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ABSTRACT

The aim of this study is to provide an account of the policy-making process in South
African educationsincethe coming to power of the Nationalist Party in 1948. The intention
will be to a) better understandthe natureand extentof the influence of different groupsand
individuals on the policy-making process, and b) to explain how and why educational
change has occurred. Given the very large area of possible researchimplied by a topic of
this nature, the study will concentrateon one areaof education policy, namely schooling,
although referencewill be madeto other areaswhere relevant. Primary sourcesin the form
of policy documentsand selectedinterviews with key policy actors have been used in
conjunction with the secondaryliterature. Chapter one will locate the present study in
relation to the existing literature. The chapter will focus on how different scholarly
traditions conceptualisethe education/society relationship and the nature of educational
change. This will provide a necessarybasis for the development, in chapter two, of a
suitable theoretical framework for this study. An attempt will be madeto combine a liberal
emphasison interest group interaction in policy making with a more neo-Marxist concern
with how such interactions are linked to wider economic and political interests. Further,
an attempt will be made to integrate a structuralist concern with economic and political
processes with a post-structuralist emphasis on the discursive construction of policy.
Consequently three distinct but related levels of analysis will be developed, each one
informing the approachof the remaining chapters.Thus chapter three will use the work of
the French Regulation School to analysethe changing relationship between schooling and
the accumulationprocessin the apartheideconomy. Also drawing on the work of Gramsci,
educational change will be understood as an aspect of a basic contradiction between
capitalist accumulationstrategiesand thehegemonicproject of apartheid. Chaptersfour and
five will analyse the specific influencesof discoursesabout culture, nation and 'race' on
the policies of the governmentand of oppositional groupings. It will be demonstratedthat
racial interpretations have had an independenteffect on policy that is related, but cannot
be reduced to economic or political interests. The concept of discourse usedwill draw on
the work of Michel Foucault. Finally, chapter six will focus on educational politics during
the transition from apartheid to democracy. The chapter will seek to relate Margaret
Archer's theories concerningthe effects of systemsof educational governanceon interest
group interaction to the South African context. It will be argued that the motives of
different policy actors can only be fully understoodif theseinteractions are related to the
wider economic,political and discursive influenceson policy discussedin earlier chapters.
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CHAPTER 1
DISCOURSES ON SCHOOLING IN SOUTH AFRICA

Introduction

The aims of this introductorychapterare three-fold. Firstly, an attemptwill be
madeto outlinethe threemaintraditionsin SouthAfrican educationalthought,namely,the
nationalist/conservative,the liberal, and the radical/neo-Marxist traditions. This
hasalreadybeenusedby Cross(1986),and, in a slightlydifferent form, by
categorisation
Ashley (1989) in their respectivereviewsof thesetraditions.
The secondaim of the chapteris to review the major educationalliterature within
eachtradition. Recentgeneralreviews of the literature on South African education already
exist (Cross, 1986;Tikly, 1990; Nkomo, 1990; Chisholm, 1992). The current review then,
will focus only on those aspectsthat are pertinent for the study as a whole, and, in
particular, for the next chapter wherea theoreticalframework will be outlined. The present
chapter then will try to draw out from the general literature the view taken of the
relationship between the education system and the wider economic, political and social
context, and, the way that the processof educationalchange is theorised. The particular
form of education associatedwith each tradition will also be discussed.
Finally, the governmental, non-governmental,educationaland political institutions
associatedwith intellectual production within eachtradition will be introduced at this stage,
in order to facilitate a preliminary analysis of the changing relationships between each
tradition and the policy-making process.
Regarding the use of the categorisationsmentionedabove, the following important
qualifications are necessary.There is a danger in using categorisationsof this sort that the
many overlaps between different ideological perspectives are overlooked or at best
neglected. There is also a danger that, through over-emphasisingthe evolution of, and,
continuities within traditions, the contradictions and discontinuities within each tradition
become subsumed.It is partly for these reasonsthat each tradition will be discussedin
relation to the salientmaterial andhistorical conditions with which they interact. Following
Althusser (1971), it is suggestedthat whilst ideashave a certain 'relative autonomy', they
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also have a material existence,and, it is in the dialectical interaction of ideologies with the
material world that contradictions and overlaps becomeapparent.
The Nationalist/Conservative Tradition

Cross(1986)hasdistinguishedtwo outstandingtrendsin the early historiography
tradition; the defenceof Afrikaner traditionsand valuesin
of the nationalist/conservative
the face of British anglicizationpolicies; andan effort to reformulateAfrikaner values,
beliefsandinstitutionsin accordance
with aspirationsfor an Afrikaner culturalandspiritual
Organisedaroundthe doctrineof ChristianNationalEducation(CNE), with
renaissance.
its rootsin seventeenth
centuryDutcheducationalthought(Muir cited in RoseandTunmer,
1975,p. 112),thesetrendsculminatedin the developmentof CNE schoolsbetween1902
and 1907,andinstitutionssuchas the Institute for ChristianNationalEducation(ICNE)
formed in 1939.
In 1948, the ICNE published a documentoutlining CNE principles. The importance
of the document is two-fold, for besides setting out what a Christian National education
might entail, the document also effectively served as an educational manifesto for the
National Party (NP) which swept to victory in the elections of that year. Given the
influence the document has had on South African education, and, given that it will serve
as an important referencepoint for this study, a brief resume outlining the major points
will follow. The document starts with the following observation:
We believe that the teachingand education of the children of white parents should occur
on the basis of the life and world view of the parents. For Afrikaans - speaking children
this means that they must be educatedon the basis of the Christian - National life and
world view of our nation. (Quoted in Rose and Timmer, 1975, p. 120)

Article two provides someinsight into the specific meaninggiven by the document,
of the word 'Christian' in CNE, namely that it refers to the Holy Scriptures, and to the
teachings of the three Afrikaans churches. It is this view of Christianity that must be
entrenched in religious instruction, and, which must further 'determine the spirit and
direction of all the other subjectsand of the whole school' (cited in Rose and Tunmer,
1975, p. 121). The term 'national' is usedin the documentto connote 'love of one's own',
and this must also becomeintegral to the curriculum and ethos of the school. As far as the
curriculum is concernedreligious instruction, geography, history and 'civics' (the teaching
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of responsibilities towards home, school, society and state) are singled out as being
particularly important for the inculcation of CNE values. All teaching should be in the
mother-tongue,and the teachingof the mother - tonguemust be the most important secular
school subject
The view taken of the child, and of human nature generally is an extremely
pessimistic one. Basically, children are viewed as innately sinful and it is only through
coming to know JesusChrist that they may be saved.Consequentlythere is much emphasis
on the 'moulding' and 'formative' functions of education, particularly with regard to
Christian National principles, but also, in the old humanist tradition, with regard to the
inculcation of an entire cultural tradition. The teacher 'should be a man [sic] of Christian
life and world view, without which he is nothing less to us than a deadly danger (quoted
in Roseand Tunmer, 1975, p. 125). The authority of the teacheris 'borrowed from God',
and, consequently, teaching should aim not only at the formation of the child and the
welfare of the community, but also at 'the glory of God'. Part of the proper training of
teachersmust entail instruction in 'scientifically and systematisedChristian life and world
view; they must be instructed in all the necessarysecularsciences, but most particularly
in pedagogic science' (quoted in Rose and Tunmer, 1975, p. 125).
As far asthe control of educationis concerned,the documentmakesclear that there
must be no mixed schools. English-speakingwhites (the documentdeals with blacks under
a separatesection) must have their own mother - tongue schools. In both types of school,
however, there must be the right relationship between the three 'upholders of national
values', namely the church, the home and the state. The parents, as members of the
community, must determine the spirit and direction of the school, and, must establish
maintain and control them in collaboration with the state. Whilst the statemust take most
responsibility for the financing of the school, the parents must contribute towards
'defraying the school's expenses'.The church must keepa watchful eye over the spirit and
direction of education, and, via the parents, on the teachers. The church must also
financially support needyparents.The stateis assignedthe role of ensuring that 'school life
law is valid and is maintained' but may not decide about the spirit and direction of the
school so long as 'judged by the measureof the law of God, it is not damaging or
destructive to the state' (Rose and Tunmer, 1975, p. 124). The state must also be
responsible for maintaining 'scientific' and moral standardsin the curriculum. Whilst the
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school derivesits authority from parents, it must also be allowed independentlyto institute
plans for study, teaching methods, and schooldiscipline.
Regarding the education of 'coloureds' and 'natives', the document makes the
following brief and general points. Firstly, whilst the education of these two groups is
considered to be a subordinate task of the white man, there is an emphasis on the
'trusteeship' of the white man, and, most especially, on the trusteeshipof the Boer nation
as the 'senior trustee'. Trusteeshipimplies that the 'coloureds' and 'natives' must be led
to their own understandingof Christian and National principles. Separation('apartheid')
must apply, and the mother-tonguemust be the medium of instruction for both groups. In
the case of the 'natives', however, the two official national languages (English and
Afrikaans) must also be taught becausethey are the 'keys to the cultural loans that are
necessaryto his [the native's] own cultural progress'. (quoted in Rose and Tunmer, 1975,
p. 128). Further:
On the grounds of the cultural infancy of the native we believe that it is the right and task
of the state, in collaboration with the Christian Protestantchurches, to give and control
native education and the training of native teachingforces must be undertakenas soon as
possible by the native himself, but under the control and guidance of the state. (quoted in
Rose and Tuner,

1975, p. 128).

Despitethe envisagedrole of the statein the educationof 'coloureds' and 'natives', the
documentmakesclearthatthe financingof educationin bothcasesmust 'be placedon such
a basisthatit doesnot occurto the costof whiteeducation'(quotedin RoseandTunmer,
1975,p. 128).
The extent to which CNE principles haveaffectededucationalpolicy in South Africa
has been the subject of three thesesby Robertson (1973), Mbere (1979) and Hofmeyr
(1982). Many writers within the liberal tradition have also discussed the issue (see for
example Malherbe, 1977; Ashley, 1989). The extent of CNE influence on more recent
government policy will also be discussedin later chapters of the present study. It is
sufficient here to note that since the inauguration of the Bantu Education Act (BEA) in
1953, the influence has been profound. The following salient features of that influence,
along with some of the major contradictions associatedwith it, will be set out in the
paragraphsbelow.

A seriesof Actsduringthe 1950'sand 1960'ssawsegregated
schoolingalongCNE
lines entrenchedwith respectto all groupsclassifiedby the PopulationRegistrationAct,
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namely whites, 'coloureds', Indiansand Africans, andat all levels of education. The recent
'Clase models' (seechapter three) have, however, begun to allow schoolsto desegregate,
albeit in a highly qualified manner (Metcalfe, 1991), and non-racial private schools are
tolerated. The government'srecent EducationRenewalStrategy(ERS) (DNE, 1991,a) has
proposedthat 'race' should no longer provide a basis for accommodatingdiversity. There
remains a strong emphasis, however, on 'communities' remaining in control of their
children's education. The various ambiguities associatedwith the word 'community' will
be set out below.
Mother-tongueteachinghasbeenstrongly encouragedin South African schools.The
reimposition of the so-called50:50 principle on African schoolsin 1976 (i. e. that half the
subjectsnot taught in the mother-tonguemustbe taught in either English or Afrikaans) was
an important contributing factor to the Soweto uprisings of that year. Given the general
lack of resourcesin African schools, including the number of teachersproficient in three
languages, CNE language policy was always a source of frustration and tension. The
Education and Training Act of 1979repealedprevious languagepolicy for Africans. Whilst
mother-tongue teaching was still mandatory until standardtwo, the choice of medium of
instruction after standardtwo was left for school boardsto decide. The recent Department
of National Education's (DNE) proposed Curriculum Model (CM) (DNE, 1991,b) is
ambiguous on many aspects of language policy, including the issue of medium of
instruction. In a context where many African schoolshavedropped Afrikaans asa medium
of instruction, the suggestionthat English, Afrikaans and a local African language should
be compulsory, might be interpreted as reimposition of Afrikaans 'by the back door'
(Bennell et al, 1992).
The 'formative' nature of thecurriculum as envisagedby CNE principles hasbeen,
and remains, a major stated educational aim (see DNE, 1991,b). The rise of the new
vocationalism, however (seebelow), would suggesta contradiction between 'old humanist'
and 'new vocationalist' approachesto the curriculum. Generally speaking, a highly
white-centred and biased approach, associatedwith the imposition of CNE principles on
curricula, has predominatedin black and white schoolsalike (seeAshley, 1989; Taylor and
Methula, 1993; Christie, 1991 for example). Given the emphasis in the 1948 CNE
document on the importance of religious instruction, civics, geography and history, it is
instructive that thesesubjectshaveoften beenregardedas being particularly biased towards
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an Afrikaner Nationalist world view.
Much teaching and learning in South African schools, black and white alike, has
beencharacterisedby an extremely teacher- centred, authoritarian approachas anticipated
by the 1948 document. 'Youth Preparedness'programmes and Veld schools for white
youth havealso soughtto inculcatehierarchical, competitiveand militaristic attitudes.They
have often amounted to nothing less than attempted indoctrination into the Afrikaner
nationalist world view (Christie, 1991).
Despite encountering resistanceearly on, the state has exercised increasingly
centralisedcontrol over education in accordancewith the view of the role of the state in
CNE principles (Ashley, 1989; Buckland and Hofineyr, 1992), although a regional tier of
control remains. Likewise, the role of the churches was subordinated to state and
'community control' when CNE doctrine was imposed on mission schools. 'Community
control', however, exercisedthrough school boards, has proved a mixed blessing for the
government. Sincethe BEA was passedin 1953, and, in a context of deepeningeducational
crisis, schoolboards, in black educationat least,have often had an antagonisticrather than
a harmoniousrelationship with the state(Hyslop, 1987). By 1979 school boards for black
schools had virtually lost all autonomy. Recentpolicy pronouncementssuch as the ERS
havetendedto stressdecentralisationof control within nationalframeworks (DNE, 1991,a).
A fuller account of apartheid governancestructuresand their influence on the nature of
educational change will be given in chapter six.
The 1967 National Education Policy Act which applied CNE doctrine to whites
deservesspecial attention herebecauseit draws attention to two further ambiguities in the
CNE tradition relating to the very meaningsof the words 'Christian' and 'National'. A
compromise was effected via the 1967 Act between the Calvinist doctrines of the three
Afrikaans churches, and the more liberal doctrinesof the Anglican and Catholic churches
such that the term 'Christian' was effectively broadenedbeyond CNE definitions. The fact
that the term 'National' in the title of the Act began to refer to white education as a whole
also signalled a changein its usageaway from the strict ideological sensewith which it was
initially associated.Whereas,prior to 1967, the term 'National' was usedto connote 'ones
own' (as in 'Afrikaner nation' for example),after 1967 it began to signify 'white nation'.
This may be explained in the context of the perceived need at the time to broaden the
legitimacy of CNE doctrine in the face of growing opposition to the imposition of CNE

13
whites.
principleson the part of English-speaking
In the context of the 1983constitution, the Departmentof National Education was
set up asa policy-formulating body for all South African education. 'National' is now used
to connote what is a 'general' as opposedto an 'own' affair. Afrikaner intellectuals and
officials have begun to use the terms 'population group', and, increasingly, 'community',
rather than 'nation' as signifiers of cultural identity. This may once again be perceived as
an attempt to broaden the legitimacy of educationalpolicy in the context of wide-spread
reform, and, more recently, of negotiation. Of crucial importance, however, despite the
change in vocabulary, is the extent to which the 'national' principle lives on, albeit under
the guise of 'community control'. The questionas to whether or not 'community control'
is merely a metaphorfor the perpetuationof Afrikaner privilege will be taken up in chapter
four.
The shift in the usageof the term 'National' in the 1967 Act to encompasswhites
as a whole, points towards a source of consistentconfusion within Afrikaner nationalist
thinking, namely the apparent conflation of the terms 'race' and 'culture'. This is
demonstrated further in

the rhetoric of the terms of reference of the 1949 Eiselen
Commission which was set up to make proposals for the education of 'natives.
Specifically, the commission was askedby the government to make plans for 'education
for natives as an independentrace' taking into account 'their inherent racial qualities, their

distinctive characteristics and aptitude, and their needs under ever changing social
conditions' (terms of referencefor the Eiselen Commission quoted in Rose and Tunmer,
1975, p. 244). In responsethe commission commentedthat:
The Bantuchild comesto schoolwith a basicphysical and psychological endowment which
differs so slightly, if at all, from that of the Europeanchild that no special provision has
to be made in educationaltheory or basic aims.... (Quoted in Rose and Tunmer, 1975,
p. 251)

The commissioners
go on to add, however,that
that it has to deal with a Bantu child, i. e. a child
... educational practice must recognise
trained and conditioned in Bantu culture, endowedwith a knowledge of a Bantu language
and imbued with values, interestsand behaviour patterns learned at the knee of a Bantu
mother. Thesefacts must dictate to a very large extent the contentand methods of his early
education. (quoted in Rose and Tunmer, 1975, p. 251).

It may be deducedfrom theabovequotethatthecommissionenvisagedculturalratherthan
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racial criteria as a basis for segregationand differential treatment. Dubow (1991) has
observed that although Afrikaner ideologueshave often flirted with biological racism, in
justificationfor apartheid,
Afrikanerideologues
constructing
an intellectually
coherent
frequently choseto infer or to suggestbiological theories of racial superiority, rather than
to assert theseopenly. Both for pragmaticand doctrinal reasons,the diffuse languageof
cultural essentialismwas preferred to the crude scientific racism of social Darwinism.
(Dubow, 1991, p. 1)

Besides highlighting some of the ambiguities and contradictions of emerging CNE
discourses,the above discussionalso indicates the importance of terms such as 'culture',
'nation', 'race', 'community' etc. in shaping the form and content of educational policy.
This is a theme that will be explored in some detail both in terms of governmental
discourses,and in terms of the discoursesof the Democratic Movement in chapters four
and five.
Whereas,until recently, all thecostsof white educationhave beenmet by the state,
black education after the BEA was to be paid for increasingly by black communities
themselvesin accordancewith CNE principles. Africans paid for education by meansof
taxation, school levies, contributions towards school funds, and the purchasing of text
books and stationery. As Malherbe (1977) has pointed out, the decline in quality of bantu
education during the 1950's was almost entirely symptomatic of the financial provision
made for it. The following tables give an indication of the discrepanciesin state funding
and teacher:pupil ratios for the different 'races' since 1953.
Table 1: Per Capita Expenditure on Education in Ratio Form. Selectedyears.

Year

I

African

I

'Coloured'

Indian

White

1953-4

1

2,35

2,35

7,53

1969-70

1

4,29

4,76

16,59

1980-1

111,82

3,69

6,57
S

1991

111,86

2,36

2,93

Sources: All figures except 1991 from Christie, (1991). 1991 figure adapted from DNE, (1992).
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Although the state has gradually increasedits financial contribution to black
education, about three times more money continuesto be spentat presentper white child
than per black child (CEPD, 1994). The above figures also indicate the greater costs
required just to maintain the privileged provision of white education, buildings and
resources.One reasonfor this is the continuing large discrepancybetween teacher/pupil
ratios.
Table 2: Teacher/Pupil Ratios. SelectedYears.
Year

African

'Coloured'

Indian

White

1960

1:57

n/a

n/a

1:23

1970

1:65

1:31

1:27

1:20

1980

1:47

1:29

1:25

1:19

1990

1:39

1:22

1:21

1:18

Sources: All figures except 1990 from Pillay, (1990). 1980 figures exclude the homelandsof
Bophuthatswana,Transkei and Ciskei. 1990 figure adaptedfrom DNE, (1992). Excludes the self-governing
homelands.

The government's ERShasclaimed that the statealonecannot bear the full financial
responsibility for education and talks of communities making their own contributions. In
relation to the perpetuationof the current statusquo, a lot will turn on the meaning that
is given to the term 'community' by presentand future administrations, and on whether or
not effective affirmative action programmeswill be implemented,not just in education, but
in other areasof social policy as well (seechaptersfive and six).
Any understandingof the relationship betweenthe institutions of Afrikanerdom and
educationalpolicy must start from thepremisethat Afrikanerdom itself is not a harmonious
monolithic entity, nor is it a static one. The existenceof three Afrikaner churchesin itself
suggestsa plurality of religious beliefs andaffiliations. The proliferation of political parties
since the formation of the Herstigte NasionaleParty (HNP) in 1970, and the often bitter
rivalries between the NP, the HNP, the Conservative Party (CP) and the neo-nazi
Afrikaner Weerstandsbeweging(AWB) further demonstratesa plurality of political and
ideological projects and interests.Afrikaner politics hasbecomeeven more complex during

16
the transition with a further proliferation of political and paramilitary groupings. The
sometimesopen disputesbetween the secretiveAfrikaner Broederbond (AB) and the NP
since 1948 has also exemplified political rivalries within Afrikanerdom.
The NP itself has been, in fact, an alliance of conflicting class and other interests
(O'Meara 1982). Historically, it has been organised on a federal basis with four
autonomous provincial parties in which the Transvaal and Cape parties have been
particularly influential. Conflicts betweenthe more conservativeTransvaalparty (basedon
an alliance of farmers, workers and the petty bourgeoisie)and the more liberal Capeparty
(representing large agricultural companies, finance capital and industry) have been
influential in shapingthe direction of the NP as a whole. The opening up of membership
to blacks in the context of the current transition to democracyas well as the demiseof the
old provinces has, no doubt, added new dynamics of changeto the party.
The formation of a new historical bloc (Gramsci, 1971) signalled by the coming to
power of the NP in 1948 was associatedwith the rise to hegemonic status of a clearly
articulated and staunchly conservative Afrikaner nationalism, of which CNE was the
educational component. Apartheid policies were presentedas the NP's solution to the
ever-increasingflow of Africans to the urbanareasin the context of rapid industrialisation.
Apartheid policies also addressedthe threatposedby a growing African nationalism, and
aimed at meeting the needsof the conservativealliance that had voted nationalist. Thus
whilst the 'homelands' policy clearly aimed at reimposing ethnic divisions within the
African population (Molteno, 1984), it also provided a sourceof cheap, accessiblelabour
for farmers, and, reduced the threat posedby Africans to white worker's jobs in 'white'
South Africa. The relationship betweenapartheid's social and economic policies will be
discussedin more detail in chapter three. Understood as part of the hegemonicproject of
Afrikaner nationalism then, bantu educationwith its CNE underpinnings was intended to
'prepare young Africans psycho-ideologically for the position in which the bantustans
placed them physically and politically' (Molteno, 1984, p. 93).

Religiousand cultural organisationssuchas the AfrikaanseKultuurverige(FAK)
(Federationof Afrikaans Cultural Organisations)-a front organisationfor the AB
(Malherbe, 1977)playedan importantpart in forging a high degreeof consensus
within
Afrikanerdomaround CNE principlesin the period prior to 1948. A large numberof
andassociations,
church,women's,students'andyouthorganisations
not to mentionall the
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Afrikaner teacherassociationswere affiliated to FAK. It was the FAK, with the help of the
AB's organisationalstructuresthat organisedthe 1939 volkskongress at which the ICNE
was set up, and, at which CNE principles with their emotive appealwere endorsed.It was
also Professor Van Rooy, chairpersonof both the FAK and the AB, who drafted the 1948
CNE document. By 1969, CNE principles still had masssupport in Afrikaner ranks, as
their overwhelming endorsementat the volkskongress of that year also demonstrated.
The overlap in membershipand aims of the AB, FAK, the NP, and the Dutch
Reformed Church (DRC) has provided the political mechanismsand channels for the
realisation of CNE principles in educationpolicy. Even by 1973 it was possible for one
commentator to make the following observationabout the policy-making process :
The DRC provides the "Christian National" basis for the policy; the FAK formulates it in
detail; and the National Party applies it, with the Broederbondacting as a catalyst in myriad
ways through every stageof the operation. (Robertson, 1973, p. 52)

O'Meara (1991) has identified two factors associatedwith the beginningsof a crisis
within Afrikaner hegemony. The declaration of a Republic in 1961 realised a 60-year
dream on the part of the NP, but also meant that 'Afrikanerdom no longer had a political
definition-the volksbewegingwas gone' (O'Meara, 1991, p. 1). Secondly, the financial
company Sanlam's move into the 'enemy territory' of mining finance in 1963, effectively
scupperedthe nationalist economicmovementsetup by the AB, and supportedthrough NP
policies. From this point onwards, Afrikaner business began to take an increasingly
independenteconomic and political stance.These developmentswere associatedwith the
rise of the verligte ('enlightened', 'reformist') base, first in the Cape and then in the
Transvaal.
By the late 1970's, the Afrikaner HandelsInstitut (AHI) (the Afrikaner equivalent
of the English speakersChamber of Industries) was unanimously behind the verligte aim
of redefining the Afrikaner nationalist project, andinstituting reform. This was in a context
of deepening economic recession and worker unrest, and the growing political crisis
following the 1976Soweto uprisings. The intensifying and often bitter conflict betweenthe
verligtes and the conservative verkramptes within the AB, the NP and elsewhere
culminated in P. W. Botha's rise to the Presidencyand the formulation of the government's
reformist 'total strategy'. Many verkramptes split from the NP to form the CP. Total
strategywas aimed at thecreation of thepolitical conditionsnecessaryfor economic growth
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and national security through the institution of various reforms on the one hand, and, the
brutal repressionof opposition on the other. Reforms included a changein the labour laws
such that independentblack trade unions were allowed to emerge, and, the granting of
residencerights to a stratum of blacks in previously 'white' South Africa. The de Lange
Committee of enquiry into educational provision in South Africa can at least partly be
interpreted as the educationalcomponentof total strategy(Kallaway et al, 1984).
Changes in the economy during the 1960's and 1970's, associated with a
concentrationand monopolisationof capital on the one hand, and, a restructuring of capital
on the other, led to a massiveretrenchmentof labour, particularly in agriculture, and, a
growing demand on the part of businessfor a differentiated labour force (Cross, 1986;
RESA, 1988,a). This in turn led to a growing call for more emphasison vocationalism and
on skills training, and saw 'manpower issues' (sic) rise to the top of the educational
agenda. This provided verligtes and liberals within the de Lange committee with a
powerful basis for seeking a new educational mandate, and greater legitimacy for
government educationalpolicy. The committee no longer felt tied to the strict imperatives
of CNE doctrine.
Of importance here is the role of the semi-autonomousHuman SciencesResearch
Council (HSRC) under whoseauspicesthe de Lange Committee was convened. Only some
ten years earlier the HSRC hadproduceda documenton differentiated education which had
all the hallmarks of a CNE documentpar excellence(Roseand Tunmer, 1975). Under the
leadership of the verligte Johan Garbersduring the 1980's, the HSRC has broadenedits
outlook beyond its Afrikaner nationalist roots, and has become both more bureaucratic
and pragmatic in nature (Cloete and Muller, 1991; Chisholm, 1992). Devoid of any overt
references to CNE principles, the de Lange report is written in the language of the
pragmatic bureaucrat.
It was Garbersmove to the newly createdDepartmentof National Education (DNE)
that facilitated the Committeeof Headsof Education Departments(CHED) to draft the ERS
(interview with Dr Louw, appendix A). Like the de Lange report, the ERS is written in
a pragmatic, technicist style with no explicit referenceto CNE values. Indeed, it would
appear that whilst large sections of Afrikaner teachers and lower-ranking bureaucrats
continue to maintain a conservative position, (interview with Dr Louw, appendix A;
interview with Ken Hartshorne, appendix A), high ranking bureaucrats, at least in the
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educationalsphere,havealignedthemselves
with de Klerk's reformist strategy.
As long as Afrikaans-speaking universities supplied the state apparatus with its
bureaucrats, their educational research has been what Kallaway (1984) describes as
'internal to the policy-making processitself'. In terms of the theoretical elaborationof CNE
principles, the work of C.K. Oberholzer in the 1950's and 1960's has been important.
Heavily influenced by the EuropeaneducationaltheoristsM. J. Langeveld and N. Perquin,
Oberholzer's work signalledthe adoptionof a phenomenologicalmodeof analysisby many
writers within the nationalist/conservativetradition. This has resulted in the re-writing of
Afrikaner nationalist educational theory in a manner that has not altered fundamental
principles, but rather the way theseprinciples are expressed (Ashley, 1989). The historical
writings of E. G. Pells, J.H. Coetzee,R. M. Ruperti and A. L. Behr all bear the hallmarks
of this development. Details of the works of these and other authors need not detain us
here. Of importance for this chapter is the broad conception within the nationalist/
conservativetradition of the relationship betweenschool and society, and, of the nature of
educational change. As will be seenbelow, the analysis offered by this tradition is both
organicist and functionalist in nature. With regardsto the relationship between school and
society, Ruperti makes the following observations.
As a cultural community (a group sharing more or less the same culture) develops, so
various societal relationships, such as state, church and school, come into separatebeing.
Their functioning is interwoven; but eachhas its own separateduty to perform. It must not
only fulfil its own duty, but must refrain from attempting to fulfil that of another. Each has
its own field of competencein which it can and must operateand it may not trespasson
another's sphere of competence.(Ruperti, 1976, p. 3).

The state, conceivedasa 'neutral'body that 'actson behalfof the wholecommunity', is
with
givenpride of placein organisingandcontrollingtheeducationsystem.In accordance
CNE principles,however,the statemustnot trespasson other 'societalrelationships'.
Afrikaner academicsgenerally hold the view that the concept of the 'cultural
community' underliesall educationsystemseverywhere. Thus Ruperti, for example, refers
to the 'ground motive or spiritual force [which] is the driving power behind all thought and
action of an individual or community (Ruperti, 1976, p.5). BesidesChristianity, Ruperti
also acknowledges that Islam, Buddhism, communism, liberalism etc. also constitute
ground motives. Behr takes up this theme in his 'analysis' of educational change.
Thedrivingforcethatdetermines
thedirectionandevolutionof an educational
systemis
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the spiritual commitment of the people involved..... The education system that evolved in
South Africa was shapedlargely by the first Europeanswho settled here from abroad and
their subsequenthistory. (Behr, 1978, p. 1).

Herein lies the rub, and the theoretical basisfor the 'trusteeship' idea latent within CNE,
for writers within this tradition assertthat some ground motives, e.g. the Christian one,
are 'stronger and more dynamic' than others, e.g. pagan ones. It follows, then, that
cultural and educationaldevelopmentwithin African communities has benefited from the
'borrowing' of cultural forms and ground motives from 'advanced' Europeancultures. In
this way, a whole history of conquest, struggle, and apartheid is mystified.
One further development within education departments of Afrikaans-speaking
universities is of importance here, namely, the developmentof 'fundamental pedagogics'
(FP). Prior to the developmentof FP, liberal opponentsof CNE theory and practice had
been able to refer to the 'unscientific' nature of CNE theory (see for example the 1971
SPROCAS report cited in Rose and Tunmer, 1975). Indeed, the development of a
'scientific' approach towards pedagogyis anticipated in the 1948 CNE document (see
earlier). The publication of Viljoen and Pienaar's (1971) book FundamentalPedagogics,
heralded the beginnings of an attempt within this tradition to outline a 'science of
education' basedon CNE, positivist, and phenomenologicalprinciples.
Analysis and critique of FP has already beenprovided by Enslin (1984; 1990)and
Morrow (1990), and so a thorough-goinganalysisand critique will not be attemptedhere.
In brief, however, FP involves the 'bracketing' of all 'faith superstition, dogma, opinions,
theories and philosophies of life and the world' (Viljoen and Pienaar, 1971, p. 38), in
order to discover the 'universal essences'of education.Theseessences,however, asa new
knowledge, should be applied by the scientist (pedagogician)into the 'life world of every
day' to enrich the culture of the group to which he/she belongs.
Critics of FP, besidespointing to the rather dubious use of the phenomenological
approach by 'pedagogicians', have focused on the implicit support for the status quo
implicit in FP's methodology itself. By supposedly'bracketing' (putting to one side) all
extrinsic aims and beliefs in the study of the phenomenonof education, Enslin has shown
how 'the political thus becomesforbidden speech' (Enslin, 1990, p. 82). Put bluntly, FP
takesfor granted the naturalnessand inevitability of different 'life worlds', 'groups', and,
the relationships betweenthem asdefined by CNE and apartheiddoctrine. Needlessto say,
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exponents of FP after comparative 'scientific' analysis, have come to the conclusion that
it is only Christianity that can provide a sure foundation for the development of an
education system.
FP has been widely influential in education departments and teacher training
institutions throughout South Africa. It has been an essentialingredient, not only in the
training of white teachers,but, (via the black universitiesestablishedby the 1969Extension
of Universities Act), FP has also beende rigour for black trainee teachers. Indeed, one
cannot properly claim to be a 'pedagogue' within these institutions unlessone has learnt,
accepted and applied FP (Enslin, 1990). What little research has gone on in the
underfunded and poorly resourced 'bush' universities (Generally considered to be 'poor
off-shoots of Afrikaans-speaking universities' (Chisholm, 1992)), has often involved an
acceptanceof FP methodologies.Luthuli's work at the University of Zululand is a casein
point (Luthuli, 1981; 1982). The prevalenceof FP also provides one explanation for the
policy approachesof bureaucrats and educationists within the state, the HSRC, and
elsewhere. Although developed in an earlier period, FP is entirely compatible with the
apolitical and pragmatic approachadoptedin official policy formulation since the time of
de Lange onwards.
A point that will be taken up in the next section is the impact that neo-liberalism
has had, from about the mid-1960's onwards, on some academics associated with the
Afrikaans-speaking universities (interview with Dr Louw, appendix A). As will be
discussedbelow, the impact of neo-liberal ideas has generally found expression through
various 'think tanks' associatedwith Afrikaner universities, rather than in the education
departments themselves. The apparent contradictions between a centralised and highly
bureaucratisededucation system developed along CNE lines, and the emphasis within
neo-liberal thought on 'rolling back the state' will also be taken up in the next section
which will explore the impact of the liberal tradition in general on South African
educational policy.
The Liberal Tradition

The term 'liberal' generallyhastwo meanings:Firstly, 'thosewho give priority to
the freedomof the individualandtherebycherishthoseinstitutionsof bourgeoissocietyjudiciary, a free press,freedomof speechandassociation
the rule of law, an independent
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and consciousness,etc..., which are supposedto safeguardsuch freedom'. It is also used
in an economic sense,to define those 'who believe in laissez-faire the free interplay of
,
market forcesuntrammelledby the state' (Legassickquotedin Cross, 1986, p. 188). In the
specifically South African context, however, the term has taken on a third meaning:
In South Africa 'liberal' too, has acquired another meaning..... that of 'friend of the
native'...... In this sense, 'liberalism' is, in some sense, identifiable with 'tender mindedness', or, in the context of the view of South African society and 'native
policy'...... a force trying, on the one hand, to minimise or disguise the conflictual and
coercive aspectsof the social structure, and, on the other, to convince selectedAfricans
that grievances they felt could be ameliorated through reforms which liberals could
promulgate. (Legassickquoted in Cross, 1986, p. 188).

As shall be seenbelow, the specific configuration of sometimesconflicting ideas
held by liberals at any moment in time hasoften dependedon the context in which different
groups have found themselves.What shall be referred to as 'traditional' liberal views in
South Africa, may, for analytical reasons,be differentiated from the more recent influence
of neo-liberalism within Afrikanerdom and elsewhere. Espousedin the writings of Leon
Louw, Clem Sunter, Jan Lombard andothers, the emergenceof neo-liberalismin the South
African context may be associatedwith the rise of the 'New Right' internationally, and in
particular with 'Thatcherism' in the United Kingdom, and Reaganism in the 'United
States'(seebelow). Besidesthe temporal basis for a distinction between 'traditional' and
'neo-liberalism' further differences of emphasismay also be used to distinguish the two.
Traditional liberalism in South Africa has always espousedan affinity for laissez-faire
,
but, at the sametime has soughtto accommodatethis affinity with a particular view of the
importance of the bourgeois state and its institutions. Neo-liberalism on the other hand,
whilst holding firmly to laissez-faire principles, has, in the context of the New Right,
taken on an extremelibertarian and specifically anti-collectivist/anti-socialist view (through
the influence of Hayek and others), in which statebureaucraciesare perceived as nothing
less than a manifestation of totalitarianism (see Levitas et al, 1986).

Prior to 1948,theliberaltraditionhadcloserlinks with governmentpolicy thandid
tradition (Chisholm, 1992). Malherbe'searly work for the
the nationalist/conservative
CarnegieCommissioninto the conditionof 'poor whites' in the 1920'sis a casein point.
like the 'poor white'
The newpoliciesof segregation
at theturn of thecentury,associated,
problem, with the mining revolution,alsoarousedliberalconcernthat individualsshould
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be recognisedon the basis of 'civilisation' rather than 'race'. It was not until the full
implications of apartheidpolicy becameevident in the post - 1948 period, however, that
liberals seriously beganto move beyond a 'separate-but-equalposition themselves(Cross,
1986; Cross and Chisholm, 1990).
The emergence of an African proletariat, and the growth of an identifiable,
mission-educatedblack elite in the 1920's and 1930's increasedinterest in the education
of 'natives'. To this end, English - speakingliberal universities began researchinto social
and educationalissuespertaining to blacks, researchwhich reinforced liberal activities of
the time. The work of scholarssuch as Malherbe (1925), McKerron (1934) and Brookes
(1930) was important in this regard.
Loram's (1917) theory of 'the natives mental apathy' and 'mental arrested
development' led some liberals to assertthe futility of educating 'natives'. Others, such
asRheinallt-Jonesof the South African Institute of RaceRelations (SAIRR), rejected such
notions as 'scientific pretensionsof racism'. By the 1920's, however, a broad consensus
had beenreachedwithin liberalism that someform of 'adaptededucation' with its main aim
the provision of agricultural skills for rural life should be provided for blacks. This was
linked to the installation of 'some form of political accomodationism'in the emerging black
elite, 'linked to alternative political outlets through the rural reserves' (Rich quoted in
Cross, 1986, p. 191). The emergenceof the SAIRR, along with other liberal educational
and cultural organisations exemplified further the liberal effort to meet the needs of an
African elite and 'effect a compromise between black aspirations, and their own
ameliorative goals' (Cross, 1986, p. 190).
The victory of the NP in the 1948 elections, and the introduction of apartheid
policies saw a radicalisation of liberal attitudes amongst blacks which culminated in the
banning of the African National Congress(ANC) and other organisations during the late
1950's and early 1960's. The introduction of apartheid educational policies also brought
a wave of opposition from the SAIRR and other liberal non-governmentalorganisations,
as well asfrom the English-speakinguniversitiessuch as the University of CapeTown and
the University of the Witwatersrand. Horrell, Brookes, Macauley and others all expressed
concern at the violation of various 'political freedoms' including that of education (see
Horrell, 1968 for example). The Extension of Universities Act of 1959, which (rather
ironically given its name)preventedadmissionof blacks to previously 'open universities',
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met with tokenresistancefrom the universitiesthemselves.This oppositionwas centred
aroundthe issueof 'academicfreedom'(Christie, 1991)
In the context of an increasingly hegemonicAfrikaner nationalism, liberalism in
South Africa suffered a seriesof defeatsthat culminated in the demiseof the Liberal Party
in 1968. Liberal rhetoric of the time around the issues of multi-ethnic political
representation,the ameliorationof apartheidin urbanareas,the relaxation of influx control
and the establishmentof a black middle class, was continued by the Progressive Party,
which later becamethe ProgressiveFederal Party (PFP).
Educationalpolicy researchin English-speakinguniversities during the 1950's and
1960's remainedmore developedthan in their Afrikaans-speakingcounterparts, however,
'possibly becauseof the closer relationship before the advent of the National Party to
power of white English-speakingliberals to statepower' (Chisholm, 1992). Major works
by Malherbe (1977) and Rose and Tunmer (1975) amongst others, complemented by
Muriel Horrell's researchat the SAIRR, beganto open up the field of educationto detailed
historical study. Whilst constituting an invaluable source of data for educational
researchers,thesestudiesalso demonstratethe limitations of the liberal tradition in terms
of the conception of the relationship between the education system and society at large,
and, of educationalchange.As Kallaway (1984) and other neo-Marxist critics havepointed
out, these highly descriptive and interpretive works tend to portray the education system
as existing autonomouslyfrom wider social, political and economic relations. The view of
policy formulation and educationalchangeimplicit in the liberal writings on education in
the 1960's and 1970's has been described, accurately, as being 'voluntarist' in nature.
intention'of policy;
in education
[V]oluntarism
with the'prescriptive
wouldbeconcerned
the intentions and ambitionsof actors, stripped of their wider context and location, whether
these be those of Verwoerd, the National Party, ANC or PAC. The way policy is
formulated reflects conscious intentions; these can be quite easily read off policy
statements.Policy and transformationis largely an act of will. The major problem with this
approach is that it assumesthat great, bad or good men, or individuals make history and
policy; that will is simply translatedinto policy. It assumesan unproblematic relationship
between either or both individual will and policy formulation. In this way the complex
relationship between different actors at different levels of the economic, political and
ideological [formation] is simplified as much as the real constraints in action. (Chisholm,
1992, p. 12)
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The reports of the University of the WitwatersrandEducation Panel (1963; 1966),
likewise exemplify a voluntarist approach, albeit with a new, and different focus. The
reports heralded the assentof 'manpower planning' issuesto the top of the educational
agenda,and were drafted by liberal educationistssuchas Malherbe, and businessmensuch
as Michael O'Dowd of Anglo American. The reports can be perceived as a responseto a
perceived skills shortageassociatedwith the restructuring of capital mentioned in the last
section, and were influencedby the growth of humancapital theory. The Education Panel
reports ushered in a new era of 'economic liberalism' in South Africa (Cross, 1986). In
brief the reports argued that certain apartheid practiceswere 'dysfunctional' to the needs
of the economy and that they should be scrapped.Not only had bantu education failed to
provide the skills required for industry, but it had also militated against the promotion of
an effective black leadership.Summing up the views of economic liberals at the time (and
with the 'separate-but-equal'strand in his thought still evident), Malherbe pointed out that
thedemands
thanthecolourbar,with plenty
of theeconomy
of SouthAfricaarestronger
of evidence out of the past to support and, indeed, to prove this view. (Quoted in Cross,
1986, p. 192).

As will be recalled from the previous section, the views of the economic liberals began to
have a profound impact on verligte Afrikaner thought and were given forceful expression
in the de Lange Committee's report. The origins of the 'new vocationalism' expoundedby
the ERS can also be traced to the economic liberalism of the 1960's (see below).
The Education Panelreports also exemplified the closer proximity of businessthan
of state interests with the English-speaking universities. Since privately funded
non-governmental organisations (NGOs) such as the Urban Foundation and the Mobil
Foundation were set up in the wake of 1976, and in the context of 'corporate social
responsibility', there has beena lot of coming and going between these NGOs (as well as
the SAIRR), and the English-speakinguniversities. Whilst the Urban Foundation (UF) and
other private sector initiatives of the time have been largely concerned with ameliorating
the living conditions of blacks in urban areas, the work of the recently-formed Urban
Foundation Education Systemsand Policy Unit (EDUPOL) has focused on educational
policy.

Followingthe examplesof otherliberalssuchasLee(1990),the work of EDUPOL
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to date (Buckland and Hofmeyr, 1992; 1993), has beenconcernedwith the governanceof
education and has drawn on the work of Margaret Archer in the United Kingdom. This
work will be discussedin some detail in chapter six as it has been influential in recent
debateson a future systemof educationalgovernancein South Africa. Besidesconstituting
an advance on earlier voluntarist approaches,liberal theory of this sort also provides a
possible point of contact with a 'reformed structuralism' emerging in the radical/
neo-Marxist tradition. This point will be addressedmore fully in the next chapter. For now
the following commentswill suffice.
Archer's project has been to develop a macro-sociological approach towards an
understandingof the relationships between education systemsand the wider societiesin
which they operate,and towards the natureof educationalchange.In doing so she attempts
to move beyond a purely voluntarist position in which educational policy simply reflects
the intentions of policy actors. She does so by describing the structural limitations faced
by policy actors of which the 'social distribution of resources and values' and the
'patterning of vested interests in the existing form of education' are important (Archer
1984). In other words, whilst she treats education systems as autonomous sets of
institutions, and is primarily concernedwith how educationalchange occurs in relation to
their own structural conditions (of which the degreeof centralisation is accorded pride of
place), she also attemptsto explain how external structural relations of 'contradiction and
complementarity' impinge upon the policy-making process.
Whilst constituting an advanceon previous voluntarist approaches,it will be argued
in chapter six that Archer's 'elaboratedvoluntarism' can still be criticised for failing to
provide an account of the broader dynamics of economic and political change within
society, and of how educational change relates to these dynamics (Salter and Tapper,
1981). In brief, struggleswithin theeducationsystemremaindisarticulated in this approach
from broader economic and political struggles. In particular it will be argued that
governance structuresand the forms of interaction they engendermust be located within
pr.+ý SiS

anAofthh colonial natureof SouthAfrican society.
Using Archer's analysis,BucklandandHofmeyr tendtowardsan advocacyof the
decentralisationof certain control functionsin education,but continue to assert the
importanceof a curtailedcentralauthorityin thelight of continuedinequalities.This view
standsin contrastto the moreradicalformsof neo-liberalismput forwardby otherprivate
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sector 'think tanks' in recent years.
Interestingly, whilst the UF, the SAIRR, the Mobil Foundation, and liberals
associatedwith the English-speakinguniversitieshavegenerallycontinuedto advocatesome
future role for the state in terms of affirmative action in a post-apartheidcontext, the
emergenceof a specifically anti-state,anti-collectivist, and anti-socialistneo-liberalism, has
generally been associatedwith Afrikaner intellectuals and organisations. Of particular
importance here is the work of Andre Spier of SYNCOM, Elisabeth Dostal of the Institute
for Futures Researchat the University of Stellenbosch,and Leon Louw et al of the Free
Market Foundation. Thesecorporately-funded'think tanks' also grew out of the post-1976
scenario.
The issue of whether or not the neo-liberalism expressed by these groups is
indicative of the rise of an identifiable 'New Right' in the South African context (as
claimed by Kallaway, 1989; Bennell and Swainson, 1990), along with the reasonsfor its
emergence,will be takenup in more detail in chapter four. For now it is sufficient to point
out that South African neo-liberalism has been linked to a nationalist/conservative
conceptionof 'community' and rhetoric about 'standards'both in the writings of the groups
mentionedabove, and, more implicitly, in government documentssuch as de Lange and
the ERS. Like their British counterparts,South African neo-liberals have beenconcerned
with the 'rolling back of the state', both in terms of the control and the financing of
education.
Various schemesranging from complete privatisation (Davie, 1990,a) to voucher
schemes,and the deregulation of certain state functions in education (Spier, 1986) have
been suggestedto break the 'state monopoly' on educationalcontrol and provision, and to
provide more 'consumer choice' in a market-oriented system. Likewise, a highly
decentralisedstructureplacing much more direct control of education in community hands
is advocated.Theseideashave had a profound effect on verligte thought. This influence,
reflected in the ERS, has grown in appeal in a context where the government has
acknowledgedits own failure in meetingthe financial commitments made by de Klerk's
ten-year plan for black education(interview with Dr Stumpf, appendix A). The ERS also
follows in the wake of the 1987Privatisation and Deregulation government White Paper,
which, as its name suggests,has inaugurateda programme of selective privatisation and
deregulation of state monopolies and services.
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The issuesof deregulation
in educationbring to the fore certain
anddecentralisation
contradictions within the liberal tradition. The differing views of the traditional liberals and
the neo-liberals on the question of the future role for the state has already been noted,
although it is worth emphasisingthat the difference is only really one of degree. The more
extreme views of the neo-liberals aside, there is broad consensuswithin liberalism on the
need for a reduced role for the statein any future educationaldispensation.The terms of
this consensus,however, remain ambiguous, a point that will be developed in chapter six
in relation to a discussionof educationalgovernance.
The desire to maintain and expand the existing educational private sector, on the
part of traditional and neo-liberals alike, is rooted, in part at least, in a common concern
for greater parental and community 'choice' in education. Traditional liberal opinion has
often upheld the right of communities to run culturally distinct private schools on the
grounds of 'individual conscience' and 'freedom of association. This point, however, is
generally qualified with the desirethat suchinstitutions should not deny accessto members
of other culturally-defined groups (Ashley, 1989). The neo-liberals, and, importantly the
ERS, make no such qualification. Although the ERS statesthat 'race' shall no longer be
a criterion for determining educational provision, the question of whether or not
ethnically-defined communities will be able, under ERS proposals, to be selectivein their
intake remainsunaddressedin the document,andunresolvedin verligte thought (interview
with Dr Stumpf, appendix A).
Traditional liberals have also argued that private schools not only reduce the
financial burden of the statein terms of educationalprovision, but also serve as centres of
excellence that may be emulated by other schools. Further, given that, historically, a)
English-speaking private schoolshave often existed outside the sphereof CNE influence,
and that; b) the 'open' private schoolshave recently beenengagedin developing curricula
approachesmore geared to the aim of a non-racial democracy, it is argued that private
schools can indeed be a forum for developing 'cultural tolerance and understanding'.
Further, from the private school's 'aspiring black middle class recruits may well come the
kind of ferment that will help in the processof social change' (Randall quoted in Ashley,
1989). There are clear echoeshere of the paternalism of the missionary educator (see
Mangan et al, 1989), and, of the earlier liberal desire to ameliorate black demandsthrough
the creation of elites. What is significant, however, is the appeal within the above
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justifications to what Raymond Williams has describedas the 'old humanist' educational
tradition (Williams cited in Ball, 1990,a). Typically 'old humanist' goalssuch as 'autonomy
of the individual' and 'education for its own sake' have been supported by traditional
liberals in South Africa, and by English - speaking teachersorganisations such as the
Transvaal TeachersAssociation (Ashley, 1989).
The rather elitist conceptionof educationassociatedwith the 'old humanist' tradition
stands in stark contrast, not only with the radical demands of people's education (see
below), but also with the aims of the neo-liberal 'new vocationalists'. Since the economic
liberalism of the 1960's, the watchword of thoseconcernedto vocationalise the curriculum
has been 'relevance', whether to the 'world of work', or, in verligte thought, to the 'life
world' of the individual learner. As in Britain, what makes the 'new vocationalist'
approach of the neo-liberals distinctive, is the emphasison educational technologies (see
Spier, 1986 for example), and on the inculcation of entrepreneurial values. The
individualistic approach of the neo-liberals and the liberal tradition in general stands in
contrast to the collective concernsof the radical/neo-Marxist tradition.

