the Cape with the sole intention of establishing
a refreshment station in 1652. As their prerogative was to maximise profits as their

maritime and trading industries expanded to the East, educating the local population

% p_ Christie & C. Collins, “Bantu Education: apartheid ideology and labour reproduction” in P.

Kallaway, Apartheid and education. The education of black South Africans, 1984. p. 163.

18

© University of Pretoria



of the country was not on their agenda. This precedent of prioritising education as
relatively unimportant would continue into the seventeenth and eighteenth centuries.
It would only be in the nineteenth century that a shift would be seen to missionary
education. Most of the initial missionaries who settled in South Africa were
Protestants and notably English-speaking missionaries from Scotland and America.>’
Frank Welsh argues that some missionaries did work in conjunction with authorities,
specifically to control blacks, as the church and the government shared the same
stance regarding “the link between salvation, virtue, monogamy and trousers”.*® More
insight into the American missionaries’ approach is provided in D.J. Kotze’s Letters of
the American missionaries, 1835 — 1838. One such example is illustrated by the
missionaries, B.B. Wisner, R. Anderson and D. Greene, who were secretaries to the
American Board Mission Collection. In a letter, which was signed by all three parties,
it was related how it was their responsibility to educate the “heathen”, so that they

“may be very useful in the the church.”®

The very first school in South Africa was opened on the 17™ of April 1658 in the
Cape, a mere six years after the arrival of the Commander of the Dutch East India
Company, Jan van Riebeeck. However, the arrival of the first slaves in the Cape from
Angola in 1658, brought with them consternation, as van Riebeeck was concerned
with the Dutch East India Company's slaves' moral and intellectual welfare. In
addition, given the diversity of the slaves' origins (from various regions of Africa and
the East)®® and the wide array of languages spoken by them, van Riebeeck saw the
need to establish an educational institution to rectify the situation. This school would
teach slaves sufficient linguistic skills, in order to promote a greater understanding of
their masters' orders — thus improving the quality of the labour that these slaves
would provide to the Cape. In addition, these slaves would also be indoctrinated by

their masters' religion, which would teach them the values of servitude, discipline and

" F. Welsh, A history of South Africa, 2000, p. 108.

% F.Welsh, A history of South Africa, 2000, p. 108.

B.B. Wisner, R. Anderson and D. Greene in D.J. Kotze, Letters of the American missionaries, 1835
— 1838, 1950. p. 45.

R. Shell, Children of Bondage: A Social History of the Slave Society at the Cape of Good Hope,
1652-1838, 1994.
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obedience.®' Apparently the initial reluctance to attend school was met with attempts
at bribery. Van Riebeeck's diary details how “a tot of rum and two inches of tobacco
each” could encourage slaves to attend their educational institution with greater

diligence.®?

However, the origin of the first segregated school can already be found in 1676,
where a recommendation was made to separate European children from slave and
Khoikhoi pupils. This suggestion was made by the church, although the first official
building for separate pupils was only opened almost a decade later, in 1685.%% The
schooling system for pupils of colour would face tremendous obstacles in its early
years, as slave masters were not fond of the notion of losing slave child-labour by
sending these pupils to school. Subsequently, the development of schools in the
Cape in the seventeenth and eighteenth centuries made relatively little headway, with
the exception of some schools associated with the DEIC and a select few schools

reserved for colonialists' children.

Robert Ross states that concomitant with the religious expansion and cultural change
among the colonial population in South Africa, over time schooling was made more
available to the local Cape population.®* These schools carried particular appeal to
manumitted and emancipated slaves’ children, as they saw them as an opportunity to
effectuate their freedom.®® This point is enforced when studying statistics of the
demand for education in Cape Town. By the beginning of the nineteenth century,
there were “six Dutch schools with a total of 515 pupils against two slave schools

»66

with a total of 1162 pupils,”™ which also demonstrates the population ratio and

unequal provision of education.

Perhaps one of the most famous mission stations in the Cape in the early years was

that of Baviaanskloof, which would later become Genadendal, under the control of

61 F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education, 1984. p. 45.

F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education, 1984. p. 46.

F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education, 1984. p. 46.

% R. Ross, A concise history of South Africa, 2008. p. 48.

% R. Ross, A concise history of South Africa, 2008. p. 48.