The Radical/neo- Marxist Tradition
Radical responseson the part of blacks to colonial, missionary, and, subsequently,
apartheid education have been a consistentfeature of South African educational history.
Radical responseshave often taken the form of boycotts. Indeed, the very first school set
up for slavesin the Capein 1658lastedonly a few weeksasthe slavespersistedin running
away (Molteno, 1984). Likewise, boycotts, strikes, demonstrationsand riots occurredfrom
time to time in teacher training colleges and mission schools such as Kilnerton and
Lovedale during the period 1920-1953 (Christie, 1991). Generally speaking, the main
sourcesof grievances were poor food, compulsory manual labour and harsh punishments
from teachers, although the relationship between missionary educators and African
communities wasalways somewhatambivalent. Boycottswere widespreadafter the passing
of the Bantu Education Act, and re-emergedas a major form of protest during the 1980's.

Besidesboycotts,alternativeforms of schoolingalsohavea long history in South
Africa; for example;the AmericanSchoolMovementin theTranskeiin the 1920's(Edgar,
1984); the Adult Night SchoolMovementfor blackson the Witwatersrand(Bird, 1984);
the non-EuropeanUnity Movement(NEUM) schoolsin the Cape from 1943-1986
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(Chisholm, 1991); and the ANC's African Education Movement (AEM) cultural clubs in
the 1950's (Lodge, 1984). Although these initiatives often challenged the values and
practicesof the existing system,they were (with the exceptionof the NEUM schools).This
may be attributed to poor resourcing and the hostile environment in which they had to
operate.
In the caseof the cultural clubs in particular, however, their short life spancan also
be attributed to the inability of these institutions to offer certification on a par with state
schools. The cultural clubs will be discussedin more detail in chapter five. Of relevance
to the argumentof the presentchapteris that the inability of theseinstitutions to meet their
noble objectives can be understood in relation to a naive understandingof the society/
school relationship. This was exemplified by the view that thecultural clubs were somehow
autonomousfrom the world of work in which formal certification mattered.
It was not until the 1970sthat the emergingBlack ConsciousnessMovement (BCM)
began to politicise a new generation of blacks through organisations such as the South
African Students Organisation (SASO). This followed a lull in political opposition to
apartheid in the wake of the banning of the ANC, the PAC and other massorganisations
during the 1950's and 1960's. The BCM aimed at fostering pride in black culture, and
promoting black self-reliance through literacy campaigns, health projects, community
centres, etc. (Christie, 1991). Through the writings and speechesof its leaders, such as
Steve Biko, it also developed a sustained critique of all forms of white domination
(political, economic, cultural and psychological). The hopelessly underfunded and
ideologically loaded systemof bantu educationwas criticised particularly vehemently. The
poitics and discoursesof the BCM will also be discussedin detail in chapter five.
In the context of increasingly austereconditions in the townships, a growth in
worker militancy during the early 1970's, and the spur given to South African blacks by
the Frelimo victory in Mozambique,the political temperaturebeganto mount. Thesetrends
culminated in the Soweto uprising of June 16th 1976, and the subsequentkilling of
hundreds of unarmed school children by the police. The importance of Soweto in
educational terms is not only that student anger was focused on educational issues (in
particular the reimposition of Afrikaans as a medium of instruction in black schools), but
also that it put studentsfor the first time at the forefront of the broader liberation struggle
(RESA, 1988,b). This trend was to continue through the school boycotts of the early, and
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mid-1980's.The eventsof June 1976alsoproved to be a watershedin a wider sense,
becausethey promptedthe search,on the part of the governmentand of business,for
reformist solutionsto a growing political andeconomiccrisis.
It was in this context that radical educationists within the English-speaking
universities begana trenchantcritique of thedominant nationalist/conservative,and liberal
traditions, the essenceof which has already been given. Attention also focused on the
nature of statepolicy and reforms; the history of education; the conditions necessaryfor
educational change and democratic transformation; and a critique of the new reformist
strategy developed by the de Lange committee. These interests found early expressionin
the journal Perspectivesin Education, and in the collection of essays in Apartheid and
Education edited by PeterKallaway (1984). Although subsequentlycriticised for, amongst
other things, a tendency to reduce an analysis of educational policy to the needsof the
economy (Cross, 1986; Chisholm, 1992), Apartheid and Education made important
advances on the liberal tradition. Of significance for this chapter is the perceived
relationship between the education system and the broader economic, political and
ideological context, and the way that educationalchange is portrayed.
Although many of thecontributorswere at painsto describe the contradictory nature
of education under racial capitalism, theseconcernswere generally subordinatedwithin a
seriesof overly-pessimistic 'reproduction' theoriesderived from the work of neo-Marxists
such as Althusser and Bowles and Gintis. Thus, the assertion of an inevitable
'correspondence'betweenthe social relationsof schooling and the social relations of racial
capitalism tendedto down-play the importanceof humanagency(including various interest
groups within and outside of the state) in determining education policy, and of resistance
to apartheideducation (Jurgens,1988; Tikly, 1990). Further, by affording primacy to the
economic, the categories of politics and of ideology as co-determinants in the policymaking processtendedto be neglectedor even ignored.

The importanceof CNE, for example,asa determiningfactor on NP educational
policy was down-playedin Apartheidand Education.Thus, Christie andCollins (1984)
amongstothers,went to somelengthto stressthe benefitsof counterposingtheir 'class
thathadpresented
CNE ideologyasthe determiningfactor
analysis'to liberalperspectives
in apartheideducationpolicy. (This mustbe seenin the context,however,of the felt need
to critique a tradition thathad not only beenfound wantingin terms of its own analysis,
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but had itself been complicit in segregationistpractices in the past). The idea of using a
class analysis for the study of education is not at issue here. The concern is that such an
analysis should not be at the expenseof a complementaryconsiderationof the politics and
ideology of education, and of educationalchange.
A further consequenceof economic reductionism, is that racism and sexism,
understoodhereas political andideological phenomena,tend to be under-theorisedin their
relationship to educational policy and practice. The down-playing of the importance of
racism as a determinantof apartheideducationis exemplified by the following assertionby
Kallaway:
Bantu education, far from being a unique form of schooling system characterised by
racism, is more accurately to be seenas an example of masseducation under capitalism.
(Kallaway quoted in Jurgens, 1988, p. 41).

Once again, the issue is not about seeingbantueducationas an example of masseducation
under capitalism. Rather, the concern is that racism, understoodas an ideology and as a
practice, gets relegatedto a poor secondplace as a determinant of apartheid policy. As
Jurgens was later to point out, the danger of class-reductionist views such as the one
presentedabove is that they do not explain how
racial or ethnically-defined social relations of production are also crucial to a social system
where membersof the sameclassbut different national groups canhave, in experiential and
cultural terms, lessin commonwith eachother than membersof different classesbelonging
to the samenational group. (Jurgens, 1988, p. 41)

Summing up the debateabout the usefulnessof reproduction theories in the South
African context, Molteno argued that
so long as theburden of selection/sorting/examinationis placed on schooling in an unequal
and classsociety, then 'reproduction' perspectivesmust be taken into account.... this does
not mean that schooling has to do with nothing apart from the role in social reproduction
or that schooling plays whatever role it does in this regard becausesocial reproduction
requires it to. (Molteno quoted in Cross, 1986, pp. 195-196).

Further, for Molteno, reproduction theory renders any notion of failure inconceivable'
since such failure 'must imply the failure on the part of theories of reproduction too'.
What was becoming increasinglyclear to Molteno, writing as he was in the context
of the school boycotts of the early 1980's, was that bantu education had singularly failed
to secure the political and ideological conditions for the effective reproduction of labour
power in South Africa. Indeed, boycotting students under the slogan 'liberation first,
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education later' becameincreasingly involved during the 1980's in wider campaignsand
protests around the introduction of the tri-cameral parliament in 1983, and in support of
an increasingly militant and organisedworking class (Levin, 1989). Someof their specific
demands were for free text books, properly qualified teachers, the abolition of corporal
punishment, the endingof sexualharassmentof female students,and theofficial recognition
of democratically-electedStudent RepresentativeCouncils (SRCs).
In the context of an increasingly coercive, centralisedand militarised statein which
the military, through the National Security ManagementSystem, had a direct influence on
running education, the issue of control of education (expressedthrough the demand for
SRCs) cameto the fore (RESA, 1988,b). By 1985,the ANC which had begun to re-emerge
as a political and military force, had madethe call to 'render South Africa ungovernable'.
Boycotting students (who by this time numbered some 65,000) (RESA, 1988,b)
participated in setting up alternative 'organs of people's power' in the form of street
committeesand people's courts. In August 1985, a stateof emergency was declared, and
the leading student organisation, the Confederation of South African Students (COSAS),
was banned. Student activists were arrested, detained, and many were killed in
demonstrations(RESA, 1988,b).
By mid-1985, parents and community leaders had become concerned about the
effect that boycotting of schools was having on their children's education. As a
consequence,the National EducationCrisis Committee (NECC) was formed by parentsand
others with the intention of encouragingstudentsto go back to school. This was done not
only so that they could receive the skills, however rudimentary, that bantu educationhad
to offer, but also, to begin to transform the education system 'from within'. Just as the
street committees and people's courts had sought to replace apartheid structures with
democratic ones, the NECC's call for 'people's education' was intended to inauguratethe
searchfor more democratic forms of schooling.
Of particular relevanceto this chapteris that in outlining what a people's education
might entail, the NECC had moved aheadof the academicsin going beyond a pessimistic
critique to a way forward for education.The 1985NECC conferencedeclared that people's
education is education that:

a)

the evils of theapartheidsystemandprepares
to understand
enablesthe oppressed
themfor participationin a non-racialdemocraticsystem;
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b)

eliminatescapitalistnormsof competition,individualism,and stuntedintellectual
development
andonethatencourages
collectiveinputandactiveparticipationby all,
aswell as stimulatingcritical thinkingandanalyses;

c)

eliminates illiteracy, ignoranceand exploitation of any person by another;

d)

equipsandtrainsall sectorsof our peopleto participateactively andcreativelyin
the struggleto attainpeople'spower in order to establisha non-racial,democratic
SouthAfrica;

e)

enablesworkers to resist exploitation in their work place. (adapted from RESA,
1988,b)
Although fairly vague, and obviously in need of further elaboration, this initial

formulation of people's education was important for two reasons. Firstly, it gave more
substanceto the clausein the ANC's FreedomCharter which had statedthat 'the doors of
learning and of culture shall be opened' (ANC, 1955). Secondly, the whole concept of
people's education beganimplicitly to addressthe theoretical questionsof the relationship
between schooling and the wider context, and of the nature of educational changein ways
that went beyond the 'reproduction' paradigm. Reproduction theories, like the boycott
strategies with which they had historically coincided, offered a pessimistic view of the
relationship between the education system and the apartheid order by suggesting that
schools merely reproduceconditions of oppressionand exploitation. People's education,
on the other hand, by suggestingthe power of interest groups to transform the education
system from within, implicitly presents the education system as a contested terrain.
Further, by linking the struggle for people's education, both theoretically and practically,
with the struggle for a 'non-racial and democratic system', educational change was
presented not only as an ideological and political struggle within the education state
apparatus,but as one that links up in specific ways with wider struggles. Although, in the
face of two successivestatesof emergency,people's educationhas beenextremely difficult
to develop and implement (Nkomo et al, 1990), the efficacy of the NECC's strategy is
perhaps best demonstratedby the appropriation of some of the concepts of 'people's
education' by the state (see chapter four).
The centrality of educational issuesin the broader struggle for national liberation
beganto excite the interest of not only educationalresearchers,but well-known academics
from the social sciencesas a whole. These included the historians Colin Bundy and Bill
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Nasson, and the sociologist JonathanHyslop. In Britain the influential Marxist scholar,
Harold Wolpe, set up the organisationResearchand Education in South Africa (RESA) in
1987. The educationalresearchfrom this source, along with that of Mogubung Nkomo in
the USA, beganto enrich the literature on SouthAfrican education. Following on from the
people's education initiative, a 'complex contextual' approachtowards educational theory
in South Africa was developed.Drawing, as it did, on earlier reproduction theories, this
approach also sought to assertthe importance of human agency as well as structure in
educationalchange(seefor exampleRESA, 1988,a,b &c; Nasson, 1990,a; Hyslop, 1986).
At the risk of over-simplifying a setof complexarguments,the following points are
relevant here. Firstly, this approachprovides a critique of earlier reproduction theories for
conceiving of the educationsystemand of the stateitself as monolithic entities (Unterhalter
and Wolpe, 1989). The criticism is further advancedby pointing out that reproduction
models also tended to perceive the state as unproblematically carrying out 'the will' of
capital. Rather, soit is argued, educationpolicy is the outcomeof social conflict: 'conflict
between and amongst various capitalist interests, various arms of the state, and various
forms of expression of the interests of the dominated classes' (Hyslop, 1986, p. 1).
Struggles over educationalpolicy operatewithin a terrain of struggle 'where the terrain is
defined by internal and external structuresand conditions. The structure of the terrain at
any one period may serve to facilitate or to retard the demandsof the contesting social
forces and these demands have different forms in different periods depending on the
socio-economicand political conditions.
Thus this terrain is not unchanging,as Kallaway's portrayal suggests' (Unterhalter
and Wolpe, 1989, p. 3). The conceptof social reproductionthrough education is defended
'so long as it is understood that education's reproductive role has to be politically
constructedandcan be destabilised.An educationalsystem'srole in social reproduction can
collapse, through popular militancy, by a failure to change structuresin a way congruent
with the changing needs of capital (often because of the bureaucratic inertia of the
education system), or becausedominant groups within the state apparatusesare linked to
ideologies and social forces which are not allied to the dominant factions of capital'
(Hyslop, 1986, p. 1).

Approachesinvolving the kind of complexcontextualanalysisoutlinedabovehave
beenusedto further understanding
of the politicsof educationandof educationalchange,

36
by drawing attentionto the political forms strugglesover educationhave taken, both within
the state and outside of it. This has been important, for example, in the context of the
strugglesbeing waged over people's education. As Cross (1991) has correctly pointed out,
however, suchan approachhas tendedto concentrateon the political fonns struggleshave
taken rather than on their cultural and ideological content. Thus, for example, whilst
Hyslop refers to the role of ideologies in shaping educationalpolicy, there is no account
of the ideologies themselves,whetherthey be concernedwith a particular conceptualisation
of 'race', or whether they be concernedwith a particular set of prescriptions concerning
education (CNE is an obvious examplehere). Drawing on the work of Bonner and Glaser,
however, Cross's own recent work hasnot been focusedon the educationalpolicy-making
process, but rather, on a sociology of youth subculturesand resistanceAs such it will not
be discussedfurther here.
What is beginning to emergein the abovediscussion, interestingly enough, is the
possibility of a certain rapprochementbetweena liberal pluralist approach with its focus
on conflicting interest groups and ideologies within the educational state, and a reformed
neo-Marxist approach concerned with relating conflicts within the state to wider social,
political and economic conflicts. This point will be taken up in the next chapter.
Given the attempts during the mid- and late-1980's, to effect a synthesisbetween
theory and practice, it is hardly surprising that the question of the role of the intellectuals
in the liberation struggle began to take on a certain urgency. Debates over the role of
intellectuals were conducted in the journal Perspectivesin Education and at the annual
Kenton Conference on education, (namedafter the first place the conference was held).
These have both been important forums for the academicLeft in South Africa.
In a context where educationalstruggles 'on the ground' were being led by blacks
through organisations such as the NECC, the predominanceof white intellectuals on the
academic Left (despitethe legacy of bantu education), was clearly untenable (Chisholm,
1992). As Ivan Evans (1989) pointed out, white academics,including those on the Left,
could have done more to facilitate a greateracademicinput from black intellectuals. By the
late 1980's, however, black scholars such as Saleem Badat, Michael Cross, Nozipho
Diseko, Ivan Evans,JonathanJansen,GeorgeMashamba,Bill Nasson, Mokubung Nkomo
and Blade Nzimande had begun to make important contributions to the academic
educational debate.Nonetheless,it will be arguedin chapter six that blacks remain under-
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representedin academicdiscourses.Similarly, women, and black women in particular,
have also very under-representedin educational research.This provides one explanation
why there hasbeenlittle effort to put 'genderon the agenda'of educationalpolicy research
(Chisholm, 1992) until very recently.
The debatesabout the role of intellectuals, and indeed about the whole issue of
intellectual production, have taken a new twist of late, through the introduction of
post-structuralist forms of analysis (see for example, Muller and Cloete, 1987; Taylor,
Muller, Cloete and Narsing, 1989). Put very simply for the purposes of this chapter,
changesat the very heart of late capitalism, associatedwith the information revolution and
growth in information technologies, have resulted in an increasing commodycation of
knowledge (Wexler, 1987). Oneconsequenceof this hasbeenthat the production of 'truth'
and its relationship to forms of power, havebecomeincreasingly politicised and contested
issues. In this context, academics have begun to examine, through concepts such as
'discourse', the myriad relationships between knowledge and power. Further, academics
have also beenencouragedto adopt an 'historically reflexive' stance,in order to examine
(historically), their own relationship to the meansof intellectual production (Wexler, 1987).
Post-structuralism has also been engaged, at the level of epistemology, with a
thorough-going critique of all forms of structuralism, including Marxism. The critical
potential of structuralism, so it is claimed, is hamperedby its own symbiotic relationship
to exploitative power relations. This debatewill be taken up in the next chapter, where an
attempt will be made to utilise certain post-structuralisttools, and in particular, Foucault's
concept of 'discourse', in order to elaboratea 'reformed structuralist' approach.
Contradictionswithin the apartheidstructure, andin particular thoseassociatedwith
the continued disenfranchisementof the African majority, came to a headon February 2nd
1990, when de Klerk announcedthe unbanningof the ANC, PAC, SACP etc. and political
,
from
leaders such as Nelson Mandela were released
prison after many years of
incarceration. Unlike Saul on the road to Damascus,however, de Klerk and his verligte
cohorts had not undergoneany suddenconversion to democratic principles. Rather, they
were responding to a growing political crisis and ever-increasing levels of mass action
inside the country. They were also respondingto an international context which had seen
humiliating defeat for the SADF in Angola, the victory of SWAPO in Namibia, and
growing international pressurefor a negotiatedsolution to South Africa problems, partly
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associatedwith the endof the cold war.
The so-called 'era of negotiations' has seen many important developmentsin the
educational field, developmentswhich will be more fully discussedin later chapters. In
particular chapter six will focus on the politics of educationalchangeduring the transition.
For now the following points are relevant. By 1989, the NECC had already been
approachedby the governmentto offer adviceon allocating moniesto the resource-starved
black education system.Following the unbanningof the ANC, Nelson Mandela led a team
of thirty-five delegatesto begin to negotiate an end to the education crisis with the
government. For the governments part, political stability and a functioning education
system were essentialfor economic growth. For the ANC, there was strong grassroots
pressureto begin to redressracial imbalancesin education. The formation of the Patriotic
Front in 1992 also led to the holding of the National Education Conference in
Broederstroomwhich brought together activists and organisations sympatheticto both the
non-racial and black consciousness/Africanisttraditions (SACHED, 1992). One outcome
of this show of unity was to strengthenthe hand of the Democratic Movement in their
demandsfor an end to unilateral restructuringof educationby the stateand the introduction
of a negotiating forum in education. These demandsculminated in the setting up of the
National Education and Training Forum in August 1993.
It will be argued in chapter four that the government's ERS must be seenas its own
contribution to the negotiation process. It was also with a negotiated solution to ending
apartheidin mind, that the NECC, in conjunctionwith the ANC and the Congressof South
African Trade Unions (COSATU) launchedthe National Education Policy Initiative (NEPI)
in 1991. Following their release late in 1992, the NEPI reports went on to provide a
resource for the development of the ANC's A Policy Framework for Education and
Training (CEPD, 1994). The Policy Framework can be understood as the ANC's
educational manifesto for the April 1994elections for a government of national unity.
Policy Research in the Era of Negotiations
Not surprisingly, the era of negotiationsturned the attentions of policy researchers
within the radical/neo - Marxist tradition away from critique to policy formulation. In this
regard, the work of NEPI was of particular importance. Together with the ANC's policy
Framework, the main findings of the NEPI reports will be discussedin later chapters. The
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task of interpreting The NEPI reports is made difficult by the fact that there are twelve
reports altogether, not all of a piece, dealing with the issues of planning systemsand
structure; human resourcedevelopment; governanceand administration; the curriculum;
post-sixteen education; adult education; adult basic education; educare (pre-school
education); language; teachereducation; library and support services; and a framework
report that discussesthe NEPI process. Each of the reports was also accompaniedby a
variety of working papers.
A certain coherencewas achievedin the NEPI process, however, through the use
of a common set of guiding principles that informed all of the reports. These principles
were chosento reflect the aspirationsof the Democratic Movement as a whole. (The term
'Democratic Movement' will be used in this study to refer to the broad range of
organisationsand individuals who have actively opposedapartheid and European racism).
The principles were:

a)

Non-racism:- theprinciplethateducationmustmoveawayfrom its currentlyracist

b)

underpinningsandstructure;
Non-sexism:- theprinciple thateducationshouldwork towardsthe eliminationof
sexism;

c)

Democracy :- the principle that all interest groups including parents, teachers,
studentsand workers should actively participate in decision making at all levels of
the education system;

d)

Unitary system:- the principle that the currently fragmentedand divided system
shouldbe broughttogetherunderone department;

e)

Redress :- the principle that past inequalities in educational provision should be

rectified through pro-active intervention and affirmative action.
The NEPI principles together with the core values adopted at the 1992
Broederstroom conference (human dignity, liberty and justice; democracy; equality; and
national development) went on to inform the principles underpinning the ANC's Policy
Framework. Whereasthe NEPI reportswere intendedto provide policy options, the ANC's
policy document presentedactual policy proposals. Further, whilst NEPI was ostensibly
a project of the NECC, the Policy Framework was produced under the auspicesof the
semi-autonomousCentre for Education Policy Development(CEPD). Both NEPI and the
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CEPD received funding from overseasdonors although in the case of NEPI much work
was also done on a voluntary basis.
BesidesNEPI and the Policy Framework, someother work that has emergedduring
the transition has also concerned itself with post-apartheid education policy (see for
example Nkomo et al, 1990; Nassonand Samuel, 1990). Someof this work has soughtto
build on the post-structuralist emphasisof earlier interventions, and has focused on the
relationship between knowledge, power and the curriculum (Jansenet al, 1991; Taylor et
al, 1993). Some of this work will be referred to in later chapters. Further, as will be
discussed in chapter six, some organisations such as COSATU and the South African
Democratic Teacher's Union (SADTU) have also becomeactive in policy researchand
advocacy.
Turning to the present study, although some broad prescriptions will be made
concerningthe future direction of policy, no attempt will be made to emulate NEPI and the
ANC's Policy Framework by trying to produce specific policy proposalsor even options.
Such an endeavouris beyondthe scopeof an undertaking suchas this. Rather the approach
will be primarily theoretical in nature and will aim towards a better understandingof the
policy-making process itself. Given the need to produce policies geared towards the
reconstruction of educationin South Africa, the focus of the present study may seemlike
something of a luxury. In this regard, Chisholm (1992) has warned policy intellectuals not
to abandonthe tools of critique and analysis developed in earlier phasesof the liberation
struggle. Rather, she has argued, policy reconstruction must proceed in the light of
continued and sustainedcritique and analysis if purely pragmatic, apolitical and technicist
solutions to South Africa's educationcrisis are to be avoided. The present study is written
in this vein.
Specifically, the aim of the study will be to examinethe developmentof education
policy in South Africa since 1948. Particular emphasiswill be placed on the questions of
which individuals and groups have madeparticular policies, whose interests thesepolicies
have served, and how educational change can be explained. The study will seek to go
beyond the approachesoutlined in this chapter, and will try to understandpolicy in relation
to economic, political and ideological/discursive levels of analysis. As will be seen in
chapter two, this will involve the use of different kinds of theoretical approaches
appropriate to each of the levels. A variety of sourceshave been used for the purposesof

41
this study. Selected interviews were conducted with leading policy actors. They are
included asa separateappendix, along with brief biographicalnotes aboutthe interviewees.
Further discussionconcerningthe use of interviews and the rationale behind the choice of
interviewees will be given in the next chapter. Policy documentsand various learning
materialshavealso provided an important primary sourceof information, especially for the
study of changing discoursesaround 'race' in chapters four and five. The use of these
materials will be explained more fully in chapter four. Many of the materials, especially
those pertaining to the ANC's cultural clubs and the ANC's school for exiles in Tanzania,
have not been used before. Finally, much of the secondary literature reviewed in this
chapter has proved an invaluable resource.
In the courseof critically engagingwith policy discourses,it is inevitable that some
ideas/approaches/arguments
will be favoured more than others. Indeed, it is one contention
of this studythat policy analysiscan never be neutral. It is worth stating at the outset, then,
that although certain qualifications will be made in the remainder of the text, the present
author sharesa commitment to the five NEPI principles outlined above.

42

CHAPTER TWO
TOWARDS A FRAMEWORK FOR THE STUDY OF EDUCATION
POLICY IN SOUTH AFRICA

Introduction
Policy making is often describedasthe 'authoritative allocation of values' (Kogan,
1975). Disputes within the literature have centred around the questions of how certain
values get to be acceptedover others and whose interests get served in the process.
Pluralists, it will be recalled, tend towards a 'voluntarist' analysis in which policy is
understood at the level of the intentions and ambitions of actors stripped of their wider
context. Neo-Marxists, on the other hand, have often used structuralist forms of analysis
that havetendedto marginalisethe ideologicaldimensionsof the policy-making processand
the role of agency.
In the previous chapter, criticisms were advanced at both the pluralist and the
neo-Marxist perspectivesin terms of: a) the failure of theseapproachesto accountfully for
the relationship between the educational policy-making processand the wider economic,
political and ideological context; b) the inability of theseapproachesto account fully for
the complexities of educational change; c) and the increasing irrelevance of these
perspectives given the nature of current events in South Africa, and, in South African
education in particular.
The aim of this chapter, then, is to outline a theoretical framework for the study of
educationalpolicy making in South Africa, that will seekto overcome the limitations of the
previous perspectives.In sodoing, an attempt will be madeto addressthe pluralist concern
with the role of interest groups and ideologiesin the policy-making process, along with the
neo-Marxist concern with wider economic and political contextualisation.
The analysispresentedbelow will draw quite heavily on recent work on educational
policy in England, particularly that of StephenBall (1990,a) as presented in his book
Politics and Policy Making in Education. Various criticisms of the approach adopted by
Ball will, however, be advancedduring the courseof the chapter, and modifications to his
approach will be adopted. Broadfoot (1991) for instance, has pointed out that Ball has
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policy making in England since 1976. In the caseof the present study then, it is worth
making clear that the theoretical approachadoptedis intended specifically for an analysis
of South African policy making in education since 1948, and has been developed
accordingly. This does not, of course, rule out the possibility that aspectsof what is to
follow may not be found relevant for an analysis of alternative conjunctures.
It should also be noted that the theoretical framework below shares some of the
apparent 'eclecticism' that characterisesBall's work. Of particular concern to some, may
be the attempt to combine the post - structuralist emphasisof Foucault's work with an
account of South African society that has its origins in Marxism. Three points are pertinent
in this regard. Firstly, following Saunders(1981), it is suggestedthat it only makes sense
to attack the kind of approachadoptedhere as 'eclectic' 'if one denies the possibility that
different kinds of processesmay be subject to different kinds of social determinations'
(p. 310). Thus, whilst Foucault's work may prove an excellent starting point for an analysis
of the discursive determinationof policy, his work is of more limited value when it comes
to an analysis of the economic determinants, in which case the work of the French
Regulation School has been found more helpful.
Secondly,the approachadoptedbelow, whilst acceptingthe abovepoint, will strive
towards greater coherencethan is the case with Ball's work. A post-structuralist reading
of Gramsci will be usedin order to provide a consistenttheoretical thread running through
the analysis of each level.
Finally, it is important to point out that what follows are intended, in the words of
Foucault, as
'propositions', 'game openings' where those who are interestedare invited to join in: they
are not meant as dogmatic assertionsto be taken or left en bloc. (Foucault, 1981, p. 4)

In this regard it is also relevant to distinguish between 'master narratives' that attempt to
subsumeevery key point into one totalizing theory, and, 'grand narratives' which, more
modestly, simply try to tell a 'Big Story' (Kellner cited in Aranowitz and Giroux, 1991,
p. 70). This study is intended to fall within the latter category.

Introducing the Three Levels of Analysis
Following Althusser(1969) and Ball (1990,a), the theoreticalaccountpresented
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below will attemptto explore the social totality and thepolicy-making processin particular,
at three levels of analysis, namely, the economic, political and ideological/discursive.
Departing from Althusser, however, each level will be explored using a specific method
of analysis: 'reformed structuralist' in the case of the economic and the political; and
discursive in the case of the ideological.
Sucha framework leadsto a dynamic considerationof educationalpolicy in relation to the
political and ideological and economic, and the political, ideological and economic in
education policy. (Ball, 1990,a, p. 9)

Investigation of the economic level will then consider both the funding of education and
the relationship between educationand productivity. Investigation of the political leadsto
an accountof the forms of governancein education, and the role of interest groups in the
policy-making process.Finally, investigationof the ideological level 'leadsto consideration
of the ways in which education policy is conceived of and discussed- the limits of the
possible - and to examination of education's role in transmitting an effective, dominant
culture' (Ball, 1990,a, pp. 10-11). Not only is each level consideredas a 'source and a
resource' for educationpolicy making, but contradictionsbetweenlevels will be understood
as important in initiating change. For example, the economic crisis that arose in South
Africa in the early 1970's led many educationistsand others to question the relevance of
a CNE-based curriculum in the face of a perceived 'skills shortage' (see chapter three).
Of crucial importance here is the question of how the relationship between each
level is conceived. If a successful rapprochementbetween pluralist and neo-Marxist
concerns is to be effected, then of particular importance will be the way the relationship
between the economy, and conflicts between interest groups within and outside of the
educational state is portrayed. A theoretical accountof the nature of the educational state
will be given at the end of the chapter. For now it is sufficient to outline in general terms,
the relationship between the economic, political and ideological levels of analysis.
Cutting across much of the neo-Marxist literature on education in general is the
notion of 'relative autonomy', a notoriously difficult conceptto pin down. Each level may,
however, be conceived as being
relatively autonomous of eachother level (only relatively so, since eachlevel is necessarily
affected by the specific effects of eachother level; they exist only within a unified system,
in which case total autonomy clearly becomesimpossible. (Saunders, 1981, p. 183).
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In Ball's usageof the term 'relative autonomy', he usesHargreave's notion of 'structural
limitation' to explain the relationship between the economy and political and ideological
structures.
Structural limitation.... is especially important for understanding the sense in which
economic structures 'ultimately' determine political and ideological structures: economic
structures set limits on possible forms of political and ideological structures, and make
someof thesepossible forms more likely than others, but they do not rigidly determine in
a mechanistic mannerany given form of political and ideological relations. (Hargreaves
quoted in Ball, 1990,a, p. 13)

The attraction of this definition of 'relative autonomy' for Ball lies in its linkage to a sense
of economicdelimitation rather than determination. Indeed, the idea of structural limitation
is useful to the extent that it facilitates a 'pinning down' of the effects of economic change
on political and ideological phenomenawithin particular conjunctures, without making any
general claims concerningthe nature of thoselimitations, claims that would inevitably lead
to determinism.
Unfortunately, however, as Gordon (1989) has pointed out, the implication within
such accounts(a hang-over from Althusser), that the economy continues to determine the
other levels 'in the last instance', perpetuatesa deterministic tendencywithin the literature.
The effect is to closeoff empirical investigationwithin specific conjuncturesof the mutual
determinacy of eachlevel on eachother level. This leadsGordon to the position of ditching
the concept of relative autonomy altogether, a view not taken here. Whilst the idea of
economic determination 'in the last instance' is unhelpful for the reasonsgiven above, the
idea of autonomous spheresexisting in relation to other spheresis useful. As Laclau
(1990) has succinctly put it:
If determination was a last instance,it would be incompatible with autonomy, becauseit
would be a relation of omnipotence. But, on the other hand, an absolutely autonomous
entity would be one which did not establishan antagonisticrelation with anything external
to it, since for an antagonismto be possible, a partial efficacy of the two opposing forces
is a prerequisite. The autonomywhich both of them enjoy will therefore always be relative.
(Laclau, 1990, p. 115)

The relationship then, whether antagonisticor otherwise, between different levels cannot
be readoff from one spheree.g. the economy,or indeedany other sphere.The relationship
and the question of determination, needsto be pinned down empirically with reference to
a specific conjuncture. It will be one contention of this study, a theme that will be taken
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up in chapter three, that the relative autonomy of the policy-making process from the
economy has been subject to changesand redefinitions in the period since 1976.
In doing away with deterministic forms of analysis,it becomespossible to account
for the role of human agencyand struggle in the policy-making process. In other words,
it allows for the theorisation of the multicausality of change. This allows struggles over
'race' and gender to be theorisedin relation to the policy-making process.The relationship
between 'race' and the policy-making processwill be taken up in chapter four.
Accounting for Change in the Policy-Making Process
Having seen off determinism, the problem remains of how to account for
educationalchange.Following Ball, threepossibilities will be explored in this study; a) that
changecanbe accountedfor as a result of political strugglesover policy betweencontesting
interest groups; b) that there is some kind of 'correspondence'between education policy
and the dynamics of the economy; c) that change can further be accounted for by
examining the nature and effects of discourseon the policy-making process. Each of these
three possibilities will be further elaboratedon below.

ThePolitical Level as a Sourceof Change
In analysing the political level as a source of change, the focus, as mentioned
above, will be on 'the formal political and administrative processesof policy making and
the struggles and contests between interest groups and parties engaged in the policy
process' (Ball, 1990,a, p. 15). In his own work, Ball makes use of what he describesas a
'realist/interactive' approach towards understandingthe role of agency in educational
change. Through the extensiveuse of interviews, Ball has sought to provide explanations
from leading policy actorsthemselvesconcerningthe nature of educationalchange,and the
reasons why individuals and groups were motivated to behave in particular ways. In
choosing to prioritise interviews over a more structural analysisof educationalinstitutions,
Ball quotes Bernard Crick who is allegedto have said that 'too much emphasison political
institutions is rather like sexeducationwith too much emphasison anatomy' (Crick quoted
in Ball, 1990,a, p. 8)

Dale (1991) has, however,criticised Ball for not making clear the basis for
the selectionof
choosinghis interviewees.Dale'sconcernis that 'the theorythatgenerates

47
the intervieweesis very likely to be confirmed by the accountsthoseinterviewees provide'
(p. 247). Put anotherway, 'the specificationof agencythrough selectionof particular actors
implies already an understandingof structure sufficient to identify particular actors as
'agents' of political or educationalchange' (p.250). This criticism is not entirely accurate.
Indeed, in contrast to Dale's own rather economistic approach towards interpreting
educational politics (see the introduction to chapter six), Ball seeksto understandagency
not only in terms of what actors themselvessay, but against a backdrop of an analysis of
'Fordism' in Britain (see below) and of changing discourses around the meaning and
definition of education.
What is missing from Ball's account, however, is an understandingof the role of
specifically political structures, i. e. an account of how the system of governance and
administration in educationinfluencesthe ways policy actors interact. This omission closes
off a whole area of analysis around the 'openness' or otherwise of decision-making
processesin education, and the relationship betweengovernancestructures,power, and the
political projects of different individuals and groups. Indeed, as other commentatorshave
pointed out, the successof the Tories in Britain in instituting major reforms during the
1980s (the focus of Ball's analysis) can partly be attributed to a dramatic process of
centralisation of educationalgovernance.The introduction of a national curriculum and the
rise to prominence of the Manpower Services Commission in the field of vocational
education are two exampleshere (Jones, 1989; CCCS, 1991; Tikly, 1991).
The present study, then, in contrastto Ball's work, will provide an account of the
effects of governancestructureson the ways individuals and groups interact. A theoretical
basis for such an approach is given at the end of the present chapter in terms of a
discussion of the educational state, and in more detail in chapter six. Importantly,
discussionof the political level will not confine itself to interactions within the state, but
will also look at the role of different structures and institutions within civil society in
influencing change.Thus, for example, the processesaround the developmentof the NEPI
reports and of the ANC's Policy Framework will be set againstan understandingof which
organisations governed the process in question; the accessof different organisations to
different kinds of power and how this affectedtheir relative influence; and how the policy
processeswere organised in terms of the division of labour, decision making machinery
and overall approach. In such a way the presentstudy will seek to explain the actions of
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groupsandindividualsin termsof economic,discursiveandpolitical factors.
One consequenceof the above is that interviews have not been used nearly to the
same extent as in Ball's work. Given the relative easeof accessenjoyed by the present
author to the organisationsand individuals involved in policy making within the Democratic
Movement, the interviews undertaken for the purposes of this study were intended
primarily to give an insight into the closed world of policy making within the apartheid
state. In all, six interviews with leading bureaucratsand educationalistswere conducted
during the courseof the study, and proved useful not only in providing factual information,
but as a means of gaining insight into the ethos of Afrikanerdom and of the state
bureaucracies.
In response to Dale's comments on Ball's work, it is helpful to think of the
relationship betweenthe choice of intervieweesand the information that was gleanedfrom
them as having had a dialectical relationship to the way that economic, political and
discursive formations have beenconceptualisedin this study. In other words, whilst prior
understandingsof structure have influenced the choice of interviewees and provided an
interpretative grid for understandingtheir responses,the responsesthemselveshave hadan
impact on the theoretical account of structures. This hasespecially been the caseas far as
understandingthe educational state is concerned.Further, the information gathered from
the interviews has not beentaken as 'gospel', but interpreted againstrelevant primary and
secondary sourceswithin the literature.
Finally, Broadfoot (1991) has criticised Ball's choice of interviewees for failing to
include practitioners and those at the 'grassroots' of the policy process including parents
and students. The implication is that Ball's understandingof policy making does not take
into account the distance between policy formulation and policy implementation and the
relationship betweenthe two. A further implication is that Ball does not sufficiently address
the ways that policies are resistednot only by various interests within the state, but at the
'chalk face' as well. For example,parentsand studentshave resistedaspectsof the Tory's
reforms in England such as the introduction of attainment tests at various stages of
schooling (this has also been the case Scotland). In many instances, this has made the
implementation of the tests impossible.

In relationto the lastpointabove,(andin contrastto Ball's work), thepresentstudy
will seekto examinethe waysstatepolicieshavebeenresistedby parents', students'and
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teachers' organisationsand will look at the meansby which alternatives to stateeducation
have beendeveloped. In relation to the first point, however, the present study will repeat
some of the biasesand omissionsof Ball's work by focusing on the 'macro' determinants
of education policy. This is not to deny the importance of a more 'micro' focus on the
implementation of policy in the individual school. Indeed, such an analysis might well
complement rather than contradict the approachadopted here. Unfortunately, however,
such an undertakingwould require more time and researchthan could be afforded to it in
a study of this nature.

TheEconomicLevel as a Sourceof Change
This sectionwill explore the possibility that there is somekind of 'correspondence'
between educationand the economy, i. e. 'a relatively stable form of articulation between
a distinct form of value production and a distinct form of regulation during a given period
of time' (Bonefeld, 1987, p. 101). The idea is derived from the work of the French
Regulation School which emergedin France during the 1970's. The concernof this school
was to develop a theory of capitalist accumulation in order to explain how and why
capitalist economiescame to be transformedduring the courseof their development,given
the inherent crisis tendenciesof the capitalist mode of production. The approachadopted
for this study is a variation on that adopted by Gelb et al (1991) for the South African
context.
In seeking to explain the transmutability of capitalism, the 'regulation approach'
focuseson the ways a 'regime of accumulation' is 'regulated'. A regime of accumulation
is describedas an historically achievedcoherentarticulation betweena mode of production
and a mode of consumption. It refers to a
systematicmode of distribution and reallocation of the social product, which brought about
a long-term correspondencebetween the changing conditions of production..... and the
changing conditions of final consumption. (Lipietz quoted in Bonefeld, 1987, p. 99)

Gelb furtherintroducestheconceptof 'growth model'to describethe 'specificexpression'
of a regime of accumulation within a particular country. The growth model then
describesthe form of capitalist accumulationwithin that particular economy, as well as the
nature of its insertion into the world economy as a whole (the 'international division of
labour'). Thus the concept of 'growth model' is less abstract than that of 'regime of
accumulation' and helps to clarify the ambiguity between the international and national
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dimensions of accumulation. (Gelb, 1991, p. 11).

Whilst the dominant regime of accumulationin Westerncapitalist economieshas, until at
least the mid-1970's, been describedas 'Fordist' (Harvey, 1989; Hall and Jacqueset at,
1989), the growth model peculiar to the South African economy has been described by
Gelb as 'racial Fordism'.

is saidto 'correspond'with a particular'mode
A particularregimeof accumulation
of regulation'.
The modeof regulationcomprisesthecomplex of social institutions, structures, and implicit
norms which act to 'regulate' the behaviourof economicagents.... In other words, the mode
of regulation comprises the wide range of processeswhich organise and influence the
multi-faceted conflicts amongstclassesand amongstother social groups. (Gelb, 1991, p. 11)

In such a way, a mode of regulation temporarily managesto resolve the inherent crisis
tendenciesof capitalism. Capitalism remains, however, an inherently unstable systemas
accumulationitself transformsover time the nature and composition of the various classes
and other social groups. As a result, conflict betweenclassesand between social groups
begins to expressitself in new ways, beyond the capacitiesof existing institutions. What
is being described here is an 'organic crisis' (Gramsci, 1971) of an 'historical bloc' (see
below). As Unterhalter (1990) has warned, however, it is important to point out the
political (and, it may be added,ideological) 'moments' of such a crisis if causality is not
to be given purely to economic determinants. The crisis can only be resolved by the
development of a new mode of regulation.
Many recent theoriesof the statehavedrawn on the regulation approach, and, have
assigned an important role to the state apparatusesand policies in relation to the
development of a new mode of regulation. In this regard it is important to avoid
determinism and functionalism, and to see apparatusesthemselves as the outcome of
complex ideological and political struggles between classes and other social groups
(Bonefeld, 1987). The state attempts to resolve organic crises by activating new
'accumulation strategies' and 'hegemonic projects'. 'Accumulation strategies' refer to
redefinitions of the basic aspectscomprising the growth model or the positing of radical
alternatives to this model with the strategic aim of resolving an economic crisis.
Accumulation strategiesaredirectly concernedwith economicexpansionon an international
or national scale. They are oriented towards alterations in the relations of production,
towards the balanceof class forces. (Morris, 1991, p. 35)
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'Hegemonic projects' on the other hand,
refer to the constructionand maintenanceof the social basis of support for a particular form
of state. This involves taking account of the balance among all social forces and the
mobilisation of support behind a concrete national-popular programme of action.
Hegemonic projects are integrally concernedwith unifying the nation around broad issues
concerned, primarily but not exclusively, with non-economicobjectives such as political
stability, social reform, and national and military expansion. They are also integrally
concernedwith who constitutesthe nation, and who, in practice or in theory, is excluded
from the composition of the 'nation-people'. (Morris, 1991, p. 35)

It is possible to conceive of a variety of relationshipsbetweenaccumulation strategiesand
hegemonicprojects. Often oriented towards different areasof social reality, accumulation
strategies may, for example, be contradictory with regard to the constitution of the
'nation-people'. Alternatively, they may be mutually reinforcing and lead to a
'reconstitution of the basis for national support and a new growth path' (Morris, 1991,
p. 35).
The unity of particular hegemonicprojects, accumulationstrategies,and a peculiar
ensemble of class relations and other social forms over a given period of time, is
encapsulated by the Gramscian term 'historical bloc' (Bonefeld, 1987). Given the
non-reductive, non-economistic emphasisof this concept with regard to describing the
social totality (Tikly, 1990), terms such as 'correspondence'and 'regulation' (see above)
take on a broadly descriptive rather than an analytical meaning(Bonefeld, 1987). The term
'correspondence,for example,rather than simply implying a 'functional fit' betweensocial
processes(such as education)and the economy, is meant to encompassa range of often
contradictory articulations. In this regard, Ball has asked:
how far is it possible to talk of the relationship betweeneducationand accumulation?What
does educationmean in this generalsense?Surely we must try to conceive of, and theorise,
a variety of relationships, with different educations. Theserelationships will be more or
less direct, or indirect, or mediated,and more or less significant to different regions of
education, accepting that different regions of education are more or less strategically
important. The unity of educationin terms of any particular mode of regulation will, as a
result, be partial. (Ball, 1990,a, p. 16)

It will be argued in chapter three, for example, that the variety of educations
(technical, vocational, academic,non-formal etc.) subsumedunder the heading 'apartheid
education', have hadquite different relationshipsto the economy, and, in the context of the
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organic crisis of apartheid, theserelationshipsare changing. In particular it will be argued
that an 'old' form of correspondencebetweeneducationand apartheid's labour marketsis
gradually giving way to a 'new' correspondencewhich has sought to make schooling more
relevant to the 'world of work'. It will also be argued that resistancein educationhas been
associatedwith the developmentof a 'critical' correspondencebetweeneducationand racial
Fordism. Further, alternativepolicy proposalsfor the future will be related to the differing
growth paths advocatedby the ANC and its allies on the one hand, and the white minority
regime on the other.
Allowing for a plurality of accumulationstrategiesand hegemonicprojects within
a given historical bloc also provides spacefor a rapprochementbetween pluralism and
reformed structuralism. Such an approach makes it possible to conceptualise conflict
between individuals and groups over the future direction of policy. It allows, for example,
for a conceptualisationof educational changeas
negotiatedthrough conflict betweenand within bureaucratic,economicand social demands.
In an increasingly complex society, group interestsand the ideologies supporting them are
experiencedchiefly through highly bureaucratisedinstitutions which establish their own
logic of development. But nothing is automatic. Changesoccur, sometimesaccidentally,
when the right configuration of feelings, ideologiesand power coincide. (Kogan quoted in
Ball, 1990,a, p. 16)

In brief then, the relationship between economic and educational change must be
presentedas multi-faceted, highly complex, and often contradictory.
The Ideological/Discursive Level as a Sourceof Change

The third levelat which changewill be accountedfor is the ideological/discursive.
The conceptof discourseemployedhereis derivedfrom thework of Michel Foucault,and
is usedto designatetheconjunctionof knowledgeon theonehandandpoweron the other.
Foucault's interest in discoursearoseout of an initial interest in knowledge itself.
In his early work, his archaeologies,Foucault sought to make clear the rules of what can
and cannot be said within a particular discourse at a particular time. These rules include
such procedures as prohibition, exclusion, and the opposition between true and false. In
discussing how different disciplines are constituted, he demonstrates the ability of
knowledge to determine reason, representationand meaning, i. e. the way disciplinary
discoursesare organisedcan itself be an act of power defining what can be said as well as
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who has the right to speak.
Discoursesare, therefore about what can be saidand thought aswell as the question
of who can speak at a particular time and with what authority. 'Discourses embody
meaning and social relationships, they constitute both subjectivity and power relations'
(Ball, 1990,a, p. 17). They are
practices that systematically form the objects of which they speak..... Discourses are not
aboutobjects; they do not identify objects, they constitutethem and in the practice of doing
so conceal their own invention. (Foucault, 1977, p. 49)

In his genealogies(his later studiesof the historicaland socialconditionsof the
emergenceof discoursesandtheir relationshipto institutionalpowers),Foucaultsuggests
that knowledgeandpower are inseparable.Theyare two sidesof a singleprocess.
Power producesknowledge.... Power and knowledge directly imply one another.... There
is no power relation without the correlative constitution of fields of knowledge, nor any
knowledge that does not presupposeand constitute at the same time, power relations.
(Foucault quoted in Kenway, 1990, pp. 173-174).

Policies,as Ball pointsout
embody certain claims to speakwith authority, they legitimate and initiate practices in the
world, and they privilege certain visions and interests. They are power/knowledge
configurations par excellence. (Ball, 1990,a, p. 22).

Before proceeding further, it is helpful to first place Foucault's ideas about discourse in
relation to other salient featuresof his work that will be of relevance to this study.
Foucault has statedthat his objective has been 'to create a history of the different

modesby which, in our culture, humanbeingsare madesubjects'(Foucaultquotedin
Rabinow, 1987, p.208). Throughhis analysisof power-knowledge,Foucault links the
emergenceof the modernsubjectwith theemergence
of the humansciences.It is through
the disciplines of the human sciencesthat inegalitarian'technologiesof power' and
'regimesof truth' are createdandperpetuated(despitewhat any formal systemof rights
may guarantee).
Foucault's work has dealt with three interconnectedmodesof objectification of the
subject : a) modesof enquiry which take on a 'scientific status'; b) the objectification of
subjects by means of 'dividing practices' (the objectification, categorization and
hierachization of subjects);c) the ways in which humanbeings have turned themselvesinto
subjects (Foucault, 1982, p. 208). All three of thesebroad areasof Foucault's work have
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a bearingon the presentstudyas will becomeclear.
Referencewas madein chapter 1 to Enslin's (1990) accountof the usethat hasbeen
made of Fundamental Pedagogicsfor apartheid's own 'dividing practices'. Similarly,
referencewill be madeto the 'scientific' statusaccordedto official policy documents, and
the ways in which this statushasbeenimplicated in perpetuating 'race' and classdivisions.
Finally, in chaptersfour and five, referencewill be madein passing to some of the moral
codes and processesof identity formation by which people have defined themselvesas
subjects.
The objectification of the humanbody via combinations of knowledge and power
has, according to Foucault, resulted in the developmentof 'disciplinary technologies' as
the principal meansof social control (as opposedto overt sovereign and legal power).
These technologiesare evident in institutions such as prisons, schools and asylums, and
involve
the division and distribution of bodiesin space,the division of time - and therefore activity
- into periods, the detailed control of activity, and the creation of tactical networks for the
efficient deployment of bodies and activities. (Jones, 1990, p. 80)

The form of rationality accompanyingthesedisciplinary technologies is interested
primarily in efficiency and productivity through a system of 'normalization' (Kenway,
1990). Such normative rationalities displaceconcernsover value, justice, right and wrong,
and are an integral part of state apparatusessuch as those mentioned above. Whilst
normalizing technologies function to identify deviations from the 'norm', other
accompanyingtechnologiesprovide corrective anddisciplinary mechanismsincluding a vast
apparatus for testing and documentation. As governments came to accept increasing
responsibility for areasof people's lives, a growing archive, containing intricate statistical
details about individuals developed. Thus the 'objective' knowledges gleaned from the
application of the human sciencesto processesof diagnostic and prognostic assessments,
hierachization etc. becamepart of the 'web of control' of the statebureaucracy(Rabinow,
1987; Kenway 1990; Smart 1985).
Foucault describes this process as a characteristic feature of modern power
structures- asan intricate mixture of 'individualizing techniques'and 'totalizing strategies'
that work to both 'totalize' and ' individualize' the subject (Foucault cited in Rabinow,
1987). According to Foucault, the proliferation of discourses,and the fragmentation of
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knowledge during the twentieth century, has seena concomitant growth in the number of
'specific intellectuals' - the 'expert', the 'specialist' and the 'professional' - who produce,
promote and service 'regimes of truth'. Foucault's argumentis that every society has its
'"regime of truth", its own "general politics" of truth' (Foucault quoted in Smart, 1985,
pp. 67-68) around which there existsa struggleconcerningthe statusof truth and the role
it plays in the socio-economicand political order of things. The specific intellectual, who
has a direct and localized relation to 'scientific' knowledge, and who is politicised by
involvement in everyday struggles and conflicts over 'truth', can also function
counter-hegemonicallyby attempting to constructa new 'politics of truth'.

Thusknowledge,for Foucault,is not regardedas in itself neutral, true or false.
Foucault suspendsquestionsof truth and falsity and examinesthe institutional field over
and through which discoursegains and assignspower and control. (Kenway, 1990, p. 175)

Suchan examinationshouldaim at revealinghow 'formsof rationality' inscribethemselves
in practiceor systemsof practices', and how they suppressa plurality of alternative
discourses.
Regimes of truth may also be accompaniedby, or be the same thing as, 'regimes
of morality' or 'moral technologies' which, like scientific rationalities, claim a superior
status, and exercisea relationship of power. Within the field of educational policy making,
the imposition of CNE principles can be seento have incorporated not only 'scientific'
rationalities (as, for example, in the case of FP), but also regimes of morality into
apartheid education's own regime of truth. Foucault avoids totalizing the concept of
rationality, however, preferring insteadto talk about particular rationalities in the context
of particular institutions.

To concludethebrief resumeof Foucault'swork, it is important,for the purposes
of this study,to point out that, for Foucault,anyanalysisof power shouldbeginwith the
'micro-physicsof power' i. e. with localized,specificmechanisms
andhistories(Kenway,
1990).From here,arguesFoucault,analysisshouldascendto revealhow thesehavebeen
colonised, or appropriated, by various forms of macro domination (see below).
Connectionsbetweenformsof poweranddominantgroupscannotbe generalised-they
must
be reachedthroughanalysis(Smart,1983).
It will be oneaim of this studyto bring the rich intellectualrepertoireprovidedby
Foucault'swork to an analysisof the 'politics of truth' surroundingthe policy-making
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processin South Africa. This will involve pointing to the themes,emphasesand omissions
of the discursive regime under scrutiny, and exposing some of its governing rules and
procedures. In order to incorporate the discursive level, however, and in order to
understandits wider implications, some important caveatsare necessary.Broadly, these
caveats relate to the importance of linking struggles at the discursive level to wider
struggles 'in which what is at stake is ultimately quite a lot more than either words or
discourses' (Macdonnell, 1986, p.51). They also relate to the issueof effecting some sort
of coherence, between disparate theoretical paradigms, within the study as a whole.
Following Kenway (1990), it is argued here that while a Foucauldian analysis is useful in
the manneroutlined above,
it is lessso in accountingfor the rangeof 'non-governmental' discourseswhich, along with
institutionalized rationalities, form part of

the discursive ensemble of

social

movements.....and which help to constitute both people and governmentsas subjects. (p.
176)

Examplesof non-governmentaldiscoursesthat will be discussedin this study are those of
NEPI, and the 'free market' think tanks. The organisations and groups associatedwith
thesediscourseshave their own identifiable power - knowledge apparatusesas should have
been evident from the preceding chapter. Further,
while certainly recognising the complex array of discourseswhich make up any 'regime
of truth', Foucault is not so helpful as otherson the matter of inter-discursivity or on the
relationship between discoursesand broad intersecting social structures of dominance.
(Kenway, 1990, p. 176)

It is for this reasonthat Foucault'swork on discoursecanbe usefully complemented
by a
particular readingof Gramsci'swork on ideologyandon hegemony.
The problems associatedwith seeking to combine the basically post-structuralist
Foucauldian problematic with any readingof Gramsci that locatesthe latter's work within
the very episteme(ground-baseof knowledge) that post-structuralismseeksto deconstruct,
have beenhighlighted succinctly by Smart (1983). The reading of Gramsciemployed here,
however, will draw on those non-economistic, non-deterministic interpretations of
Gramsci's work advocatedby Laclau and Mouffe (1985), Laclau (1990) and Tikly (1990),
amongst others.

Gramsci'sfocus is wider thanthat of Foucault.His concernis with the ways in
which certain socialgroups,and, in particular,certainsocialclasses,manageto maintain
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and perpetuatetheir dominanceover other social groups. In order to explain this, Gramsci
employs the term 'hegemony' to denotethe myriad processesby which consentis achieved
between groups for any particular social order by means of 'intellectual and moral
leadership'. It is by meansof hegemonyon the one hand, and coercion on the other hand,
that social order is maintained.
Implicit in Gramsci's problematic of hegemony is a mode of class analysis that
recognisesthe importance of culture, and emphasisesparticularly the dynamic and open
nature of class formation and class relations. Gramsci refuses to give the economic level
sole causalprimacy in his analysis, and therefore presentsa view of ideology that moves
beyond that generally employed within Marxism (see Williams, 1973). Rather than
asserting the existence of a pure class ideology, Gramsci sees a universe of different
ideological elementsfrom which different classes,and/or social groupings, produce their
own ideologies. In Gramsci's view, then,
classhegemony is achievedthrough ideological struggle on many fronts and it is this that
has led a number of social theorists to use Gramsci as a touchstone for theorising the
discursive constitution of hegemony - discourse being understood here in a Foucauldian
sense.(Kenway, 1990, p. 177)

In this view then, discoursebecomesa specific form of ideology (Macdonnell, 1986). For
Gramsci, the discursive articulation of hegemonybecomesa masseducationaleffort on the
part of dominant groups, and ideological struggle is waged throughout the various
institutions of the stateand civil society towards this end.
Of particular relevanceto the SouthAfrican situation at the presenttime, is the idea
that any hegemonic project must addressthe question of the people-nation (or in more
orthodox Gramscian terms, the 'national popular', i. e. the way that the national identity is
defined). This accordswith the point madeby Laclau (1977) that, given the predominance
of the people/statecontradiction over the capital/labour contradiction in modern capitalist
societies,the 'national popular' becomesthe terrain par excellenceof ideological struggle.

If the abovepropositionsareput in slightlydifferentterms,thenthe socialfield can
be seento be constitutedby difference(LaclauandMouffe, 1985).Ratherthan individual
andgroup identitiessimply beinggiven by class,it is possibleto recognisea plurality of
socialstruggles,whetherover 'race', genderor classetc., andthereforea vastplurality of
discursivesubjects.The political projectof any groupbecomesthe discursivearticulation
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of thesedifferent subjectivities around a new hegemonicprinciple such that new political
subjects may be constituted. Given the plurality of often contradictory subject positions
within one individual, the constitution of new political subjects is very difficult, and
invariably incomplete.
Accordingly, hegemonybecomesa 'discourseof discourses'and is defined as the process
of constructing politically, the subjectivity of the masses.....the formation of diverse
subjects into a collective will. (Kenway, 1990, p. 180)

At this point it is worth mentioning a general weaknessof Foucault's concept of
discourse in relation to the constitutionof subjectivities, namely, his failure to explore fully
the possibilities for resistanceto a dominant discursive formation (Macdonnell, 1986).
Pecheux (1982) has outlined three mechanismsby which subjects may be discursively
constituted (or, in Althusserian terms, 'interpellated'). The first mechanism is that of
'identification', i. e. consenton the part of 'good subjects' to the ideologies of dominant
groups. An example from the field of education might be 'identification' with the major
tenets of CNE. 'Counter-identification', on the other hand, involves 'turning back' the
meanings 'lived' by 'good subjects'. As Pecheux has suggested, this reversal leaves
linguistic traces, e.g. "what you call the oil crisis"; "your social sciences"; "your Christian
National Education" etc.

Now, whilst 'identification'and'counter-identification'aregenerallysupportiveof
eachother in that they do not go beyondeither a simple acceptanceor rejectionof the
subject position posited by the dominant discursiveformation, the third mechanism,
namely, 'disidentification' does represent a challenge to this subject position.
'Disidentification', accordingto Pecheux,works 'on and against'prevailingpracticesof
ideologicalsubjection,andcanbe broughtaboutby political andideologicalstruggles.In
termsof the educationalexamplepresentedabove,'people'seducation'may be perceived
as 'disidentification'with CNE ideology.
It has beenargued (MacDonnell, 1986) that in Foucault's work as a whole, there
is only a considerationof forms of identification and counter-identification. Further, so it
is argued, his failure to identify forms of disidentification can be attributed to his inability
to link adequatelyhis ideas about discoursesto wider struggles between social groups.
Foucault's focus, as has already been suggested, is largely confined to institutions
(Macdonnell, 1986).
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An important point of convergence,however, between Foucault's work and the
reading of Gramsci presentedabove, lies in similar conceptions of the nature of power
implicit in the work of both authors. Foucault takesissuewith both the 'economism' of the
'juridical-liberal' conceptionof power (in which power is understoodas a commodity, a
right, or a possession),and the traditional Marxist conceptionin which power is simply a
function of classdomination (Smart, 1985).For both Foucault and Gramsci, power is seen
to exist as a relationship at all points of the social totality (Kenway, 1990). Rather than
understandingpower to be localisedin a central apparatus(e.g. the educationalstate), and,
being imposed from the top down, power for Foucault, like hegemony for Gramsci, is
regarded as complex and diffuse. In the discussionof the nature of the educational state
presentedbelow, therefore, it is not assumedthat either discourses,or hegemonicprojects,
have their origins exclusively in the state, although the state is certainly consideredto be
an agent in their formulation and perpetuation.

The Educational State
The view of the statetaken herebuilds on someof the implications of the regulation
approach outlined above. In brief, however, the state is most simply conceptualisedas a
set of publicly-financed stateapparatuses(Dale, 1989). Further, the state
is identifiable in terms of particular agencies,and in some respectsindividuals..... The state
cannot have intentions unless these are expressedin terms of social mechanisms. (Ball,
1990,a, p. 19)

With regardsto the regulationapproach,there is a constanttension between
accumulationstrategiesand hegemonicprojects within the state (see above). In more
conventionalMarxist termsthis is analogousto the fundamentalcontradictionbetweenthe
role of the capitaliststatein supportingandsustainingthe accumulationprocesson the one
hand, and, on the other hand, the role of the state as legitimator and reproducerof
capitalistsocial relations(Dale, 1989).
This basiccontradictionis writ small in the educationsystem.It can be seen,for
example,in the dichotomybetweenincreasingelitismanddifferentiationin education,and
the legitimatory rhetoric of 'equalquality', i. e. betweentheprocessand the contextof
accumulation(seechapter3). As hasalreadybeenarguedabove,however,theeducational
stateis relativelyautonomous,
andits relationshipwith capitalism(or evenracialcapitalism
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in the South African context) does not accountfor everything it does. In this regard it is
important to distinguishbetweengovernmentand the rest of the state, i. e. the civil service,
the stateapparatusesetc. Thus, on theone hand, governmentwill try to keep the resolution
of fundamental contradictions with their origins in the capitalist system at the top of any
policy agenda. On the other hand, however, what
can be achieved through education....is constrained not only by the basic problems
confronting it [i. e. problems arising from the nature of the capitalist system], but also by
the nature of the apparatusfor tackling them - and everything else it does. (Dale, 1989,
p. 34)

It is thoseuniqueaspectsof theeducationalstate,i. e. thoseaspectswhich serveto define
its autonomy,that will be briefly consideredbelow.
It is at this point that the kind of systemsanalysis developed by Margaret Archer
(1979; 1984)becomesuseful, and in particular, the implications for educationalpolitics of
centralisedand decentralisedgovernancestructures.As mentionedin chapter one, Archer's
work, along with that of her South African importers will be critically discussedin chapter
six in relation to South Africa's racially fragmented but highly centralised education
system. It will be argued that in the context of apartheid, South Africa's system of
governancehas influenced forms of interaction quite distinct from those forms found in
Archer's European case studies.
A further characteristicof the educationalstatein South Africa (and, for that matter,
all over the world) is the fact that it is organised as a bureaucracy. Discussion of the
bureaucratic nature of the educational state, despite the large number of questions this
characteristic opensup (Dale, 1989) will, of necessity,have to be limited in this study.
Attention will focus on the consequencesof the dominanceof the bureaucratic form for the
kinds of questions and answersit facilitates to the policy issuesconfronting it.
It will be suggestedthat the nature of the educationalbureaucracyin South Africa
is changingas a result of the growing organic crisis of racial capitalism. Weber's ideal type
bureaucracy was characterised by the 'maximisation of rationality, specialization,
impersonality, hierarchy and accountability, all in the interestsof efficiency' (Dale, 1989,
p. 34). It will be argued following Therborn, that this ideal type has been supplantedby
an increasing emphasis on managerial technology (as exemplified by government
commissions into education since de Lange).
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Under bureaucracy, the most successful action is that which conforms most closely to
established rules and procedures; under managerial technology the effectiveness of the
product is the criterion of success.(Dale, 1989, p. 35)

This qualitative change in emphasisis related to the changing role of the statein
the context of the organic crisis of an historical bloc. In Offe's (1984) terms, this has
involved a change from 'allocative' statepolicies (where the stateallocates resourcesand
functions which are at its disposal), to 'productive' statepolicies (where the stateactively
seeksto remedy actual or perceived threatsto the accumulationprocess). In Offe's view,
the ideal type bureaucracyis appropriateto the former type of state activity while the
application of predeterminedrules through a hierarchical structure of 'neutral' officials is
simply insufficient to absorb the decision load implied by productive state activities. (Offe
quoted in Dale, 1989, p. 35)

Whilst the thrust of change in the bureaucracy may be characterisedas a shift towards
managerial technology, this is not meant to imply the complete replacementof the 'ideal
type'. The two forms of bureaucracy are, rather, perceived to co-exist in shifting
combinations.
Having outlined the theoretical approachthat will be adopted in this study, the next
chapter will focus more directly on one aspectof educationalpolicy, namely, the changing
relationship between educationand the economy.
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CHAPTER THREE
EDUCATION AND THE ECONOMY IN SOUTH AFRICA: A
CHANGING RELATIONSHIP

Introduction
The aim of this chapter is to provide an account of the changing relationship
between education and the economy in South Africa. Drawing on, and extending the
regulation approachoutlined in the previous chapter, it will be argued that educationas an
aspect of racial Fordism's mode of regulation is in the processof being repositioned and
restructured in relation to accumulation.
Central to the account presentedbelow will be the idea that apartheid's 'organic
crisis' has provided a powerful repertoire of motives for policy shifts in education, such
that educational struggleshave themselvesplayed a prominent role in the broader crisis.
It will be argued that the central contradiction between education's role in simultaneously
securing both the process and the context for accumulationto proceed has been the basis
for educational change in relation to the economy. It is intended that the account of
economic crisis and change presented below will provide a backdrop against which
discursive and political determinants of educational policy
comprehendedin subsequentchapters.

may be more fully

It will be recalled from chaptertwo that the education/economyrelationship will be
explored with regard to both the financing of education, and the connection between
education and productivity. Accountsof the financing of education will, however, seek to
move beyond a purely quantitative analysis to explore the issues of how money has been
spent, and by whom. Such and analysis will seek to shed light on the role of different
interest groups in determining the direction of educational policy.
Similarly, following on from the theoretical approach of the last chapter, the
relationship between educationand the world of work will be presentedas a multifaceted
interplay of different kinds of correspondencebetweendifferent aspectsof education and
different areasof the economy. Central to the accountof shifting correspondenceswill be
the developmentof an understandingof the crucial mediating role of labour markets.

The chapter will commencewith an accountof racial Fordism, and then, of
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education's place within racial Fordism's modeof regulation. This will be followed by an
analysis of South Africa's organic crisis and the role of education both within the crisis
itself, and, as an aspectof the searchfor a new growth path. The chapter will conclude
with a brief consideration of the current direction of educational policy in relation to
possible future trends within the economy.

Racial Fordism
The accountof racial Fordism presentedbelow will draw largely on the recent work
of Gelb et al (1991).
From the perspective of regulation theory, the post-war combination of apartheid and
import-substitution industrialisation in South Africa can be seen as the defining
characteristicsof a 'racial Fordist' growth model. Like Fordism in the advancedcountries,
accumulation in South Africa during this period involved linking the extension of mass
production with the extension of mass consumption; in South Africa, however, both
production and consumption were racially structured. (Gelb, 1991, p. 13).

Before proceeding further, it is important to make some general observationsconcerning
the use of the terms 'Fordism' and 'racial Fordism' in particular. The term 'Fordism' is
used to imply the dominanceboth within a global regime of accumulation, and nationally
specific growth paths of the kind of massproduction methods pioneered by Henry Ford.
The term also denotes, however, a particular form of mass consumption within the
framework of a particular mode of regulation. As such, Fordism has entailed the spread
of collective bargaining, the institutionalisation of forms of a welfare state, and full
employment strategieslinked to Keynesian-typeeconomic policies (Hall and Jacqueset al,
1989; Harvey, 1989). Considered at an international level, the multinational enterprise
becamethe 'vehicle for the diffusion of technologicalchangeacrosseconomies, as well as
the spreadof the 'American way of life" (Gelb, 1991, p. 16). American dominance was
further enshrined in the international monetarysystemand the Bretton Woods agreements
of 1944.
Racial Fordism is presented by Gelb et al as a 'mutation' of Fordist production and
consumption norms, or, as Lipietz has described it, as an example of 'sub-Fordism'.
import substitutionpolicies....did result in a real social transformation,and the
...
emergenceof a modemworking class, modernmiddle strata and modem industrial
as a 'sub-Fordism',asa caricatureof Fordism,
capitalism.[The results]mightbedescribed
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or as an attemptto industrialiseby usingFordist technology,but without either its social
labourprocesses
norms.(Lipietzquotedin Gelb, 1991,pp. 15-16).
or its massconsumption
Indeed, given that Fordist production techniques only became prevalent in South Africa

during the 1960's and 1970's (Morris, 1991; Kraak, 1991,a), and, given that a welfare
statehas beenconspicuousby its absenceasfar asthe black majority of South Africans are
concerned, some have questionedthe use of the term 'Fordist' (in however qualified a
form) to denote South Africa's growth path since the war (Unterhalter, 1990; Kraak,
1991,a&b).
Without wishing to become embroiled in a complex debate, the term 'racial
Fordism' will be used in this study for two main reasons. Firstly, Fordist production
techniqueshavebecomeincreasingly prevalent in the historical bloc consideredasa whole,
although they have developedalongside more traditional work processessuch as 'jobbing'.
Similarly, Fordist massconsumption norms have beenextendedduring the historical bloc
as a whole to encompassgrowing sectionsof the black population. Secondly, use of the
term 'racial Fordism' helps to contextualiseSouth Africa's growth path within the global
Fordist regime of accumulation. Extending Gelb et al's analysis further then, the
development of racial Fordism post 1948 has been described as having the following
characteristics.

Verwoerdianapartheidwas foundedon an accumulationstrategywhich had two
industrialisation
(ISI) andthe reproduction
critical aspectsto it, namely,import-substitution
andexploitationof cheapblack labour.Industrialisationpolicy was basedon
protective tariffs, exchangeand import controls governing finance and trade, parastatal
corporations (e.g. ISCOR, SASOL), production of consumerdurables for the mainly white
home market, a state-regulatedwage bargaining system which excluded Africans and
ensured increasing standardsof living mainly for the white population (but also to a more
limited extent for colouredsand Indians), and the export of primary commodities. (Morris,
1991, p. 36)

These forms of state intervention aside, there was little effort on the part of the NP
to restructure the processof capitalist production itself as was the case in the South-east
Asian newly industrialised countries for example. In the 1950s the state did intervene,
however, in the supply, reproduction and control of labour with the clear aim of
guaranteeingthe perpetuationof capitalist social relations of production. On the one hand
the state maintaineda supply of migrant unskilled labour with their roots in the bantustan
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system. This labour force was reproducedpartly through pre-capitalist social relations and
local bantustanstate networks. On the other hand, a smaller proletarianised urban black
labour force (including migrant labourers for the time they were allowed to stay) was
reproducedwithin tightly-controlled urbantownships.An intricate systemof influx controls
regulated the flow of African workers to the urban industrialised areas.

Control of black workers was further institutionalisedthrough the effective
suppressionof attemptsto unioniseAfrican workersandthroughthe separationof Indian
and 'coloured' workersfrom their white counterpartswithin existing unions.Indian and
'coloured' workers complementedthe cheapness
of African unskilled and semi-skilled
labour by their absorptioninto craft unionsandartisanaloccupations,therebyproviding
skill andflexibility.
Most white, 'coloured' and Indian workers were fully proletarianised, dependent
on wagesand salariesfor their reproduction, and mainly locatedin the metropolitan areas.
They enjoyed an industrial relations systemthat regularisedwagesand conditions of service
and state-providedsocial welfare servicesand subsidisationin the areasof health, housing,
education, employment placement and unemployment benefit (although differentially
allocated along racial lines).
This section of the labour force formed an integral part of a system of massproduction and
consumption, particularly in the consumergoods sector, basedon the predominant use of
machine-paced,semi-skilled labour, which by the late 1960's displayed many of the
characteristicsof Fordism in advancedcapitalist countries. (Morris, 1991, p. 38).

The relationship betweencapitaland the stateunder racial Fordism was (and
still is) complex and contradictory. In general the relationship may be describedas one of
'distance-dependency'i. e. whilst the statemaintaineda distancefrom capitalist enterprises,
capital exhibited a dependencyon state coercive labour practices and protective barriers
againstforeign competition. Within this broad framework there were differences, however,
between Afrikaner capital on the one hand which had a closer dependency upon, and
political allegiance to the state, and English capital, which remained much more
autonomous.Thesedivisions were further overlaid by divisions betweenlocal capital (both
Afrikaner and English), and more internationally-oriented capital (exemplified by Anglo
American and Barlow Rand). Whereas, historically, the more internationally-oriented
bourgeoisie has been rooted in liberal and free market traditions, more locally-oriented
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capital has often supportedpolicies such as neo-protectionism.The political incoherence
of capital in South Africa has been reflected within the field of social (including
educational) policy as will be seenbelow.
The accumulation strategy outlined above was tightly interwoven within the
hegemonicproject of racialdomination which 'projectedand structuredthe national-popular
interest as a racially defined territorial and social segregation, summed up in the terms
'grand apartheid' and 'petty apartheid" (Morris, 1991, p. 38). It operated to obstruct the
upward mobility of blacks in all spheres,and provided the ideological cement that unified
most classeswithin the enfranchisedwhite population. As will be seenbelow, however,
conflicts did arise within the white power bloc over certain apartheid policies, particularly
those pertaining to labour.
As had been the case since the Act of Union in 1910, whites under apartheid
continued to be defined as constituting the South African nation and becamecitizens within
a socialand political spherethat displayed many of the characteristicsof westernbourgeois
democracies(parliamentary forms, election of political parties, separationof the executive
from the legislature etc.). After 1948, the Afrikaner volk was elevated to an even more
select status.Struggleswithin the white 'nation' were therefore largely concernedwith the
circulation of power, and were confined within parliamentary forms.
Africans, on the other hand, were divided into a multiplicity of ethnically-defined
'nations' each with a particular 'cultural identity' (some real, some artificially created).
Africans were granted territorial and political rights within the bantustan 'nation-state'.
Although this policy enjoyed highly circumscribed support (chiefly from those classesof
Africans who could directly benefit from the limited opportunities for accumulation,
corruption, and bureaucraticemploymentopenedup in the bantustans),generally, and for
obvious reasons, this narrow definition of 'nation' implied by apartheid policies relied
heavily on statecoercion of blacks, particularly in the urbanareasof 'white' South Africa.
immediately
blackmajority(whatever
theircontent)became
of theexcluded
...struggles
politicised as they bounced up against the barriers of political exclusion and repression.
Struggles lost their specificity, becoming generalisedand potentially explosive since there
was no way for them to become institutionally channelled. The national question seemed
to permeateall forms of struggle for social, economicand political advancement,resulting
in an oscillation towards selective cooptation on the one hand and demandsfor national
liberation on the other. (Morris, 1991, pp. 39-40).
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In addition to the characteristicsof racial Fordism as outlined by Gelb et al, it is
also important to stress the sexist and patriarchal nature of racial Fordism. Perhapsnot
surprisingly, given the general marginalisationof womenin South African society, and the
preponderanceof issues of 'race' and class within the political sphere, the nature and
dynamics of women's oppressionunder apartheid remain largely unexplored. From the
general accountsthat do exist, however, it is clear that the experienceof sexism and of
patriarchy, whilst affecting all women (and men for that matter) hasbeen mediatedby both
class and 'race'. In such general accounts, African women, for example, are often
described as having to face a triple oppression on account of sex, colour and class
(Bernstein, 1978; Cock, 1989). The experienceof, say, white middle class women would
be different in this regard.
In terms of the regulation approach, accumulation strategies in South Africa as
elsewherehave relied on a sexual division of labour. Jacklyn Cock's excellent study of
domestic workers under apartheid (Cock, 1989), for example, has demonstratedthe role
of African domestic workers in not only reproducing African labour either in the urban
areasor the bantustans,but also in reproducing white labour power at their placesof work.
Besidesthe reproduction of labour power through the institution of the patriarchal family,
South African women, andespeciallyblack SouthAfrican women, haveoften predominated
in the so-called 'caring professions' of teaching and nursing (Cock, 1989; Unterhalter,
1991). Gender segmentationof labour markets, as will be shown below, has not only
implied the perpetuationof 'gender-specific' occupations,but the use of women as cheap
labour power given lack of parity in remunerationlevels.
Women's subordinationhas also fed into, and underpinned, the hegemonicproject
of racial domination. Cock (1989) again provides an example here in her discussionof the
ideological dimensionsof domestic work.
Many white South African children are socialisedinto the dominant ideological order and
learn the attitudes and styles of racial domination from relationships with servants,
especially 'nannies'. The converseis equally true in that many black children experience
the inequality of apartheid and the anger that it generatesthrough some experience of
domestic work. (p. 3).

Further, as the following poignant quote from Albie Sachswould seemto suggest, gender
relationships permeate, in their own right, to the very heart of hegemonyand coercion in
South Africa's mode of regulation, such that
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to dispute the idea that men should be the dominant figures in
... to challenge patriarchy,
the family and in society, is to be seen not as fighting against male privilege but as
attempting to destroy African tradition or subvert Afrikaner ideals or undermine civilised
and decent British values. Men are exhorted to expresstheir manhood as powerfully as
possible, which somedo by joining the police or the army or vigilante groups and seeing
how many youths they can shoot, whip, teargas,club, or knife, or how many housesthey
can burn down or bulldoze, or how many people they can torture into helplessness.
Patriarchy brutalizes men and neutralizeswomen-acrossthe colour line. (Sachs, 1990, p.
53).

Some of the implicationsof sexism and patriarchy for the political and discursive
determinationof educationalpolicy will be takenup in subsequent
chapters.
In relation to the focus of the present chapter, recent accountsof social policy in
Britain have convincingly pointed to the need for an understandingof political economy
that fully integratesthe kinds of domestic and other labour typically performed by women
into the broader analysis (see Williams, 1989; Jones, 1989, for example). It is only then,
so it is argued, that the role of educationin reproducing theseforms of labour power, and,
in reproducing patriarchal/capitalist social relations in general, can be appreciated. Given
the huge gaps in the South African literature in this regard, such an endeavour is clearly
beyond the scopeof the current study, but might well provide a fruitful avenue for future
research. A brief accountof gender inequalitiesin relation to labour marketsand education
will, however, be given below.
An account of early NP policy in the field of education was provided in chapter
one. Understood as an aspect of massconsumption under racial Fordism, there was, at
least in broad terms, a positive correspondencebetweenCNE-influenced policies and other
aspectsof apartheid's mode of regulation. The stateintervened strongly in the educational
sphere and, having wrested control of non-white education away from the churches,
proceeded to institute a highly centralised, authoritarian and inequitable system. Racial
differentiation was consolidatedand entrenchedwithin the parametersof grand apartheid
with the bantustan system playing an increasingly prominent role in the education of
Africans. Per capita expenditure for each racial group showed marked inequality and
Africans were expectedto financebantu educationthemselves.Further inequalities in terms
of teacher-pupil ratios, human and capital resources etc. largely sprang from these
disparities in funding (see chapter one). Further, forms of pedagogy and curricula
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articulated clearly and unequivocally with the hegemonicproject of racial domination, and
served to discriminate againstgirls and women.
This is not to imply a neat functional 'fit', however, betweeneducation and racial
Fordism's accumulationstrategiesand hegemonicprojects. Indeed, in the account of the
relationship between education and production that follows, the evolution of educational
policy since 1948 will be presentedas an aspectof contradiction both within and between
accumulation strategiesand hegemonicprojects.

Education and Production Under Racial Fordism
The relationship betweeneducation and capitalist production in South Africa has
been multifaceted and complex. Until recently, the dominant paradigm in which the
education/productivity relationship was considered was the liberal one, influenced by
human capital theory. In this view the developmentof human capital via education has a
beneficial effect on economicdevelopmentwhich is itself perceived asa benign and linear
processof growth devoid of contradiction. This view, exemplified by the Education Panel
reports, and more recently, by the report of the de Lange committee has been supplanted
by what might be termed a neo-liberal approach. Here, the essence of capitalist
accumulation, and the workings of the 'free market' are still consideredto be benign, but,
in contrast to human capital theory, increasing levels of education are not seen to 'map
onto' economic growth unproblematically. Indeed, many neo-liberals argue that
education not only failed in advancing socio-economicdevelopment in most third world
countries, but even contributed to the creation of more problems..... growing
unemployment of the educated,growing political radicalisationand instability and, lately,
a growing incidence of crime. (Dostal, 1989, p. 32)

In this view it is only a specific type of education, involving the development of
'entrepreneurial skills' that can genuinely foster economic development. It will be argued
in chapter four that such views have become part of the discursive framework of
educational policy makers in South Africa.
The benign view of capitalism and of marketshasbeenchallengedby educationists
writing within a neo-Marxist framework. As will be recalledfrom chapterone, the primary
function of education in relation to production according to many neo-Marxist
interpretations is to be found in the education system's role in the social and economic
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reproduction of labour power, and in the legitimation of an inherently unstable,
contradictory andexploitative system.Although variouscritiques of neo-Marxist paradigms
were advancedin chaptersone and two, the approachof the current chapter starts from the
samepremise, albeit in a more modified form. In this regard, some further criticisms of
neo-Marxist approachesare pertinent here.
Criticising the authors of Apartheid and Education, Hyslop (1986) has pointed out
that much of the political economyapproachwithin educational studieshasbeen influenced
by an overly simplistic account of early policy towards African labour in the post-1948
period, namely, the Cheap Labour Power Thesis (CLPT) developed by Wolpe, Legassik
and others.The CLPT posits that apartheidpolicies were orientated towards the supply and
reproduction of one type of African labour power, namely cheap migrant labour. This
thesis has been criticised for failing to take into account the differentiated labour power
required by industry, and, the relationship between apartheid policies viz a viz the
reproduction of this differentiated labour force. Hyslop argues that rather than viewing
bantu education as a monolithic entity geared towards the reproduction of one form of
labour, it is more fruitful to look at the ways in which different types and levels of
education have been implicated in the reproduction of different forms of labour power.
Moving beyond Hyslop's criticism, however, it is argued here that such a broader account
must also take cognizance of white, 'coloured' and Indian education as well gender
considerations.
The abovecriticism of the CLPT feedsinto a more generalisedcritique of much of
the international literature written within a neo-Marxist framework that focuses on the
tendency to regard the school/work relationship as fairly direct and straightforward.
Against this view it will be argued below that the education/work relationship is mediated
by the presenceof a powerful intermediary institution, namely the labour market. Further,
much of the neo-Marxist literature, particularly that influencedby Althusser's ISA's essay,
has tended to pay attention to educationas an aspectof social reproduction at the expense
of a consideration of how other factors such as housing, family structures, social control
policies etc. also form part of a nexus of regulatory mechanisms involved in social
reproduction.

The approachadoptedherewill go beyondtheexistingliterature,andwill attempt
to view educationas but one aspectof racial Fordism's modeof regulation.This will
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entail, firstly, providing an account of the 'correspondence'between education and the
needsof the labour market, i. e. the extentto which educationproducedthe necessaryskills
required by the labour market at any particular time, and the impact of labour marketson
education. Secondly,it will involve a considerationof the extent to which educationpolicy
'corresponded' with developmentsin other areasof social policy and with the hegemonic
project of apartheid. Of central importance here, as suggested in chapter two, is the
understanding of the term 'correspondence' as implying a complex, and at times
contradictory relationship between relatively autonomousparts of the social whole. This
point will be taken up again below. It is, however, to an account of the mediating role of
labour markets in South Africa that attention will now turn.

SouthAfrica's ChangingLabour Markets
The account of labour markets presentedhere draws on recent work by Andre
Kraak (1991,a). The labour market can be defined as 'consisting of all those institutions
which mediate, effect or determinethe purchaseand saleof labour power' (Edwards, Reich
and Gordon quoted in Kraak, 1991,a). According to Kraak,
Historically, capitalist labour markets have evolved as sites of intense struggles as both
capital and labour have sought institutional and other means to control accessto jobs,
conditions of work, and remuneration levels. These struggles have given shape to the
character of capitalist labour markets. (Kraak, 1991,a, p. 25).

Neo-classical views on the link between labour markets and education are criticised for
assuminga) that labour marketsare simply a background 'given' to which education must
respond; b) that labour marketsexert a benign influence on education in that the demands
of employment are assumedto be consistentwith socialand educational objectives; and c)
that there exist unproblematic links between education and training, rational employer
recruitment practices and improved productivity. The view taken by Kraak on the other

hand
is to argue that capital's demandfor labour and its related recruitment and training practices
are not always economically rational, nor based solely on the technical requirements of
production. There are a whole series of filtering mechanismsand social processeswhich
serve to structure the characteristicsof workers required in specific occupational places.
(Krank, 1991,a, p. 26).

Further, the labour market has a negative effect on education creating 'radical
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discontinuities between education and occupational systemswhich are a major limitation
upon the effectivenessof educational reforms'. (Moore quoted in Kraak, 1991,a, p. 26).
The most serious factor in the perpetuation of these discontinuities is the segmented
condition of labour marketsunder capitalism.
Segmentedlabour markets may be defined as labour markets that have been divided
institutionally into distinct and separatemarkets.Employers and workers of one market do
not compete with employers and workers of another market. Workers in each segment
experiencedistinct processesand outcomes.This structural featureof the capitalist labour
market has often been reinforced and sustainedby racial, sexualand other forms of social
discrimination. (Kraak, 1991,a, pp. 26-27).

Threedistinct typesof labourmarkethaveemergedin all capitalisteconomies:
a)

The secondary market consists of workers who have little protection from wider
labour market competition and changeand whosejobs entail low skill and low pay
work. They lack union rights and can easily be dismissed.Firms on the 'periphery'
of the economy, characterised by unstable product demand, low levels of
profitability and labour intensive methodsof production often give rise to secondary
market conditions. In South Africa, this labour market has accountedfor 70% of
the entire workforce and includesnon-unionisedunskilled workers, most migrants,
most labourers, those employed in the informal sector, and the unemployed. In
secondarymarketswork is organisedvia the direct and authoritarian control of the
supervisor. Most jobs within this labour market segment require no formal
education and training, and workers are not rewarded for having academic or
technical qualifications.

b)

The independentprimary marketis madeup of 'high level manpower' (sic)jobs that
are bureaucraticallyorganisedandoffer long-termemployment,job security, clearly
defined career paths and relatively high pay. It includes all professionals,
technicians, managers,administrators,artisans,higher level supervisorsandclerical
workers. Independentprimary markets are characterisedby bureaucratic control
which
grew out of the needto control the substantiallayers of professional, semi-professionaland
administrative work not directly linked to productive activity which emergedwith the rise
of monopoly corporations. Bureaucraticcontrol is basedupon rules and procedureswhich
seek to habituate workers to company values, and on Taylorist principles which seek to
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divide workers acrossa seeminglyendlessfragmentationof jobs. Work is bureaucratically
stratified via career job ladders, seniority-based pay and promotion systems, and an
emphasison educational credentialswhich all play an important role in establishing this
bureaucraticdivision of labour. (Kraak, 1991,a, p. 29).

c)

The subordinate primary market includes the jobs of the traditional, unionised
industrial working class (e.g. auto workers, steel workers, truckers, harbour and
railway workers). In contrast to secondary workers, they benefit from the
advantageswon through unionised struggleand they enjoy better pay and working
conditions. During an economic boom there is long-term employment security and
pay rises in this market. During recession,however, theseworkers are affected by
large-scalelayoffs. The form of control associatedwith the subordinatemarket is
'technical control' which is lessauthoritarian than simple control, and is established
'via the rhythmic pacing of the mechanisedconveyor belt'. Historically in South
Africa workers in this segmentof the labour market have not required levels of
general education above the minimum laid down by employers. They have,
however, required specific 'on-the-job' training. Skills training and promotion
possibilities are basedon seniority within the enterprise.

Labour markets in South Africa have displayed many of the features described
above. In the South African context, however, the state has played an important
interventionist role in creating racially segmentedlabour markets. Influx controls, labour
bureaus and job reservation policies are exampleshere.
In the period following 1948 the large secondarylabour market was dominated by
African migrant workers, and the subordinateprimary market by an intermediate strata of
white, 'coloured' and Indian semi-skilled workers. Of importance also was a small but
growing number of semi-skilled Africans in this segmentof the labour market. According
to Lewis (1984) by '1948 some two-thirds of semi-skilledjobs were filled by blacks, half
of these by Africans' (p. 123). It was generally the residentsof African townships that
provided this kind of labour. The independentprimary market has been occupied almost
exclusively by whites.
Labour marketsin SouthAfrica havealso beensubjectto segmentationalong gender
lines (Cock, 1990; Unterhalter, 1991;Kraak, 1991,a). In the period following 1948, access
to higher level professional occupations such as medicine, law and engineering was
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extremely limited for all women in South Africa. Considerablenumbersof women of all
racial classifications were employed in the low paid professional occupations such as
teaching and nursing. Until the 1970's white women accountedfor virtually all women in
the subordinate primary market, usually as either secretaries, administrators or shop
assistants. The vast majority of African women (about 80%) were employed in the
secondary labour market. In general, as mentionedabove, women have predominated in
occupationsassociatedwith stereotypical gender roles, and low pay. Where women have
performed the samework as men, they have invariably beenpaid less than men.
During the economic boom of the 1960's the tendencytowards the monopolisation
of industry (which dated from the 1940's) was intensified and consolidated. Of particular
importance was the concentrationof capital associatedwith the taking over, and acquisition
of shares in, smaller companies in the non-mining sector (including agriculture) by the
large mining companieslike Anglo American (RESA, 1988,a). The consequentinvestment
in technology that occurred and the expansionof employment gave rise to calls for an
increasingly differentiated black work force. In this context the African, urban, male
working class continued to furnish monopoly industries' growing needs for semi-skilled
labour. Racial hierarchy within and between segmentswas maintained, however, by the
device of 'floating the colour bar' (Hyslop, 1986; Gelb, 1991). The monopolisation of
industry which was further consolidatedduring the recessionof the early 1970's also led
to growing demandsfor black administrative, clerical and technical personnel. Much of the
increase in the labour force during this latter period of monopolisation was accountedfor
by women. It has been suggestedthat the inability of racial Fordism's mode of regulation
to reproduce sufficient labour power to meet changesin the accumulation processduring
this time was one causeof economic crisis in the early 1970's (Hyslop, 1986). As shall be
seenbelow, this inability had ramifications for the direction of educational policy.

Schoolingand the Old Correspondence
It was argued in chapter two that given the multiplicity of relationships between
different forms and levels of education on the one hand, and different aspects of
accumulation on the other, the unity of education in terms of any particular mode of
regulation can only be partial. Any usageof the term 'correspondence' to describe a kind
of relationship betweeneducationandtheeconomymust, therefore, reflect that complexity.
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Education systemslike accumulation strategiesare themselvesthe outcome of complex
strugglesbetweenclassesand other groups, so any 'correspondence'that might occur can
only be understood in terms of generalised outcomes of such struggles within each
relatively autonomoussphere.
It will be argued below that the nature of the correspondence, or kind of
relationship betweeneducationand the economyhaschangedfairly dramatically in recent
years, i. e. that education has been repositioned and restructured in relation to racial
Fordism's mode of regulation. In other words it will be suggestedthat the nature of
education's relative autonomy has been transformed. The seedsof this transformation lie
in the breakdown of the form of correspondenceprevalent in the period after 1948. It will
be recalled from chapter two that this 'old' form of correspondencemay be contrastedto
a 'new' form, which has begun to manifest itself as an emerging trend since 1976.
It will be further recalled from chapter two that both the old and new forms of
correspondencehave not been of a piece. Within each broad form of correspondence,
different areas of schooling have had different kinds of correspondenceswith the
accumulation process, some positive and some negative. In some respects, the 'old'
correspondenceassociatedwith the introduction of apartheideducation policies during the
1950s, bears similarities to Fritzell's (1987) description of the education/economy
relationship in many westernEuropeancountries during the sameperiod, in which the way
schooling was organised was tied relatively harmoniously with accumulation and
legitimation. In other words, the way schooling was structured (the forms and processes
of education), and the way in which it functioned (the outcomesof education in terms of
social and technical reproduction) met the needsof the labour market and legitimated the
hegemonic projects of the ruling elites. Positive correspondenceentailed a competitive,
formal and hierarchical processof schoolingin which knowledgeand social roles (including
those of class,gender and 'race') were fixed. In this positive correspondenceteaching was
standardisedand directed towards formal examinations. This provided the framework for
what Offe (1976) has termed the 'achievementprinciple'.
Fritzell's description of positive correspondencein western European countries
clearly bears similarities to the form of schooling introduced under apartheid. It will be
argued below that the structure and function of schooling under apartheid also met the
needsof the labour market, at least initially. Further, the achievementprinciple did serve
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as an effective legitimatory device for whitesand to a lesserextent 'coloureds' and Indians.
Moving somewhatbeyond Fritzell's analysis, however, the old correspondencecan also
be understoodas having implied a 'negative' relationshipbetween someareasof schooling
and the economy. The term 'negativecorrespondence'will be usedin this study to describe
those areasof education that have beendysfunctional for accumulation and legitimation.
In particular, it will be argued that schooling for Africans became increasingly
dysfunctional for accumulation during the 1960s and 1970s. Further, the achievement
principle had only a limited impact as far as legitimating separatedevelopment was
concernedin many black, andespecially African communities. Indeed, one theme that will
be taken up in chapter five is the extent to which some black-led initiatives such as the
ANC's cultural clubs and, especially, the Black ConsciousnessMovement began to
challenge capitalist social relations as part of a wider critique of colonialism.
In the discussionof the fate of the old correspondencegiven below, therefore, a
distinction will be made betweenschooling for different 'racial groups', and the extent to
which schooling for each group correspondedpositively or negatively to racial Fordism's
mode of regulation. Further, the accountof the old correspondencewill concentrateon the
urban areas of 'white' South Africa, as it is these areas that have been at the hub of
economic and political change.Given, however, that the majority of African studentsare
in fact locatedeither in rural 'white' South Africa or in the bantustans,some mention will
also be made of these areas.
White education has always demonstrateda strong positive correspondenceto the
labour market in that the bureaucratic mode of control that gave rise to the independent
primary market relies for its very functioning on the legitimatory aspects of the
achievement principle. The achievement principle also acted to a lesser extent as a
'rational' basis for the assignmentof 'coloureds' and Indians to their places in the labour
market, predominantly in the subordinateprimary, but also sometimesto the independent
primary market. Racial segmentationof labour markets and systematic discrimination
against 'coloureds' and Indians in many spheresof life, however, has tended to work
against whatever 'legitimacy' may have been gained via education. This fact has been
evidencedduring the 1980's by the participation of 'coloureds' and Indians in educational
and other anti-apartheid struggles.