% H. Giliomee & B. Mbenga, New history of South Africa, 2007. p. 95.
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the Moravian Missionary Society's school. Here “the Hottentots were persuaded to
forego their nomadic way of life, and made to realise the need for discipline and
regular habits”.®” A paternalistic attitude was thus present in the missionary education
that black South Africans would receive. King William's Town saw the first school
specifically for Africans open in 1799, as indigenous people were becoming
increasingly dispossessed in the wake of several wars between the colonisers and
the Nguni-speaking peoples of South Africa. As time progressed, Frank Molteno
argues, schooling became part of the conquest itself — albeit a relatively minor one —

as it contributed to the social consolidation of the colonisers' conquests.®®

As the Dutch and English settlers moved further into the interior of South Africa,
schools followed suit. One such an example is the regimental school which was
founded in 1814 in Grahamstown. Sir John Cradock intended to educate the native
Khoisan population in the area, in an attempt to strengthen their military forces. Lord
Charles Somerset was in support of this endeavour, claiming that it was one of the
“advances ... from forming [the ‘Hottentot Community’] into a Military Corps”.%®
Schools such as this, in conjunction with missionary schools, focused on the

importance of being ‘civilised’ in order to be a functionary in a colonial order.

By the 1830s, the breakaway trekboer communities (farmers who moved into the
interior of South Africa from the late seventeenth century) made their first move
against missionary schools, by placing a total ban on missionary activities in the
Eastern Cape.”® Frank Welsh argues that this step, which resonated with later
attitudes towards black education, would guarantee not to “disseminate unsettling
ideas of human equality” as taught in missionary schools.”' However, the desire for
educational advantages soon spread from former slaves to a larger demographic of
black South Africans during the course of the nineteenth century. This was largely
due to the fact that African parents realised, from their own personal experience, that

missionary-based education could aid their children in developing in a way that was

" F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,

Apartheid and education, 1984. p. 48.

F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education, 1984, p. 49.

# R. Elphick and H. Giliomee, The shaping of South African society, 1652 — 1840, 1988. p. 38.

© F.Welsh, A history of South Africa, 2000, p. 109.
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perceived to be more “positive” within their society in terms of vocational growth and
employment opportunities, as opposed to developing without the educational

advantages that the missionaries provided.’?

An important turning point in black education occurred in 1854, when the colonial
government started developing an interest in this branch of education in the Cape.
Sir George Grey used his appointment as Governor of the Cape Colony to further his
belief that education could be used as a prime weapon in the subjugation of the
indigenous population. This tied in with the Cape Colony's policy of border
pacification at that time, which could aid the political security and social progress of
the Colony.” To Grey, education was imperative in ensuring that the Colony's
economy grew by utilising the indigenous population as “useful servants, consumers
of our goods, contributors to our revenue, in short, a source of strength and wealth to
the colony”.” Again, the missionary schools in the Cape Colony, which were aided
by the government, were encouraged to teach black pupils the mere basics of their
masters' language that would enforce the idea of limiting these individuals to their

predetermined role in the colonial order.”

One of the most notable missionary educational establishments was Lovedale, which
was founded in 1841.7° This missionary school provided education to mixed races
until 1878, whereafter it focused on educating black South Africans. It would certainly
appear that this school enjoyed relative success, as by 1887 more than two thousand
black students had passed through its doors.”” Lovedale and other missionary
schools shared principles of discussion, accommodation and compromise, which
would influence the manner in which black intellectuals would argue for economic
and political emancipation during the course of South Africa's history.”® The
missionaries adopted English as their lingua franca, which would ultimately lead to an

educated black population speaking English and utilising this language for their

2 H. Giliomee & B. Mbenga, New history of South Africa, 2007, p. 101.

® F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education, 1984. pp. 50 — 51.

Sir George Grey, as quoted in N. Majeka, The role of missionaries in conquest, p. 66.

F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education, 1984. p. 51.

® F. Welsh, A history of South Africa. 2000. p. 217.

" H. Giliomee & B. Mbenga, New history of South Africa, 2007. p. 191.