In terms of reproducingthe skills requiredby industry from the 1940's to the
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1960's, the education system was once again fairly successfulas far as 'coloureds' and
Indians were concerned. Educational prerequisites for the subordinate primary market
included four years basic schooling which provided basic literacy, numeracy, a good
understanding of the language of the employer (usually Afrikaans or English) and the
inculcation of 'work discipline' (Hyslop, 1986). The gradual introduction of compulsory
education for 'coloureds' and Indians may be understood in the context of increasing
demand for them within the independentprimary market as monopolisation of industry
proceededthrough the 1960's and 1970's. In this regard, it is instructive to note that the
percentageof 'coloured' studentswho reachedstandardten (the educational prerequisite
for entry into the independentprimary market) increasedfrom 5.9% of the 1967-1976
intake, to 10.5% of the 1969-1978intake. In the caseof Indians, the figures for the same
yearsrose from 21.5 % to 34.4 %, andby a further 14.1% for the 1970-1979intake, a quite
remarkable leap (Pillay, 1990).
It was in bantu educationthat the biggest contradictionsoccurred, and in which the
seeds of a breakdown of the old correspondencewere sown. Put quite simply, the
achievementprinciple had limited legitimacy for Africans in 'white' South Africa, given
both the racial segmentationof labour markets, and the chronic under-resourcingof bantu
education. As stated earlier, the bantu education systemwas tightly interwoven with the
bantustan system which was itself geared towards the supply of cheap labour and the
intended amelioration of African aspirations. It will be recalled from chapter one that the
introduction of bantu educationwas resistednot only by the missionariesand liberals, but
by a powerful African nationalism that had yet to be crushed. It would, however, be quite
inaccurate to suggestthat the achievementprinciple cut no ice at all amongstAfricans. One
of the reasonsfor the breakdownof the ANC-led African Education Movement during the
1950's was the inability of the movement to provide certification on a par with state
schools (see chapter five). Further, the rapid increase in student enrolments amongst
Africans following the introduction of bantu educationcan partly be explained in terms of
the aspirations of Africans themselves(RESA, 1988,a). Moreover, the introduction of
bantustanstructuresmeantopeningsfor someAfricans particularly within the civil service.
(RESA, 1988,a).

As far as technicalreproductionis concerned(i. e. the reproductionof specific
skills), Hyslop (1986)hasarguedthatduring the 1950'sand 1960's,bantueducationwas
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fairly successfulin terms of meeting at least the short-term requirements of the labour
market. It is Hyslop's argumentthat bantu educationin fact reproduceda variety of lowlevel skills both for rural agriculture and urbanindustry. This included a growing emphasis
on the four years basic education required for semi-skilled labour. Herein, however, lies
the rub.
It was suggestedabovethat the fundamentalcontradiction in racial Fordism's mode
of regulation was betweenthe needsof a changingcapitalist economyon the one hand, and
the hegemonicproject of racial domination on the other. It was also suggestedthat this
basic contradiction was writ small in the educationsystemwhere it has beenmanifestedas
a contradiction betweenthe role of the schoolin ensuring, simultaneously,both the process
(accumulation)and thecontext(legitimation) for racial Fordism. Whereasduring the 1950's
there was little conflict of interest betweenapartheid'seconomic and ideological goals, by
the 1960's, the contradiction was becoming very clear. The important aspects of the
developmentof this contradiction will now be set out for the period under review.
The policies of the NP during the 1950's and 1960's can largely be seen as a
responseto the urban crisis of the 1940'sand 1950's (Molteno, 1984; Chisholm and Cross,
1991; Hyslop, 1986). Grand apartheid was the Nationalist's answer to urban poverty,
crime, and growing political militancy. It also served the interests of the white working
class who feared competition within labour markets, and of white farmers for whom the
bantustan system provided a cheap source of accessiblelabour power (RESA, 1988,a).
Although much of the legislative apparatusfor the realisation of grand apartheid was put
in placeduring the 1950's, the Nationalistsrealisedthat they could not simply 'wish away'
the existing black urban working class. Prior to the banningof the ANC, PAC, SACP and
others in the early 1960's, the
period up to 1962 can.... be seen as one in which the Nationalists followed a relatively
pragmaticattitude towardstheurban proletariat, seekingto 'stabilise' it by, on the one hand
changing its conditions of social reproduction [exemplified by expansion of urban housing
and education programmes], and on the other, crushing its political organisations. There
was little indication of outright subordination of the labour needsof urban industry to the
NP's long term ideological goals. (Hyslop, 1986, p. 7).

What is being argued is that the whole thrust of urban policy reflected a conscious
recognition of urban industry's needsby the NP.

Masshousingschemes
wereimplementedin manyareas,andhousingpolicy played
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a key role in reorganisingthe reproduction of labour by differentially allocating migrants
to hostels and providing different types of housing for different strata of labour. Urban
labour policy also gelled with industry's needsat the time. Flexibility in job reservation
policies accordedwith industry's desirefor semi-skilled African labour, and newly created
labour bureausprovided industry with a mechanismfor the selection of workers. Section
ten of the Urban Areas Act created a 'pecking order' in terms of access to urban
employment by creating a degreeof job security for urban residentson the one hand, and,
on the other hand, creating conditions in which migrant labour could be cheaply supplied
for industry's secondarylabour market. The Act did this by making permanent urban
residence conditional on ten years employment with one employer, or on fifteen years
employment with more than one. Migrants were thus ready to accept very poor pay and
conditions.

Although therewere long term differencesof interestbetweengovernmentand
employersaroundthe issueof whetherAfricanswould ultimatelyprovideartisans,skilled
and clerical labour, this issuedid not come to a headuntil the 1960's. In fact bantu
educationfitted in well with otheraspectsof regulationin urbanareas.
By bringing the bulk of urban African youth into a few years basic schooling, Bantu
education provided a mechanismof social control which could be used to fight the rising
tide of crime and political militancy, and at the same time generatea semi - skilled work
force. (Hyslop, 1986, p. 10).

In this regard centralisation of control over bantu education helped in effecting a positive
correspondencebecause it facilitated the gearing of education towards the economic
imperatives of industry.
The introduction of intelligence tests by the National Bureau of Education in the
1950's (Malherbe, 1977), also assistedemployersby providing 'objective' criteria for job
allocation. Likewise the fact that the costs of education, like housing, were borne by
Africans themselves meant a reduced tax burden for employers. The subsequent
underfunding of educationwas, however, to prove to be a major weaknessin the system.
The state's policy of financing all future expansionof bantu education from African tax
revenues,and the peggingof thestate'scontribution to R13 million between 1955and 1972
has beeninterpreted as a concessionby Dr Verwoerd to the extreme right wing of the NP
(Hyslop, 1986), although it was clearly in line with CNE principles (see chapter one).
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Although in the 1950'sunderfundingdid not directly effect the accumulationprocess,in
the contextof the changinglabour marketsof the 1960'sand 1970's, underfundingdid
becomea major concernof employersandliberal politicians.
Educationpolicy post-1948alsoarticulatedwell with the interestsof farmers. Whilst
it is important to recognisea plurality of interests amongst farmers given the variety of
production techniquesand of socialrelationson farms (Graaf, 1991), the following general
points may be made. Although social relations on farms had taken on capitalist forms in
that white farmers owned the meansof production and bought black labour power, they
also had (and continue to have) 'quasi-feudal' aspects.
The extent of the relationship [betweenfarmersand labourers] is expressedin the servant's
dependenceor need for such diverse benefits as accessto farm schooling for his [sic]
children, provision of food, accessto land for private cultivation or grazing, and their
continued presenceon the farm once they are old. Simultaneously, the farmer may have
extra-contractual expectationsof his servantsuch as ensuring that the employee's family
membersmake themselvesavailable for work, expectationswhich he may enforce by virtue
of his power to dismiss. Despite the contractualform, the employer can demandand obtain
servile demeanour and due deference. (Haysom and Thompson quoted in Christie and
Gaganakis, 1989, p. 80).

Devoid of even the meagreprotection that was afforded to the urban proletariat,
farm workers have been 'generally poorly paid, poorly treated, [expected to] work long
hours without rights to holidays, overtime, safeconditions, medical treatment, and in some
caseswithout accessto schoolingor proper food' (Farm Labour Project quoted in Christie
and Gaganakis, 1989, p. 79). The conditions for women labourers have been even worse
as they have received lower pay, and mobility has been more difficult. They have often
beenemployed as domesticworkers and have beenusedas casualor seasonallabour, once
again at lower rates of pay. Child labour has not been uncommon on farms.
Farm labourersand their families have beentied to farms by a seriesof regulatory
mechanismsthat have come about largely asa result of the influence of farmers within the
NP. The Land Act of 1913had already deprived Africans of the possibility of owning land
outside of the reserves.The introduction of influx controls, pass laws and labour bureaus
had the further effect of making migration to urban areasextremely difficult.
It is in the above contextthat farm schoolsmust be viewed, and in which education
as an aspectof rural apartheid's modeof regulation can be appreciated.There has beenno
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legal obligation for farmers to provide an educationfor children of their labourers. Where
a farmer wished to establisha school, he or she(invariably he) had to provide 50% of the
capital outlay with the DBE providing the other 50%. Given the unskilled nature of most
farm labour, the existenceof farm schoolscannotbe attributed to the functional imperatives
of skill provision. Rather, so it is argued,
the partnershipof farmersand stateenshrinesthe position of the farmer as benefactor,with
the good of the community at heart, and this illustrates the quasi-feudal form of the relation
between farmers and labourers in the area of educational provision. (emphasis added,
Christie and Gaganakis, 1989, p. 84).

According to Graaf (1991, p. 225), farmers haveprovided education either out of a sense
of 'Christian and humanistic morality' or out of 'an appreciation of the organisational and
economic rationale of improved labour relations'. Some farmers provide no secondary
schooling at all, and only an estimated31% of farm children attend farm schools (Farm
Labour Project cited in Christie and Gaganakis, 1989, p. 87). Further, the vast majority
of pupils have been located in the lower reachesof the primary school.
On the part of Africans, attendance at farm schools can be explained by the
occasionalprovision of food, and by the aspirations of parents, who, despite the limited
possibilities for migration and mobility have aspired for alternative futures for their
children, often in the 'uniformed' professionsof nursing and policing (Graaf, 1991).
Besidesplaying a role in the reproduction of paternalistic social relations on the
farms, farm schoolshave, so it is argued, also acted at a legitimatory level in relation to
grand apartheid as the regime has been able to present farm schools as examples of
educational facilities in rural areas. In the words of Dr Verwoerd at the time of the passing
of the Bantu Education Act,
The establishment of farm schoolshas in the past been somewhat neglected, resulting in
the sending of children to town schools and moving of parents into the towns. If
'fundamental' education can also be obtained on the farms the trek from the farms will be
combatted. (Verwoerd quoted in Christie and Gaganakis, 1989, p. 86).

Following the defeat of the African nationalist and working class movements, and
in the context of an economic boom in the 1960s,apartheidideologueswere presentedwith
a much more congenial atmospherein which to implement apartheid policies. Stepswere
taken to grant 'homelands' self-governing status, influx controls and pass laws were
tightened up, and industry was encouragedto decentraliseto the bantustansthrough a series
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of legislative measures.In the short term thesepolicies were reconcilable with the needs
of urban industry as there was, as yet, no wholesaleattempt to uproot the existing African
urban working class.Changesin the labour marketduring the 1960's, however, meantthat
a secondary education for Africans was becoming increasingly important to industry as
demands for clerical, administrative and skilled Africans increased.
In the bantustans,industry's demandswere largely met by a big increase in the
money made available for education by the Department of Bantu Administration and
Development which started subsidisingeducationin the bantustansin 1960. By 1972 the
Department was providing 80% of total expenditure (Malherbe, 1977). The increase in
funds meant that by 1975,62.6% of all primary school enrolments, and 69.6% of
secondaryschoolenrolmentswere in the bantustans(RESA, 1988,a). The emphasisshown
by the South African government on education in the bantustansduring the 1960's and
1970's also accordedwith the desire to produce a civil service, educatedin the bantustans,
and capable of administrating the 'nation state'.
Within the system as a whole, the slow growth in secondary school enrolments
(from 2.94 % of the total number of studentsin 1961to 4.5 % of the total in 1971) meant
that the bantu educationsystemwas not gearedtowardsindustry's long-term needs.Hyslop
(1986) has identified five main aspectsof the more rigorous application of apartheid in the
educational sphere: a) the blocking of secondaryschool expansionin the urban areas; b)
the use of education as a form of influx control preventing families without urban rights
from attending schools in the urban areas; c) the strangling of technical education in the
urban areas; d) bantustan-basedteacherand professionaltraining; e) and, the exclusion of
the use of funds from private businessby schools.Thesepolicies fed into a general malaise
within the DBE, itself causedby lack of funds (Hartshorne, 1992) such that expansionof
secondary school facilities and improvementsin standardswere severely limited.
Hyslop goes on to hypothesisethat the state's educational policies were in fact
largely counter-productive as a form of influx control. Students who did manageto gain
accessto urban schools or technical educationfound themselvesin a strong position in a
labour market that failed to recognise rural or bantustanqualifications. This made the
prospect of bantustaneducationfor urban children even more unattractive than it had been
previously.

The failure of bantueducationto meetthe new demandsbeingplacedon it by the
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monopolisationof industry perpetuateda major conflict within white politics. By 1971, and
in the context of a recession,organisedbusinessbeganto take up the liberal themesof the
1960's concerning the underfunding of black education and the growing skills shortage.
This coincided with the developingdivide betweenverligtesand verkrampteswithin the NP
associatedwith urbanisation policy as a whole. The outcome of the increasingly bitter
struggle within the NP was a greater accommodationon the part of the NP towards the
reality of a permanent urban working class, although this was qualified by a continued
commitment to the ideals of grand apartheid. A further outcome was a greater
rapprochementbetweengovernmentandbusinesson the skills issue, exemplified by certain
policy shifts.
Having concededthe failure of industrial decentralisationpolicies, the government
introduced deregulationmeasuresin 1971which madeit easierfor firms to employ cheaper
black labour to do jobs traditionally performed by the white working class. This was
directly in responseto demandsby English and Afrikaner capital. In 1972, the government
finally concededthat bantu education should be government funded and no longer linked
to African taxation. There was a concomitant expansion of secondary and technical
educationin the urban areas. Governmenteven beganto encouragefinancial contributions
from the private sector such as the TEACH fund set up by the JohannesburgStar in 1971.
Money for black education began to flood in from industry given the state's new-found
commitment to educational expansionin urban areas.
The industrial unrest of 1973onceagain raisedbusinessfearsabout the inadequacy
of bantu education and led many industrialists towards the liberal view of education as a
meansto ameliorate worker demands(Hyslop, 1986). It is, therefore, somewhatironic that
it was precisely the complete breakdown in the legitimatory aspectsof bantu education,
signalled by the Soweto uprising of 1976, that soundedthe death knell for positive aspects
of the old correspondenceremained and played a major role in the developing organic
crisis of racial Fordism.
The causesfor the Soweto uprising can also be attributed in part to continuing rifts
between verligtes and verkramptes.The political cost of economic liberalisation was the
granting of greater influence to conservativeforces within the cultural sphere. The strict
application of the '50: 50' languagepolicy (seechapterone) on South African schoolswas
one outcome of this influence, a policy that led directly to the disturbances. The uprising
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proved to be a turning point in the fortunes of racial Fordism as will be seenbelow.
Causes and Effects of Racial Fordism's Organic Crisis
After the boom years of the 1960's, the 1970's proved to be a watershedin South
Africa's economic and political fortunes. The inextricability of the economic from the
political factors in the generalcrisis is summedup by the Gramscianterm 'organic crisis'.
The aim of the current sectionis to chart the developmentof the crisis in order to provide
a context for a discussionof educational reform in the next section.
According to Gelb (1991), the first phaseof the crisis which lastedfrom mid-1974
until 1978 was characterisedby recessionand the emergenceof stagflation internationally
in the wake of the oil shock in 1973. Unlike the newly industrialised countries of South
East Asia which had developedinternationally competitive manufacturing sectors,
the weight of the 'racial Fordist' growth model - in relation to both the nature of
manufacturing, and stateinvolvement in shapingeconomicactivity - ruled out any dramatic
growth in manufacturing exports. (Gelb, 1991, p. 24).

The economyalso beganto suffer during this period from the effects of rising import costs,
and declining balanceof paymentsand foreign exchangelevels. The ensuing recessionary
conditions and growing unemploymentplayed a contributing role in the Soweto uprisings
of 1976. The uprisings in turn exacerbatedthe economic crisis in the wake of massive
outflows of capital from the country.
The state respondedinitially to the Soweto uprisings using the tried and trusted
means of repression and the banning of people and organisations. In the context of
deepening economic recession, however, there was further monopolisation and
concentrationof capital in the large mining houses,the Capeagribusinesscompanies, and
a few large manufacturingand retail conglomerates(RESA, 1988,a). A large-scaleremoval
of farm workers to the bantustansresulted in massive unemployment in these areas.
Unskilled workers also experienceda drop in wagesand overtime possibilities. This last
factor, coupled with the growth of trade union organisation, led to an increase in worker
militancy that was expressedin the large numberof strikesthat took place during 1980/81.
From 1976onwards it becameclear to many within the stateand the private sector that the
nature of the organic crisis required a more thoroughgoing reform of apartheid.
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In short, the crisis, and the attendantpopular strugglesof the 1980's brought to the fore
the need for the dominant classesto confront the problems of both growth and a new
resolution of the national question. The discourse of the dominant classes became
permeatedwith attempted solutions to theseproblems. Phraseslike 'new national unity',
redistribution for political stability', 'addressingsocial, economicand political grievances',
'reconciliation', and 'building a new nation' abounded. (Morris, 1991, p. 42).

As Morris (1991) has pointed out, the ensuing process of state-initiated reform was
basically composedof threeelementswhich achievedtheir individual significanceaccording
to the particular phaseof the reform process. These three elements were; a) the limited
democratisation (opening up) of ideological and political life; b) the de-racialisation/
re-racialisation of social and political life (see below); and, the partial and selective
'redistribution' of social resourcestowards the black majority. Both repressionand reform
were facilitated by an increasingcentralisationand militarisation of statepower following
the accessionof P.W. Botha to the statepresidency.
The first reform phase was inaugurated by the setting up of the Wiehahn and
Riekert Commissionsat the end of the 1970's to look into the questionsof urbanisationand
labour relations with respect to Africans. The de Lange investigation into education can
also be seenas an aspect of this part of the first reform phasewhich is often referred to
in the literature as 'total strategy' (Moss, 1982; Kallaway et al, 1984). The thrust of the
Wiehahn and Riekert initiatives was to create further differentiation between protected
'insiders' who would be granted residential rights in the townships, and rural 'outsiders'
who would be confined to the bantustans. 'Insiders' would supply industry with
semi-skilled and skilled labour, and would be allowed to increasetheir bargaining position
via trade union structures. Rural 'outsiders' on the other hand would be excluded from
urban labour marketsand deniedtrade union rights. The urban labour force would, in time,
become further differentiated as the effects of economic gains and upward occupational
mobility took hold. The 'insiders' would also, so it was hoped, increase the consumer
market for manufactured goods. Urban residents would 'benefit' from a limited
decentralisationof social servicesto township councils with a minority of elected members.
These limited reforms took place against the backdrop of an equally limited
redefinition of the national question heralded by the introduction of the tri-cameral
parliament in 1983, and the highly circumscribedrepresentationof 'coloureds' and Indians
within state structuresthat this entailed. In brief, the first reform phasewas characterised
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by an attempt by the state to deal with South Africa's organic crisis within the logic of
racial Fordism's growth path. The reforms asa whole remainedpremisedon the belief that
the bantustans could be 'sealed off' from urban areas. Such a view failed to take
cognizance of the growing integration of the bantustans in the national economy
exemplified by the massivesystemof commuter migration to metropolitan areasand the
proliferation of informal settlementson the perimetersof the townships (Hindson, 1991).
The hegemonicproject of tri-cameralismsimilarly representeda mere tinkering with
the foundations of Verwoerdian apartheid. Africans remained territorially and politically
excluded from any conception of the South African 'nation'. The reforms thus simply
exacerbatedthe central contradictions of racial Fordism, and far from ensuring political
stability and economic growth, had the effect of generating growing militancy and
resistanceon the part of blacks. The trade union reforms, for example, further encouraged
the emergenceof strong, politicised trade unions (a process that had begun in the early
1970s).Similarly, the openingup of political space,however limited, through the creation
of the town councils and the tri-cameral parliament contributed to the growth of mass
community-based organisations committed to resisting rent and other service charge
increases in the townships. These organisations also focused attention through their
campaignson the continued exclusion of Africans from the political sphere.In the context
of massinsurrection, the re-emergenceof the ANC as a political force, and the inception
of organs of 'people's power' in the townships during the mid-1980's, it became very
obvious that the first reform phasehad failed.
Capital for its part continued to display political incoherence.Caught as it was in
its distance-dependencyrelationship with the state, it concentratedits own reform efforts
on socio-economic intervention under the banner of 'corporate social responsibility'. By
the mid-1980's, however, the more internationally-orientedsectionsof capital beganto call
for the inauguration of what amountedto a new accumulationstrategy basedon 'positive
urbanisation'. This strategy envisagedthe abolition of influx controls, the acceptanceof
African urbanisation, expansionof the urban reservearmy of labour, and, the concomitant
decreasein pressurefrom unionised workers for wage increases.The Urban Foundation
coordinated and led a well-directed campaign against the pass laws. Despite increasing
instancesof businessleadersmeeting with the ANC in exile, however, capital was unable
to articulate an alternative hegemonicproject to resolvethe national question and 'retreated
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in its fear of the excesses
of the townshipstrugglesinto thecomfort of the stateprotective
securitybarrier' (Morris, 1991,p. 49).
It was a dualistic responseon the part of the stateto the insurrectionary period of
1985/6 that heraldedthe beginningsof the secondreform phase.In brief, this reform phase
was characterised by the putting into place of a new accumulation strategy, but the
continued failure, on the part of the government and capital, to formulate an effective
solution to the national question.
The first aspect of state action in this phase involved the Department of
Constitutional Developmentand Planning (DCDP) turning its back on the Riekert agenda
and taking up the idea of 'positive urbanisation' advocatedby the Urban Foundation. The
government policy of 'orderly urbanisation' involved the abolition of passlaws and influx
control, thereby escapingfrom the premisesof territorial segregationwhich had ensnared
the first reform phase. In contrast to Riekert's differentiation between 'insiders' and
'outsiders', it soughtinsteadto increasedifferentiation within a 'racially revised social and
spatial framework' by upgrading existing townships for Africans who could afford them,
and making allowancesfor the proliferation of informal settlementson the peripheries for
the lower strata of the black working class and the unemployed.
Social boundarieswere redrawn further with the ending of petty apartheid-anaspect
of de-racialisation. This was accompanied, however, by a contradictory process of
re-racialisation in the more sensitive spheres including health and education.
Re-racialisation involved privatisation.
Privatisation allows for the incorporationof those racially excludedor discriminatedagainst
by downgrading the state-provided social welfare function for the poor sections of the
'nation' whilst simultaneouslyredirecting all othermoreaffluent stratainto privatised social
services. In this way the incorporation of blacks into the sameurbanised social sphere as
whites could occur without presenting the state with requirementsfor massiveexpenditure
increasesin order to meet the new demandson state-provided collective consumption.
(Morris, 1991, p. 52).

Privatisation in this sensewas especiallyevidentin health, but, as will be discussed
below, was also evident in education. Both deregulation in urbanisation policy and
privatisation in social welfare policy accordedwith the advocacyof 'free market' solutions
on the part of all sections of capital, and exemplified a growing affinity towards these
'solutions' by the state. As far as dealing with the political issues associated with a
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resolution of the national question, however, businessplaced its trust in the secondaspect
of government reform in this phase,namelythe containmentof 'people's power' via a state
of emergency declared in 1985.
Containment of popular uprising was coordinated by the 'securocrats' of the
National Security ManagementSystem(NSMS) under Magnus Malan. Joint Management
Councils (JMC's) coordinatedboth security and the redistribution of welfare provision in
many spheresincluding education, targeting in particular thoseareas most associatedwith
political militancy. In this way it was hoped that political tensionscould be diffused without
a thoroughgoing revision of the national question.

The lack of success
of theNSMS in containingpopularrevolt, however,pavedthe
way at the endof the 1980'sfor the third and final stageof reform associatedwith the
comingto powerof F. W. de Klerk, andtheascentof neo-liberalthoughtto the very heart
of a reconstitutedNP ideology. The third reform phasewas not only a responseto
internationaldevelopments
associatedwith the end of the 'cold war' and SouthAfrica's
military defeatsin Angola,but wasalsopromptedby economicfactorsthatincludedrising
unemployment,the re-schedulingof foreign debt, increasingeconomic isolation as
sanctionsbeganto bite, and fluctuationsin the price of gold. As outlined in chapterone,
the stagewassetfor de Klerk's February2ndspeech,andthe consequent
releaseof Nelson
Mandelaand the unbanningof political organisationsincluding the ANC, the SACP and
thePAC. The governmentcommitteditself to negotiationsfor a newconstitutionbasedon
universalfranchise,whilst simultaneously
stickingto theeconomicstrategyof privatisation,
deregulationand free marketeerism.
In brief, what is emerging from the NP, the Democratic Party, and large sections
of capital at present is the basis for a new growth model that Gelb et al have dubbed the
'50% solution' because,like Thatcherism in the UK, it is based on a 'two-nation' as
opposedto a 'one-nation' strategy. In essenceit involves a solution to the economic crisis
that focuses on growth rather than on redistribution. Growth, so it is claimed, will be
achieved through the rapid inflow of foreign investmentfollowing a political settlement,
and the reduction of stateintervention in the economyin order to allow the 'free market'
to dictate. Redistribution will, so it is claimed, follow as a 'trickle-down' effect. Needless
to say, such an approach would exacerbate the already obvious effects of growing
differentiation. Blacks at the upper end of the occupational ladder, including those in
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commerce, the professions, management,trade, the supervisory working class, and to a
lesser extent, the better-paid strata of the semi-skilled working class, would all
(differentially) benefit from such a dispensation.The rest, including the growing ranks of
the unemployed and others on the periphery of the economy would be left to fend for
themselves.Thus political accommodationfor this latter group would not entail economic
entitlement.

Education and Production Since 1976
It will be recalled that in the old form of correspondence,the structure and the
function of schooling were tied to the needsof production through a specific mode of
organisation centred around the achievementprinciple. Apartheid's deepening organic
crisis, however, has resulted in a new emphasison crisis managementon the part of the
state and sections of capital. In educational terms this has involved the introduction of
policies that have had the effect of introducing a new kind of correspondencebetween
education and the economy. This 'new' correspondencehas been concerned with the
elimination of negativetendencieswithin the old correspondencethat had begun to pose a
threat to the basic commodity form. In brief, the introduction of the new correspondence
has involved new emphaseson vocationalism; privatisation; the 'de-racialisation and
re-racialisation' of education; a reworking of the relationship between gender and
education; increasing differentiation in education; and, a processof ' marketisation'.
Before elaboratingon thesedevelopments,it is important to point out that it will not
be argued that the old form of correspondencehas simply given way to the new form. In
important ways the new correspondenceprovides continuity on the old form. A strict,
hierarchical and academically-orientedsystem centred around the matric examination
continues to form the basis for schooling for most children in South Africa. What will be
described below as the new correspondencerefers to the introduction of certain policy
shifts and trends, some of them well-established, and some still in their infancy. These
trends have been associatedwith changesin the mode of regulation and, as discussed
above, with the adoption of a new growth path by the present government. This process
is itself incomplete, and, given the likelihood of an ANC-led government committed to a
different growth path in the near future, may never be completed. The question of the
future direction of these trends in the context of a government of national unity will be

90
taken up at the end of the chapter. Finally, like the old form of correspondence,the new
form subsumesa variety of positive and negativecorrespondencesbetweendifferent areas
of schooling and the accumulationprocess.

a)

Vocationalism.
The idea that skills training has an ideological as well as a functional role

in relation to production is not a new one. Chisholm (1984), Muller (1987) and Kraak
(1989) have all observedwithin the 'skills shortage' rhetoric of the late 1970's and early
1980's the desire on the part of capital to 'redefine' skills in terms of producing a more
'disciplined' but 'fragmented' workforce. This desire began to take on a new urgency,
however, in the context of deepening organic crisis and the possibility of further
restructuring within the production processitself. Growing levels of youth unemployment,
and the phenomenonof the 'lost generation' (young people who missedout on schooling
as a direct result of education strugglesduring the 1980's), has also raised the possibility
that vocationalism might be used, as in Britain, for the preparation of significant numbers
of young people 'for a statussomewherebetween work and non - work' (Pollard et al,
1988, p. 5) and as a form of social control.
Businessand governmentredefinitions of the skills issue have also taken on a new
significance in light of the increasinglead the private sector has been expected to take in
providing vocational education for secondary school students, the growing influence of
organised businesswithin the policy-making processitself, and the increasing uptake of
vocational themes in official policy pronouncementsfrom de Lange to the ERS.
Kraak (1991,c) hasgiven examplesof severalschemesaimed at adult workers that
realise the aims of the new correspondencevery clearly. These include the '6-M' course
of the National Productivity Institute and the University of South Africa's Achievement
Training Programme. Both coursesattempt to achieve worker understandingof the nature
of business.They contain the messagethat what is good for the businessis good for the
workers as well, and stressthe benefits of punctuality, efficiency and hard work.

Although similar school-basedprogrammesare rare, the Junior Achievement
Programmeof theWits Business
Schoolandthe UrbanFoundationprovidesoneexample.
Childrenareselectedfrom schoolsaroundJohannesburg
andSowetoandput into non-racial
teams.They then engagein a traininggame,the aim of which is to establisha profitable
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management. It is hoped that the children will subsequentlydevelop entrepreneurial
attitudes and skills. Further, both the 'basic education' proposed by de Lange and the
'general formative' educationproposedby the CM make numerousreferencesto the kinds
of social skills associatedwith the developmentof the 'good worker'.

b)

Privatisation.
The increasinginvolvement of the private sectorboth in policy formulation and in

the provision of education is one aspect of an increasing trend towards privatisation in
education. Kallaway (1989) has argued that a process of privatisation in education is
underway in South Africa involving not only a greater role for the private sector, but
increased state support for private schools, and moves to make education for all 'race'
groups more dependenton parental support. To theseexamplesmay be added the tendering
out of certain functions (such as the repair of school buildings and managementtraining
courses) to private interests.
Enslin (1991) hasquestionedKallaway's assertionthat a processof privatisation in
education is underway, basing her argument on the limited degree to which the above
factors have beenimplemented.This is not a view sharedhere. In brief, the problem with
Enslin's argumentis that it is basedon quantitative accountsof increasedstatefunding for
education, and a view that significant say in policy has not yet been ceded to the private
sector. By providing a 'snapshot' account of the current degree of private sector
involvement, Enslin missesthe point thatprivatisation, whilst certainly not an all-pervasive
phenomenon,is best understoodasa developing trend. It is best exemplified by the recent
shifts towards model C schools(see below).

Privatisationin educationhasbeenassociated
with a redefinitionof the relationship
betweenthe 'public' andthe 'private' spheresin the provisionof socialwelfare. Schools
are being progressivelymovedfrom the orbit of the stateto the realm of what Gramsci
refersto as 'civil society'(Tikly, 1990;Muller, 1989).It will be arguedin chaptersix that
hasimplicationsfor the control of education.
this phenomenon
c)

De-racialisation and Re-racialisation.

Privatisation, as implied above, has been associatedwith a process of
de-racialisationandre-racialisation
have
of education.Government
policy pronouncements
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increasingly been moving towards the idea that 'race' should not be used as a basis for
differentiation in education. Increasingprivatisation, however, has implied in education,
as in health, a move towards differential treatmentof studentsaccording to the ability of
different communities to finance their children's education. Needlessto say, this policy
shift will have the effect, especially in the absence of substantial affirmative action
programmes, of perpetuatingthe statusquo for the majority of black people.

d)

GenderandEducation.

The new correspondencehas also entailed a reworking of the relationship between
gender and education. The languageof 'equal opportunities' has been extended in policy
pronouncementsand formulations from de Lange onwards to include gender. Given the
total silence on gender issuesgenerally, however, and the high degreeof sexism within the
education system, such languageremains tokenistic to say the least.
In South Africa, girls of all races have generally been channelled into
gender-specificcareer paths, or have beenexpectedto perform the samework as men for
lower ratesof pay (Unterhalter, 1991). As Morrell's (1992) recent work implies, this may
be an aspectof labour marketsimpacting negatively on the aspirationsof young women and
girls. Future researchinto educationalfactors associatedwith the abovephenomenamight
fruitfully take cognizance of the following general features of the education system
(Unterhalter, 1991; Morrell, 1992): sexist curricula, teaching and assessmentpractices;
gender differentiation in subject choice; a lack of single-sex schools, especially in black
education; a school ethos that reinforces sexist attitudes and fails to combat sexual
harassmentof girls; broader sexistand patriarchalpracticesand attitudes within societyand
within the family impacting negatively within the school; and the under-representationof
women teachersin positions of seniority and in certain subject areas. The very presence
of the language of 'equal opportunities', however, may reflect a growing awareness
amongstmale policy makers(who constitutethe vast majority) of the increasingimportance
of women in the workforce.
In Britain, Jones (1989) has associatedthe development of 'equal opportunities'
rhetoric within the new vocationalism with similar increasesin women's participation in
the workforce. Courses such as TVEI, for example, have sometimes questioned the
channelling of girls into gender-specificcareer paths. He goeson to argue, however, that
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in the absence of an analysis of the nature and role of women's contribution to the
economy and to society, and of those practiceswithin the various institutions of capitalist
society that serve to perpetuatean inequitable sexualdivision of labour, the language of
'equal opportunities' remains tokenistic, and geared at an ideological level towards the
exclusion of critical tendencies.
Given the generalsilenceon genderissuesin South Africa within policy discourses,
it is hard to move beyond conjecture and to ascertain the future direction the new
correspondencemight take in relation to women and girls. What is evident in documents
such as de Lange are the referencesto the importance of the family for the nurturing and
socialisation of the child. One is led to expect that the underlying view of the family
implicit in official pronouncementsis essentially a patriarchal one in which women are
accorded the primary child-rearing function. If this is the case then it does not seem
unreasonableto consider the possibility that girls are being preparedfor a dual repertoire
of domestic and wage labour-hardly a new experiencefor many South African women.

e)

Differentiation

A further trend in the natureand direction of policy is the tendencytowards greater
differentiation within and betweenschools. The growth in the private school sector is one
example here, asis the developmentof technicaland vocationally-oriented high schoolsthat
have been set up either by the DET or the private sectorfollowing recommendationsin the
de Lange report and the 1983 White Paper. It will be argued below that proposals within
the ERS to extend 'community control' of schoolswill have the effect of creating further
differentiation within the state sector resulting from differences in the extent to which
communities will be able to resourcetheir schools. From de Lange through to the ERS,
there have been growing calls for a more highly differentiated curriculum within schools
and the 'canalising' of students either towards more vocationally-oriented or more
academically-oriented curricula from a young age (DNE, 1991,b). Differentiation is
generally legitimised in terms of making schooling more relevant to the world of work, or
to the 'life world' of the learner.

As Gramsci(1971)pointedout in relationto thevocationalemphasis
of the Gentile
of 'relevance'is to denythe
reformsin Italy, the ideologicalintentbehindtheappearance
children of the workingclassthe kind of academicknowledgethat would enablethem to
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develop a critical awarenessof their future role within the workforce and within society as
a whole (see also Tikly, 1990). This is not to imply that all forms of differentiation are
unacceptable.It will be argued below that the ANC's recent proposals would also entail
differentiation, but after ten years of basic, general educationfor all, and with the caveat
that learning opportunitiesshould be madeavailable to adult workers on a life-long basis.

f)

Marketisation.
The term 'marketisation' is usedhere to refer to the introduction of market forces

into education. It is perhaps the over-arching aspect of the new correspondence. It is
exemplified clearly in the proposalsin the ERS concerningprivatisation, and the marketing
of curriculum packagesand teaching aids in white education (Shalem, 1990). It is also
exemplified by suggestionsin the ERSconcerningthe future employment and remuneration
of teachers.The ERS suggestsa break with the fixed salary structure of the past basedon
qualifications and years of teaching experience. In its place the ERS suggests:
A differentiated salary structure reflecting market forces in terms of supply and demand,
the possibility of educatorsobtaining additional income from education related activities,
the subvention of salaries by communities and the possibility of a cash allocation for
achievement recognition and also for qualified teachers in respect of additional
qualifications achieved, in place of the presentpractice of a notch incrementon the salary
scale. (ERS, 1991, p. 71).

As with the introduction of 'payment by results' for teachersin Britain, the effect of such
a differentiated salary structurewould be to introducecompetition not just betweenteachers
within a particular school, but also between different schools as they vie for the best
teachers. In such a competition the poorer schoolswould loose out as better teachersare
attracted elsewhere (Ball, 1990,a). In the South African context it would be schools in
black areas that would loose out if such a schemewere to be implemented, as they are
generally the worst off financially.
Having describedin broad terms the nature of the new correspondence,an attempt
will now be made to explain its developmentin terms of the broader analysis of South
Africa's organic crisis presentedearlier. As already suggested,the developmentof the new
correspondenceis related to the changing nature of South Africa's labour markets since
1976.
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Labour Markets Since 1976
Further monopolisation of industry during the recession following the advent of
economic crisis in 1973 resulted in new demandsfor skilled labour. Unlike previous
periods, however, there was a retrenchmentof unskilled and semi-skilled labour resulting
in high levelsof unemployment,particularly in agriculture. This period also saw a dramatic
increasein the employmentof women, particularly as cheaplabour in the agricultural and
service sectors(Cock, 1989), although to a lesser extent in the primary and subordinate
primary markets. Whereasin 1960, women constituted23.1 % of the workforce, by 1980
the figure had risen to 32.4%.
In relation to the supposed'skills shortage', it is instructive that between 1977and
1985, the peak number of vacancies was only 3.3% in high level and middle level
categories(Kraak, 1989;RESA, 1988,a). This statistic hasled somecommentatorsto argue
that talk of a skills shortagewas partly a 'smokescreen'behind which cheaperblack labour
could be brought in to replace white labour in the context of the further liberalisation of
labour laws and practices (Chisholm, 1984). The broader emerging ideological character
of the skills debate has already been discussedabove. From 1983 onwards, the familiar
demand for skilled labour by businesssubsidedas the recessionbit deeper.
Despite the lifting of official regulations and policies that have instituted
segmentation, labour markets remain highly segmentedalong 'race' and gender lines
(Kraak, 1991,a). Racist and sexist employment and promotion practices, and attitudes
amongst white workers (especially those in middle managementand the working class)
have worked againstany radical restructuring. 'Black advancement'programmesinstituted
as part of corporate 'social responsibility' have led to only limited improvements
(Swainson, 1989).

Schoolingand the New Correspondence
Educationalreforms will be discussedin relation to the three reform phasesoutlined
during the discussionof South Africa's organic crisis. Educational reform during the first
reform phase(1976-1985/6) was characterisedby a dual repertoire of coercive measures
on the part of the state, and attemptsat legitimating the education system but within the
confines of already existing structures.Coercive measuresincluded the banning of student
organisations such as SASO and SASM, the arrest of thousandsof studentsand teachers
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and their subsequentimprisonment and often torture (this period saw the extension of
police powers such that the period for which a personcould be detainedwithout trial rose
from 90 to 180 days). Protests on the part of studentswere broken up by police using
dogs, guns and tear gas. Studentscontinued to lose their lives. The staterespondedto the
school boycotts of the early 1980's using similarly repressivemeasures(RESA, 1988,b).
In the period immediately following the Soweto uprisings, the DBE changedits
name to the DET, and Africans beganto be referred to as 'blacks' rather than as 'bantus'.
In 1978and 1979key featuresof the Bantu Education Act of 1953 were replaced by new
legislation. Education policy was no longer to be decided solely in parliament but by the
Minister for Educationand Training in consultationwith an advisory council for education.
Community schoolserectedby local African communities and managedby school boards
and committees could be taken over by the Minister and converted into state schoolsas in
fact happened.Continued inequalities in financial provision aside, this can be understood
as a limited attempt to extend Fordist welfare practices to the black community. Local
management of schools was replaced by consultation. From 1979 all teachers were
employed directly by the DET which also paid their salaries. Teacherswere also subject
to a new code of conduct including a disciplinary code. Syllabusestaught and examinations
set also came under the direct control of the Minister. These changespartly reflected the
failure of school boards as hegemonicinstrumentsof the state (Hyslop, 1987).
State expenditure on African education also increased dramatically during this
period from R160.2 million in 1975 to R533.6 million in 1985 (RESA, 1988,a - figures
use constant 1975 value of the Rand). The amount of money spent on African education
as a proportion of total government spendingalso increasedfrom 3.1 % in 1975 to 5.8 %
in 1985 (RESA, 1988,a). Much of this money went into the continued expansion of
secondaryschool education. Enrolments for Africans increasedfrom 318,500 in 1975 to
1,192,900 in 1985 (RESA, 1988,a). This dramatic increase included an increase in the
percentageof female studentsduring the sameperiod from 39.5 % of all studentsto 54.5 %.
The 1979 Act also madeprovision for the free supply of text books to schools in response
to long standing grievances.

Expansionof secondaryeducationcanbe seenasa legitimatoryeffort not only in
termsof meetingthe aspirationsof parentsand students,but also in relationto the restof
'total strategy',i. e.
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larger skilled, professionaland managerialclassof Africans both inside and
.... to createa
outside the bantustanswith a stakein the apartheid system,a classwhich, it was believed,
would be more politically compliant and which would assist in imposing political order.
(RESA, 1988,a, p. 4).

As this statementimplies, expansionmust also be seenin terms of changesin the labour
market. Increasesin female enrolmentscan also be at least partly explained in relation to
the increase in numbersof women in all sectionsof the labour market, although more
researchneedsto be done in this respect(Unterhalter, 1991).
Of relevancefor theemerging black middle classwas the wave of integration within
private schools under the auspicesof the South African Catholic Bishops' Conference
(SACBC) and the Headmasters'Conference (HMC) between 1976 and 1986 (Muller,
1990). This was in open defiance of state policy which through the mechanism of
subsidising private schoolsregistered with a particular ethnic education department, had
attempted to enforce segregationin the private sector. Moves towards integration can be
seenas an autonomousresponseto educationalcrisis in 1976, although it did fit in rather
neatly with the goals of total strategy.
In this regardit is interesting that whilst on the one hand the conservativeTransvaal
Education Department had threatenedthe defiant 'open schools' with closure, there was
also a small amendment to the law in 1977 by which private schools could admit black
pupils in casesof exceptional merit 'in consultation with provincial authorities and the
schools concerned' (SAIRR quoted in Pampallis, 1990). This amendment to the law
paralleled similar moves in the universities, as did the moves to introduce 'racial quotas'
for private schools in the early 1980's. Of greater long-term significance was the tacit
support for the integration of private schoolsgiven by the de Lange Report. In this period
then, the idea of de-racialisation/re-racialisation within the broader framework of
privatisation began to make some impact albeit outside of the state system.
The setting up of the de Lange committee to investigate all aspectsof education in
South Africa in 1979can be seenas an extensionof earlier reforms and as an aspectof the
search by the government for meeting the needsof legitimation and accumulation via
education. A more detailedaccountof thecommittee's workings and findings will be given
in subsequentchapters. For now the following points are of relevance here.

The settingup of the de Langecommitteecan in itself be seenas a legitimatory
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exercise, i. e. as a typical response by any government to a crisis. Importantly, the
committee was requestedby governmentto investigate,a) how 'equal quality' of education
could be applied for all population groups, and, b) how education might be brought more
in line with the 'manpower needsof the country'. When the committee reported in 1981,
its responsein broad terms may be summarisedas follows. There was a basic 'fudging' of
the issue of 'equal quality' that reflected a plurality of viewpoints within the committee
itself (seechapter six), and madea plurality of readingsof the recommendationspossible.
Thus the government was able to cast its own response(in the form of the 1983 White
Paper) within the broader framework of tri-cameralism. The rather ambiguouscall within
the de Lange report for one educationdepartmentfor all population groups was interpreted
by the White Paper as a department(now the DNE) to administer 'general affairs'. 'Own
affairs' continuedto be handledby segregatededucationdepartments.Even in the de Lange
Report 'equal quality' was never meant as 'equality', but rather euphemistically as
'equality-in-the-light-of-justice'. Within tri-cameralism's regime of truth this entailed
increasing the funding for black education within a basically inequitable and segregated
system.
The committee's responseto the 'manpower' (sic) question demonstratedthe extent
of the inroads of the new correspondenceat least within the thinking of members of the
committee. The new correspondencewas implicit in thecalls for 'differentiated' education,
which was to entail state funding of academically-orientededucation for a minority, and
the private sectortaking on responsibility for the funding of vocationally-oriented education
for the majority at the secondarylevel. As mentionedearlier, differentiation also meant
'canalisation' of studentsfrom the primary phaseonwards. Calls for increasedsupport for
private schools were also made. Many commentators(see Kallaway et al, 1984; Nasson,
1990,b, for example) have madethe mistake, however, of treating the de Lange proposals
as if they were already policy. In fact the 1983White Paper, whilst accepting in principle
the idea of a more vocationally-oriented education for the majority made the following
qualifications reflecting perhaps the continued entrenchmentof CNE old humanist-type
values within government.
All learnersare given educationwith the purposeof guiding them towards good citizenship,
enabling them to make a productive contribution to the economic life of the country and
to fit into ordered society aswell-adjustedand civilised people. Education should contribute
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to the moulding of people into civilised citizens and can never be one-sidedly directed at
the needsof the working world. (South African Government, 1983, p. 34).

Since 1983governmentdepartmentshave madevery little progressin implementing
'career-oriented' educational programmes (Van Zyl, 1991). Similarly, besides a few
vocationally-oriented schoolsestablishedby the DET and the private sector, differentiation
on the scaleanticipatedby de Lange has not yet occurred. Lack of implementation of the
de Lange and White paper proposals serves to illustrate an important aspect of policy
studies, namely, the distancebetween policy formulation and policy implementation.
Indeed reforms during the first reform phasecan be seen more as an attempt to
shore up the old form of correspondencerather than as a radical restructuring in terms of
the new form, albeit within a slightly changedconceptionof the nation state. The failure
of the de Lange Report, and more especially, the 1983White Paper to move beyond the
confines of tri-cameralism and racial Fordism's mode of regulation meant that whatever
'solution' was found to the problem of securing the conditions for accumulation via
education, these solutions would inevitably come up againstthe brick wall of a deepening
legitimation crisis. Early formulations of 'equal quality' then, cut little ice amongst the
oppressedmajority and educational strugglesintensified in the mid-1980's.
An account of the school boycotts has already been given in chapter one. The
boycotts were met by repressionon the part of the state and were a major factor in the
imposition of a stateof emergencyin 1985. The DET closed many schools, studentswere
harassed,arrestedand detainedand their major organisation,the Congressof South African
Students(COSAS) was banned. The increasingpresenceof the military in schoolsbecame
the focus for opposition, and many studentsbeganadoptingthe political culture of the ANC
(singing freedom songs,flying ANC flags, wearingKhaki uniforms and brandishing replica
guns at protests and funerals) (Levin, 1989). Concern about the detrimental educational
effects of boycotting led many parents and community leaders to call for an end to the
boycotts. This concern resulted in the setting up of the NECC in 1985 (see chapter one)
with the aim of urging studentsto return to school. The hope was, as will be recalled, that
the education system might begin to be transformedfrom within.
The emphasis within 'people's education' on eliminating 'capitalist norms of
competition, individualism, and stunted intellectual development' and of encouraging
'collective input and active participation by all, aswell as stimulating critical thinking and
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analysis' was an exampleof the growing negativecorrespondencebetweensectionsof black
schooling and the commodity form. The responseof the government to the educationcrisis
and to people's educationwas exemplified by the announcementin 1986by F. W. de Klerk
(the then Minister for National Education)of a 'ten year plan' to bring about parity within
existing departments.The plan was basedon an overall increaseof 4.1 % in educational
spendingper annumand would concentrateon reducingpupil/teacher ratios and improving
teacherqualifications in black education(Dispatch, 17/4/86). The DET also beganto make
available more free text books and stationary in direct responseto student demands.Low
rates of economic growth and the introduction of monetarist policies during the second
reform phase, however, actually resulted in a decrease in real terms in educational
expenditure and the shelving of the ten year plan in 1989 (DNE, 1991,a).
Whilst the state remainedentrenchedin the ideological and political quagmire of
'own' and 'general' affairs, the private sector might best be described as the pioneers of
negative correspondencewithin the first reform phase.Indeed the escalating involvement
of the businesscommunity in educationalaffairs has already been described as being in
itself an aspectof the new correspondence.
The private sector responded to the educational crisis of 1976 in two ways
(Hartshorne, 1987). Firstly, it increasedits provision for education in terms of pre-1976
forms i. e. by emphasising bursaries for secondary school and other students and by
financing educational facilities such as buildings, furniture, equipment and books.
Secondly, however, the private sectorbeganto show more of a coordinatedresponseto the
crisis, heraldedby the Sullivan Code of Conduct for firms operating in South Africa and
the setting up of the Urban Foundation in 1977.
The educationalcontentof 'social responsibility' meant, up until 1983, an emphasis
on a) short-term programmes, particularly those involving mathematics, science and
technical education at secondary level; b) remedial programmes aimed at assisting
individual students;and c) technical skills programmeswith an immediate relationship to
'manpower needs'. The ScienceEducation Project sponsoredby Mobil and basedat the
University of Cape Town (UCT) and the Molteno language Project based at Rhodes
University representedthe only significant attempts at longer-term projects during the
period. Although initiatives such as the Science Education Project introduced certain
'student-centred' approaches, they remained geared towards the formal academic
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curriculum. Prior to 1983, educationalinterventionby the private sectormust, in the main,
be seenin terms of the rhetoric of 'skills shortage', and, within the broader legitimatory
rhetoric of 'social responsibility', aimed at economic growth through political stability.
Businessfinancing of education under 'social responsibility' was increasedfollowing the
Amendment to the Income Tax Act in 1981/2 which made business donations to
educational charities and trusts tax-deductible(Swainson, 1989).
Seldomdid businessseekany fundamentalreform to the educational structure itself
(Hartshorne, 1987; Swainson, 1989). Thus at the Carlton and Good Hope conferences(of
1979 and 1981 respectively) involving representativesfrom business and government,
businesspushedthe 'skills shortage' messageand acceptedthe recommendationson career
education put forward by de Lange. In contrast the de Lange proposalsthat recommended
the introduction of one education departmentdid not receive much enthusiastic backing,
a fact that must be seenagainstthe backdrop of capital's tacit support for tri-cameralism.

As thedisinvestmentmovementgatheredgroundin Europeandthe USA, attention
beganto focuson the political aswell asthe socialresponsibilitiesof companiesoperating
in SouthAfrica.
In this kind of context doubts began to arise amongst the more perceptive and sensitive
private sector interestsas to the effectivenessand relevanceof what they were doing in the
area of educational intervention, particularly in the light of the vastly increasedlevel of
funding of programmessince 1976. (Hartshorne, 1987, p. 42).

Three reports emerged in 1983/4 which signalled a change in thinking amongst large
sectionsof capital. Thesewere the reports of the Sullivan signatorieseducation task force,
the 1984 Urban Foundation report, and a report by the Centre for Extra-Mural Studiesof
UCT on the progressof the ScienceEducation Project. Hartshorne (1987) has summarised
the major findings of the reports taken together.
In terms of the criteria for private sector involvement in education, the reports
stressedthat programmes should be concernedwith the quality of education and should
contribute to equality of opportunity; should be innovative in nature with built-in
assessmentprocedures; should be regarded as a priority with the client 'community';
should offer an alternative approach that is relevant to the goals of social change and
'economic justice' in a post-apartheidSouth Africa.

In terms of strategies,the reports collectively stressedthe need to work for:
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cooperative action within the private sector and within the community concerned;
independenceof action in relation to the educationdepartmentconcerned(so that sponsors
were not seen as 'agents of the system'); structural change via the influencing of
educational policy at all levels; professionalcredibility for programmes. The extent to
which criteria and strategieswere actually implementedvaried greatly (Hartshorne, 1987)
once again reflecting the distancebetweenpolicy intentions and outcomes.
The reports did, however, signal a new united front on the part of large sections
of businessaround the needto institute more far-reaching changewithin education, and to
becomemore pro-active in relation to influencing a governmentthat remained frustratingly
recalcitrant asfar as meaningfulreform wasconcerned.As Gavin Relly of Anglo American
preparedto meetthe ANC in exile, corporateinterestsin the field of educationhad already
begun the search for a de-racialisation and depoliticisation of education. This quest,
however, did not as yet have the makings of a coherent hegemonic project within the
educationaldomain, reflecting capital's generallack of vision in this regard during the first
reform phase.Any inroads that capital could make in terms of influencing policy also relied
increasingly on the legitimation that could be achievedin the eyesof an increasingly active
and organised black educational movement. The adoption by the NECC of the people's
education proposals with their specifically anti-capitalist flavour gave an added senseof
urgency to the private sector's involvement in education.

The strategicgoal on the part of capital of becomingmore pro-activein the field
in thesecondreform phase(1986-1990).Firstly,
of educationalpolicy wasalsounrealisable
given the increasing militarisation of the state and the paramount need for crisis
management,the statewas itself noticeablylacking in innovationfor muchof the time,
relying for limited legitimationon the ten year plan and the channellingof funds to the
'trouble spots' throughthe JMC's. During this periodcapital usedthe mechanismof the
JMC's to channelits own fundsinto education(Swainson,1989).A relatedstumblingblock
for businesswasthe lack of a suitableforum outsideof the NSMS throughwhich policy
could be influenced.
In the context of an increasingly influential neo-liberal ideology within businessand
the state, however, various free market think tanks suchas Andre Spier's SYNCOM, Leon
Louw's Free Market Foundation, and the Institute for Futures Research based at the
University of Stellenboschbeganto formulate their own solutions to the educationalcrisis.
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The discursive framework developedby thesessourceswill be explored in greater depth
in subsequentchapters. Of relevance here is the extent to which these documents
exemplified a shift towards the new correspondence.In this respect the following points
may be made about the documentstaken as a whole:
they advocatedvocationalism and the ideological view of 'skills training' outlined
a)
above, with particular emphasison entrepreneurialskills;

b)

theyalsoadvocatedprivatisationwith a strongemphasison 'communitycontrol' of
educationand the limiting of stateinfluence in educationas in other spheres.
Various 'voucherschemes'were touted,andderegulationwasadvocated;

c)

asin otherspheresof socialwelfareprovision,re-racialisationwasto occurwithin
the proposedframework;

d)

taken asa whole the documentsbasically advocatedthe marketisation of education.
Besidesbeing preoccupied with crisis management,any attempt at restructuring

within education on the part of the state would have met with stiff opposition from the
white right, as well as from a large conservative element within the educational
bureaucracy (see chapter six). Although by the late 1980's the state's new urbanisation
policy was in place ministers continued to stand steadfaston the question of desegregation
of state schools. One exception was in the caseof Indian schools which were allowed to
desegregatein 1986(Carrim, 1992). It was only within the sphereof private educationthat
the statebegan to make cautious moves towards integration. In 1986, the Private Schools
Act made it easier for 'white' private schools to integrate by allowing these schools to
re-register with the 'white' departmentprovided they had a simple majority (51 %) of white
pupils. In some ways this was simply admitting the inevitable for 84% of the 170 English
language private schools in South Africa were already admitting black pupils by 1986
(Muller, 1990).
Of greater numerical significance as far as Africans are concerned was the
proliferation of black private schoolsmainly in Johannesburgfrom 1986onwards. Whilst
in 1976 only an extremely small number of Africans attended private schools, by 1988
30,887 were doing so, and of these24,515 were in black private schools(Muller, 1990).
Indeed, this is probably a vast underestimateas the official figures only include those
schools registered with the DET. Often subject to attack in the press, and labelled as
'fly-by-night schools' or 'street academies', many of them have been unable to met the
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criteria for registration. What is interestingis the generalfailure on thepart of government
to act against schoolsthat do not register. This failure must be seennot only against the
backdrop of the policy of orderly urbanisation,but also againstthe overcrowding and poor
conditions in state schools. In summary, the inroads of the new correspondencein the
second reform phase largely centred around the related themes of privatisation and
de-racialisation/re-racialisation.
Severalfactors were associatedwith the direction of educationalpolicy in the third
reform phase(1990-1994). Firstly, and most obviously, South Africa had entered the era
of negotiations.This has led some commentatorsto argue that the ERS must be viewed as
the states agenda for negotiations in education (Bennell et al, 1992). Given recent
developments,however, it will be argued that the ERS has, in fact, servedas a blueprint
for subsequentdevelopments that have accorded with the regime's new accumulation
strategy and hegemonicproject.
The immediatefactors that brought aboutreform during the third reform phasewere
in fact largely demographic in origin, although profoundly political in their wider
ramifications. Between 1986 and 1991 there was a 87% increasein the surplus of places
in white schoolsresulting from a fall in the birth rate and changing demographic patterns
in the inner city areasand some suburbs(Metcalfe, 1991). In total there were 287,387
'wasted places' in white schools,of which roughly half were in secondaryschools. Threats
to close white schoolsfrom the late 1980's resultedin increasing resistancefrom the All
Schools for All People Campaign, an organisation affiliated to the NECC and related
campaigns(seechapter 6). In the context of 'orderly urbanisation', the growth of so-called
'grey areas' in the inner cities and seriousovercrowding in black education, Piet Clase, the
Minister for white education was finally forced to move on the issue, and, in September
1990 what becameknown as the 'Clase models' were introduced. The models were aimed
at facilitating limited integration.
For each of the three models it was stipulated that the total number of white
children must be at least51 % of the whole, and for the managementcommittee of a school
to opt for any of the modelsit would first require 72% parental support in a poll involving
at least 80% of all parents. As for the three models, model A was a full privatisation route
in which the managementcommitteewould basically buy the school 'lock, stock and barrel'
from the department; model B offered the possibility of a school becoming a fully funded
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and desegregatedstate school in which the managementcommittee could set and control
admissionspolicies; and model C offered a semi-privatisation route by which the school
would becomestate-aidedbut would be the property of the managementcommittee which
would itself have some membersappointedby the state.
By the beginning of 1991,209 (8% of the 2,537 white schoolsin South Africa) had
adopted one of the Clase models. Interestingly in terms of what was to follow, 98% of
these schoolshad opted for model B, the non-privatisation route. This phenomenonmakes
sense if the history of free compulsory education for whites is taken into account, and
given the addedadministrativecomplexitiesinvolved in modelsA and C (Metcalfe, 1991).
At the end of 1991, the government relented further on the desegregation issue by
introducing the model D option which was basically the sameas model B barring the need
for racial quotas. By the end of 1992,11 schoolshad opted for model D.
Before turning to examine the fate of model B schools, it is first instructive to
consider the relationship betweenthe new correspondenceand the ERS and CM. The ERS
and CM will be consideredin more detail in subsequentchapters. Unlike the de Lange
report which met with considerableresistancewithin the state bureaucracy, the ERS and
CM were essentially the product of one state department, namely the DNE. Its external
conditions of existencehavealready beennoted at least in relation to the proposedgrowth
path of the government. Its internal conditions of existenceincluded the rise of F. W. de
Klerk to the statepresidencyand the movementof JohanneGarbers from the HSRC to the
DNE. The first draft of the ERS was releasedin 1991 as a discussion document and the
final version was only releasedin 1993. In the process some alterations were made to
original policy positions. Although, for the purposesof exposition reference will be made
to both versions, attention will focus on the policies containedin the revised document. A
full account of the developmentof the ERS is given in chapter six.
The ERS and CM documentsare both shroudedin a profound senseof economic
crisis. Referenceis madeat the beginningof the ERSto the failure of the ten year plan due
to lack of economic growth, and the statescommitment to 'curtail public expenditure'. It
is this senseof economic gloom that provides the framework and much of the vocabulary
for the suggestionsin the document. In brief, the new correspondenceis implicated most
strongly in the following aspectsof the ERS and CM.

Vocationalaimsareaccordeda high statusin both documents.Mentionhasalready
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been made of the envisagednature of 'general formative education'. 'Technology' and
'Lifestyle Education' intendedfor the primary andjunior secondaryschoolsnot only stress
general skills (specific 'task-oriented' skills are left for on-the-job training) but also the
developmentof 'attitudes' and 'applicable norms and values' relatedto the world of work.
Indeed identification of potential school leaversat the end of the primary school should,
according to the CM, not only take place by meansof scholastic testing, but also with
reference to the 'aptitudes, abilities and interests' of the pupils. Vocationalism is also
realised in proposals to channel students into either vocationally-oriented or
'generally-oriented' (academically-oriented)fields of study in the senior secondaryphase
dependingon their aptitudesand competencies.A vocationally-oriented future is anticipated
for the majority.
Privatisation is implicit in the ERS document in several ways. Firstly, the ERS
(DNE, 1992) statesthat the first nine years of schooling should be compulsory and 95%
funded by the state, and that the post-compulsory phase would be 50% state-funded.
Although the introduction of any amount of compulsory education for Africans marks a
break with the past, parentswould still have to 'make a contribution' to the education of
their children. Although the ERSdoesn't statehow much financial support should be given
by parents, the outcome will be that schools will be able to set fees. Proposed School
Management Councils would also have responsibility for provision and/or financing of
servicessuch aswater and electricity, minor capital works and maintenancecosts. The ERS
also suggests that besides establishing type A funds which will be made up of state
contributions, type B funds should also be established
for the purposesof managingall funds generatedby the school itself. Contributions to type
B funds should qualify for someform of tax relief for donors to such funds at all levels of
formal education. (DNE, 1991,a, p. 78).

Clearly theERSleavesthedooropenfor greaterprivatesectorfunding, and,concomitantly
perhaps,greaterprivatesectorsayin therunningof theschool.Sucha readingof the ERS
would accordwith the desirestatedelsewherein the documentto give the private sector,
throughthenewly formedPrivateSectorEducationCouncil(PRISEC),a sayin thecontent
of the curriculumand educationpolicy as a whole.
The ERS makesit clear that 'race' should no longer be used as a basis for
differentiationin education.Re-racialisation,as hasbeenarguedearlier, will take place
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according to the ability of different individuals and communitiesto pay for their education,
at leastin the secondaryphase.As Bennell et al (1992)point out, the introduction of school
fees will discriminate againstthe poor in general, and consequentlyblacks. The rural poor
in particular would suffer given the current lack of rural secondaryeducation anyway, a
concern that is not reflected in the ERS. Like the vast majority of government policy
statementson educationin the past, the ERS makes no direct reference to the rural areas
at all. The negativeimpact of labour marketson the aspirationsof the poor and particularly
the rural poor, might mean that a secondaryeducationfor their children will be seenas a
wasted investment.
An interesting feature of the re-racialisation processwhich is emerging following
the introduction of the Clasemodelsis that having empoweredManaging Committees with
the right to set admissionprocedures,competencyin English and ageof studentshaveoften
been adoptedascriteria for admission.These measureshave discriminated against African
students.Statementswithin the ERS to the effect that schools will be allowed to maintain
the ethos (religious, linguistic and cultural) of the schoolwould no doubt further strengthen
the hand of Governing Committees(or Governing Councils in the language of the ERS)
to implement discriminatory mechanismsfor admission (this point will also be taken up in
some detail in chapter four).
The ERS and CM make no mention of gender issues beyond the standard
commitment to 'equality of opportunity'. Proposalsfor 'technology' as a field of study in
the CM seem to suggestthat subjects in which gender differentiation have been most
obvious such as woodwork and home economics will be subsumedinto an integrated
programme. The implications here for female studentsare as yet unclear, however, given
the sketchynature of the proposals.There is no consciousdesireexpressedwithin the ERS
to combat gender differentiation in other subjects such as science and mathematics.
Regarding secondaryeducationin general, there is a danger that the continued presenceof
gender segmentationin labour markets will impact negatively on female enrolments in
secondaryeducation following any introduction of fees.
It was suggestedearlier that the proposals in the ERS concerning a new salary
structure for teacherscan be understoodas an example of marketisation in education, and
would prejudice less well-off schools. There is also a very real danger, implicit in the
ERS's advocacyof model C-type privatisation options, that children of the better off from
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all communities will increasingly be sentto 'good' schoolstaking with them any financial
contributions their parents might otherwise have madeto other schools. If state subsidies
to schoolsare also madeon a per capita basis, as suggestedin the ERS, then the creation
of a multi-tier systemwith 'sink schools' in the poorer areaswould seemlike an inevitable
consequenceof the ERS's proposals.
Finally, the extent to which the thinking behind the ERS has informed government
restructuring of educationduring the transition is exemplified by a considerationof the fate
of model B schools. In February 1992, the government announced that unless parents
specifically voted against it, all statusquo and model B schools would be converted to
semi-privatised model C schools within six months. By May 1992,2044 schools had
becomemodel C schoolsand fewer than 100 schoolshad opted to retain the statusquo or
model B status. This was
partly becausethe announcementmade it clear that funding levels for all state and
state-aided schools would remain the same. Since there was a significant cut in the
educationbudget, this would have resulted in the elimination of over 11,000 teachingposts
unless schoolsopted for model C statusand could therefore devote their entire budgetary
allocation to staffing posts. (NEPI, 1992,a, p. 22).

A further consequence
of theaboveis thatmodelC schoolshavehadto increasetheir fees
by roughly 100%,i. e. from R420-R650per yearto R1,200-R1,500in order to maintain
their previousstaffinglevels.
Policy development was not confined in the third reform phase to the current
government. As mentioned in chapter one, the NEPI reports and the ANC's Policy
Framework haveemergedfrom the DemocracticMovement during the sameperiod. Given
that thesedocumentshavebeendevelopedin relation to an alternative growth path to that
advocated by the government, they will be consideredat the end of the chapter after a
discussion of possible future developmentsand trends in racial Fordism.

Towards a Post-Fordist South Africa?
It has been suggestedin this chapter that educational reform has articulated with
changes in the accumulation strategy adopted by the Nationalist government. Negative
economic growth, the introduction of monetarist policies, and a movement towards
increasingprivatisation of socialwelfare have begun to alter the ways education is financed
and consumed.Further, increasingdifferentiation within the labour force, associatedmost
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recently with 'orderly urbanisation', havebeenreflectedin increasingdifferentiation within
education. The question remains, however, as to whether thesechangesare in themselves
aspectsof a more fundamental restructuring of economic, political and social life often
associatedin the literature with a global shift towards 'post-Fordism' (Hall and Jacqueset
al, 1989) or 'flexible accumulation' (Harvey, 1989).
The development of a post-Fordist regime of accumulation internationally is
associatedwith the global crisis of Fordism exposedby the oil shock of 1973. The crisis
of Fordism has had three main aspects,namely; a lack of production flexibility resulting
in a saturation in the world market for standardisedcommodities in the early 1970's; a
rigidity in labour markets with organised craft workers resisting any variation in the
skilling and allocation of labour; and commitments to social spending that proved
increasingly difficult to maintain given falling levelsof economic growth (Kraak, 1991,a).
Post-Fordism is associatedwith the technological revolution that has been taking
place sincethe 1970's. In theeconomicspherepost-Fordismhas entailedgreater integration
of world markets, and a shift within national economiesaway from manufacturing and
towards the service sector.The introduction of computer-basedtechnologieshasintroduced
greater flexibility in production, and have heralded a change in emphasis 'from scale to
scope, and from cost to quality' (Murray, 1989, p. 47) i. e. from mass-producedconsumer
goods to a plurality of high-quality products. 'Japanisation' of production methods has
relied upon the participation of a skilled workforce in innovation and change. For those
workers engaged in these new forms of production there has been an increase in job
security and benefits. Post-Fordism has also been associatedwith greater differentiation
within labour markets, with thoseworkers engagedin new production methodsconstituting
a smaller 'core', and those on the outside, a larger 'periphery'. Women have increasingly
occupied low-paid, insecureand temporary positions within the periphery.

Post-Fordismhasalsobeenidentifiedwith theformationof newmodesof regulation
in advancedcapitalistcountriesthathasbeendescribedas
a decline in the scope and effectivity of collective bargaining; a shift from private to
individualised forms of welfare consumption; a decreasedrole of the state in securing
traditional social-democratic,or inclusive national, objectives; a growing polarisation of the
population along occupational, regional, ethnic and gender lines; and the consolidation of
exclusionary, or two nations, forms of massintegration. (Jessopcited in Ball, 1990,a, p.
125).
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There is currently much debatewithin the literature concerningthe extent to which
post-Fordism has supersededFordism globally, and indeed, as to whether the trends
attributed to post-Fordism signify more than simply a partial and epiphenomenal
development within certain areasof capitalism. The extent to which South Africa may be
regarded as post-Fordist is further circumscribed by the late and partial development of
Fordism, itself associatedwith South Africa's peculiar position within the Fordist regime
of accumulation. Analysesof post-Fordismhave,typically, focusedon developmentswithin
advanced western capitalist economies, at the expense of a fuller analysis of the
implications of global shifts in production methodsand markets for the Third World. It
remains difficult, therefore, to develop analysis beyond conjecture. Given these
qualifications, however, the following observationsare of relevance.
Although it is clear that aspectsof a post-Fordist mode of regulation are already
rooted in current government policy, and accord with the '50% solution' outlined earlier,
these have not as yet been basedupon significant economic change. Although there has
beengreater differentiation betweena 'core' and a 'periphery' workforce, the introduction
of post-Fordist production methodsin South Africa has beendescribedas a 'slow drift and
uncoordinatedmove to the new technologies' (Van Holdt cited in Kraak, 1991,a, p. 75).
Amongst the more significant barriers on the spreadof post-Fordism in South Africa are
the racial division of labour; the lack of indigenousresearchand developmentinfrastructure
compounded by the high cost of imported technology; the massive power of monopoly
capital over technological innovation; and, the short-sightednessof capital in general.
According to Kraak,
All in all, it would seem as if South African employers are choosing neo-Fordist
applicationsof the new technologiesto deskill work and intensify the production process.
The taylorist and fordist foundation of South African work have not been undermined by
the limited application of the new technologiesand work methods. (Kraak, 1991,a, p. 75).

EconomicChange and EmergingPoliciesFrom the DemocraticMovement
It is againstthe above accountof economic changethat the emerging policies from
the Democratic Movement (DM) mustbe considered.In particular, attention will focus on
some of the policy options contained in the NEPI reports, as well as the proposals put
forward by the ANC's Policy Framework (PF). The above documents were, however,
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developed in relation to a different growth path from that advocatedby the government.
In particular, the PF explicitly locates itself in terms of the ANC alliance's recent
Reconstruction and Development Programme (RDP) (ANC, 1994). Before proceeding
further, therefore, it is first of all necessaryto briefly consider the economic proposals
emerging from the DM.
The ANC/SACP/COSATU alliance's growth model is basedon 'growth through
redistribution' themes. These themes have found expression not only in the National
Economic Forum (a recently-established'negotiating' forum concerned with economic
issues) but also in the RDP. Centred around the principle of 'nation-building' the RDP
arguesthat sustainablegrowth can only be achievedif it is linked to a processof national
developmentand reconstruction.This in turn would involve the freeing of human potential
that was stifled by apartheid through the re-distribution of basic goods and services
including electricity, water, housing, healthcareandeducation. Educationand training, and
basic educationin particular, are accordeda high priority in terms of promoting democratic
citizenship and economic growth. Discriminatory practices in employment and in social
welfare would be abolished.It would also involve job creation through the introduction of
public works programmes.In this model, a central role is accorded to the state providing
an essential counterweight to corporate intransigencein shifting the focus of economic
development. Although central planning is not envisaged,sectoralplanning would be used
to help shapetheactivities of economicagents.Suchan approachwould necessarilyrequire
the cooperation of business,but with the promise of enhancedconditions for growth, at
least in the long-term. Such an approachwould form the basis for a 'one-nation' strategy.
As far as the introduction of post-Fordist technologies, the responsefrom the DM
hasbeenambivalent. During theearly 1990ssomesectionsof the DM, including COSATU
began to argue that the introduction of post-Fordist technologiesopensup possibilities for
greater democratisationof the work place, i. e. that 'Japanisation' of production methods
would involve greater worker participation in innovation and decision-making (Kraak,
1991,a&b; NEPI, 1992,b). Other commentatorssuchasKraak (1991,a&b), however, have
pointed out that this is not necessarily the case and that the form that post-Fordist
production methodsmight take, democraticor otherwise, will dependon the future balance
of forces between organisedlabour and capital.

Although the RDP makesa strongcommitmentto democratisingthe economic
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sphere, it does not relate this explicitly to the introduction of new technologies. It does,
nonetheless,welcome the possibilities for increasedproductivity that the new technologies
might bring. This can be understoodin terms of the emphasis within the document on
increasing exports of manufacturedgoods (a reversal of the current emphasison importsubstitution policies). Finally, the RDP commits an ANC-led government to the
development of resource-basedindustries such as mining, agriculture and fisheries. This
related to South Africa's position within the world economy as an exporter of primary
commodities and stands in contrast to the direction of post-Fordist change in advanced
capitalist countries. Clearly then, a move to a post-Fordist growth path is not a priority for
the RDP.
Similarly, many of the policies of the RDP stand in contrast to the post-Fordist
mode of regulation as it has developed elsewhere.Thus, unlike the description of postFordism given above, the RDP arguesfor an interventionist state, the extensionof welfare
provision, and an increasein worker's rights to collective bargaining. Further, the strong
emphasison the empowermentof previously marginalisedgroups such as blacks, women,
the rural poor etc. through redistributive strategiesand job creation programmes, is more
reminiscent of Keynesianismthan post-Fordism.
In chapter five it will be arguedthat the view of economic and social development
in both the RDP and the PF is in fact complex and contradictory. It will be suggested,for
example, that besidesthe emphasison 'collective' development of various groups, there
is also a commitment to more liberal notions of development. In this latter conception,
empowerment simply entails removing formal discriminatory laws and practices in order
to create 'equality of opportunity' for individuals within the confines of existing institutions
and social relations. Someof the emergingeducation policies from the DM are examples
here. In this sense, then, NEPI and the PF can be understood to provide continuity on
certain aspects of the existing mode of regulation. The contradictory nature of the
documentsin relation to the presentmode of regulation can best be demonstratedthrough
a discussion of the relationship between emerging policies from the DM and the policies
associatedabove with the 'new' correspondence.
The PF makesa clear break with the authoritarian, hierarchical and examcentred practices that have informed both the old and new correspondences.Thus, the PF
calls for democratic participation of studentsand teachersin decision-making (see chapter
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six) and for the development of critical thinking and analysis. Further, instead of the
current matric examination around which the content of schooling has been largely
procedures,including continual
organised,the PF proposesa mixed economyof assessment
assessment,within the framework of a new qualifications structure.
Central to the document is the plan to accredit adult education and school-based
education within one qualifications structure. This structure would be controlled by a
single, national qualifications authority. Vocational and academic subjects would be
accorded equivalent status within such a structure and 'prior learning and experience'
would be taken into accountalong with formal qualifications in admittance proceduresto
higher levels of education.The aim of the abovepolicies would be to ensurelifelong access
to educational opportunities and mobility between different areasof education e.g. adult
basic and general education).
Understoodas an aspectof the DM's proposedgrowth path, the policies concerning
a new certification systemcan be interpreted as implying the deepeningand extension of
the legitimatory aspectsof the achievementprinciple. It would seekto broaden the scope
of those who have a stakein the education systembeyond the minority currently catered
for by the matric examination. In sucha way, the systemwould positively correspondwith
the extension of basic servicesby the state under a new mode of regulation.
The proposalsconcerningthe schoolcurriculum in the PF builds on suggestionsin
the NEPI Curriculum and HumanResourcesDevelopmentreports (NEPI, 1992,c&b). The
proposals can be understoodas part of a broader redefinition of the academic/vocational
divide in South Africa. Rather than have academic and vocational streams during the
compulsory stage of schooling, the PF recommendsthe introduction of a national core
curriculum leading to a common GeneralEducation Certificate. According to the PF such
a curriculum would
provide a general educationbasedon the integration of academicand vocational skills. The
curriculum would not differentiatebetweenacademicand vocational subjects. In all subjects
studentswould be sensitisedto the world of work. The Provision of general education is
premised on the understandingthat it better preparesindividuals to adapt to the needsof
a changing and dynamic economy and society. (CEPD, 1994, p. 69).

Similarly, the curriculum in the post-compulsorysenior secondaryphasewould involve a
compulsory core of generalsubjectswith a choicebetweenvocational andacademicoptions
organised on a 'modular' basis. These subjectswould carry equal weight in relation to a
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common Further Education Certificate at the end of the senior secondaryphase. Such an
approach would allow for the integration of modules taken as part of adult education
programmes to be integrated into the samecertification process.
Many of the ideasbehind the proposed curriculum and qualifications framework
have come from COSATU and were given earlier expressionin the ANC and COSATU's
A Framework for Lifelong Learning (ANC/COSATU, 1993). The ANC and COSATU
hope that, taken as a whole, the plansto integrateeducationand training on a lifelong basis
will provide the necessarybasis for greater innovation, flexibility and democratisationof
the production process.The aboveproposalshavedrawn on international evidencethat has
linked technologicalinnovation in other parts of the world not to the narrow vocationalism
of de Lange and the ERS, but to a broad general education for all (CEPD, 1994; NEPI,
1992,b; Kraak, 1991,a).
The idea of providing for a lifelong processof learning is justified by the ANC and
COSATU on the grounds that it will provide workers with the chancefor greater mobility
within and betweenoccupations,and will also facilitate technological innovation. In these
respects,there is a clear correspondencebetweenthese proposals and the changesto the
mode of regulation suggestedby the RDP. The ideaof lifelong learning, however, can also
be seen to correspond with COSATU's earlier preference for post-Fordist production
methods. These methods have particularly been associatedwith a process of continual
upgrading and adapting of worker's skills.
In this regard, the NEPI Human ResourcesDevelopment report (1992,b) has
sounded a note of caution concerning the alliances ambivalent position on post-Fordist
production methods. Whilst the report acknowledgesthat lifelong learning will facilitate
greater worker mobility and will meet the needsof an export-led manufacturing policy, it
will not necessarilypromote work-place democracy. For this to occur, so it is argued,
changes are needed in the production process itself. In other words, without a clear
commitment to a particular kind of production process, (such as a democratically-defined
post-Fordism), the ANC and COSATU's proposalswould not necessarilycorrespond with
the idea of a more democratic and participative mode of regulation.

It is theemergingproposalsfrom theDM concerningthe financingof educationthat
representthe mostobviousareaof contradictionin relationto other featuresof the RDP,
and providea degreeof continuityon the current modeof regulation.In contrastto past
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practices, the PF promisesten years of free and compulsory education for all, i. e. to the
end of thejunior secondaryphase.(This also differs from the commitment in the ERS for
nine years compulsory schooling, 95 % fundedby the state). The PF also suggeststhat the
budget should prioritise the upgrading of black educationwhich was neglectedin the past.
In these respects the ANC's proposals clearly relate to the general extension of basic
servicessuggestedby the RDP, and to the principle of redresscontainedin the document.
Education will, however, have to competewith other areasof the budget for state funds.
Indeed, like the ERS there is a recognition in the PF that the current levels of government
expenditureon education (estimatedat one fifth of total government spending) is high by
international standardsand has probably reachedits ceiling.
Funds for basic educationare to be madeavailable through savings in other areas
of the budgetsuch ashigher education,and from a rationalisation of the nineteeneducation
departmentsinvolved in the administration of the old system. These savingson their own,
however, are unlikely to be sufficient for the expansionof schooling envisagedby the PF.
It is for this reasonthat the NEPI Planning. Systemsand Structure report (NEPI, 1992,d)
recommendedthe maintenanceof state-aidedschools (such as model C schools) albeit in
qualified form. It is suggestedthat although thesemore privileged schoolswill be able to
set fees, they will not be allowed to discriminate on the basis of 'race' or language
proficiency as is currently the case.They would also have to increase their enrolments and
class sizes in order to reduceper capita expenditureby the state. The funds saved from
these privileged schoolswould then be channelledinto township and rural schools.
Although theseproposalswould allow for the upgrading of black education, they
would also mean that currently privileged schoolswould be able to maintain their status.
In this casehigh school feesrather than 'race' or similar criteria would be usedas a means
of exclusion. The PF repeatsthe NEPI suggestions,although it refers to currently white
schools increasing their dependenceon 'other sourcesof finance' rather than school fees
per se. It is hard to envisage, however, what form 'other sourcesof finance' might take
besides school fees (it would be unlikely, for example, that donations of various kinds
would be able to match the revenuescurrently raised through fees). It would appear that
South Africa could be heading for a similar 'historic compromise' to that effected in
Zimbabwe. Even after the transition to democracyin thatcountry, previously white schools
were effectively allowed to keeptheir elite characterthrough the setting of prohibitive fees
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(Dorsey, 1989). It is instructive to note that encouraginga system of state-aidedschools
that set fees does not exhaust the possibilities for supplementing state expenditure on
education. Other forms of finance such as a system of means-relatededucational levies
administeredby a local authority, for example, might turn out to be more suitable for the
equitable channelling of funds to different schools, and would render the setting of
prohibitive feesunnecessary.More researchis neededin this respect, however, asa matter
of urgency.
NEPI and the PF remain generally non-committal on the related question of the
future of private schools. On the one handprivate schoolsare sometimesconsideredelitist
institutions in the discoursesof the DM (NEPI, 1992,d). On the other hand, non-racial
private schoolshave in the past been the only available site for the development of nonracial curricula and teaching practices. This has given them a certain strategic importance
for initiatives such as people's education(Muller, 1989; Alexander, 1990). Further, some
leaders and ordinary participants in the DM also sendtheir children to private schools. As
far as the PF is concerned,whilst model A schoolswill be scrapped,statesubsidisationof
other private schools will simply be 'brought under review'. Given the influence of the
private school lobby as well as the factors mentioned above, however, it is likely that
private schoolswill be allowed to continue asnormal. Finally, the PF makesallowance for
private sectorrepresentationin variousareasof governanceand provision, a point that will
be taken up in chapter six. In contrastto the ERS, however, this representationis qualified
by an equally strong emphasison the inclusion of organised labour.
The maintenanceof a privileged state-aidedand private sector would also have
implications for the re-racialisationof schooling. As with the current situation in model C
schools, a minority of middle class blacks would be able to attend state-aidedschools, but
the majority of blacks would continue to be excluded on financial grounds. The NEPI
reports and the PF also commit a new governmentto challenging racist and sexist practices
in schools. Affirmative action programmeswould be applied to black and women teachers
and administrators. Further, the PF proposes that the current gender biases in the
curriculum should be tackled and that girls should be actively encouragedto pursue areas
of the curriculum such as mathsand sciencethat have previously been male-dominated.
Many of these issueswill be taken up in later chaptersand will not be dealt with here.

Of relevanceto this chapteris the extentto which efforts to implementaffirmative
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action and to transform the racist and sexist nature of schooling will

involve a

complementaryeffort to transform other aspectsof the existing modeof regulation. Unless
educational interventions are linked to a more thorough-going effort in the economy, they
will be hollow, and will simply serve a legitimatory function for a system that remains
fundamentally inequitable. As the experienceof many developing countries during the
1960sand 1970sdemonstrated,educationalreform would not in itself be enough to bring
about greater equality in employment opportunities (Graham-Brown, 1991). Further,
segmented labour markets would continue to exert a negative influence on the career
choices of youngsters.
The RDP offers two solutions towards changing labour markets. On the one hand
it talks of ensuring an end to discriminatory practices in employment and promotion
opportunities. On the other hand it talks of a more radical process empowering the
'historically oppressed,particularly the workers and women and their organisations, by
encouraging broader participation in decisionsabout the economy in both the private and
public sectors' (ANC, 1994, p. 79). From the point of view of labour market reform, both
approachesare by no means mutually exclusive. If, however, policies aimed at group
empowerment do not succeedin achieving their goals (for whatever reason), or are
achieved only after many years, then the creation of formal 'equality of opportunity' in
employment would not in itself alter fundamentalinequalities in society. Labour markets
would continue to reflect thoseinequalitiesand provide continuity on the existing mode of
regulation.
For the most part, the policies containedin NEPI and the PF would have the effect
of reducing differentiation within and betweenschools.The exception here would be stateaided and private schoolswhich would continue as centres of middle class privilege. As
mentioned above, the effects of the new curriculum policies would be to allow
differentiation in terms of academic and vocational subject choices after the junior
secondary phase, but with the caveat that learners would be able to revert to alternative
choicesas adults. Further, all schools,including private schools,would be obliged to teach
the national curriculum.

From what has beendiscussedaboveit is unclearas to what overall effect the
policiesof NEPI andthePF would haveon marketisationin education.Much will depend
on the extentto which the privateand state-aidedsectorsare allowed to grow. A further
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aspectof marketisationin the PF concernsthe production of learning materialssuch as text
books. It is proposed that although learning materials will be vetted by the proposed
National Institute for Curriculum Developmentto ensuretheir suitability for a new system,
their production should be left to the private sector. One implication of this might be,
however, that minority subjectsand minority languagesare not catered for becausethey
are unprofitable. This would prove a point of contradiction with the ANC's language
policies (see chapter five). The suggestion,on the other hand, that teachersought to be
employeesof provincial governmentrather than individual schools (with the exception of
private schoolsand possibly state-aidedschoolsas well), will mean that they will not be
subjected to 'market forces' in the way that the ERS suggests.Once again DM policies
would provide some continuity on existing arrangementsand trends.
The aboveaccountof emerging policies from the DM has focusedon NEPI and the
PF. It will be recalled, however, that the DM consists of a variety of ideological and
political tendencies.Thus although the above proposalsare representativeof mainstream
thinking within the DM, they do not reflect all opinions. The fuller account of different
strands of thought within the DM will be given in chapter five where the educational ideas
of different organisations and groupings will be found to be complex and contradictory.
Further, chapter six will explore the very different influencesof different groupings within
the DM on the evolution of policy initiatives such as NEPI and the PF.
In conclusion to this chapter, however, it is worth briefly considering the
relationship betweenthe RDP and socialistideas. This is important becausefor many years
the ANC alliance was committed to the constructionof a socialist systemas an alternative
to capitalism and socialist ideashave had widespreadcurrency amongst the economically
and politically disenfranchisedblack majority (seechapter five). Whilst some on the Left
(such as some of the small Trotskyist groupings) have labelled the ANC alliances
programme somewhat predictably as a 'sell-out to capitalism' the dominant position
emerging from the alliance itself is simply that there is no alternative to capitalism, at least
for the present. Given the completecollapseof the East European socialist systems, based
on central planning, COSATU's view, and the view sharedhere, is that 'socialism' needs
to be redefined in the context of a rapidly changing global economic and political
landscape.An earlier economic policy documentfrom COSATU written in 1991 simply
defines 'socialism' as 'providing a goodquality of life, democraticcontrol of how decisions
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are made, and forms of ownershipthat serveworking class interests' (COSATU Economic
Policy documentquoted in Kraak, 1991,a, p. 78). There is, according to COSATU, room
for significant advancementsfor working class interests within the 'contested terrain' of
capitalist institutions. Education would be one such institution.
From the point of view of this study, COSATU's views concerning how working
class interests might best be advancedin the present conjuncture are realistic given the
current global and national hegemonyof the capitalist system, and the international crisis
of socialism. Extending the argumentsmadeaboveconcerning reform of labour markets,
however, the deepeningof democracywithin the economic sphereimplied by COSATU's
definition of socialism will involve more than simply tinkering with discriminatory laws.
Rather, it will involve a radical reading of the RDP in which reconstruction and
developmentare linked first and foremost to the economic and political empowerment of
historically oppressedgroups. Further, although education can, as one aspect of a mode
of regulation, play an important role in realising change, efforts to transform education
must be linked to similar efforts to transform the labour market and the other institutions
of racial Fordism.
Finally, it has beenone aspectof thedescription of racial Fordism given abovethat
working class and other strugglesin South Africa havebeenpermeatedby the over-arching
fight againstapartheid, racism andcolonialism. Educationalstrugglesare no exception. In
the next chapter, then, attentionwill turn to a more detailedconsideration of the hegemonic
project of apartheidand racial domination, and the role that conceptssuch as 'race', nation
and culture have played in shapingeducationalpolicy.
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CHAPTER FOUR
EDUCATION POLICY AND CHANGING DISCOURSESON 'RACE'

Introduction

The approachof theprevioustwo chaptershasessentiallybeena materialistonein
the sensethatthe focusof thediscussionwasthechangingrelationshipbetweeneducation
and the economy.It will be recalled from chapter two, however, that political and
discursivepracticesalso help to shapepolicy in a way that is irreducible simply to
developments
within the economy.Ratherthanassumethe primacy of any one level of
analysis(economic,political or discursive)it was suggestedthat it is the interaction
betweeneachlevelthatprovidesthedynamicfor change.The following two chapterswill,
therefore,seek to build on and complementthe argumentsof precedingchaptersby
focusingon the ways in which discursivepracticeshaveshapedthe natureanddirection
of educationpolicy.
In particular, the aim of this and the next chapter will be to consider the extent to
which discoursesaround 'race' as well as the related concepts of 'nation' and 'culture'
haveorganisedpolicy discoursemore generally, and have provided the vocabulary and the
motives for the strugglesof various groups over policy. In this chapter it is those racist
discourses that have legitimated the educational privilege of white South Africans of
European decent that will be analysed, whilst in the next chapter attention will turn to
oppositional discourses that have sought to redefine the educational debate around the
conceptsof 'black consciousness'and 'non-racialism'.

The decisionto choosediscourses
around'race' as theobjectof analysesshouldbe
obviousin the SouthAfrican contextwhere'race' hasbeensomethingof an obsessionfor
black)SouthAfricanssincethearrival of Europeansin 1652.By
white (andconsequently
focusingon racistdiscourses
theintentionis alsoto contributetowardsthedevelopmentof
an understandingof racismas an autonomous
objectof socialanalysiswithin the field of
education,and its relationshipto otherdiscoursessuchas thosearoundclassand gender
(althoughit shouldbe pointedout that the analysispresentedbelow cannotbe seenas a
substitutefor researchinto genderand classdiscoursesin their own right).
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Beforeproceedingfurther, however,it is necessaryto locatethe current chapter
more clearly within the theoretical framework outlined in chapter two, and in particular to
Foucault's concept of discourse as well as his broader problematic. It is also important to
consider briefly the approachof the current chapter towards an understandingof racism in
South African education in relation to previous analyses of racism. The chapter will
commence,therefore, with a more detailedconsiderationof theseissuesfrom which it will
be possible to explain more clearly the way in which the chapter will proceed.

Foucault, Discourseand the Study of Racismin South African Education
Within the nationalist/conservativetradition, 'race' is perceived as a fundamental
difference between peoples which has been either divinely ordained, or is the result of
different 'evolutionary paths'. The trusteeshipstatusof whites in relation to blacks, and the
assumedsuperiority of the 'white race' is similarly taken as a given. Other aspectsof
difference such ascultural differencesare seenas basically relatedand rooted in biological
difference, although in the context of a global questioning of biological assumptions
concerning 'race', segregationand inequality are generally legitimated in cultural terms.
Given the starting points of nationalist/conservative views on 'race', the term
'racism' (where it is used to denote socially produced inequality) has very little meaning
within the discourse,except perhapsin more recent times when sectionsof the white right
have perceived themselvesto be at the receiving end of it. As far as mainstreamopinion
within this tradition is concerned, however, there has been a significant blurring of the
distinctions between this and the liberal tradition.
Generally speakingit hasbeenthe imperativesof capitalist growth and of economic
integration rather than biological and theological assumptions that have most obviously
structured liberal discoursesaround 'race' and racism. From this perspective the priority
has always been to 'modernise' 'backward' cultures in accordancewith the needsof a
developing economy, a theme that has beentaken up more recently by verligte Afrikaners,
neo-liberals and the South African 'New Right'. For many liberals apartheid policies
concerning 'race' have beenperceivedas a hindranceto capitalist development. 'Racism'
or 'colour prejudice' is ultimately perceived, however, as an irrational attribute of
individuals that can be overcomethrough contactbetween 'races' and cultures. It is at this
point that biological assumptionsand cultural essentialismcontinue to play an important
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role for liberals in defining the 'terms of engagement'around which integration should
occur. Egalitarian argumentsconcerning 'freedom of association' are commonly usedto
justify integrationist policies that effectively preserve white privilege as will be argued
below.
The emerging radical/neo-Marxist tradition was quick to point to the weaknesses
and limitations of liberal discoursesconcerning 'race' and racism. Ratherthan counterpose
the 'rationality' of the capitalist systemwith the 'irrationality' of apartheid, Marxists argued
that the capitalist systemwas itself irrational and contradictory (seefor example Kallaway
et al, 1984). Against the idea that racism can be ultimately attributed to 'prejudiced
individuals' Marxists argued that it should be understoodas a structural feature of South
African capitalism that should itself be understoodprimarily in class terms.
As some critics have recently pointed out (Jansenat al, 1991), however, the
emphasison classanalysiswithin the radical/neo-Marxist tradition hasresulted in a neglect
of racism as an autonomousobject of social and educationalenquiry. Their own work has
attempted to elucidate the ways in which educational institutions, disciplines and
knowledge itself havebeensitesof racial oppressionand of black resistance.Unfortunately
this work fails to developa theoreticalaccountof racism, or indeed of discourseand of the
nature of knowledge, reflecting insteada variety of approachesthat remain implicit and
difficult to engagewith in a direct way.
Similarly, whilst Cross and Chisholm's (1990) work on the origins of segregated
schooling in South Africa has attemptedto provide a non-reductionist account of the role
of racist ideology in the developmentof segregationistdiscoursesand has been a useful
resource for the present chapter, it also fails to clarify its theoretical understanding of
racism as a social phenomenon. Their approach seemsto owe more of a debt to that
adopted by O'Meara (see below) than to recent developmentsin the literature on 'race'.
More sophisticatedMarxist interpretationswithin the broad South African literature
have attempted to afford racism a degreeof 'relative autonomy'. In the caseof O'Meara's
(1983) study of the relationship betweencapitalism and the rise of Afrikaner nationalism,
racism was understoodas a relatively autonomousideology that served the interests of an
alliance of class factions within the stateand capital. In the caseof Wolpe's more recent
work (e.g. Wolpe, 1988,a), it is argued that the question of the causalprimacy of class or
racial domination can only be answered with reference to a structural analysis of the
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economic andpolitical conjunctureat any point in time. Both approaches,however, remain
ultimately economistic and class reductionist. In the case of O'Meara, the Althusserian
interpretation of ideology leadsto the determinacy of the economic 'in the last instance'.
Wolpe's work is similarly informed by the view that
from a Marxist standpoint, the indispensablestarting point for an analysis of a capitalist
social formation... [is]... the conceptof capitalaccumulationand the correspondingconcept
of the relations betweencapital and labour' (Wolpe, 1988,a, p. 50).