8 F. Welsh, A history of South Africa, 2000. p. 357.
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political discourse. It is hardly surprising that eventually several prominent black
political leaders in South Africa's history were English-speaking, missionary-educated
individuals, such as Tiyo Soga, Sol Plaatje, Z. K. Matthews and perhaps most

famously, Nelson Mandela.”

As time progressed, the missionaries became more rigid in the implementation of
their paternalism in schools, as the amount of pupils attending these schools
increased. One such example is where the Cape government started extending their
control in these academic institutions by limiting funds for mission schools to those
which met set criteria including the condition that students perform manual labour.®
By 1879, the first syllabi for elementary black schools would ensure that a fifth of
school time was spent doing manual work, such as carpentry for the male pupils and
dress-making and cooking for female students. The Superintendent of Education at
that time, Langham Dale, did not have much sympathy for black education, stating
that it was his main priority to “see that the sons and daughters of the [European]
colonists ... have at least such an education ... as will fit them to maintain their
unquestioned superiority on this land”.®! This attitude would ultimately spread into the
educational sphere that missionaries found themselves in, due to the fact that they

were reliant to a certain degree on government funding.®

Overall, missionary education was of a paternalistic nature, irrespective of which
official body funded the education of black students or who was responsible for
teaching it. The Christian Express, a newspaper that served as a mouthpiece for
Christian missionaries in Lovedale, provides profound proof of this paternalistic

attitude. The extract is rich in revelations:

7 Examples as mentioned in F. Welsh, A history of South Africa, 2000. p. 108. Tiyo Soga had close

ties to missionaries and was responsible for translating the bible into isiXhosa in the late nineteenth
century. Sol Plaatje and Z.K. Matthews were both esteemed intellectuals in their respective
communities. Plaatje served as the first general secretary of the South African Native National
Congress (which would later become the ANC), while Matthews lectured at what is now the
University of Fort Hare. Matthews eventually resigned from the institution in the mid-twentieth
century as a statement against contemporary discriminating apartheid legislation. Similarly, Nelson
Mandela devoted his life to the resistance against the apartheid regime, famously serving as one of
the leading figures in the struggle against apartheid before becoming South Africa’s first
democratically elected president.

8 F._Welsh, A history of South Africa. 2000. p. 293.

8 F. Welsh, A history of South Africa, 2000. p. 293.

82 F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education, 1984. p. 53.
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The subject of work is burning in this country. No complaint is more
common .... We want to see the natives become workers .... how
this ... comes is twofold. Christianity creates needs. Generally
speaking, every man will work just as much as he requires to do and
not more. There will be constant relation between the time a man

works and his necessities ....

If you want men to work, then, you must get them to need. Create
need and you supply stimulus for work; you enlist the worker's own
will on the side of labour. Few men, anywhere, and certainly no

heathen men, ever work for the mere pleasure of working.

Now the speediest way of creating needs among these people is to
Christianize them. As they become Christianized, they will want more
clothing, better houses, furniture, books, education for the children
and a hundred other things they can get by working, and only by

working.

But Christianity also teaches the duty of working, and denounces

idleness as a sin.

So to Christianize a Kaffir is the shortest way, and the surest, to
make him put his hand steadily and willingly to work that is waiting to
be done. This will make it both his interest and his duty to work, will
enlist, besides his bodily appetites, his home affections, his mental

powers, and his conscience, on the side of industrious habits.®

The purpose of education was thus solely, in the eyes of many missionaries, to
transform black pupils from “heathens” to what was perceived as useful citizens.
Subsequently, black pupils and their communities were at this stage not entirely
satisfied with the quality of education that they were receiving, in addition to not
perceiving the point of attending such a schooling environment. For example, the
Natal Native Commission stated in 1882 that they did not foresee that ordinary

“‘Natives” would have the desire for schooling, while The Kaffir Express noted in 1872

8 Christian Express VIl (95) 1878-08-01. pp. 1-2.
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that students at Lovedale actively rejected the principle of engaging in two hours
compulsory work in the afternoons, labelling it “the bane of their lives” and “an utter
abhorrence”.® A black pupil who was subjected to this manual labour, D.D.T.
Jabavu, conceded that these jobs consisted of sweeping yards, repairing roads and
cracking stones — work which would be of very little educational value to the pupils.®
However, a missionary-educated minority was responsible for spreading ideas
associated with the missionaries' attitudes regarding the “Christianising” of black
pupils, as they encouraged the ideas of wanting goods that were only attainable
through purchase.?® Religious instruction also focused on teaching pupils values of

passivity, fear, contentment in adversity, obedience and patience.®’

A missionary educator, Rev. J. Mountain, wrote in 1884 that the education that they
were providing to black students would prepare them for a life, where at best they
would be assimilated into society as “telegraph messengers ... railway porters,
interpreters, school teachers and ministers of the gospel”.88 It however added that
opportunities, even in these fields, would also be very limited for black individuals,
perpetuating the argument of the missionaries' paternalistic attitudes.®® There

appears thus little evidence to relate the missionary view.

Mining manipulation

South Africa's labour platform was set to change irrevocably from the 1870s with the
discovery of diamonds and gold. The mineral revolution required a large amount of
labourers to initially work on claims on the diamond fields of Kimberley as unskilled
labourers, and later as unskilled miners of gold on the Witwatersrand. The wealthy

Randlords who were in charge of the vast majority of mines preferred employing

F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education. 1984. p. 53.

F. Molteno, “The historical foundations of the schooling of black South Africans” in P. Kallaway,
Apartheid and education. 1984. p. 67.
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black labourers for reasons relating to profit, since black labourers received
significantly lower wages than their white counterparts.®® The mining magnate, Sir
Lionel Phillips, during a presidential address to the Chamber of Mines' annual
general meeting in 1893 said: “The less he is paid, the longer he remains, and the

more efficient he becomes.”’

In addition, the large population of black migrant
workers would serve as a proverbial gold mine for mine owners, as their numbers
met the need for a large, cheap and sustainable labour force. Deep-level gold mining
in South Africa was reliant on unskilled labour, as a vast quantity of gold ore needs to
be extracted from the ground in order to be profitable.®? The notorious compound
systems were subsequently implemented to control mine workers and to provide
mine owners with a sustainable and reliable work force.” In addition, the
subsequently devastating impact on tribal communities due to this migration of large
groups of young men, further increased the massive scale of urbanisation, as the
need for black labour in the mines grew. This process is detailed in Luli Callinicos'
“Circle of Poverty in the Reserves”, which indicates how the large-scale migration of
males perpetuated poverty, as inexperienced women were left behind to cultivate
land, which created, with its failure, a reliance on commerce that was previously not
necessary. The dependence on money and on the convenience of shops would
again encourage men to continue returning to work on the mines and ultimately to
urbanise.** By the 1920s, families would start following men to cities due to the
aforementioned circle of poverty, droughts, cattle diseases and the consequences of
the 1913 Native's Land Act and its related taxes.® This would add a new dimension

to the development of South Africa's history at an economic, politic and social level %

These developments would in turn and inevitably also affect education. By 1905,
however, the South African Native Affairs Commission found that black pupils and

their communities were becoming increasingly disgruntled at the quality of education
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that they were receiving. The twentieth century would see a tremendously important

shift in this regard, but not for the better.

By 1911, a year after the creation of the Union of South Africa, it was estimated that
“almost a third of million [sic] Africans, Indians and Coloureds were communicants
(not just adherents) of Christian churches, while 176 000 pupils of colour were
studying in mission schools”.®” Missionary education would permeate black society to
such a degree that by 1914, every single African school but one was associated to
some degree with missionaries in the Natal province.®® Natal, as a former British
colony, was home to several missionaries who originated from English-speaking
countries and their presence was certainly reflected in the majority of Africans
educated by their hand. In Natal in particular, for example, the most influential
missionary group was the American Zulu Mission.”® The American Zulu Mission’s
work, amongst several others, are detailed in Charles Loram’s book, where he not
only explored contemporary schools’ history, but also proposed new methods with
which to improve the missionary education system.’® As will be discussed later in
this dissertation, Loram’s approach to education would serve as a baseline for

educational reformists who followed after him.

The steady increase in the number of schools for black pupils in the mid-twentieth
century can be directly correlated to the development of a capitalist mode of
production.”® From the early days of South Africa's industrialist capitalism, black
South Africans were constantly reprimanded and encouraged to accept their place of
inferiority, oppression and exploitation. This is made blatantly apparent in the report

of an Interdepartmental Committee which acknowledged that capitalists 