The problem for Marxists in relation to the issueof economismand class reductionism has
been summedup by Stuart Hall:
When we leave the terrain of "determinations", we desert, not just this or that stage in
Marx's thought, but his whole problematic.(Hall, 1977, p. 52).

From the perspectiveof this study there are severalproblems with the Marxist approach
towards a study of racism, both in South Africa and more generally. As many
commentators in Britain and elsewherehave pointed out, preoccupation with class has
resulted not only in the under-theorisationof racism as a social phenomenon,but has also
sometimeshada disempoweringeffect on the autonomousstrugglesof black peopleagainst
racism through its insistence on the primacy of class struggle (see for example CCCS,
1982; Gilroy, 1992; Wetherell and Potter, 1992). Thus whilst writers such as O'Meara and
Wolpe suggest a degree of autonomy for racism, there is very little effort to give
theoretical content to its dynamics, meaningsand effects. Further, in the South African
context, many Marxists were dismissive of the Black ConsciousnessMovement in the
1970sand 1980spartly becauseits exponentsfocusedon racial domination rather than class
oppressionin their politics and discourses(Jansen,1991).
The most systematic, up to date and thorough Marxist work on racism is to be
found in the work of the British sociologist Robert Miles (Miles, 1989). Although his work
has also beencriticised for its classreductionism (Wetherell and Potter, 1992), Miles does
attempt to provide a detailed historical and theoretical account of racism. Miles defines
racism as attributing:
meaningsto certain phenotypical and/or genetic characteristicsof human beings in such a
way as to create a system of categorisation, and by attributing additional (negatively
evaluated) characteristics to the people sorted into those categories. This process of
signification is therefore the basis for the creation of a hierarchy of groups, and for
establishing criteria by which to include and exclude groups of people in the process of
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allocating resourcesand services. (Miles, 1989, p. 3)

The definition of racism as a process of categorisationaccords with Wolpe's (1988,a)
definition of 'race' as a form of social categorisation'which employs biological terms to
define social not biological groups' (Wolpe, 1988,a, p. 2). Taken together, Mile's and
Wolpe's accountsdemonstratefurther characteristicweaknessesof the Marxist approach
towards racism.
As many commentatorshave pointed out (Hall, 1980; Barker, 1981; Donald and
Rattansiet al, 1992; Wetherell and Potter, 1992)there are dangersin attributing a universal
form to the discoursesand practicesof racism. Firstly, the ways in which racist practices
are discursively legitimated has changedover time. It is becoming increasingly uncommon
for biologically essentialist arguments to be used as a basis for unequal treatment of
individuals and groups. The so-called 'new racism' which has emerged in many western
countries during the 1980s (Barker, 1981) is based not on ideas of innate biological
superiority, but rather on the supposedincompatibility of cultural traditions. As will be
argued below, South Africa is no exception in this regard. Indeed, cultural as opposedto
biological accounts of difference have been evident in South Africa since the 1930s
(Dubow, 1986; Crossand Chisholm, 1990). It is therefore limiting to define racism solely
in relation to biological essentialism.
There is a further danger in attributing a fixed meaning to racism in that the
differential experiencesof different groups of people who have been on the receiving end
of racism tends to get lost. It is clear for example that the experiencesof black South
Africans differs in important respectsfrom the experiencesof say black British groups.
Further, as will be argued below, even within the period under review in the South African
context, the experiencesof different non-Europeangroups under apartheid has also been
different. Too much gets lost from the analysis by assuming that racism has a universal
form and structure.
It is common within the Marxist tradition to counterpose the falsity of racist
ideology with the 'truth' of science(henceWolpe's insistencethat 'biological' categories
are not genuinely biological at all but are in fact 'social' categories).With reference to the
work of population geneticists in challenging the assumptionsof scientific racism in the
post World War Two period, Miles arguesthat
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'race' grounded in the idea of fixed typologies and basedupon certain phenotypical features
such as skin colour and skull shape does not have any scientific meaning or utility.
Moreover, it was concludedthat there is no causalrelationshipbetweenphysical or genetic
characteristicsand cultural characteristics.(Miles, 1989, p. 37).

It should be statedthat the important work of the population geneticistsis not being called
into dispute here. Indeed, as a rhetorical device, the successof their endeavourshas been
evident from the extent to which it has becomeuncommon and even embarrassing, (with
notable exceptions) to express racist views premised on biological arguments. From the
perspective of this study, however, the Marxist counterposing of science with ideology
assumesthat scienceitself is a neutral terrain that can furnish us with 'truths' about a pregiven reality. In contrast to this view, it is argued here that science itself is a contested
terrain as recent attempts to revive scientific racism show (Grant, 1991). There is no
guaranteethat the dominant view of scienceconcerning the 'falsity' of 'race' might not
once again change.
At a general epistemological level, both liberal and Marxist accounts share the
common assumptionthat racist discoursesreflect some pre-given reality. Put simply, for
liberals this reality lies in the psychological processesof the prejudiced mind, whilst for
Marxists it lies in the way the mode of production and corresponding social relations are
organised. In contrast to this position, the approach taken here is to start from an
understandingof the constitutive role of discourses.In other words, rather than understand
how discourses reflect a pre-given reality, the focus is rather on the way reality and
subjectivities are discursively constructed and given meaning. The consequencesof this
approach will now be briefly spelledout.

What is meantby the idea that discourseis constitutiveof social reality is simply
thataccountsof objectshavethe effectof constructingobjectsin certainways,andthatthe
meaningswe attachto objectsarecontextbound.To useLaclau's(1990) example,
If I kick a sphericalobject in the street or if I kick a ball in a football match, the physical
fact is the same,but its meaning is different. The object is a football only to the extent that
it establishesa system of relations with other objects, and these relations are not given by
the mere refferential materiality of the objects, but are, rather, socially constructed. This
systematic set of relations is what we call discourse. (Laclau, 1990, p. 100).

The view that outside of discourse, (including the discoursesof the natural and social
sciences)there, is no 'versionlessreality' has led Wetherell and Potter (1992) to argue that
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whilst some 'versions of reality may be infinitely preferable to others, and should be
argued for and pushedforward whenever possible' (p. 62), anti-racist practice should be
'distinguished by its politics and valuesnot by its epistemology' (p. 68).
Accepting the constitutive nature of discoursedoes not imply that there is nothing
but discourse. With reference to Foucault's work, Barrett (1991) has made a useful
distinction between the discursive and the extradiscursiveby which she means 'a whole
play of economic, political and social changes' (p. 130). It is not being suggestedin the
context of the presentdiscussionof racism that the problem is simply one of accountsor
words. Racism is manifested through physical violence, material disadvantage, and
differential accessto power and opportunities aswell. It is still the case, however, that the
ways in which these phenomenaare given meaning is the outcome of discursive struggle
and of which version of events becomesdominant.
Thus in important ways, the old commitment of attempting to locate discourses
within a historical, economic and political context remains crucial. Indeed the aim of the
previous chapterwas precisely that - to provide a version of the material aspectsof racism
in educationwithin an accountof racial Fordism. As already stated,however, the emphasis
in this chapter is on the ways in which differing accountsof 'race' and of the social whole
have actively shapededucationpolicy. In this respect it is worth pointing out that not all
versions of reality are ideological in nature. Whilst it has been argued that there are
problems associatedwith counterposingideology to 'truth', it is assumedfor the purposes
of this study that an account may be designatedas 'ideological' where it is implicated in
the legitimation of oppressivepower relations. Thus, for Wetherell and Potter there is no
between
contradiction
a view of discourse
asconstitutive
anda view of discourse
as
ideological - where the commitment to studying ideology is also a commitment to the
critique of some positions, someof the ways in which power is exercisedand some forms
of argumentativepractice. (p. 68).

One advantageof the approachoutlinedaboveis that it facilitatesa flexible definition of
racist discourse.For example,by not fixing the contentof racist discourseto, say, a
basedon biologicalassumptions,
it becomespossibleto explore
processof categorisation
the ways in which suchassumptionsmay be appropriatedfor an anti-racist project. In
South Africa, African protestsagainstthe expropriationof land by Europeanshave
sometimesrestedon notionssuchas ancestralrights, notionsthat rely on an essentialist
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view of 'blood' and 'kinship' relationships.Similarly, there is nothing innately racist about
culturally essentialistarguments.SteveBiko's (1978) assertionof the positive attributes of
African cultures usedculturally essentialistargumentsconcerningthe collective (asopposed
to individualistic) natureof African societyto effect. Recognisingthe flexibility of language
use, however, does not preclude the possibility of pointing out that some forms of
argument, (biologically essentialistones are an example here), are implicated in racist
discoursesmore than anti-racist ones.
Relating discourseuse to specific contexts further facilitates an exploration of the
changing nature of racist discourse in different placesand at different points in time, as
well as its varied and contradictory effects. For the purposes of the current study and
drawing on the definition outlined in Wetherell and Potter's (1992) study of racism in New
Zealand, racist discoursewill be defined as discourse (of whatever content) which has the
effect of establishing, sustainingand reinforcing oppressivepower relationships between
those defined in the South African context, as blacks or non-Europeansand those defined
as whites or Europeans.
As mentionedabove, besidesbeing constitutive of social reality, discoursesare also
understoodto be constitutive of group and individual subjectivities/identities. One aim of
this chapter will be to examine the ways racist discoursesin education have worked partly
through the construction of categories of 'self' and of 'the Other', which have been
important for the legitimation of an unequaleducationaldispensation.In so doing attention
will be drawn to the relationship betweenwhite South African definitions of the Other and
those attributable to colonial discourse as well as more recent international development
paradigms.
Foucault's work on subjectivity hasbeenfound wanting in the sensethat he undertheorised the way individuals and groupsmay resist the subject positions assignedto them
by discourse through a process of disidentjcation (MacDonnell, 1986). Indeed, one
consequenceof Foucault's anti-humanismhas beena reluctanceto theorise human agency
(Barrett, 1991). Much more so than is the casewith Foucault's work, the emphasishere
will be on language use or the ways in which individuals and groups are not only
constituted in discoursebut usediscoursein order to legitimate certain interests and power
relationships. As Hall (1988) haspointed out this mode of analysisinvolves a commitment
to walking forwards whilst looking backwards - to recognising simultaneously the
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constitution of groups and groups as constitutive. It involves not only a concern with
deconstruction but with reconstruction as well.
In order to facilitate an examination of the rhetorical use of racist language in
different contexts,the term 'interpretative repertoire' will be usedin addition to theconcept
of discourse.The term interpretative repertoire will be usedto denote 'broadly discernible
clusters of terms, descriptionsand figures of speechoften assembledaround metaphorsor
vivid images' (Wetherell and Potter, 1992). It will be argued that repertoires around
apartheid,'race' and volk have been supplantedby new themesorganisedaround 'culture
and modernity'.
Having outlined the strengths and weaknessesof the Foucauldian concept of
discourse for the present study, attention will now briefly turn to some general points
concerning the relationship between the analysis presented here and Foucault's broader
problematic. In relation to Foucault's methodology, the analysis presentedbelow will be
both archaeological and genealogical in nature. It will be archaeologicalin the sensethat
the analysis will be concernedwith the historical emergenceof discoursesaround 'race'
and educationand someof the events,discursive and otherwise, that made this emergence
possible. In this respect the important role of the disciplines and in particular theology,
anthropology and natural sciencein providing a discursive resourceand precondition for
the development of apartheid policy will be discussed.The aim will also be to move
beyond a Foucauldian concern with the disciplinary context, however, to examine the role
of non-institutional discourses such as those of political and other groupings in the
elaboration of education policy. International discourses on the relationship between
education and developmenthave also been important in this regard.
The study will be genealogical in the sensethat some attention will be paid to the
relationship between educationaldiscoursesand certain forms of power. Foucault defined
discourse as knowledge/power.
Power produces knowledge....Power and knowledgedirectly imply one another..... There
is no power relation without the correlative constitution of fields of knowledge, nor any
knowledge that does not presupposeand constitute at the same time, power relations.
(Foucault quoted in Kenway, 1990, p. 173-4).

Foucault related the emergenceof disciplines and discoursesthat have as their focus the
regulation and improvement of the human body (psychiatry, sexuality, medicine,
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criminology, education etc.) with the developmentof a certain kind of 'bio-power', or
power over life. Through a process of objectification, classification, hierarchisation and
normalisation a whole 'politics of truth' has emerged around the human body and the
population as a whole which has had the effect of rendering bodies politically docile and
economically useful (Foucault cited in Rabinow, 1979).
Within the educationalliterature a recent collection of essayshas sought to apply
a genealogicalapproachto the study of education(Ball et al, 1990). Jones' contribution,
for example sought to trace the 'Genealogy of the Urban Schoolteacher' in nineteenth
century England. As a studyof the way in which educationaldiscoursesof the time, forms
of pedagogy,teachertraining andinstitutional arrangementsmeshedwith the sheerausterity
of the urban environment to produce quite contradictory (and unenviable) subjectpositions
for the urban schoolteacher,Jones' analysis throws up many interesting parallels and
starting points for a similar analysisof the position of teachersin black education in South
Africa. Unfortunately, such an endeavouris beyond the scopeof the present study. In the
South African context, however, Enslin (1990) has sought to show how Fundamental
Pedagogicsand its sub-disciplineshave worked to discursively exclude and prohibit the
realm of the political from teachereducation in South Africa. In relation to the present
study it will be argued that the emergenceof certain discoursessuch as those concerned
with 'management'and 'efficiency' in educationcan be understoodasa form of bio-power
over educators not only in South Africa, but in the South generally.
During the course of researchingthe present chapter it has become increasingly
obvious that by far the biggest problem associated with the use of a Foucauldian
perspectivein the South African context is the eurocentricnature of Foucault's work itself.
As Edward Said has observed:
he [Foucault] does not seeminterestedin the fact that history is not a homogenousFrench
speaking territory .... He seemsunaware of the extent to which the ideas of discourse and
discipline are assertively European and how..... discipline was also used to administer,
study and reconstruct - then subsequentlyto occupy, rule and exploit - almost the whole
of the non-Europeanworld. (Said quoted in Barrett, 1991, p. 152)

It may be added that Foucault, along with most European scholars, also fails to
acknowledge the debt that European enlightenment thought owes to black cultures and
civilisations both past and present. Foucault's eurocentricism had the following
implications for the developmentof this chapter.
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The first set of problems are to do with Foucault's conception of power. Foucault
contrasted the 'positive power' of the disciplines i. e. the power to shapeand mould the
human body and the population as a whole, with 'negative' or sovereign power, i. e. the
kind of power that is possessedby specific groupsand which is associatedwith repression,
coercion, torture and the taking of life. He advised analysis of the former kind of power.
Even in the French context, however, it is far from clear that physical violence and
coercion have ceasedto play an important role for the state and other groups in relation
to both domestic and foreign affairs (one need look no further than the experience of
Algerians and people of Algerian descentboth in Algeria and in France).

In the SouthAfrican contextit is of courseabsurdandpolitically very dangerous
to ignore the role of negativepowerin the history of educationalstruggles.In this sense
thenthe focusin this chapteron thepositivepowerof discoursesis intendedto complement
analysesthat have focusedon the negative,coercivepower of the state and of ruling
groups. One way of making the connectionbetweenthe two forms of power is to
understandhow the hegemonyexercisedby different groupsis discursivelyconstructed.
The secondset of problems relatesto Foucault's strong anti-humanist position. He
rejected the idea of a universal 'human nature', and of the thinking, rational,
'transcendental', Cartesiansubjectas the sourceandorigin of discourse,preferring instead
to think of subjectivities as being discursively constructed. In the context of his studiesof
the human sciences, he further pointed to the ways in which western humanism has
indirectly constituted itself through 'the exclusion of some others: criminals, mad people
and so on' (Foucault quoted in Barrett, 1991, p. 146). As Fanon, Said, de Beauvoir and
many others have pointed out, however, any study of western humanism would be totally
incomplete without an accountof the ways that the 'subject' of much humanistdiscoursethe white middle class, Europeanmale - has also beendefined in relation not only to the
racial or cultural 'Other' but to women as well. Foucault's work does not generally
acknowledge the significance of theselatter exclusions for the form and content of much
of western thought.
As Barrett has pointed out, however, a rejection of the ways in which the white,
male, bourgeois subject has been universalisedand taken as typical should not lead us to
a subsequentrejection of the category of 'the subject' altogether. Such a rejection, as
already suggested,leadsto a neglectof agencyand resistancein the work of anti-humanists
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such as Althusser and Foucault. Further, such a rejection is in itself eurocentric, as it
assumesthe universality of 'liberal' humanistvalues. In this regard Barrett has asked,
How does one apply an anti-humanist position to South African politics, where the
strongestcard the black majority has to play, in, the politico-moral arena, is an argument
basedon 'human rights' and 'equality' and other equally liberal humanist ideas?(Barrett,
1991, p. 93).

There is the further danger of over-simplification in the universalisation of a critique of
western humanism. Humanism is not of a piece. Referencewill be madein this chapter to
two generalforms westernhumanismhastaken in recent South African history, associated
with Afrikaners on the one hand and English-speaking whites on the other. This
categorisation is itself broad and does not exhaust the scope, depth and internal
contradictions of the humanist influence. Further, an uncritical anti-humanist approach
deniesthe possibility that a progressivehumanismmight be defined suchthat 'our common
humanity is less a heritage than a goal, and..... will be defined, in its "essential diversity",
by all or by none' (Mulhern quotedin Barrett, 1991, p. 94). This is indeedcongruent with
Frantz Fanon's vision of a 'new humanism' (Young, 1992) defined by its rejection of the
oppressiveand stunted forms that haveemergedin the colonial and neo-colonial contexts.
Before proceeding further, somegeneral commentsregarding the way the chapter
will proceed will be made. In the course of researchingthe chapter, certain events and
documents were chosenas a focus for analysis. These were selectedon the basis of the
importance that was attached to them either by interviewees, or in the literature more
broadly. The passingof various apartheideducationacts (all related to schooling) between
1953 and 1967 has been taken as signifying one event, namely the institutionalisation of
apartheid policy in law. Other texts considered include the influential Education Panel
reports, the de Lange report, the literature of the various neo-liberal think tanks, and the
ERS.

in relationto boththeeconomic/politicalcontext,and
Eachtext wasthenconsidered
the discursivecontextwith which it was associated.The considerationof the discursive
frameworkinvolved a look at both the disciplinarybackground,i. e. the ways in which
within academicsubjects,andthe
educationaldiscourseswereinfluencedby developments
discoursesconcerned
extra-disciplinarycontexti. e. theimpactof influential, non-academic
with 'race' andeducationboth at homeandinternationally.
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Each text was then analyzedusing the ways in which it employed the terms 'race',
'culture' and 'nation' as a starting point. It was found that thesediscursive elementswere
often arrangedin distinct ways suchthat they formed a definite repertoire of meaningsand
motives around which policy discourseswere organised. For the purposesof the present
study, attention was paid to the ways that different interpretative repertoires implied a
particular view of development and of social change; suggesteda certain relationship
between educationand development;and constructedsubjectpositions from which derive
further prescriptions and implications for education. The central concern here was to
explore the ways that racist discourseshave shapededucationpolicy, and sought to define
relationshipsbetweenEuropeansand non-Europeans.Finally, the analysisof interpretative
repertoires was related back to the economic and political context in order to examine the
rhetorical function of repertoires, i. e. the ways in which certain versions of reality were
used to justify unequalpower relationships and educational opportunities between whites
and blacks.

The Introduction of Apartheid Education: a Study of Parliamentary Debates
The introduction of apartheideducationpolicy was symbolised by the report of the
Eiselen Commission and the passing of the various apartheid education acts during the
1950sand 1960s.The report, as well asparliamentarydebatesaround the Bantu, Coloured,
Indian and National (white) Education Acts of 1953,1963,1965 and 1967 respectively,
provided most of the raw material for the analysis presented below. Each act sought to
institutionalise Christian National Education (CNE) principles and to bring education for
each 'population group' under central control (Christie, 1991).
Many of the speechesin parliament and ensuingdebateswere concerned with the
issue of control over education. Central to the hegemonic project of the National Party
(NP) at the time was the creation of an Afrikaner Republic (O'Meara, 1991), a project
which came to fruition in 1961. The liberal United Party opposedcentralisation with their
own vision of a federalist future for South Africa, (a position that verligte Afrikaners were
later to adopt), and feared that the acts would signal further erosion of regional authority.
Liberal speechesin parliament about control of education articulated with the broader
concernsof English-speakingwhitesaround the issueof Afrikaner hegemonyin the cultural
and political spheres. Discoursesabout 'race', 'nation' and 'culture' constituted a focal
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point around which issues of control were contested, and drew heavily on discursive
resourcesin both the formal disciplinary domain and the domain of everyday languageand
literature, the media etc.
In the 1950sand 1960s'scientific' forms of rationality formed an interpretative grid
around which norms concerning the ways individuals and groups may be classified and
what might constitute a 'correct' policy were defined. In the course of debating policy, it
was not uncommon for the 'scientific' statusof a particular report or statement(e.g. that
of the Eiselen commission) to be usedas a touchstonefor the overall statusof a particular
policy. Although there were disagreementsover the scientific statusof texts, and the extent
to which individuals were considered 'expert' in their 'scientific' pronouncements, the
dominant view of educationwas summedup by one member when he statedthat:
Education has becomea sciencejust like psychologyon which the Minister is an authority.
Education is a sciencejust like the technical sciences.(Hansard, 1953, p. 651).

Recourseto argumentsconcerningthe 'scientific' correctnessof policies and
has,of course,beenusedasa rhetoricaldeviceby politiciansof differing
pronouncements
the world over. In the SouthAfrican context, a sharedcommitment
political persuasions
to forms of scientific rationality hasprovideda necessarymeetingpoint for Afrikaner
nationalistsandEnglishspeakingliberalsin the policy arenaaswill be discussedbelowin
relationto the de Langereport. Havingsaidthis, however,it is importantto point out that
at the time of the introduction of the apartheideducationacts, Afrikaner nationalist
intellectualshada differentrelationshipto scientificforms of rationalitycomparedto that
liberal tradition.
of the English-speaking
Although Afrikaner intellectualsdid makean input into the developmentof eugenics
and social Darwinism in South Africa (Dubow, 1991), apartheid ideologues were much
more obviously influencedby theologiansandanthropologiststhan by geneticists.Scientific
racism did play a role, however, as part of the general ether out of which apartheid was
conceived and legitimated. For example, many leading Afrikaner intellectuals, including
Eiselen and Verwoerd himself studied in Germany in the 1930swhere, largely as a result
of the discursive effects of scientific racism, white supremacy was simply assumed
(O'Meara, 1983; Dubow, 1991; Gordon, 1991). The use of scientific racism as a
legitimation of apartheidin the elaborationof apartheidpolicies in the 1930sand 1940swas
offset by a number of factors, however. Theseincluded a distrust of secular humanismon
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the part of leading Afrikaner theologians, the equating of secular humanism with the
English-speaking liberal tradition, and more latterly the growing unacceptability of
biologically racist argumentswithin the international arena (Dubow, 1991).
For these reasonsit was much more common for apartheid to be legitimated on
theological grounds. As Dubow, O'Meara and others have pointed out, Kuyperian
Calvinism and GermanNational Socialismprovided the inspiration for the developmentof
a conceptionof the volk or 'nation' asa divinely ordainedorganic entity, each with its own
'genius' or soul. Afrikaner nationalistintellectualsliked to counterposethe emphasison the
collective inherent in the conceptof volk to the individualism of liberal discourse. Volk was
also synonymouswith 'race', and constitutedthe fundamentalbasis for differencesbetween
peoples including cultural differences. The idea of 'race', 'nation' and 'culture' as
'functionally inter-dependantvariables' with fluid boundariesbetweenthem (Dubow, 1991)
meant that the burden of explaining difference did not have to rest on 'race' alone. Both
'race' as a basis for difference (biological essentialism') and 'culture' as a basis for
difference (cultural essentialism)could be usedasa discursive resourcein the legitimation
of apartheid, and indeedit was the latter that predominated.Although theological accounts
allowed for a conception of nations as being equal (a point often made by apologists for
apartheid), the strong and lingering influence of the German missionary tradition continued
to project a vision of the divine missionof the white nation in Africa, and of the trusteeship
statusof Afrikaners.
Gordon (1991) has provided a fascinating account of the role of Afrikaner
anthropology or volkekundein the developmentof apartheid ideology. Under the tutelage
of influential anthropologists such as Eiselen, young academics from 'poor white'
backgroundsdeveloped volkekunde at the universities of Stellenboschand Pretoria during
the 1950s and 1960s. These 'organic intellectuals' of Afrikaner nationalism sought to
counterposethe liberal claims of the South African Institute for Race Relations (SAIRR)
concerning racial equality with their own culturally and biologically essentialist view of
difference. Although they were more influential in the legal spherethan in the educational
one their ideasconcerningthe needfor separatedevelopmentcertainly influenced the nature
and direction of education policy (Eiselen's personal influence underlines this point).

For manyAfrikanernationaliststhe 'court of last appeal'as far asthe legitimation
of apartheidis concernedlies in the historicalexperienceof Afrikaners themselves.Here
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popular literature and the media have played an important role in building up a
mythological and glorious past for the Afrikaner nation, and of their divine mission in
Africa. Important elementsin thesenarrativesinclude the Great Trek, the triumph over the
Zulu army at Blood River, and resistanceto the British during the Boer Wars. Afrikaners
have often portrayed themselves'in terms of an encapsulatedseventeenth-centuryCalvinist
community struggling to fulfil a divine missionin the isolated wastesof a hostile frontier'
(Dubow, 1991, p. 16). (Revisionist accounts, however, have emphasisedthat far from
being the self perceptionof the boers at the time, this view of Afrikaner history was first
attributed to the Scottish explorer David Livingstone, and was only later taken up by
Afrikaner nationalism). Apartheid has, nevertheless,often beeninterpreted as an aspectof
the struggle for survival of the numerically outnumberedAfrikaner.
Discoursesconcernedwith 'race' often articulated strongly with discoursesaround
gender and sexuality in the development of apartheid policies (Dubow, 1991; Hyslop,
1993). The idea that Africans are endowedwith an uncommonly strong sex drive and are
prone to promiscuity has been a consistent theme in European representationsof the
African Other (see for example Miles, 1989). Such representationsworked with fears
around miscegenationand concernsto preserve racial purity to provide powerful motives
for segregationin all spheresincluding education. In the context of separatedevelopment,
female teachersand mothers were often accorded an important nurturing role in relation
to culture (e.g. Verwoerd quoted in Rose and Tunmer, 1975, p. 265; the Eiselen Report
quoted in Rose and Tunmer, 1975, p. 251).
The constructionof the conceptsof 'race', 'nation' and 'culture' around the central
metaphor of volk provided an interpretative repertoire that was at once contradictory and
a sourceof strength.Put simply, the notion of white supremacyclearly contradicts the idea
that nations were created 'separate but equal'. Understood as a source of strength,
however, apartheid discourseswere able to tap into a variety of cultural and biological
argumentsdependingon the context and the audience.
In general terms, and in relation to the nationalist vision of development and of
social change, the Afrikaner nationalist conceptof volk leadsdirectly to the view that the
white race should maintain its purity and that each nation should develop according to its
own 'spirit' and position within the divine order of things under the guidance of whites,
and in particular, Afrikaners. As a vision of racial segregation, apartheid policies
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articulated with different kinds of segregationistdiscourses in the USA, Britain and
elsewhereat the time.
As far as the educational discoursesof the National Party are concerned, the
construction of 'race', nation and culture in relation to volk had the following implications.
Firstly, essentialdifferencesbetweenraceswere perceivedas a potential sourceof conflict,
and aprima facie reasonwhy educationshould be segregated.The policy of making each
racial group finance its own education was justified, for example, with reference to the
positive impact this policy would havein reducing resentmentand racial tension (Hansard,
1963, pp. 1927-8). Clearly, such a policy also ensuredthe maintenanceof white privilege
in education. Similarly, the policy of giving non-Europeansan educationdifferent from that
received by Europeanswasjustified on the basisthat it would improve 'race relations' by
removing false expectationson the part of Africans about their future role in 'European
society' (Hansard, 1953, p. 3576).
Secondly, viewing culture through the lens of volk also directly implies a different
kind of education for each group. Here the contradiction between the idea of trusteeship
and of separatebut equal nationsis evident. Whilst it was maintained in the NP discourses
that eachgroup should havecontrol over its own education, especiallyat community level,
the nature of that control was itself defined by whites, as were decisions concerning the
content of the educationdelivered e.g. that it should have a Christian National character.
Afrikaner nationalist prescriptions concerning the education of other groups varied,
however, depending on the ways that group identities were constructed and the ways in
which relationships between Afrikaners and other groups were defined in discourse.

Educationalprescriptionsfor the 'Native' werestructuredby a variety of concerns.
Theseconcernswereneatlysummedup by oneNP spokesperson
on education:
the fundamentalidea will be that functionally the Native must fill a role in the community
different to that of the European, and in the secondplace, that the Native has a different
cultural backgroundfrom the white man, and in the third place that the Native must fit into
his own type of community, a different type of community to that of the European.
(Hansard, 1953, p. 3613).

It is interesting to note in relation to current usagesof the term, the flexibility of the word
'community' in NP discourse,and the different imagesthat it conjures up. The first usage
of the term in the above quote conjures up a landscapethat is defined and controlled by
whites. In this sense,'community' operatesas a euphemismfor 'white South Africa', and
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it designatesa spacein which limited integrationoccurs, but very much on terms laid down
by whites. The secondusageof the word conjuresup an altogetherdifferent image, namely
of a different geographicallocation for each'nation' characterisedchiefly by its differences
with the Europeancommunity.
The economic roles envisagedfor Africans in the 'Europeancommunity' by the NP
have been discussedin chapter three. Basically, discoursesaround separatedevelopment
entailedthat although 'Natives' would eventuallyachieveeconomic 'independence'through
the reserves, they would still be required to perform certain tasks in the 'European'
economy. The educational implications that arose from this, it will be recalled, were
training in basic skills, the inculcation of certain attitudes, mother tongue education and
proficiency in English and Afrikaans. The construction of 'culture' in NP discourse,
however, made quite different demandson the education system, demandsthat cannot be
explained simply in relation to economic considerations.
Afrikaner nationalists liked to contrast their concern with preserving the cultural
essenceof different nations, however, with the liberal view of 'modernisation. According
to one nationalist MP, 'the drama in the decline of Bantu culture' in the context of
urbanisation resulted in
two schoolsof thought, firstly the idea that Bantu culture is inferior and should be allowed
to disappeargradually and secondly the conviction that although the old traditional forms
of Bantu culture are no longer effective in presentcircumstances,they neverthelesscontain
the germ from which modern Bantu culture can develop, a culture which can fully satisfy
the aspirations of the Bantu and meet the demandsof the modem world. (Hansard, 1953,
p. 4071.)

Both these schools of thought find echoes in a number of colonial experiences. The
doctrine of 'fatal impact' i. e. of the inevitability of the 'extinction' of 'primitive' cultures
in the face of superior western ones dates back to Victorian racial interpretations.
Similarly, the Afrikaner nationalist emphasison cultural preservation smacks of 'culture
as therapy' discoursesin New Zealand and elsewhere(Wetherell and Potter, 1992). In the
handsof European colonists, a return to traditional cultures by the Native is presentedas
the 'solution' to the problems of urbanisation,thesmashingof indigenoussocial structures,
and youth alienation. It has the legitimatory effect of locating the 'problem' not in the
imposition of colonial/capitalist relations, but as an aspect of the Natives' psychological
malaise.
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For Afrikaner nationalists, a Europeaneducationinevitably led to the alienation of
young Africans from their nation and culture, and importantly, from traditional forms of
authority.
Natives are being taught to despiseeverything that is their own. They are taught to despise
their parents, who are said to "live like savages";they are taught to despise their people;
they are taught to despisetheir chief;..... If a young Native no longer has any respect for
his chief..... if he no longer has any respectfor that leader, how can he have respect for
the White man's police? (Hansard, 1953 p. 4060).

The cooption of traditional leadershipstructuresas a form of social control is, of course,
not unique to the hegemonic project of Afrikaner nationalism. In the rural areas, and
particularly in the bantustans, 'traditional leaders' have played a prominent role in
educationalgovernance,and often resistedmovesto democratiseeducationduring the youth
struggles of the 1980s (Kgobe, 1993). Of central importance for the preservation of a
culture was the principle of mother tongue education. The Afrikaners own experiencein
relation to the suppressionof Afrikaans as a mediumof instruction underthe British played
an important discursive role in the adoption of this policy by the Institute for Christian
National Education during the 1930's (Christie, 1991).
Finally the trusteeshiprole of Afrikaners led to the definition of African culture as
being in an infantile and child-like state. This implied not only a Christianising and
civilising mission for the white race (hencethe stresson Christian education), but also the
needto prescribe to 'Natives' about what was best for them. With regard to the desire on
the part of Africans to learn in English, it was statedthat,
deprive the Bantu of the mother-tongue medium simply becausein their childish
... to
simplicity and foolishnessthey desire it would be a great injustice to the Bantu. (Hansard,
1953, p. 4072)

Despite the claims of Afrikaner nationalists concerning the separatebut equal status of
nations and of cultures, there is a strong sensein which they held up European culture as
an example towards which other cultures must aspire. In a particularly revealing extract
concerning the merits of using Afrikaans as a medium of instruction for Africans along
with their mother tongue, 'literary achievement' in general is equated with literary
achievementin Afrikaans (Hansard, 1953, p. 4075).
Would the Bantu perhaps have a better chance if he were to accept Afrikaans as his
medium of expression?....We shall have to seehow the Bantu develop further and whether
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their literary production will improve. (Hansard, 1953. p. 4075).

Afrikaner nationalist prescriptionsfor the educationof so-called 'coloureds' was informed
by slightly different concerns from those to do with Africans. In the context of racial
Fordism, 'coloureds' were expectedto receive an education that would equip them as
artisans in 'white South Africa', albeit in 'certain selectedactivities' (Hansard, 1963, p.
1759). In relation to grand apartheid, and under the trusteeshipof the more 'mature' white
race, the 'coloured' population was expected to eventually return to the south of the
country.
I wish to plead that when this national group, the Coloureds, have reachedmaturity, we
shall use this educational policy [the Coloured Education Act] to attract the Coloured
people back to the south, to their own area from which they come. (Hansard, 1963, p.
2171).

The closeness of the 'coloured' community in religious and linguistic terms to the
Afrikaners was a source of ambiguity and contradiction for Afrikaner nationalists.
Occasionally, this relationship allowed 'coloureds' to come in for limited praise, for
example in relation to the number of literary works they had produced in Afrikaans
(Hansard, 1953, pp. 4074-5). For the most part, however, cultural similarities proved to
be something of an embarrassmentfor Afrikaners, as it interfered with their usageof
culturally essentialistargumentsto justify difference.
We acknowledgethe Colouredsas a westerngroup but not as part of our nation. (Hansard,
1963, p. 1762)

In order to distancethemselvesfrom their 'younger siblings' it becamenecessaryto resort
to crude biological racism. In explaining the biological origins of 'coloureds', it is notable
how white complicity in the 'creation' of the 'coloureds' is underplayed.
There are five componentswhich can be mentionedfrom whom they have descended.The
first is the hottentots, secondly there are the Bushmen;and thirdly the slaves, then a few
drops of white blood and subsequentlyBantu blood. The coloured people have developed
from those five componentparts and they are not peculiar to those groups. It is not in the
leastpeculiar to the White or the Native as such. (Hansard, 1963, p. 2169, my emphasis).

In the 'logic' of apartheiddiscourse,the 'newness'of the 'coloured' nation further implied
an immaturity in cultural terms (Hansard, 1965, p. 4449),a conclusion that was not drawn
in relation to Afrikaners themselveswho had also been newly 'created' from Dutch,
German and French 'stock'. In brief, the following educationaldispensationwas envisaged
for the 'coloureds':
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We must ensurethat they are taught patriotism under their syllabus. Their charactersmust
be built; they must develop national pride and self-respect. That should be nurtured from
the cradle. They must love that which is their own, and they must know and realise that
they are a group peculiar to itself. They should be given Christian national education....
(Hansard, 1963, p. 2171).

The subject position ascribed to Indians in apartheid discourse at the time of the Indian
Education Act startedfrom the premise that Indians were reluctantly acceptedas residents
in South Africa, but not as citizens. As O'Meara (1983) and others have pointed out, antiIndian sentimentson the part of whites was related to their position as traders, a position
that threatened white traders, and from the strong anti-apartheid stance of the Indian
government.
Now that we are all convinced that repatriation is impossible becauseIndia and Pakistan
do not want our Indians, and becauseour Indians are satisfied that they are better off under
Verwoerd than under Shastri, it is necessaryto make room for them in South Africa as a
permanent part of the population, and we are making rapid progress in this regard.
(Hansard, 1967, pp. 4493-4).
Further,
Now that we have acceptedthe Indian community nolens volens as a permanentpart of the
population of South Africa, we must evolve a plan for the peaceful and happy co-existence
of this racial group with the rest of the South African population. (Hansard, 1967, p.
4495).

This of course meant above all else segregationon the grounds of extreme cultural
difference, even when compared to the 'Bantu'.
Indians are a group which is as far or even further removed from the white man's
... the
culture, languageand so forth, as the Bantu. In other words, any argumentsadvanced in
favour of the take-over of Bantu education will apply even more strongly in the caseof
Indian education, becausewe and the Bantu do have a common fatherland and the Bantu
do stand closer to the White man in certain other respectssuchas religion. (Hansard, 1967,
p. 5118).

The fact that the Indian community is itself characterisedby a good deal of linguistic and
religious diversity was a point neatly side-steppedby NP members of parliament. With
reference to the policy pursued under provincial administration, of educating 'coloureds'
and Indians together, one MP had this to say:
They have put the Indian with the Coloured which has not been right becausethat has
placed the Coloured in a disadvantageousposition. Becausehe is a nation with young
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culture he cannot compete with a race with an old culture. (Hansard, 1967, p. 4449).

Indeed, the 'Indian' comes in for a certain amount of praise compared to other groups as
far as culture is concerned.
The Indian has a centuries old culture behindhim, whereasthe Coloured racehas not even
beenin existencefor one century. I have the greatestrespectfor the culture of the Indian.
His culture is older than the culture of that hon. member and of mine, and that Indian has
to build on that culture of the past. (Hansard, 1967, p. 4447).

When describing Indian culture as 'oriental', however, (Hansard, 1967, p. 4493) there are
clear reminders of the mystique that hasbeenprojected onto 'oriental' cultures in European
discourses more generally (Said, 1978). In the discoursesof the NP Indian culture was
something old and mysterious, something to be preserved for its antique value, but
something ultimately unsuitable for modern times. This is reminiscent of some Pakeha
constructionsof Maori culture, a constructionthat Wetherell and Potter have describedas
'culture as heritage'. Such a construction is useful for colonists as the 'emphasis on the
archaic and on the 'pure' culture of the past neatly separatesculture from politics'
(Wetherell and Potter, 1992, p. 129). A consideration of Indians as an 'ethnic group'
becomessegregatedfrom a considerationof their systematicexclusion and oppressionas
a minority in South Africa.
The contradictions evident in the Afrikaner nationalist construction of the 'Indian'
become apparent in relation to the type of education they prescribed for them. Having
argued for the complete segregationof Indians on cultural grounds, nationalist MPs had
to deal with the point raisedby the opposition that India itself had adopted a western style
education. Oblivious to the huge contradictions involved, one NP member suggested
This simply proves that a Western system of educationcan be applied in India, which is
hundreds of miles away from Europe. Why then cannot it also be applied here in our
country by the Departmentof Indian Affairs? If the Indians in India can orientate their
education along Western lines it will be far easier for us to apply our own principles, our
Western principles, throughoutas far as Indian educationin our own country is concerned.
(Hansard, 1967, p. 4521).

Similarly, having assertedthe essentialhomogeneityof the Indian nation, it had to be
concededthat it is not possibleto 'makeuseof the mother-tonguemediumof instruction
becauseof the fact that therearetoo manydialects....the mediumof instruction,asfar as
the Indiansare concerned,will be oneof the official languages...' (Hansard,1967, pp.

142
4551-2).
In the case of Indians, biological essentialismrather than arguments based on
culture proved most important in justifying segregatededucationfor the Indian 'race', once
again demonstratingthe flexibility of racist languageuse.The apparentlack of will to carry
through apartheid policies even in terms of their own logic may be a product of the view
of Indians as temporary and unwelcome sojournersin South Africa.
In the ascribing of various subjectpositions to other nations, Afrikaner nationalists
often found time to congratulatethemselvesas white Afrikaners on their achievementsand
cultural advancementin the face of adversity. Such self-congratulation was often implicit
in prescriptions for the non-EuropeanOther, as exemplified in the following passage:
They must becomeproductive as theWhite man hasbecomeproductive, only through bitter
experience and years of effort in helping himself, economically and educationally.
(Hansard, 1953, p. 4071).

It is clear from muchthat hasalreadybeensaidthat Afrikaner nationalistdiscoursealso
defineditself in relationto and setitself against the 'liberalistically inclined' educational
discoursesof the parliamentaryopposition,and English-speakingSouth Africans more
generally.In thecontextof theNationalEducationPolicy Act of 1967,this meantseparate
andAfrikaans-speaking
whites.
educationfor English-speaking
As suggestedin chapterone, the ambiguity in the use of the term 'national' in this
act was once again a source of contradiction and a discursive advantage for Afrikaner
nationalism. It was contradictory in the sensethat a distinction betweenthe Afrikaner and
English-speakingnationscontinuedto be madeon cultural grounds, whereas the use of the
term in the title of the act referred to the white 'race' in general. Depending on how the
term was related to other discursive elements, however, and considered as a source of
strength, it could refer either to the triumph of the Afrikaner nation in as much as it
enshrined and projected Christian national principles, or it could be interpreted in an
inclusive way, signifying the inclusion of all whites within the white South African nation.
In the context of the parliamentary debatesaround the act, it was the latter use that
predominated and was employed to allay liberal fears concerning Afrikaner hegemony.
More generally, the new usageof the term 'national' also marked the beginnings of a
rupture in the broader Afrikaner nationalist project, coinciding as it did with important
changeswithin the NP and the economy outlined in previous chapters.
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In the courseof studyingAfrikaner nationalistdiscourseson education,it became
increasingly clear that certain discursive moves were often made to good rhetorical effect
in defence of apartheid policies. Firstly, it was very common, in the absenceof black
voices in parliament, to use statementsfrom Africans, 'coloureds' and Indians to back up
this or that policy being enactedon their behalf. For example, in attacking the alienating
effects of liberal missionaryeducation, onenationalist MP madeuseof the following quote
from an African to back up his case:
The curriculum had little to do with our own history and customs. We were fed stories of
English heroesand English traditions. The first biography I learned was Lord Nelson. I
mockedmy father's religion as "heathen" thinking this was inferior to the white man's. It
will take decades, perhaps a century, to re-educatethe African into holding a proper
balancebetweenhis culture and that of the West. He has beenterribly mis-educated.(Ojike
quoted in Hansard, 1953, p. 3613).

The above quote also exemplifies another common discursive move used by Afrikaner
nationalists, i. e. to use arguments against eurocentricism as a defence of segregated
education. Afrikaner experiencesin relation to British Anglicization policies are also
employed to similar effect. Further, like all of the racist discoursesthat have been studied
in this chapter, there is often recoursemade to principles of justice and fairness in the
legitimation of white supremacy:It is only 'fair' that all races should be entitled to their
own education in their mother tongue; it is only 'just' that whites should not have to foot
the bill for the education of non-Europeans; every nation has the 'right' to selfdeterminationetc. This is a common featureof racist discoursesin other parts of the world
(Wetherell and Potter, 1992).
Finally, a very common discursive strategy used in parliamentary debateswas to
justify segregationistpolicies with reference to other countries. The USA, Switzerland,
Canada, Israel and even Britain ('apartheid' between English and Scots) were commonly
used as examples. The effect of such a move is to normalise the premises of apartheid
policy, namely that cultural and biological difference inevitably demands segregationist
policies. Sucha move also separatesoff culturally essentialistpolicies from a consideration
of the different economic and political histories of thesecountries.
By way of a brief conclusion to this section it is worth summarising the major
legitimatory functions of the racist discourses described above. Firstly, the discourses
around education fed into and gave shape to the entire hegemonic project of grand
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apartheid and racial Fordism. They did so by articulating a vision of an educational system
that, at least in the early days of apartheid, did not contradict the needsof the economyand
the cause of white supremacy. Secondly, Afrikaner nationalist discourses on education
served to legitimate centralised control of education, itself an aspect of Afrikaner
hegemony.

Liberalism, Culture and Modernity
The aim of the last section was to try and give some content to the hegemonic
project of apartheid with specific referenceto 'race' and educationpolicy. One aspectof
the broader organic crisis of apartheidhas been, however, the rise to hegemonic statusof
different racial interpretations that owe more of a dept to the English-speaking liberal
tradition rather than to Afrikaner nationalism. It will be argued in this section that a new
interpretative repertoire that is organisedaround 'culture and modernity' themes has been
taken up and reinterpreted not just by liberals but by neo-liberals and verligte
Afrikanerdom. This may in turn be understood in relation to the uptake by the NP of
liberal themes more generally such as a belief in the 'free market' and in a federalist
future. In the context of the chapter as a whole, the development of the 'culture and
modernity' repertoire is important becauseit provides the discursive framework for the
government's ERS, a point that will be taken up in the next section.
In brief, it will be argued that discoursesaround 'culture and modernity' have
projected a vision of the 'modern' as a set of economic and social institutions and
arrangements.In thesediscourses,the imperatives of economic growth and development
provide a goal towards which all groupsthat constitutea nation ought to aspireand cohere.
In this sensecultural pluralism is celebratedas a positive and enriching force. Within this
broader vision, however, difference basedon the extent to which different groups measure
up to the modern ideal is re-asserted. Whereas modernity is often understood to be
synonymous with European culture, this is not necessarily the case with non-European
groups. African culture in particular is often constructedas being deficient in relation to
the demands of the modern world. Although culturally essentialist arguments and
assumptionsare generally usedto explain difference, biologically essentialistonesare also
used. The educational policy implications of the above have been, broadly speaking, an
emphasison a closer articulation betweeneducationand the economy, and the preservation
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of cultural difference,'community
of white educationalprivilege throughthere-assertion
control' of educationandtheintroductionof newdiscriminatorymechanisms
suchasthose
that operatein model C schoolspresently.
Thesegeneralthemeshave not remainedstatic, however, and havechangedin form
and content. Thus although all of the texts studiedrelatedculture and modernity themesto
an account of a perceived crisis in apartheideducation, and although they all served to
legitimate white privilege in education, they did so in different ways depending on the
groups with which they havebeenassociatedas well as the socio-historical and discursive
contexts in which they have beenarticulated.
As far as the socio-historical context is concerned, the Education Panel reports
(1963; 1966), representedthe first systematicresponseby white liberal intellectuals such
asE. G. Malherbe aswell asbusinesspeoplesuch asMichael 0' Dowd of Anglo-American
to apartheid education policies. Although the reports consciously focused on the growing
disjuncture between education and a rapidly developing economy in the 1960s, taken
together they also representedsomething of a liberal manifesto on 'race', education and
development.
The de Lange report (HSRC, 1981) on the other hand provided its own accountof
culture and modernity within the context of deepening economic malaise and political
crisis, and as an aspect of the government's reformist 'total strategy' (Moss, 1980;
Kallaway et al, 1984). As such it brought English and Afrikaans-speaking traditions
together within the sameinvestigation, and further provided the basis for the insertion of
education into the framework of the 1983constitution basedon the principles of 'general'
and 'own' affairs. Unlike the other texts discussed in this section, the de Lange
investigation also included a few blacks on the team. As will be argued below, this had
implications for the construction of the Other in the report.
As the political and economic crisis deepenedthroughout the 1980s, prominent
Afrikaner and English-speaking intellectualsbegan to articulate a new educational vision
based on neo-liberal or 'free market' principles that was to influence the course of
government policy. Neo-liberalism may be distinguishedfrom traditional or 'old humanist'
concerns.For neo-liberals freedomof choice, individualism, competition etc. takeon a new
weight in relation to traditional liberal concernsaround equality of opportunity, welfare
rights etc. In educationalterms, the 'subject' of neo-liberal discoursesis the individualistic
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entrepreneurrather than the more roundedproduct of a traditional old humanist education.
Although many texts are available as examplesof this new vision, the work of
Andre Spier for SYNCOM and Elizabeth Dostal for the Institute for Futures Researchat
the University of Stellenboschhave been chosen for analyses. Both these authors have,
arguably, had more influence than others - Spier was asked to submit a report for the de
Lange investigationwhilst theInstitute for FuturesResearchhas had close links with policy
makers (Bennell and Swainson, 1990). Further, the work of theseauthors is more worked
out than the overtly rhetorical work of others such as Davies (1990), Vorhies and Grant
(1990) or Markman and Vorhies (1990).
The 1980s saw the emergence of the New Right internationally as a potent
ideological and political force. Whether or not the work of Dostal, Spier et al can be
describedas falling within New Right discoursesinternationally is, however, ambiguous.
Levitas (1986), following Hall and others has defined New Right discoursesas consisting
of two strandsthat she has called ' neo-liberalism'(a belief in the free market) and 'neoconservatism'(a concern with traditional values). Although there has certainly been an
uptake of free market themes by liberals and verligtes alike, these have been more
obviously linked to a reformist project in the South African context rather than a
restorationist one. For the purposesof this chapter, however, the term 'New Right' will
be used interchangeablywith the term ' neo-liberal'
.
Turning to the discursive context in which culture and modernity themes were
elaborated, all the texts examinedmade recourseto 'scientific' forms of rationality either
to provide a 'rational' basis for their argumentsin general, or to legitimate difference
through recourse to scientific racism. The Education Panel reports make more claims
concerning the 'objective' and 'scientific' statusof statementsthan was usually the casein
Afrikaner nationalist discoursesof the time, reflecting the stronger influence of secular
humanism within the English-speaking liberal tradition (Dubow, 1986). Further, many
liberal intellectuals including the influential educationistE. G. Malherbe had beenactively
involved in scientific racism, in Malherbe's casein 'proving' the intellectual inferiority of
the African adolescentas comparedto the white adolescent(Malherbe, 1977).
Many of the liberal speechesin parliament, and many liberal publications such as
those emanating from the SAIRR around the time of the introduction of apartheid policies
are shot through with biologically essentialistassumptions.The following is one example,
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and is drawn from an article by a liberal anthropologist writing in an SAIRR publication.
It will be noted that fear of miscegenationwas not confined to Afrikaner nationalists.
The different human races,though they are but varieties of one human species,the species
homo sapiens,neverthelesshavebeenevolved through long processesof human history and
it is unnecessaryheedlesslyto destroy their individuality until we know moreof what racial
inheritance involves. (Hoernle, 1948, p. 90).

In the case of the de Lange report, however, a new and sharedcommitment to
scientific forms of rationality provided a necessarystarting point and precondition for the
coming together of two humanist traditions, and the uptake of culture and modernity
themesby verligte Afrikaners. As Cloete and Muller (1991) have pointed out, one aspect
of total strategy was the adoption of a new South African Plan for the Human Sciences
(HSRC, 1980)by which reform initiatives could be given a 'scientific basis'. This signalled
a new 'open' approach towards the social scienceson the part of Afrikaner intellectuals
such that provision was made for
the variousscientificframesof reference,cultures,ideologies,philosophiesand viewsof
in orderto facilitatethe necessary
the researchers
verificationof findings. (HSRC, 1980,
P" 9).

In practical terms scientific 'verification' now involved taking cognizanceof methodologies
from the English-speaking social sciencescanon, a move finally institutionalised by the
merging of the English-speakingNational Institute for PersonnelResearch(NIPR) and the
Afrikaner-dominated HSRC in 1985. In disciplinary terms this involved a convergence
between a hermeneutical, continental tradition associatedwith Afrikaner social scientific
research, and a positivist approachassociatedwith the British and American traditions. In
this respect the de Lange investigation, conducted under the auspicesof the HSRC was
important as it signified the coming together of disparateintellectual traditions as part of
a wider bud to increasethe legitimacy of the HSRC. This credibility had been noticeably
lacking prior to 1979 (Cloete and Muller, 1991).
As it transpired, thecommoncommitmentto a 'scientific' investigationproved more
rhetorical than real. The report of the main committee failed to outline the methodologies
employed in the courseof the investigation, and indeed it is difficult to identify any clear
'method' at all. Rather, as Buckland (1982) has pointed out, the report was couched in a
distinctly atheoreticaland 'technicist' style, in which the searchfor immediate solutions to
the education crisis provided much of the vocabulary and many of the motives for the
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report. Although suchan approachprobably owes more to positivism than to hermeneutics,
its adoption and rise to hegemonicstatusduring the 1980smarks a disjuncture or rupture
with the past as representedby both traditions. The current uptake of 'management'
approachesby the government may be understoodas filling the vacuum left by the demise
of traditional approaches,and as extendingthe logic of de Lange's technicism, supported
by the growth of 'managementstudies' as a discipline (see below).
In relation to the de Lange report, the term 'scientific' was usedsimply to indicate
a broadening of participation, and the abandoning of narrow 'ideological approaches'
(interview with Mrs Smith, appendix A). Thus although claims concerning the 'scientific'
statusof the report continued to play an important legitimatory role, the coming together
of the liberal and Afrikaner nationalist traditions is more obvious in terms of what was
actually suggested, and in relation to the principles adopted than in terms of the
methodology employed.
At the heart of the educational prescriptions of all the culture and modernity
discoursesdiscussedin this study there are certain assumptionsconcerning the nature of
human 'intelligence '. In South Africa, the liberal debate as to whether differences in
abilities between Europeansand non-Europeansare the result of genetic or environmental
factors goes back to the early decadesof the century (Cross, 1986). The South African
debatehas articulated with developmentswithin international discourseson the natureand
causesof differences in 'intelligence' between 'races', classesand sexes.The educational
historian, Brian Simon (1978) has provided an excellent account of these international
developments.
From the 1920sand 1930sthe work of psychometristssuchas Cyril Burt provided
a 'scientific' explanation for perceived differences in 'intelligence' between different
classes. This work legitimated segregationistpolicies along class lines in England,
institutionalised in the 1944 Education Act. By the 1960s, however, the imperatives of
technological advancementalong with a growing belief in the influence of environmental
factors in determining the performanceof children at school led to remedial programmes
in Britain and the US designedto compensatefor environmental disadvantageand in so
doing increasethe pool of ability within the country as a whole. It was as part of a rightwing responseto thesedevelopmentsin the late 1960s and early 1970s that the likes of
Jensenand Eysenck attemptedto re-assertthe importance of genetic factors in accounting

149
for differencesin 'intelligence' between'races' and classes.In Britain their work was taken
up by the Black Paperites who in turn informed the New Right call for a return to
selection.
In South Africa, liberals suchas E. G. Malherbe along with institutions suchas the
HSRC have beenactively involved in intelligence testing (Malherbe, 1977). Although all
of the culture and modernity discoursesconsideredin this study remainedambiguousas to
the relative influence of biological as opposedto environmental factors in determining the
educational disadvantageof particular groups, there was broad consensuson the need for
remedial action to counter environmental/genetic deficiencies. In general terms the
intelligence testershave furnished a whole 'regime of truth' around the idea that children
and adults may be categorisedand hierarchisedin relation to a measurablequantity, namely
'intelligence', and that this quantity provides an 'objective' basis for understanding
differences betweenindividuals and groups.
All of the texts that employed culture and modernity themes articulated strongly
with a new set of disciplines that emergedinternationally during the 1950sand 1960sthat
loosely fell under the heading 'developmentstudies'. These new disciplines along with the
institutions with which they were associated(the World Bank, UNESCO, institutions of
higher education, non-governmentalorganisationsetc.) came to exercise a form of biopower over whole populationsthrough their influence on policies aimedat countries of the
South. Along with the human capital theorists of development economics (of whom
Theodore Schultz was a leadingexample), all of the texts studiedassumedthe 'rationality'
of the (western) capitalist system. At the level of epistemology, human capital theorists
assumed that both the economy and economic agents may be subject to statistical
measurementand analysis, and that capitalist developmentis a simple linear process with
predictable outcomes (Fagerlind and Saha, 1982).
The panel reports more obviously reflected, however, the discourses of the
sociologistsof development, and in particular the modernisation theorists. Modernisation
theory assumesthat in order for a country to become 'modem', it must be composedof
a modem population, meaningmodernvalues,beliefs and behaviour. The modernity thesis
is nicely summed up by Inkeles and Smith.
Mounting evidence suggeststhat it is impossible for a state to move into the twentieth
century if its people continueto live in an earlier era. A modem nation needsparticipating
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citizens, men and women who take an active interest in public affairs and who exercise
their rights and perform their duties as membersof a community larger than that of the
kinship network and the immediate geographical locality. Modem institutions need
individuals who can keep to fixed schedules,observeabstract rules, makejudgements on
the basis of objective evidence, and follow authorities legitimated not by traditional or
religious sanctions but by technical competence.The complex production tasks of the
industrial order , which are the basisof modem social systems,also make their demands.
Workers must be able to expect both an elaborate division of labour and the need to
coordinate their activities with a large number of others in the work force. (Inkeles and
Smith, 1974, pp. 3-4).

Modernisation discourseshave not remainedstatic. The form and emphasisthat has
beengiven to eachof the elements'nation', 'institutions' and 'industrial order' haschanged
over time andgeographicallocation. The aboveaccountpresentsa distinctly Keynesianand
Fordist picture of modernity in line with the characterisationof modernity made within
someof the broader 'post-modern' literature (Harvey, 1989; Hall and Jacqueset al, 1989).
In many westerncountries- the templatefor defining 'the modern' in modernisation theory
has beensupersededby a conception of the population as
- the idea of an active citizenry
consumers. Similarly, as far as institutions are concerned, bureaucratic forms of
organisation have given way to the adoption of 'businessprinciples' and a concern with
'management' although a commitment to 'technical competence' remains. Finally, the
'industrial order' has been transformed by revolutions in technology with subsequent
demandsfor a flexible, rather than a specialised,workforce.
South Africa's relationship to thesebroadpatternsof changehasbeen complex and
contradictory. Generally speaking, however, elementsof the 'post-modern' vision have
beenarticulated in more recent educationaldiscoursessuch as thoseof the ERS. Examples
here include an emphasison entrepreneurialskills, the creation of a flexible work force,
management,and the privatisation of education. By far the largest contradiction between
the above account of modernity and the ones discussedbelow, however, relates to the
construction of the 'modern nation' basedon one personone vote.

TheEducationPanel-a Liberal Response
to ApartheidEducation
For the Education Panellists, 'rational' economic concernsand integration into the
world economy were apparently given precedenceover cultural difference, and were
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considered to be a force for national unity. This implied a 'tolerant' approach towards
different cultures (Wits Education Panel, 1963, p. 55). Indeed, culture and modernity
discourseseven allow for the celebration of cultural difference.
healthy friction betweencultures is a powerful stimulus to every kind of
.... contact and
creative effort, and throughout human history both spiritual and material progress have
been most rapid where this stimulus has been present. (Education Panel, 1963, p. 56).

In South African liberal discoursessuchas thoseof the EducationPanel, the modern
conceptionof 'nation' has until fairly recently,beencircumscribedby the absenceof a
commitmentto the universalfranchise.At the time of the EducationPanelreports, the
liberal vision of the modernwas still so structuredby white supremacistconcernsthat it
remainedimpossibleto articulatea democraticdispensationfor all.
In brief the constructionof 'nation' in culture and modernity discourseshas had the
following ideological effects. Firstly, by presenting economic concerns as the primary
national goal it becomeseasier to avoid the thorny issue of the political dimensions of
nationhood such as the universal franchise. Secondly, the assumption, implicit in the
discourses,that capitalist economic developmentbenefits all cultures and groups does not
take account of the way whites have not only directed economic policy but have
empowered themselveseconomically at the expenseof blacks. Finally, the projection of
a multicultural ideal belies the racist nature of the discoursesthemselvesand the ways in
which they have sought to entrenchwhite educationalprivilege
Having created the impression of formally equal cultural groups united around a
common national interest, the Education Panel reports then re-assertdifference between
groups by making recourse to both biologically and culturally essentialist arguments.
Although the reports were written much more from a culturally asopposedto a biologically
essentialistview-point, the lingering influence of biological essentialismwas evident in the
labelling of groups in racial terms, e.g. the 'Jewish race' (Education Panel, 1963, p. 55).
The influence was also evident in the use of evolutionary metaphors to describe the
'cultural' and 'social' evolution of non-Europeangroups (Education Panel, 1963, p. 55).
It is claimed in culture and modernity discoursesthat not all groups have the same
relationship to the modern ideal as others. There is often the underlying assumption in
Europeandiscourses,that modernityis synonymouswith Europeaneconomic, political and
cultural arrangements. These assumptions are evident throughout the reports of the
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Education Panel. Of importancehere is the useof the term 'culture' as a floating signifier.
Whereas 'culture' encompassesall aspectsof the modern in relation to Europeans, in
relation to non-Europeancultures it refers only to a few traditions, customsand languages
that have not becomeoutmoded by the forces of social and economic change.
The portrayal of the non-EuropeanOther in the discoursesof the panel revolved
around the extent to which different cultures were integrated into the national economy on
the one hand, and culturally assimilatedinto the valuesand institutions of modernity (read
westernculture) on the other. 'Primitive' cultures were characterisedin the report as ones
in which 'economic skills and the basis for social adjustmentare an integral part of the
culture'. Modern circumstances,however,
have madenecessarya distinction betweenthesedifferent aspects,becauseeconomic skills
have an international character as well as requiring an adaptability and a willingness to
change which are foreign to the institutions which express the culture of the group.
(Education Panel, 1963, p. 54).

Accordingto the panel
it
be
.... may sometimes necessaryto compel the abandonmentor modification of certain
customs, though..... the importance of this exception in South Africa to-day is slight. It
obviously has no application to the White, Coloured or Indian groups, and the Bantu too
have already reacheda level of cultural evolution where it can have relevanceonly to a few
isolated backward communities (Education Panel, 1963, p.

For the Education Panel it was no good forcing the abandonment of 'savage
customs'. Rather, they would disappear'in the course of natural social evolution' (Wits
Education Panel, 1963, p. 55). In contrastto the 'authoritarian' approachof the Afrikaners,
English-speaking liberals liked to believe that non-Europeanswould inevitably recognise
the superiority of western notions of modernity and seek to mimic them. This would
continue to involve, however, a largely educationalmodernisationeffort directed by whites
such that 'all children of all races without exception must receive at least some formal
education' (Wits Education Panel, 1963, p. 17).

In SouthAfrica as in manyotherpartsof the world, a westerneducationbecame
the panaceafor developmentin liberal discourses
of the 1960sand 1970s,and the means
by which 'backward' groups may improve themselvesand become 'modem'. In the
discoursesof the EducationPanel,educationmustaim at equippingindividualsto perform
a useful economicrole. This did not, however,'relateonly to vocationaleducationin the
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strict sense, as a certain level of general education (including 'economics education') is
essentialbefore peoplecan be satisfactorily trained for certain occupations'(Wits Education
Panel, 1963, p. 16). Further, a general educationwould also ensure 'the promotion of a
sufficient degreeof social adjustment' such that
people will be so adequatelyequipped to live amongstthe complexities and pressuresof
modernsocietythat they will not fall into delinquency or mentalillness. This involves inter
alia, the need to equip individuals with an adequatemoral and ethical system. (Wits
Education Panel, 1963, p. 17).

In contrast to CNE, the Education Panel advocated a secular approach towards
moral education (at least within the state system) basedon European liberal educational
models, and gearedtowards 'self-discipline, responsibility and co-operation, and generally
sound character development in all the teaching, and in the whole tone, spirit and
organisation of the school'(Wits Education Panel, 1963, p. 44). The emphasison moral
education must be understoodas part of the liberal responseto urbanisation, rapid social
change and increases in personal freedom resulting from a breakdown in traditional
authority structures. (Wits Education Panel, 1963, pp. 33-39). It applied 'pre-eminently to
the least well equippedof the Non-Whites, becauseof the exceptionally great gap between
their rural traditions and the requirementsof modem urban life'(Wits Education Panel,
1963, p. 46).
For the Education Panelthen, the causesof the perceivedbreakdown in the African
social fabric were to be located in the 'backwardness'of African culture and as an aspect
of the psychological malaise of Africans themselvesrather than in relation to, say, the
imposition of capitalist and colonial social relations. The panellists remained undecidedas
to the relative importance of genetic as opposedto environmental factors in explaining the
social disadvantage and low intelligence scoresof blacks as compared to whites (Wits
Education Panel, 1966, p. 110) As was the casein Britain and America during the 1960s,
however, South African liberal discourses envisaged an important remedial role for
education in this regard.

Cultural and racial differenceswere still seen by the Education Panel as an
inevitable'problem' in both generalandeducationalterms.
....

South Africa has problems which are peculiar to itself arising out of its character as a

country of many racial, languageand cultural groups. (Education Panel, 1963, p. 54).
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In the discoursesof many liberals at the time, the supposedinevitability of racial and
cultural conflict was used to justify social segregation.Thus in the panel reports it was
suggestedthat local authority boundariesfor the decentralizedadministration of education
should be drawn so as not to encourage'oppressionof minorities' within theseboundaries
(Wits Education Panel, 1963, pp. 58-9). This suggestion is not far removed from
contemporary 'federalist' options being mooted by those who wish to divide the country
into ethnically and racially defined units, nor from the views of the ERS concerning
'community control' of education. Similarly, eachcultural group should have control over
the medium of instruction in their schools under their control (although there is the
underlying assumption in the report that English is the language most closely associated
with modernity).
As was the case with Afrikaner nationalist discourses, examples from other
inevitability of inter-cultural/racial
countries were used to support claims concerningthe
conflict, whilst side-steppingthe issueof the broadercontext in which such conflict arises.
Further, many liberal discoursesalso coopted and mobilised black opinion to support
liberal policies and view of the Other even though this was not the case with the panel
reports specifically. As one liberal MP put it
Nobody is more consciousof the fact that they are backward and poor, than members of
the Native population themselves.(Hansard, 1953, p. 3623)

Liberals even went so far as to claim that they representedthe views of non-Europeansin
parliament (Hansard, 1953, p. 3619). In brief, liberal culture and modernity themes
provided liberals with the discursive resourceto counterpoise their vision of economic
integration and social segregationwith the apartheidpolicy of separatedevelopment.
The de Lange Report - Two Traditions Converge
The de Lange report attempted to develop the stunted conception of the modem
nation outlined by the EducationPanel. Although there was no commitment to the universal
franchise, the report does talk about
The cultivation of positive civil attitudes, i. e. to equip educationalclients with knowledge
regarding the history, geography, fauna and flora, system of government, etc. of the
country, as well as with the problemsand challengesfacing society. (HSRC, 1981, p. 208).

The reportalsowentfurther thantheEducationPanelin projectinga multi-cultural
suchthatthereligiouspluralismof thepopulation
asopposedto an assimilationistmessage
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was acknowledged,as was 'the right to develop an indigenous language of South Africa
as the medium of instruction' (HSRC, 1981, p. 143). Further, as an educational aim, the
report recommendedthe inculcation of 'a senseof social responsibility which can promote
mutual respect, trust and cooperation between individuals and groups' (HSRC, 1981, p.
208). In such a way the de Lange report sought to balancethe 'common' national identity
with an understandingand respect for what is 'diverse'.
The report of the main committee goesout of its way to statethat 'race' should not
be used as a basis for differentiation, and inequality of treatment in education. There is
more than a hint, however, of social Darwinist thought in the following passage.With
referenceto the ways in which inequalities along the lines of 'race, colour, creed or sex'
may be addressed,the report remainsdecidedlyambiguousas to whether such inequalities
are genetically or environmentally determined.
the principle of justice requires that sound educationalstrategiesbe devised to compensate
for geneticor environmentaldisadvantagesin the systemof educationalprovision. (HSRC,
1981, p. 214)

Further, the report affirms the legitimacy of racial classification through its unqualified use
of racially defined categories.There is, however, the emergencein the report of new forms
of 'sanitary coding' evidencedby the use of the terms 'population group' and 'community'
to replace overtly racial categories.Nonetheless,the reiteration of biologically essentialist
themesremainedimportant in the contextof both the report itself, and its eventual insertion
into the framework of 'general' and 'own' affairs via the 1984 Education Act.
Interpretations of 'culture' in the report demonstrateda reworking of 'culture and
modernity' themesin relation to new discoursesthat sought to redefine class subjectivities
and identities in the context of total strategy. Indeed, one of the broader goals of total
strategy was to create a new black middle classto act as a buffer against radical demands
for change(Moss, 1980; RESA, 1988; Kallaway et al, 1984). For the largely middle class
and multi-racial investigating team, representationsof the Other generally focused on a
multi-racial working class. The team also took up, and adapted, human capital and
modernisation themesin their vision of what 'development' might entail. This adaptation
took place in the context of a decline during the 1970sand 1980sof the view that education
alone provided the panaceafor development(Graham-Brown, 1991). By the 1980s, such
a view had been supplantedwithin international discourseson education and development
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by vocational themes. As the de Lange report put it, a certain kind of education was
required involving the learning of 'modern science, technology and managementskills'.
SouthAfricais a developing
countrythatis changing
morerapidlythanmostdeveloped
countries. Modern science,technology and managementskills, which are the most powerful
resourcesthat man has ever had at his disposal to enable him to changehis environment,
are not yet the cultural assetsof significant sectorsof all our population groups. (HSRC,
1981, p. 31).

In relation to the newly-defined Other, the educational implications of the above
were, asis well known, a new emphasison vocational or 'career-oriented' education. For
the majority of the population, black and white, the 'development of innovative and
adaptive abilities with regard to the demandsof cultural change' were presented by the
report as being synonymouswith the ability to 'adjust to new situations, to cultivate a
productivity-oriented ethic of work, and to masternew technological knowledge' (HSRC,
1981, p. 208). One ideological effect of the aboveis to create the impression of a labour
market unrestricted by racial, sexual and class segmentation into which all children
formally have equal access.In contrast, the children of the white and black middle class
would receive a private, traditional education.
Having constructeda new multi-racial and working classOther, and having asserted
the formally equal relationship of cultures in terms of a revised modernist ideal, the report
then proceeded to define a new basis for differentiation between Europeans and nonEuropeansbased on apparently contradictory principles. On the one hand, as has been
seen, the report continuedto usebiologically essentialistlanguageand assumptions.On the
other hand, however, the de Lange report goes further than the Education Panel in
asserting cultural differencesas a basis for differentiation.
Like the Education Panel, the report suggeststhat some cultures are more in need
of improvement than others with regard to the acquisition of science, technology and
managementskills, since 'this knowledge is often not related to the field of experienceof
a child from a more traditional culture' (HSRC, 1981, p. 32). It is likely to be African
cultures that are being referred to here because the report then goes on to identify
'memorization instead of the developmentof insight' as an educational characteristic of
such cultures, a characteristicnormally attributed to African education. Indeed it has been
in African education that the biggest effort has beenmade to vocationalise the curriculum
(Van Zyl, 1991). It is interesting to note in relation to the rhetorical use of the term, the
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way that culture rather than, say, high teacher/pupilratios, is singled out as the causefor
an over-emphasison rote learning.
It is in relation to the curriculum, medium of instruction and religion that the de
Lange report most clearly advocatedculture as a basis for differentiation.
In a country such as South Africa with its heterogenouscultural and social values it would
be unfair to reform the education system to the extent that cultural and social community
valuesare excludedfrom the contentand presentationof the curriculum. (HSRC, 1981, p.
213).

Similarly, as far as the mediumof instruction wasconcerned,the report advocatedthe right
of parents to choosethe medium of instruction for their children.
The report, therefore, provided continuity on, and further developed the idea of a
decentralisedand community controlled system of schooling described by the Education
Panel, 'community' being defined here in cultural terms. As a discursive resourcethe term
'community' has been very useful for Europeaneducationaldiscourses.It can be used to
signify both a racially and a culturally defined group identity, therebyacting as a mediatory
term betweenbiologically and culturally essentialistaccounts. Without making it obvious
it builds on past discursive achievementsthat have defined communities in racial and
cultural terms, and allows both to be tapped as a discursive resource depending on the
context. 'Community' also has an aura of nicenessabout it, of people living together in
harmony. It covers over the untidy business of the Group Areas Act by creating the
impression of a harmlessand natural state of affairs. Importantly, the term also provides
a common starting point for a sharednationalist and liberal educational vision.
The images conjured up by the use of the term 'community' in the report also
articulated strongly with that projected by ProgressiveFederal Party (PFP) discoursesat
the time, once again exemplifying the hegemonyof liberal constructions of culture. Two
distinct educational communities were envisaged,one revolving around the private 'nonracial' school, and the other revolving around the neighbourhood stateschool. According
to one PFP spokesperson,the role of the desegregatedprivate school would be to provide
an opportunity for black and white children to 'develop understandingof one another, to
cooperate with one another and to remove prejudice and distrust between the various
groups' (Hansard, 1984, p. 8116). Further,
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it has beenproved that one can open schoolswithout damagingthe security of any
... once
group or undermining the identity of any group, we can move forward with the process.
(Hansard, 1984, p. 8116).

In brief, the vision of the non-racial private school differed very little from the situation
pertaining at the time in such schools, where children of the black middle class were
assimilated into the traditional liberal academicapproach.

The imageof theproposedgovernmentstateschool,or neighbourhood
school,was
informed by the following concerns.
in an open society children have the right to attend neighbourhood schools and
...
educational institutions paid for or subsidised by public funds irrespective of race or
religion.... in any neighbourhood in South Africa all the people living within that
neighbourhood should be entitled to allow their children to attend the nearest school to
where they live, if they so wish. (Hansard, 1984, p. 8119).

The strong claim to liberal and egalitarian values in the above speechexemplifies, once
again, both the flexibility of languageuse,and the ways in which egalitarian argumentsare
used to justify racist policies. In the South African context, the Group Areas Act has
ensured that, for the most part, neighbourhoodscontinue to be racially defined. For the
PFP, a commitment to freedom of associationactually implied that
had in America where there was
... we are opposed to the sort of system that one
unacceptableand forced integration such as the bussing policy. (Hansard, 1984, p. 8119).

The image of the educationalcommunity that was beginning to emerge around the
time of de Lange, and which de Lange fed into, was one that continued to be controlled
and defined by whites. This vision, reproducedin the ERS, is of a predominantly white
neighbourhood into which a few blacks have moved. It anticipates a model C-type of
dispensationin which blacks are admitted to white schoolsprovided they are proficient in
either English or Afrikaans, that they are prepared to accept the dominant values of the
school, and that they live within the catchment area. Opposition to 'forced integration'
allows admissionsproceduresanddecisionsconcerningthe running of the school to remain
in the handsof whites. In model C schools, integration has meant, in effect, assimilation.
Whether in relation to a federalistfuture or a new educationaldispensation,'culture
and modernity' discourses are designed to allay white fears about being 'swamped' by
different cultural groups and about 'standards'. The construction also serves to legitimate
white privilege. Having achieveda position of economic dominanceand comfort within
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racial Fordism, the new cultural essentialismallows whites to keepthat position and to only
allow blacks into their community and schoolson terms set by whites. For the new black
middle class, assimilation into white middle class culture offers a passportto successnot
only within a 'new South Africa' but within a world dominated by western values.

TheInfluenceof the SouthAfrican NewRight
The discoursesof the South African New Right provided a third and more worked
out version of 'culture and modernity' themes. Of relevance here is the more clearly
defined vision of 'the nation' that began to emergein thesediscourses,although one that
remained severely limited by the absenceof a commitment to one person one vote. This
new vision involved a subtleshift from that projectedby the Education Paneland De Lange
reports.
Firstly, in common with theseearlier discourses,the conceptof nation is still very
much seen through the perspective of culture and in relation to modernisation. As was
discussedabove, thesepast accountshad projected a view of a common culture defined in
relation to rights and duties of citizens (however circumscribed and underdevelopedthis
notion remained in the South African context). In the discourses of the New Right,
however, this definition was supplantedby the ideaof a national culture defined in overtly
political terms as a loyalty to the capitalist system. Both nazism and socialism were put
forward by Spier as examplesof 'foreign lifestyles' that should be alien to South African
culture. One way of interpreting the New Right discourse is to understandit as projecting
a national corporate identity for South Africa (Said cited in Wetherell and Potter, 1992).
Through a common commitment to capitalism and assisted by the development of
entrepreneurial skills, non-Europeanswere being invited to join the South African 'firm'.
Spier used the following quote from Eynsenck as a means for re-asserting
difference.
Recognition of man's biological nature and genetically determined inequality inevitably
associatedwith his derivation, is an absolutelynecessarybeginning for any attempt to use
the methodsof scienceand reasonin an effort to saveourselvesfrom the very real dangers
that confront us. (Eynsenckquoted in Spier, 1981, pp. 17-18).

This observation led Spier to assertthat
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One moral consequenceis that the ruling power elite, which determinesthe structures of
society, carries a heavy responsibility to adjust the mal-equippedto an environment which
is not of their choice. (Spier, 1981, p. 18).

Biological essentialism, therefore, played an important part in Spier's uptake of
modernisation and 'white man's burden' themes.
Dostal's concernon the other handwas with how 'different cultural contexts seem
to foster different ways of perceiving reality, of being inspired, and relating to it' (Dostal,
1989, p. 64). Providing her own readingof Inkeles and Smith shedefined 'modernisation'
as follows:
... an opennessto new experiences,a readinessto acceptnew social relationships, roles and
authority structures, democratic behaviour, an emphasison efficiency, time, planning,
control (as opposedto fatalism), educationaland occupationaladvancement,individualism
and human dignity. (Dostal, 1989, p. 31).

Following in the footstepsof the EducationPanelandde Langereports,Dostalidentifies
Africans asbeing in particularneedof modernisation.
Dostal used two theories to demonstrate the innate cultural backwardnessof
Africans. Firstly, she made a distinction between 'right' and 'left-sided' thinking. Rightsided thinking accounts for 'logical, rational and analytical thought'. A senseof time,
scientific ability and speechare governedby the right hemisphereof the brain. In contrast,
she describedleft-sided thinking as 'patterned,integrated, holistic and relational'. The left
hemisphere is responsible for attributes such as musical ability, body awarenessand the
recognition of patterned wholes like faces. 'It may have a dreamlike quality and is not
bound by Aristotelian logic, the linearity of time or the causality of events' (55). Whereas
western, industrial culture is equatedwith right-sided thinking, African culture is equated
with left-sided thinking.
Dostal further distinguished between a 'homogenistic' and a 'heterogenistic
mindscape'. The former separates'the self from the world, the inside from the outside,
spacefrom mass,and they focuson singular functionsand opposites'. Heterogenistictypes,
on the other hand, are contextual and 'emphasizecontinuity between self and the world,
inside and outside, spaceand mass'(64). Whereaswesternculture and scientific reasoning
are equated with homogenisticthinking, African culture is heterogenisticin nature. Both
Dostal and Spier drew similar conclusionsfrom their respectiveanalyses.
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It has been suggestedthat some cultures (including African culture) display values which
are incompatible with scientific thought and modern economic and technological
development. (Dostal, 1989, p. 65).
Westernindustrial society are not unquestionablyacceptablenor digestible
... the ethics of
to African culture. (Spier, 1981, p. 7)

Scientific racism played a useful ideological role in the argumentsof both Dostal
and Spier. Firstly, Dostal's accountin particular reinforced long standingstereotypesabout
Africans including the view that they have innate musical ability and a poor senseof time/
punctuality. Secondly, the aboveconstructionallowed western 'civilisation' to come in for
a good deal of praise, not only in relation to scientific achievement,but also in relation to
attitudesand values(including, even 'personalintegrity', p. 64). Thirdly, the aboveaccount
provided a simple explanation for the phenomenonof 'underdevelopment' without having
to deal with the historical legacy of colonialism and the systematicunderdevelopmentof
Africa by Europeans(Rodney, 1972). Fourthly, by equating scientific achievement with
western culture, the role of blacks in the development of science and technology was
denied, as was the debt that western scienceowes to its predecessorsand contemporaries
in Africa, the middle east, China and elsewhere. Finally, Dostal's portrayal of African
culture as being antithetical to Aristotelian logic provides a convenient explanation their
involvement in 'irrational' activities such as educational strugglesand massaction.
Dostal and Spier did make certain qualifications to their argument so as not to
appear racist. Both suggestedthat aspects of African culture might in fact turn out to be
useful for modernisation. For Spier,
In the restructuring of our society, in which educationcan take a lead, it may be wise to
consider which values in the African heritagecan make a contribution. (Spier, 1981, p. 7)

Dostal developedthe idea further. She suggested
that the Japaneseare also 'left-sided'
thinkers and 'heterogenist'.She provided an accountof the successof the Japanese
modernisationproject in theseterms.
Basedon the vision of 'Japanesespirit with Western ability'..... the Japaneseencountered
Western knowledge, organisational structuresand processesand integrated them with or
adaptedthem to the values, norms and traditions of their own culture. (Dostal, 1989, p.
68).

Dostal then went on to suggestthat
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It is often suggestedthat the essenceof the 'African spirit' is a community and context
orientation. As in the caseof Japan,this dimensioncould provide the motivation and social
organisation for a development path appropriate to South Africa. It may even prove
superior to the motivation and social organisation underlying Western industrial culture.
(postal, 1989, p. 68).

Once again, the above quote reinforces racist stereotypes. Whereas Europeans have
'scientific ability', Africans have 'community spirit'. Further, by creating the impression
that developmentsimply involves marrying two cultural traditions ('mutual enculturation'
as Dostal puts it), Dostal avoided the tricky questionof who holds economic power, and
which group/s determine economic change.
Besidesfacilitating a processof 'mutual enculturation', educationshould, according
to Dostal and Spier, also be 'relevant'. Following a trajectory laid down in the de Lange
report, both authors assertedthe importance of scienceand technology in the curriculum
for the majority, and a move away from academic bias. In concert with vocationalist
discoursesfrom Britain, the USA and elsewhere,they further emphasisedthe importance
of 'entrepreneurial skills'. In relation to the latter, African culture was once again found
wanting, this time becauseit was held accountablefor rote-learning in African schools
(another feature in common with the de Lange report), a process antithetical to the
development of entrepreneurial skills. Apportioning blame to African cultures for the
practice of rote learning neatly side-stepsthe issue of how forms of pedagogy have
developedin relation to the colonial context and a dire lack of resourcesin black schools.
Although Dostal's accounttried to give the impressionof equality and of the mutual
enhancementof cultures (a move common to all the culture and modernity accounts
discussed so far), she quickly qualified this claim. Rather than have European culture
'swamped' by African culture, the processof mutual enculturation must involve Africans
and Europeans coming together in the educational context 'in more or less equal
proportions' (Dostal, 1989, p. 67). The process of 'Africanisation' would thereby be
avoided.

The vision of the educationalcommunityprojectedby both Spierand Dostaltook
up aspectsof that developedin the de Langereportandthe liberal discoursesof the early
1980s.It wasalsolocatedfurther alongthemodelC andERSroad.In tune with de Lange
and the PFP, Spier and Dostalenvisagedprivate schoolsas a suitablevenue for mutual
enculturation.Similarly, theprinciple of 'parentalchoice' wasusedasa rhetoricaldevice
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to entrenchthe current privileges of white communities. Dostal and Spier added a further
exclusionary mechanism in their suggestions, however, through the advocacy of the
introduction of user fees in currently white schools. Here the influence of New Right
discoursesabout privatisation are evident.
Like the de Lange report, the South African New Right sought to redefine the
European relationship to the Other within a fundamentallyrestructuredterrain. In the case
of de Lange this redefinition took place in the context of total strategy, and of 'own' and
'general' affairs. New Right discourses,on the other hand, articulated strongly with the
introduction of neo-liberal policies in the economyand within social welfare. By projecting
entrepreneurialismas the national identity, Dostal, Spier et al firmly located themselves
within the ranks of those who have sought to make South Africa 'safe for capitalism'
(Chisholm, 1991). Within this context 'multiculturalism hasbecomethe preferred capitalist
strategyfor dealing with ethnic groups and for the 'servicing of diversity' (Kalantzis cited
in Wetherell and Potter, 1992, p. 138). Neo-liberal educationpolicies also played their part
in the restructuring of white/black relationships. Vocationalism, as has been discussedin
relation to de Lange impacts most strongly on the black working class. Similarly,
privatisation has played a part in reinforcing ethnic boundariesin the imagined educational
communities of Europeandiscourse.
Racist Discourses and the Present- the Education RenewalStrategy
When attempting to write a 'history of the present', Foucault has urged us to look
for beginnings rather than origins. Instead of locating the nature of the present in the
workings of the economy, the achievements of great men and women, or even in the
inspiration of a divine creator, we are implored rather to search for the contingent, the
hidden and neglectedeventsand narrativesthat make the present understandable.The aim
of this chapter has been to uncover the discursive beginnings of the ERS and the
Curriculum Model (CM). In so doing, it has been found prudent to examine not one, but
several starting points. It will be argued that the ERS mixes and repositions many of the
discursive elements from the texts examined so far in relation to the formation of new
alliances and new hegemonicprojects within the white power block.

The contextin which the ERS/CMemerged,includedthe failure of de Klerk's ten
yearplan for education,the unbanningof the liberationmovements,economiccrisis, and
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the adventof the era of negotiations.Understoodpolitically, it is suggestedthat the taking
up of liberal and neo-liberal conceptionsof culture by the ERS is an aspect of the uptake
of liberal themesmore generally by verligte Afrikanerdom. The ERS openly acknowledges
its support for both the free market and a devolved federalist structure of government.
Like all the other documentsstudied so far, the ERS/CM also makes claims to
'neutrality' despiteits partisanparty political nature. Like de Lange, the 'scientific' nature
of the exercise is asserted in the extent to which different political view-points are
encapsulatedin the document (interview with Mrs Smith, appendix A). In this sensethe
ERS/CM is a prisoner of its own form of rationality, as it continues to exclude the views
of the Democratic Movement, even after the unbanning of the ANC, PAC etc. As one
senior architect of the ERS/CM put it
When we conceived of the ERS we grappled with this issue of how do you obtain
legitimacy, and I realise that this is probably the biggest problem of the ERS is its
legitimacy [sic]. (Interview with Dr Stumpf, appendix A, p. 109).

Lack of legitimacy in the senseof the views represented had the following
implications. Someof thelanguageof the DemocraticMovement is selectively cooptedinto
the document. Thus someof the demandsthat had arisenduring the education strugglesof
the 1980se.g. for a non-racial and non-sexisteducationsystem are carefully incorporated
into the document, but within terms previously defined by its authors. The ERS goes
further than de Lange in assertingnot only that 'race should not feature in structuring the
provision of education' (DNE, 1992, p. 16), but that the 'education dispensation' should
aim at the 'elimination of discrimination on the grounds of race, colour and gender' (17).
The ERS/CM even goes so far as using the term 'non-racial' (16). These goals remain
unconvincing, however, in the absenceof any strategy for achieving them, curricular or
otherwise. Further, it will be argued below that the ERS/CM actually entrencheswhite
privilege through its construction of culture and of difference.
In the absenceof 'legitimacy', the ERS/CM must look elsewherefor a scientific
basis. Its claims to 'neutrality' are premised on a new type of 'scientific rationality',
namely, that associatedwith 'management'andsubjectssuch as 'managementstudies. The
sub-title of the ERS is 'Management Solutions for Education in South Africa'.

In

managerialism, the criteria for asserting the 'truth' lies not so much in the 'objective'
findings of dispassionateacademic endeavour, but rather in the success or failure of
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pragmatic 'solutions' to educational problems. As such the ERS takes up and further
develops the technicism of de Lange (albeit within the new framework of managerialism).
Managerialism is also associatedwith the increasingcorporatisation of knowledge
itself underlate twentieth century capitalism (Cloeteand Muller, 1991), exemplified by the
semi-privatisation of research organisations such as the HSRC, corporate funding of
researchand growing links betweenthegovernmentandprivate sectorin undertakingssuch
as the ERS. In this context, corporatemanagementtechniqueshave beentransferred to the
public sector. Increasingly teachers,particularly in black schools, are being subjected to
management training courses, and the educational bureaucracy is constantly being
rationalised along managerialistlines (Chetty et al, 1993). The rhetorical nature of much
of the managerialistdiscoursein South African educationis, however, demonstratedby the
unwillingness of the government to address issues of resources and of management
capacity, especially in the Department of Education and Training and in the education
departmentsof the TBVC territories (Mc Lennan, 1993)

Ball (1990,b) hasdescribedthe newemphasison management
as the introduction
of a new kind of 'moral technology',designedto producethe 'efficient' teacher.
Managementis a theoretical and practical technology of rationality geared to efficiency,
practicality and control... .it embodies a clear empiricist-rationalist epistemology.
Organizational control and individual action are subsumedwithin a technical perspective.
A view that contendsthat social life can be masteredscientifically and can be understood
and organized according to law-like generalizations.The selection of appropriate courses
of action rests upon and is limited to the expertise of those, the managers,who possess
appropriate scientific knowledge and training. It is thus a closed system which separates
policy from execution, and reservespolicy making to those designatedand trained in its
techniques.Furthermore, it presentsitself as an objective, technically neutral mechanism,
dedicated only to greater efficiency: the one best method. (Ball, 1990,b, p. 157).

forms of organising
Ball counterposes
to other, moreprofessional/collegial
managerialism
is an 'imperialistic
schoolsandmakingdecisions.He thengoeson to addthatmanagement
discourse'i. e. onethatassertsits superiorityby settingitself againstirrationalityandchaos.
As the 'linguistic antithesisof crisis' managerialistdiscoursehasan importantdisciplinary
role to play in SouthAfrican education,just asit did in 1980sBritain (Ball, 1990,b).
He also links the emergenceof managementas a new disciplinary technology to
school effectivenessstudieswhich havesimilarly identified the individual teacheror school

166
as the 'problem' to be addressed.Although they have had a fairly limited influence in
South Africa to date, schooleffectivenessstudieshavedirectly influenced the ERS in some
of the claims that are madee.g. the World Bank's claims relating class size to educational
performance (DNE, 1992, p. 6), and in terms of an overall approache.g. in the use of
computer modelling techniques to find the most 'cost-effective' and 'efficient' funding
formula for education. As an example of the application of economic principles to
education, school effectivenessstudiesalso have an important ideological and rhetorical
role to play in the context of transition and crisis.
Basedon apparentlysophisticatedstatistical techniques,school effectivenessstudies
make strong claims to objectivity and neutrality. For example, many studies claim to be
able to statistically make allowances for the home background of the child, in order to
isolate in-school factors that affect achievement. Further, both managementand school
effectivenessstudies are basedon behaviourist assumptions,i. e. that human behaviour,
such as educational achievement or the efficiency of a teacher, can be modified by
manipulating variables in the immediate environment. They work from a view of human
nature as a quantity that can be measured, categorised and improved. Through
organisationssuchas theWorld Bank, United StatesAgency for International Development
(USAID) and Harvard Institute for International Development(HIID), school effectiveness
studiesare increasingly being applied to the South. Here they have becomeimportant for
the neo-liberal project of organisationssuch as the World Bank and the IMF, by shifting
attention towards the efficacy of individuals and schools, and away from broader political
issuessuch as cuts in welfare spendingand the introduction of monetarist policies.

As Samoff(1992)hasargued,schooleffectiveness
studiesfeedinto a new form of
modernisationtheory....
Africa's problems are to
.... which insists now, as it did 30 years ago, that the causesof
be found within Africa: its people, resources,capital, skills, psychological orientation,
child-rearing practices,and more..... Just aspoverty is to be explained by thecharacteristics
and (in)abilities of the poor, so the explanationof problems of African education are to be
found within and around African schools. (Samoff, 1992, p. 70).

Further, as Mangaliso (1991) has pointed out, current theories and practices of
managementin South Africa are unequivocally eurocentric in their nature, values and
assumptions.The questionas to whether managementand schooleffectivenessstudiesmay
be appropriated towards progressive ends (as Mangaliso suggests in the case of
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management) will be further explored in the next chapter. In constructing its own
interpretative repertoire around the culture and modernity theme, the ERS/CM may be
locatedwithin the new internationaldiscourse.It shouldalso be seen however, asbuilding
,
on, and drawing together, discursive elementsfrom the repertoires discussedso far in the
chapter within the broader context of negotiations.
The vision of a nation in the ERS/CM anticipatesthe introduction of the universal
franchise in its discussionand advocacyof a devolved federal structure (see chapter two
of the ERS, DNE, 1992 pp. 15-25). Further, the CM talks of 'the education of learners
towards responsible and full citizenship' (DNE, 1991,b, p. 12), and even of national
curriculum frameworks. In defining the national identity, the ERS/CM draws upon neoliberal themesin its advocacyof the free market and its emphasison the developmentof
entrepreneurialskills. This is tempered,however,by more traditional liberal concernswith
the rights and duties of citizens. Taking up a theme that started with the Education Panel
reports, the ERS/CM also celebratescultural pluralism within this conception of nation as
a political and corporateentity.
The long shadowof 'race' and of biological determinism remains in the ERS/CM,
as a basis for reassertingdifference. This is exemplified, not only by the unqualified use
of the term 'race' itself, but also by the assumptionof the inevitability of 'race barriers'
(DNE, 1992, p. 15). The ERS/CM marks a new stage in the sanitization of racist
discourses,however, through its almost total reliance on the term 'community' to do the
ideological and discursive work of biologically essentialistaccounts. As was the casewith
de Lange, the term provides an important bridge betweenbiologically and culturally framed
accounts,and a point of convergencefor both nationalistand liberal traditions. In the ERS,
however, the rhetorical role of this term has been extendedfurther than in de Lange.
What sets the ERS/CM apart from previous constructions of culture and modernity
is its self-conscious insertion into the 'development' paradigm. According to the ERS,
SouthAfrica'spopulationencompasses
bothdeveloped
anddevelopingcommunities.(DNE,
1992, p. 9)

Here the term 'community' provides an important bridge not just between white South
African accounts of difference, but between 'apartheid-speak' and modern development
paradigms. By identifying South Africa's problemsas arising from having both developed
and developing communities, the ERS/CM discourse has the effect of normalising South
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Africa's educational problems. The crisis in black education may be presented as just
another example of underdevelopment.School effectivenessstudiesand the rationale on
which they are based play an important role here as they provide a series of norms
(concerningfor exampleteacher/pupilratios, the importanceof text books or of prioritising
basic educationetc.) against which black educationmay be consideredin relation to other
developing countries. This reveals a further ideological effect of the whole school
effectivenessparadigm, namely, the way in which researchresults from different contexts
become aggregatedat an international level. This in turn results in the formulation of
policy prescriptions that do not take cognizanceof the varied socio-historical experiences
of the countries under question.
Whereas in the de Lange report, some whites were included in the category of
those requiring modernisation (albeit in a qualified form), in the ERS/CM this is not the
case. The term 'developing communities' is used almost exclusively to refer to Africans.
Without appearingracist, therefore, the ERS is able to refer to the inadequaciesand shortcomingsof Africans asan aspectof their statusasa developing community. Whites, on the
other hand, are clearly identified as belonging to the developed world. The ideological
work done here is to locate black and white South Africans differentially within a 'new
world order' characterisedby growing inequalitiesbetween thepredominantly white North
and the predominantly black South. This is in anticipation of South Africa's full
reintegration into the world economy.
All this has implications for the perceivedrole of education in development. The
CM takes up vocationalist themes, although in a more worked out way than either de
Lange or the New Right. There is scopefor the majority to pursue either a vocational or
a vocationally-oriented educationin the secondaryschool, and in reality, given the current
situation in black schools, these are likely to be black (Bennell et at, 1991). There is,
however, also scopefor a broadereducationthan normally implied by vocationalism within
the fairly flexible curriculum frameworks. This may be understood in relation to the
increasing need, not only for narrow skills, but for a flexible workforce. It may be, in
other words, an aspectof the emergenceof post-Fordist technologiesalongside older ones.
Arguably, however, thosewith an academiceducation(who are in effect likely to be white)
will be in a better position in the post-Fordist market place than those with a vocational
one. Finally, the ERS/CM advocatethe developmentof entrepreneurial skills.
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Culturalessentialism
continuesto playanimportantrolein theERS/CMasa means
of differentiating betweengroups. For examplethe ERS arguesfor cultural groups to have
control over their own educationin the following terms.
In a region that accommodatesa single homogenouscultural group, the devolution of power
to a regional authority level could still be acceptableup to a point, since suchan authority
would be representativeof thecultural group concerned.In SouthAfrica, however, we find
a different situation. The patternof interwoven occupationof regionsencounteredin South
Africa brings about a need for a stronger say in the affairs of their schools and other
educationalinstitutions among the peopleat a lower level of the community. (DNE, 1992,
p. 23).

Having establishedthe 'community' as being essentially ethnically defined, the
ERS/CM then proceedsto shoreup white privilege using a variety of mechanismsfrom the
discoursesdiscussedso far. From de Lange comes the idea of community control over
medium of instruction and over aspectsof the curriculum (in the ERS/CM this is to occur
within national frameworks). From the New Right and organisations such as the World
Bank, the idea of setting fees, and from model C schools themselves, the idea of
community control over admissionsto the school. The ERS also mobilises arguments
concerning 'standards' to preserve the status quo in white schools (DNE, 1992, p. 12).
Once again the ERS/CM justifies its position in relation to egalitarian arguments.
Nationally recognisedandeducationally relevant basichuman rights suchas mother tongue
education, freedom of religion and the practice and transmission of an own culture.
Freedom of association must consequently form the cornerstone of the new education
system. (DNE, 1992, p. 17).

In terms of creating subjectpositions, the discoursesof the ERS/CM continue to
implicitly celebratethe achievementsof white Europeanculture as an aspect of the vision
of modernity in thedocuments.In thesediscourses,however, whites also becomeguardians
and owners of a new cultural attribute, namely a 'culture of learning'. This is not,
according to the ERS, also the casewith African culture.
Unfortunately establishing such a culture of learning in the developing sectors of our
society has of late been severely hamperedby disturbancesand disruptions in the schools
in these communities.... Even more disturbing, however, is the initiating role many Black
teachershave played in organising school and classboycotts in 1990... (DNE, 1992, p. 7).

The aboveaccountbuilds on previous discourses,from Afrikaner nationalist
and liberal ones through thoseof the New Right, to project an image of African culture as
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irrational and prone to chaos. As such it continues to redefine political struggles over
education as an aspect of cultural delinquency. It is also cooptive in the sensethat the
question of restoring a 'culture of learning' in black schoolsis high up on the agendaof
the Democratic Movement.
The rhetorical role of thediscoursesof the ERS/CM may be summarisedasfollows.
Firstly, thediscoursesprovide a link betweenthe racism of indigenousEuropeans,and new
development paradigms that serve to legitimate inequality between North and South.
Secondly, the ERS/CM projectsdifferent subjectpositions for whites and blacks in relation
to this international order, reflecting its ideological role in relation to the preservation of
white educational and economic privilege in South Africa.
The aim of this chapter has been to demonstratethe extent to which education
policy in South Africa has been, and continuesto be shaped,by racist discourses.These
discourseshave operated to preservethe educationalprivilege of whites at the expenseof
blacks. They have not remained the same, however, and have evolved in relation to
changing material and discursive contexts. In so doing, they have redefined the European
relationship to the Other.
Europeanracism has always been resistedin South Africa as elsewhere. It is also
the case, however, that Europeanaccountsof difference have informed, and have been
informed by, the racial interpretationsof black SouthAfricans. It is towards a consideration
of the racial interpretationsof the Democratic Movement in educationthat the next chapter
will turn.
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CHAPTER 5
THE RACIAL INTERPRETATIONS OF THE DEMOCRATIC
MOVEMENT

Introduction
This chapter will examine the racial interpretations that have emerged from
predominantly black groupings during the course of the struggle against apartheid and
European racism. As was the case with the last chapter, the central focus will be on the
ways that anti-racist discourseshaveshapededucationalpolicy. Two broad streamsof black
thought have been identified during the course of analysis, each of them representing a
different form of African humanism. In other words, like the two forms of European
humanism discussedin the last chapter, each streamof thought contains assumptionsboth
overt and implicit concerning humannature (and in particular the importance of 'race' as
an essential human characteristic). Further, each one discursively constructs subject
positions for different individuals and groups, whether around 'race', a national identity,
culture, class, gender etc. often with implications for the role of these groups (and of
human agency in general) in political change. Finally, both streams have also drawn
inspiration from aspectsof both Christian liberal humanistthought and African humanism
as exemplified by the writings of Kaunda, Nyrere and others.
Unlike the two forms of Europeanhumanismdiscussedin the last chapter, however,
there is no correlation between the two forms and any linguistic or religious grouping.
Rather, Gerhart (1978) hasdescribedthesetwo streamsof African thought in terms of their
respectiveresponsesto the Christian liberal frame of referencein the post-war period. She
has differentiated betweenan orthodox African nationalist streamon the one hand, and a
more liberally inclined 'multi-racialist' (or non-racialist) stream on the other which has
mixed African nationalism with liberalism. Included in the former category of 'rebels' are
individuals such asMda, Sobukweand Biko along with organisationssuch as the PAC and
Black Consciousness.For Gerhart the 'realist' multi-racialists include the ANC and other
membersof the congressalliance.
Whilst going someway towards representingthe ideological differences within the
African nationalist movement in the 1940s and 1950s, Gerhart's typology tends to
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underplay the deepeninggulf between the ANC and South African liberalism especially
since the banning of the organisation in 1960, the subsequentturn to armed struggle and
the growing influence of Marxist thought within the organisation from the 1950sonwards.
Further, sucha typology runs the risk of portraying black thought merely as a responseto
terms of referencedefined solely by whites. Although it will be argued that there has been
a good deal of interpenetration of racial interpretations, language and images across the
political spectrum in South Africa, this has certainly not been a simple processof white
action and black response.It will be demonstratedthat black groups opposed to apartheid
have structuredand positioneddifferent elementsin their racial interpretations, drawn from
a variety of sources,in order to legitimate their own counter-hegemonicprojects.
In keeping with the approachof the study so far, each form of African humanism
will be identified with the interpretative repertoire that it has employed to account for
'culture', 'nation' and 'race'. The first repertoire to be consideredhas been called 'black
consciousness'with referenceto the major political tendencywith which the repertoire has
been associatedin the period under review. Important characteristicsof this repertoire,
include an essentialistview of 'race' and culture together with an organicist conception of
nation that has identified Africa as belonging to Africans. It is also clearly marked out by
its insistenceon black self-relianceand consciousnessraising as a meansof shaking off the
shacklesof hundredsof years of enforcedinferiority under colonialism. In this repertoire
whites are generally perceived as part of the 'problem' in the struggle for national
liberation rather than as potential allies.
The secondrepertoire has beendubbed 'non-racialism' and has proved to be by far
the most dominant counter-hegemonicinterpretation. Indeed, as a repertoire it has already
reached near hegemonic statusnot only amongstblacks but throughout the body politick
as a whole in South Africa. It is characterisedby a vision of a united South Africa in which
all South Africans enjoy commoncitizenship, rights and opportunities regardlessof 'race',
culture or gender. 'Non-racialist' discourseshave identified the apartheidgovernmentalong
with white supremacistsand their collaboratorsas the enemy of national liberation rather
than whites per se. Needless to say the categories outlined above represent broad
generalisations.In reality there hasbeena gooddeal of overlap betweenthe two repertoires
both at the level of policy and at the level of individual beliefs and commitments. Further,
it is an aspect of the approach adopted in this and the last chapter that interpretative
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repertoires are not ahistorical. They may change fairly radically in form and content
according to the material and discursivecontextsin which they arise and the organisations
and interests with which they are associated.
As was the case in the previous chapter, the texts analysed below have been
organised around events that have been considered important in the development of
resistanceto apartheid education and the quest for alternatives. These events include (in
chronological order); initial resistanceto bantu educationand the formation of the Africa
Education Movement; the emergenceof the Black ConsciousnessMovement in the late
1960sand 1970sand its subsequentinfluence on the educational policies of the Azanian
People's Organization in the early 1980s;the emergenceand developmentof the concept
of 'people's education' both at home and in exile during the mid-1980s; and the
developmentof ANC educationpolicy sinceits unbanningin 1990. Further in keeping with
the previous chapter, eachtext hasbeenput into a material (economicand political) aswell
as a broad discursive context before being interrogated in terms of the interpretative
repertoire employed, the subjectpositions constructed, the vision of development thrown
up by each repertoire and the ensuing implications for educationpolicy.
This chapter will be presented in accordancewith the interpretative repertoire
employed. Unlike the previous chapter, however, the material presentedbelow does not
lend itself to a neat chronological accountof thedevelopmentof different repertoires. Black
consciousnessonly reappearedin the late 1960s/early1970sas an important influence on
education whilst non-racialism has been an aspectof black political discourse since the
beginning of the apartheid era. What follows then must be read againstthe broad history
sketchedin previous chapters.

Black Consciousness
and Self-reliance- the Growth and Influence of the BCM.
The major event consideredin this section is the emergenceand rise of the Black
ConsciousnessMovement (BCM), its influence on educational discoursesof the time, and
its continued influence on the educational policy of the Azanian People's Organisation
(AZAPO) in the early 1980s. The texts consideredin relation to these events include a
collection of writings by the black consciousnessleader Steve Biko entitled I Write What
I Like (Biko, 1978), other articles from early editions of the SASO Newsletter along with
the 1984AZAPO educationpolicy (AZAPO, 1991). These texts representdifferent stages
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in the elaboration of black consciousnessthought and of its implications for education. In
terms of the accountsthat are given of culture, nation and 'race' it will be argued that both
sets of texts also provide continuity on themesexpressedby Africanists within the ANC
during the 1940sand 1950sas well asby the foundersof the PAC following its break with
the ANC in 1959. It is the more immediate and profound contemporary relevanceof the
Black ConsciousnessMovement (BCM) and of AZAPO on educational politics and
thinking, however, that has singled out the ideasof these organisations for study.
The political and economic contextsand events that gave birth to the BCM in the
late 1960shavebeendiscussedin previous chapters.They have also been extensively dealt
with elsewhere(see for example Biko, 1978; Christie, 1991; Gerhart, 1988; Davies et al,
1988; Pityana et al, 1991). A brief history of the BCM and its offshoots is in order,
however, in order to contextualisewhat follows. It will be recalled that the BCM emerged
into the political vacuum created by the banning of the ANC and PAC in 1960. The
following decadehad also seenthe more rigid application of apartheidpolicies in a climate
of economic growth. The wars of liberation being waged elsewherein SouthernAfrica had
gathered momentumand important advanceshad beenmade by African Americans in the
US in their struggle for civil rights in the late 1950sand early 1960s.
Black consciousnessas a philosophy had its beginningsin the student movementof
the late 1960sand developed as part of a critique by some black students of the whitedominated and liberal National Union of South African Students (NUSAS). The critique
focused on the forms of 'integration' and of 'non-racialism' adopted by white NUSAS
memberswhich often amountedto the attemptedassimilation of blacks into a world view
and setof priorities defined by whites and in a discursive spacecontrolled by them. It was
chargedthat despitethe sometimesradical posturingof white liberal students,it was highly
unlikely that they would seekto change a systemdefined by racial inequality and out of
which they (the whites) could only gain. Biko provided a powerful critique of 'multiracial'
organisations along the following lines:
the black-white circles are almost always a creation of white liberals. As a testimony to
...
their claim of complete identification with the blacks, they call a few "intelligent and
articulate" blacks to "come around for tea at home", where all presentask themselvesthe
sameold hackneyedquestion "how can we bring about changein South Africa? " The more
such tea-partiesone calls the more of a liberal he is and the freer he shall feel from the
guilt that harnessesand binds his conscience.Hence he moves around his white circles -
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whites-only hotels, beaches,restaurantsand cinemas- with a lighter load, feeling that he
is not like the... others. (Biko, 1978, p. 22).

Blacks on the other hand, as victims of oppression
have been made to feel inferior for so long that for them it is comforting to drink tea,
...
wine or beer with whites who seemto treat them as equals. This servesto boost up their
own ego to the extent of making them feel slightly superior to those blacks who do not get
similar treatment from whites. These are the sort of blacks who are a danger to their
community. Instead of directing themselvesat their black brothers and looking at their
common problems from a common platform they chooseto sing out their lamentations to
an apparently sympathetic audience that has become proficient in saying the chorus of
"shame!". (Biko, 1978, pp. 23-24).

The solution as far as Biko and his contemporarieswas concerned was an emphasison
black self-reliance (the term 'black' was used to encompass Africans, Indians and
'coloureds') and to this end the South African Students' Society (SASO) was formed in
1969with a blacks only membership.Like his Africanist predecessorsin the ANC and later
the PAC, Biko emphasisedthe psychologicalaspectsof oppressionand argued the casefor
consciousness-raisingamongst blacks to counter-act the inferiority complexes createdby
apartheid and colonialism.
It was only in 1972 that SASO decided to move outside of its intellectual student
base and to begin to engage with community politics. The Black Peoples' Convention
(BPC) was establishedas a generalpolitical wing of the BCM in order to inculcate black
pride and self-help, along with Black Community Programmes. In the face of police
repressionof BC organisations,however, oppositional activity was largely confined to the
cultural spheresand to the developmentof a black theology (Gerhart, 1978).
On the economic front the BCM spawned the Black Allied Workers' Union
(BAWU) in 1973following the Durban workers strikes, and influenced the development
of the National African FederatedChambersof Commerce (NAFCOC), an organisation
comprised of African capital, during the 1970s(Davies et al, 1988). BC also encouraged
the emergenceof severalbusinesscooperativesand a strategyof bulk buying amongstblack
communities. In the face of increasingpolice hostility, however, the BCM found it much
easier to organise within the academy and amongst the clergy than within the black
communities themselves.Further, many older blacks were wary of the new BCM fearing
an early and disastrousclash with the authorities. For this generationpainful memoriesof
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the Sharpville massacreand of the state repression that followed urged caution. Thus
although there was probably fairly wide-spread support amongst blacks for BC ideas
(Gerhart, 1978), BC organisationsnever achievedlarge membershipsin the townships and
rural areas.
The BCM experiencedsinceits inceptiona contradictory relationship with the state.
The emergenceof SASO was at first mistakenlygreetedby the stateas a manifestation of
separatedevelopment. There is also some evidencethat the security forces also provided
tacit support for someBC activities for similar reasons(Frederikse, 1990). SASO was even
granted a measureof official recognitionon black campuses.Collaborators with the regime
such as Kwazulu's Mangosutho Buthelezi also felt confident in taking up BC themes
leading to a sharp debatewithin the organisationover the role of those who had opted to
'work within the system'. Even following the banningof BC organisationsin 1977attempts
were still being madeby various imperialist intereststo turn it into a so-called 'third force'
in opposition to the ANC and PAC (Davies et al, 1988).
As the organisationbecamemore radical and its influence grew, however, the state
becameless tolerant of it and beganto ban and harassBC leadersfrom 1973 onwards. The
Federal Theological Seminaryin Alice, a strong centre of BC thought, was closed by the
government in 1974-5. Whereasat first many BC supporterswere suspiciousof all 'foreign
ideologies' including Marxism and maintainedthat 'race' rather than class provided the
fundamental contradiction in the colonial context, by 1976 SASO had begun a trenchant
critique of the black middle class and capitalist interests arguing that 'this black middle
class aligns itself with imperialism' (SASO quoted in Davies et al, 1988), and simply
wanted to replace white exploitation of blacks with black exploitation of blacks.
On the educational front BC began to recruit school student sympathisers and
activists from 1972 onwards resulting in the formation of the South African Students'
Movement (SASM). This militant section of the BCM focused on the injustices of bantu
education and the imposition of Afrikaans as a medium of instruction. It will be recalled
that protests around theseissuesled directly to the Soweto uprisings in 1976. The Black
Parents' Association (BPA) was formed in the wake of the uprisings as a forum for
parentalconcernover educationalissues.Also following the uprisings many SASM students
and BCM activists fled the country and joined the ANC (and to a lesser extent the PAC)
in exile. Eighteen BC organisationsand many BC leaders were bannedin October 1977.
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Steve Biko was killed whilst in police custody a month before the bannings.
AZAPO was formed in 1978 to fill the leadership gap in the BCM left by the
bannings. The executivecommittee was detainedsoon afterwards, however, and AZAPO
only really got off the ground in 1979. Like the BCM, the AZAPO leadership was drawn
largely from the urban petty bourgeoisieand its influence has been greater than its small
membership would suggest.The expressedaims of AZAPO were to 'conscientise black
workers through Black Consciousness;to work for an education system which 'responds
creatively' to the needsof the people; to interpret religion 'as a liberatory philosophy
relevant to black struggle'; to exposethe exploitative and repressiveapartheid system; and
to work for black unity and the 'just distribution of wealth and power to all' (Davies et al,
1988).
In pursuit of these aims AZAPO becameinvolved, during the early 1980s, in
supporting strikes, rent and bus boycotts as well as organising commemorative events
around important dates in the history of the liberation struggle and leading boycotts of
visiting sports teams. In so doing AZAPO hoped to correct the mistakes of the previous
BCM by taking BC to the black masses.AZAPO continued to stick to the BC line on the
exclusion of whites from the struggle. On the questionof class, however, AZAPO arrived
at what can only be describedas an uneasycompromise between early BC positions and
a Marxist analysis by arguing that all blacks were oppressedworkers and that all whites
were capitalist exploiters. This position has been subsequentlycriticised by former BC
organisations and in 1982 both the Azanian Student Organisation (AZASO) and the
Congress of South African Students(COSAS) broke ranks with AZAPO and proclaimed
allegianceto the Freedom Charter, an uncompromisingclassanalysisand to non-racialism.
For many of the post-1976 youth, BC had servedits purpose and the time had come to
move on. These developments coincided with the re-emergenceof the ANC as an
ideological and political force in South Africa from the late 1970sonwards (Frederikse,
1990).
Having outlined the political events associatedwith the emergenceof the BCM,
attention will now turn to the discursive context. In contrast to the development of 'nonracialism' since 1948 (see below) the beginnings of 'BC' as an interpretative repertoire
were marked by a mistrust of western forms of scientific rationality. Biko quoted with
approval the following passagefrom the writings of the Zambian President, Kenneth
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Kaundaconcerningtherelationshipbetweenwesternscience,aggression
andindividualism:
The Westernerhas an aggressivementality. When he seesa problem he will not rest until
he has formulated some solution to it. He cannot live with contradictory ideas in his
mind .... he is vigorously scientific in rejecting solutions for which thereis no basis in logic.
He draws a sharp line between the natural and the super-natural, the rational and nonrational, and more often than not, he dismisses the supernatural and non-rational as
superstition......

He goes on to assertthat
Africans being pre-scientific people do not recogniseany conceptual cleavagebetween the
natural and the supernatural.They experiencea situation rather than face a problem. By
this I meanthat they allow both the rational and non-rational elements to make an impact
upon them, and any action they may takecould be describedmore as a responseof the total
personality to the situation than the result of some mental exercise. (Kaunda quoted in
Biko, 1978, p. 44).

Clearly the above account overlaps with European interpretations concerning the
essentialhuman nature of Africans and westernersdiscussedin the last chapter. This and
related areas of convergencewill be taken up below. Of concern here is the scepticism
evident in the above accounttowards westernscientific thinking. According to Biko (who
was a medical student) 'in spite of my belief in the strong need for scientific
experimentation I cannot help feeling that more time should be spent in teaching man and
man to live together... ' (Biko, 1978, p. 44). Even when BC began to incorporate a class
analysis in the late 1970sculminating in AZAPO's attempt to reconcile 'race' with class,
it was the 'humanistic' aspectsof the Marxist tradition (revolving around conceptssuch as
'alienation') rather than the claims of 'scientific socialism' that exerted more of an
influence.
In placeof strong claims to 'objectivity' and to 'scientific reasoning' and 'evidence'
then that have characterised European racial interpretations, (especially in the liberal
tradition), it was the growing body of political literature from Africa and black America
on colonialism and racism that formed the discursivebackdrop againstwhich BC developed
in its early years. Many of thesediscoursesinvolved a much more 'open' set of rules and
proceduresthan thoseemployedby scientific and social scientific research.To the extent,
however, that different texts came to inform the political orthodoxies of SASO and the
BCM concerning human nature and the human condition; contained implicit criteria for
judging right from wrong; categorisedand hierarchisedindividuals andgroups; and utilised
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their own subtletechnologiesof power throughthe formation andorganisation of emotional
responses,they might also be describedas furnishing a 'regime of truth'. With reference
to the intellectual activities of SASO, Gerhart has remarked that 'never had such a
deliberateand thorough-goingeffort been madeto borrow and to selectively adapt foreign
ideas in order to influence black thinking' (Gerhart, 1978, p. 273).
Influential writings from the African continent included Checkh Ante Diop and
Leopold Senghor on Negritude, Kenneth Kaunda on African socialism, and, most
importantly, Julius Nyrere on self-relianceand ujamaa or African socialism. Nyrerere's
1967 Arusha Declaration on Self-reliancestated
We have been oppresseda great deal; we have been exploited a great deal; and we have
been disregarded a great deal. It is our weaknessthat has led to us being oppressed,
exploited and disregarded. Now we want a revolution -a revolution that brings to an end
our weakness,so that we are never again exploited, oppressedor humiliated. (Nyerere
quoted in Gerhart, 1978, p. 247).

For Pityana, another leading light in the BCM the messageof the declaration was clear,
BLACK MAN YOU ARE ON YOUR OWN (Pityana quoted in Gerhart, 1978, p. 247).
Halisi has locatedBC historically with the developmentof New Left critical theory
during the 1960sand 1970s. Halisi arguesthat in 'the South African case, Biko saw that
aspectsof liberalism, Marxism, and even African nationalism could uncritically function
to defend the status quo or to define liberation in a way that obscured the political and
psychological dynamics of racial oppression' (Halisi, 1991, p. 109). BC thus made
recourseto that literature that had informed the New Left stresson psychology and culture.
Important writers here included Franz Fanon, Aime Cesaire, Malcolm X, Mao Zedong,
Antonio Gramsci and Amilcar Cabral. As an aspect of the New Left critique of existing
ideologies internationally, BC was treatedwith a good deal of scepticismby the guardians
of more orthodox theoretical approacheswithin the liberation movements. In June 1972,
Oliver Tambo, president of the ANC, did not consider the BCM an organisational
challenge but candidly remarked that 'Black Consciousnessposed a tremendous threat at
the theoretical level only' (Tambo quoted in Halisi, 1991, p. 102).
Particularly influential to the young intellectuals of SASO were the writings of the
Algerian-born psychiatrist Franz Fanon which had become available in South Africa by
1968 (Gerhart, 1978). Most widely read was The Wretched of the Earth in which Fanon
discussesthe psychologicaleffects of colonialism for coloniser and colonised. Of particular
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relevance for exponentsof BC was Fanon's cynical views on political morality in the
colonial context, which he insists are determined by the coloniser purely out of self
interest. Biko makesprecisely the samepoint in his trenchantcritique of liberal values in
'Black Souls in White Skins' (Biko, 1978). Of further relevance for BC was Fanon's
argument that racial conflict would have to becomepolarisedbefore revolutionary change
would becomepossible, and his rejection of gradualistic solutions. Also the deep mistrust
of the black bourgeoisie expressed by Fanon in his work clearly spoke to later
developmentsin BC thinking outlined above. Finally, Fanon's advocacy of revolutionary
violence as one way of healing the psyche of the colonised anticipated AZAPO's eventual
turn to armed struggle.
The black go-it-alone position of BC also articulated with the positions being put
forward by black power activistsin the United Statesduring the 1960sand 1970s. Eldridge
Cleaver's Soul on Ice, the Autobiography of Malcolm X, Black Power by Stokely
Carmichael and Charles Hamilton and the writings of JamesCone on black theology all
provided a discursive resource for the elaboration of BC and provoked considerable
discussionin BC training seminarsaround the relevanceof the black American experience
for South Africa (Gerhart, 1978). In this respect it was generally accepted that whilst
blacks in America could never really hopeto establisha new social order on their own, this
was not the case in South Africa where blacks outnumbered whites. Nonetheless, the
identification of a white power structure as the main enemy along with white racism
provided a common starting point for international comparisonsas did the need to assert
the black personality and culture.
Indeed, the term 'black' along with associatedterms such as 'black is beautiful' had
their beginnings in America. For the emergent BCM the term 'non-white' in apartheidspeak representeda negation - an identity by default. The term 'black' on the other hand
was seenas a positive assertionof a common political identity for all those who had been
at the receiving end of white racism. Further, if one's relationship to the white power
structure was the real determinantof blackness,then Indians and 'coloureds' could also be
consideredblack (seebelow). Given that the relatively light-skinned Malcolm X could be
a leading exponentof the black cause, then political commitment rather than pigmentation
was the real issueat stake. According to Biko, 'Being black is not a matter of pigmentation
- being black is a reflection of a mental attitude'(Biko, 1978, p. 48). On the other hand,
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the term 'non-white' could still be usedto describeall thosewho acceptedtheir subservient
position within the power structure, joined the police force or security branch and
continued to call white people 'Baas'. Slowly the influence of these new racial
interpretations began to diffuse outside the ranks of SASO. By 1971 NUSAS had begun
to use the term, and they were followed in 1972by the Rand Daily Mail (Gerhart, 1978).
It will be recalled that the government began to use the term to refer to Africans in the
wake of the Soweto uprisings.
If political writings from the African diasporabegan to exert their own 'regime of
truth' within the collective black psyche, then black theology can be understoodas having
made a contribution towards a new 'regime of morality. Indeed the strong links between
theologians and political radicals within BC has already been indicated above. The nature
following passagefrom Biko,
and purpose of black theology is summedup in the
The bible must continually be shown to have something to say to the black man to keep
him going in his long journey towards realisation of the self. This is the messageimplicit
in 'black theology'. Black theology seeksto do away with spiritual poverty of the black
people. It seeksto demonstratethe absurdity of the assumption by whites that 'ancestor
worship' was necessarilya superstition and that Christianity is a scientific religion. While
basing itself on the Christian message,black theology seeksto show that Christianity is an
adaptable religion that fits in with the cultural situation of the people to whom it is
imparted. Black theology seeksto depict Jesusas a fighting God who saw the exchangeof
Roman money - the oppressor'scoinage - in His father's temple as so sacrilegious that it
merited a violent reaction from Him - the Son of Man. (Biko, 1978, pp. 31-2).

As far as explicitly educational discoursesare concerned, the writings of Paulo
Freire were extremely influential for both SASO and later, for AZAPO. An undatedSASO
document believed to be an early leadership training manual (SASO, undated) presents
Freire's ideasin somedepth for analysisand discussion. Further, the AZAPO educational
policy makesexplicit referenceto Freire's most important theoretical positions (AZAPO,
1991). According to Prinsloo (1991) the appeal of Freire's work in the South African
context lies not only in the extent to which he provided alternative theoretical approaches
to pedagogy, but also in the concreteprescriptions he laid out for educators engagedin
'education for liberation'.
For BC activists, Freire's work fitted in nicely with their own emphasis on
developing black self-reliance. Of particular influence was Freire's conviction that learners
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must be treated fundamentally as critical 'subjects' with the ability to engage with and
transform their environmentsrather than simply as 'objects' into which prior knowledge
may be deposited; that education must start from a critical understandingof the cultural
environment of the learner and must involve a two-way interaction between learners and
educatorssuch that the educatorsalso learn from the learners;that through self-expression
and a critical engagementwith the world learnersmayrealise themselvesasfull, 'liberated'
and self-reliant humanbeings rather than hollow receptaclesreliant on others for guidance
and direction.
Finally, BC activists began to construct their own narratives through writings,
poetry, theatre, art and songsof the achievementsof past black civilisations and cultures
using as their resource a growing body of revisionist history (both oral and written).
Although never fully developed, there are traces in the work of Biko and others of a
narrative providing an accountof the achievementsand strugglesof the African people (and
blacks in general) against the colonial settlers, and of heroic figures in that struggle such
as Shaka, Moshoeshoeand Hintsa (famous leaders of the Zulus, Basotho and Tswana
respectively) (seefor exampleBiko, 1978,p. 70). The role of other black historical figures
in the anti-colonial struggle, such as Ghandi, was also acknowledged.
The BCM constructedits own version of the role of the ANC and the PAC in the
struggle for black liberation to date, andof therelationship betweentheseorganisationsand
the BCM. This effort was seriously circumscribed, however, by the bans that had been
imposed on these organisationsand the dangerof being accusedof propagating the ideas
of bannedorganisationsand individuals (an accusationthat becameever more frequently
levelled at the BCM by the governmentduring the 1970s).According to Biko, 'People like
Mandela, Sobukwe, Kathrada, M. D. Naidoo and many others will also have a place of
honour in our minds as true leaders of the people' (Biko, 1978, p. 37) (all these people
were imprisoned or exiled leadersof the congressalliance except for Sobukwe who headed
the PAC prior to his own imprisonment).
In brief, whilst SASO applaudedthe alliance that the ANC had struck with Indians
and 'coloureds' and recognisedthe role of many congressalliance leaders in the struggle
for black emancipation, it remained critical of the ANC's non-racialist perspective. In
contrast SASO sharedmany of the views of the PAC, particularly on the question of noncooperation with whites and viewed the break with non-racialism by the founders of the
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PAC as the first stirrings of BC (Biko, 1978, p. 253). SASO did, however, distanceitself
from the hasty tactics and shabby organisation of the PAC in the period immediately
following the Sharpville massacre,and in particular from the abortive Poqo uprising which
culminated in the crushing of black resistanceby the security forces (Gerhart, 1978). The
lessonto be learnt from theseheroic failures was that a more patient approachwas required
involving the laying of a firm psychological foundation amongst blacks for an as yet
unforseentime in the future when conditions would permit a confrontation with authority.
For the AZAPO leadershipthe rebellious mood of the mid-1980sprovided such a situation
and the Azanian People'sLiberation Army (AZANLA), the armed wing of the BCM, was
launched.

SteveBiko - "I Write WhatI Like "
Although published in 1978, a year after Biko's untimely death, I Write What I
Li-kc is in fact a compilation of writings from the early 1970sthat were taken largely from
the SASO Newsletter. As such theyrepresentearlier constructionsand racial interpretations
of the BCM. The writings of SteveBiko and his BC colleaguesportray 'culture', 'nation'
and 'race' as being organically interwoven in an Africanist tradition that dates back,
depending on one's analysis, to the mid-nineteenth century wars of white conquest
(Gerhart, 1978) or to the 1919constitution of the ANC (Walshe, 1971). This tradition was
given a boost within the ANC during the 1940swith the formation of a militant Congress
Youth League under Anton Lembede(Walshe, 1971; Gerhart, 1978)before becoming the
official policy of the PAC after its formation in 1959. Africanism claims that Africa
belongs to Africans, defined asa racial and cultural group, by right of first possessionand
becausethey constitute the overwhelming majority of the population.
In the South African context this translatesinto what Gerhart (1978) has described
asan orthodox African nationalism, i. e. that South Africa is essentiallyan African 'nation'.
It should be noted that the conception of 'nation' at work here is closer to the 'modern'
conception of a geographically defined nation statediscussedin the last chapter than to the
volkish version of the Afrikaner nationalistsdespite the equation in Africanist discourses
of nation with culture and 'race'. The related concept of Pan-Africanism looks outwards
from the national context to a future in which all Africans unite in what the former
Ghanaian leader, Kwame Nkrumah, once described as a United States of Africa. Biko,
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however,tendedto confinehis deliberationsto the SouthAfrican context.
There is little to suggestin the writings of Biko that he or his BC contemporaries
regarded 'race' as signifying any profound biological difference between individuals and
groups. Indeed, although Biko did occasionally use the word in an unqualified way, he
actually preferred labels such as 'black people' or the 'white man' instead of, say, the
'black race'(women of whatevercolour appearto have had a very marginal place in Biko's
thinking if his writing is anything to go by). Further, in his antipathy towards western
scientific thought, Biko may be interpretedas having taken a swipe at the entire lexicon of
scientific racism. With referenceto one exponent of scientific racism at the time, Biko
remarked
Now we can listen to the Barnett Potters concluding with apparent glee and with a sense
of sadistic triumph that the fault with the black man is to be found in his genes, and we can
watch the rest of the white society echoing 'amen', and still not be moved to the reacting
type of anger. (Biko, 1978, p. 72).

For Biko 'race' if it had any biological meaning at all boiled down simply to the
question of skin pigmentation and other superficial phenotypical attributes. Of far greater
concern to Biko was coming to terms with 'race' as a construction of White Racism, and
its role in defining the position of individuals and groups within the white power structure.
Thus although Biko often made reference to 'race' and 'colour' as important political
determinants(seefor examplethe discussionof 'race' and classbelow) he clearly regarded
'race' as a signifier, in the colonial context, of cultural and political identity. Indeed, the
adoption of the term 'black' asa term with its meaningof status-more-than-colourfurther
underlines his desire to transcendbiological definitions with political ones.
Biko's work was, however, strongly culturally essentialist in three important
respects.Firstly, 'culture' was perceived to be the most important determinant of social
reality, social changeand identity. Consequently,and secondly, the cultural spherewas
consideredto be the most important area for political intervention by BC. Thirdly, Biko's
work also projected different cultures as possessingdistinct attributes which define them
in relation to other cultures. Biko in fact developed quite a sophisticatedaccount of the
dynamic nature of 'cultures', and African culture in particular, preferring to think of
different cultures as evolving and 'colliding' rather than asbeing hermetically 'sealedoff'.
Biko provided his own definition of 'enculturation' which, in contrast to the account
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provided by Dostal (see last chapter) placed the concept into an historical understanding
of colonial oppression.
Sincethat unfortunate date - 1652- we have been experiencinga processof acculturation.
It is perhapspresumptuousto call it "acculturation" becausethis term implies a fusion of
different cultures. In our casethis fusion has been extremely one-sided.... the Anglo-Boer
culture was the more powerful culture in almost all facets.This is where the African began
to lose a grip on himself and his surroundings. (Biko, 1978, pp. 40-1).

In contrastto someof the Europeanaccounts,African culture was not simply equatedwith
a few old customs and traditions but was a dynamic entity best understood historically.
Nonetheless, Biko does make a case for African culture possessinga set of fundamental
attributes.
I am against the belief that African culture is time-bound, the notion that with the conquest
of the African all his culture was obliterated. I am also against the belief that when one
talks about African culture one is necessarily talking of the pre-Van Ribeek culture.
Obviously the African culture hashad to sustain severeblows and may have been battered
nearly out of shapeby the belligerent cultures it collided with, yet in essenceeven today
one can easily find the fundamentalaspectsof the pure African culture in the present day
African. Hence in taking a look at African culture I am going to refer as well to what I
have termed the modern African culture. (Biko, 1978, p. 41).

It is in 'Some African Cultural Concepts' (Biko, 1978) that a comparison between
western and African cultureswas most fully developed.Amongst the positive attributes that
Biko identified as being present in African culture were its 'man-centredness' and
communality expressedin communalwork; an emphasison group conversation, music and
songs; communal ownership of land and property; and a desire to share. Traditional
villages were, according to Biko, designedto suit the needsof a 'community-based and
man-centred society' (Biko, 1978, p. 43). Further, African's are, according to Biko, a
deeply religious people. Unlike westerners,however, they do not feel the needto setaside
special times for prayer as religion 'was manifest in our daily lives'. African religions, as
Biko also pointed out, had no place for the concept of hell and eternal damnation.
According to Biko,
It was the missionarieswho confusedour peoplewith their new religion. By some strange
logic,

they argued that theirs was a scientific religion

and ours was mere

superstition.... They further went on to preacha theology of the existenceof hell, scaring
our fathers and motherswith stories about burning in eternal flames and gnashing of teeth
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and grinding of bone. This cold cruel religion was strange to us but our fore-fathers were
sufficiently scaredof the unknown impending anger to believe that it was worth a try.
Down went our cultural values! (Biko, 1978, p. 45).

In contrastto Africans, westernerswere depictedas being cold, unfriendly and
highly individualistic.He went on to qualify this sentimentby assertingthat
Sure there are a few good whites just as much as there are a few bad blacks. However
what we are concernedwith here is group attitudesand group politics. The exception does
not make a lie of the rule - it merely substantiatesit. (Biko, 1978, p. 51).

As already mentioned, Biko identified 'White Racism' asbeing the 'fundamental problem'
in South Africa, and indeed in the world at large (Biko, 1978, pp. 50-1), and clearly
identified it with western culture and a propensity for aggression. Biko made the point
several times that the perpetuationof White Racism was, and continued to be, premised
on violence and fear.
Anglo-Boer culture had all the trappings of a colonialist culture and therefore was
... the
heavily equipped for conquest(Biko, 1978, p. 41).

Biko certainly definedwhitesas constitutingthe Other from an African point of
view, sometimesdescribingthemasa 'clique of foreigners'(Biko, 1978, p. 27). To the
consternationof somewhite liberalsandradicalswho alsoopposedapartheid,whiteswere
also to haveno placein the strugglefor black liberation. If whites hadany role at all, it
was to engagewith their own racismas a group and to 'get their house in order'. In
adoptingthesepositionsBiko wasremainingtrue to centraltenetsof Africanist thoughtas
it had manifesteditself in SouthAfrica andelsewhereon the continent.The ANC Youth
for
Leaguemanifestoof 1944hadargued,for example,thatAfricansmustfree themselves
'to trust to the meregoodgraceof the white manwill not free him as no nation canfree
an oppressed
group otherthan thatgroup itself' Quotedin Walshe, 1971, p. 335).
Against the inevitable charges, emanating from liberal/radical circles, of 'black
racism', Biko pointed out that black self-determination was a responseto White Racism,
and that racism, by definition, presupposedan unequalpower relationship between white
and black. From this perspective blacks could not be racist against whites in the South
African context (Biko, 1978, p. 25). Further, Biko was careful to point out that he was not
making the casefor separationon the grounds of cultural difference as he was 'sufficiently
proud to believe that under a normal situation, Africans can comfortably stay with people
of other cultures and be able to contribute to the joint cultures of the communities they
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havejoined' (p. 45).
Indians and 'coloureds' on the other hand were acceptedinto BC organisationson
the grounds that as fellow victims of White Racism, and to the extent that they chose to
identify with the black cause, they too could be consideredblack. Indeed, at the level of
culture, 'coloureds' and particularly Indiansalso camein for praisein the writings of Biko,
especially regarding the communality of Indian cultures (p. 30) and the proud history of
struggle and passiveresistanceexemplified by the Ghanaiantradition in South Africa (p.
29). This acceptancewas in part attributable to the American example and the influence
of the new conceptionof 'black'. It also had a precedentin the Africanist tradition within
South Africa.
The Africanist-leaning Programmeof Action of the ANC Youth League produced
in 1949identified 'coloureds' asbeing amongstthe 'original children of Africa' and Indians
as an oppressedgroup despite some earlier hostility towards Indians within the League
(Walshe, 1971, pp. 353-4). Two years earlier the Dadoo-Xuma pact had cemented
relationships betweenthe Indian Congressand the ANC, and both organisations expressed
common abhorrencefirst at the nationalist victory of 1948 and then at the violence and
rioting between Africans and Indians in Durban in 1949. Similarly, although there had
beensome suspicionconcerningIndians expressedby someof the original founders of the
PAC such as Robert Sobukwe, the organisation did eventually open its membership to
Indians and 'coloureds' (Gerhart, 1978). Biko's own position regarding the needfor black
unity was temperedby a realistic appraisalof the effects that apartheid had on encouraging
suspicion and mistrust betweenblack groups. It will be noted that Biko stopped short of
locating 'mistrust' as an aspectof racism between black groups.
Coloureds despiseAfricans becausethey, (the former) by their proximity to the Africans,
may lose the chancesof assimilation into the white world. Africans despise the coloureds
and the Indians for a variety of reasons.Indians not only despisethe Africans but in many
instancesalso exploit the Africans in job and shop situations. (Biko, 1978, p. 52).

Biko also remainedrealistic about the potentially destructive role that blacks, such
as Chief Buthelezi in Kwazulu, membersof the Urban Bantu Councils and others might
play in the quest for black unity. Of particular concern was the 'capitulation' of the likes
of Buthelezi and other 'homeland' leaders to the 'ethnic' divisions constructed by the
architects of apartheid (Biko, 1978, p. 35). Just as Chief Moshoeshoe and, later, the
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foundersof the ANC had striven for an all-embracing African unity as a meansto confront
the Europeanenemy, for Biko and SASO the goal of black unity implied the rejection of
ethnic categoriesand divisions. It also led to a rejection of those 'non-whites' who did not
identify with their blacknessand who collaborated with whites.
Biko's insistenceon the needfor black unity tied in with his whole conception of
social reality, social developmentand social change.Firstly, Biko was adamanton 'race'
rather than class being the fundamentalcauseof black people's oppressionboth in South
Africa and throughout the 'Third World'.
It should thereforebe acceptedthat an analysisof our situation in terms of one's colour at
once takes care of the greatestsingle determinantfor political action - i. e. colour - while
also validly describing the blacks as the only real workers in South Africa..... the greatest
anti-black feeling is to be found amongstthe very poor whites whom the ClassTheory calls
upon to be with black workers in the struggle for emancipation.This is the kind of twisted
logic that the Black Consciousnessapproach seeksto eradicate. (Biko, 1978, p. 50).

Making use of a dialectical approach, Biko went on to argue that,
is
therecan only be one valid antithesis i. e. a solid black
... since the thesis a white racism
unity to counterbalancethe scale. If South Africa is to be a land where black and white live
together in harmonywithout fear of group exploitation, it is only when thesetwo opposites
have interplayed and produced a viable synthesisof ideas and a modus vivendi. (Biko,
1978, p. 51).

Thus Biko's vision of a future South Africa, like that of his Africanist forbears in
the ANC Youth Leagueand later the PAC did consider the white (and Indian) presenceto
be a permanent one on the African continent. This was in contrast to the earlier
manifestationsof Africanism, and especially the Garveyite influence of the 1920s, whose
adherentshad recommended'hurl the Whitemanto the sea' (Gerhart, 1978, p. 72; Walshe,
1971).
What then did Biko and his SASO contemporariesenvisage to be the economic,
political and cultural basis for a future integrated South Africa? For Biko the answersto
thesequestionswere intimately bound up with oneanother. From his culturally essentialist
starting point comes the view that a future South Africa should take its direction from
factors inherent in African culture. Politically this correspondsto the concept of 'majority
rule', i. e. to the idea, sharedby Biko's Africanist predecessors,that South Africa's political
future must be determined by the African majority. As a concept it differs from the view

189
of democracy associated with non-racialism which has historically emphasised the
protection of 'minority rights' and representationof all groups in the decision-making
process(Gerhart, 1978).

At a cultural level, 'integration' would necessarilyimply the dominanceof the
valuessharedby the African majority, althoughtherewould be room for difference.
the fact that the culture sharedby the majority group in any given
..... one cannot escape
society must ultimately determine the broad direction taken by the joint culture of that
society. This need not cramp the style of those who feel differently but on the whole, a
country in Africa, in which the majority of the people are African must inevitably exhibit
African values and be truly African in style. (Biko, 1978, p. 24).

Following in the lines of Africanists at home, and African socialists such as Nyrere
elsewhere, Biko assertedthat a future South African economy based on African values
would inevitably leantowards socialism.This idea, basedon the 'communality' of African
culture was only really elaboratedon, however, in the 'black communalism' programme
adopted by

the Black People's Convention in

1976 (Davies et al,

1988).

Africaneconomic
life wasessentially
Thismodifiedversionof traditional
for
aprogramme
a mixed economywith somestateregulation of key sectors.The statewould govern the use
of land, set up communal villages and rent land to private farmers and other institutions.
Some centralised planning would be instituted, 'strategic industries' and 'major
corporations' would fall under state regulation. Private undertakings would also be
encouraged.Trade unions would be recognisedon a 'craft basis'. (Davies et al, 1988, p.
306).

A vision of the future political and economic shapeof South Africa, however,
remained embryonic in the early days of SASO and in the writings of Biko. Instead the
emphasis was very much on an 'orientation towards the present' (Gerhart, 1978). The
BCM therefore concerned itself with the more immediate tasks of raising black
consciousnessand self pride as a basis for future change. As has beendiscussedabovethis
involved an emphasison culture, and above all a masseducational effort through student
seminars, theatre, art and other cultural activities.
Biko's ideasconcerning schoolingwere generally framed in terms of a very broad
critique of apartheidpracticesand rarely soughtto provide coherentalternatives in the form
of policy prescriptions. The SASO newslettersfrom the early 1970sare similarly devoid
of in depth analysesof schooling except for one article on the role of the black teacher. It
was not until the formulation of the AZAPO education policy in 1984 that any real
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substancewas given to BC educationalideas. It is, however, possible to identify certain
themes and approachesfrom early BC writings that continue to influence contemporary
educational debates. In a discussion of the attitudes of many rural Africans towards
education at the time Biko made the following observations,
They [rural Africans] seeeducationas the quickest way of destroying the substanceof the
African culture. They complainbitterly of thedisruption in the life pattern, non-observation
of customs, and constantderision from the non-conformists whenever any of them go
through school.... How can an African avoid losing respectfor his tradition when in school
his whole cultural backgroundis summedup in one word: barbarism?(Biko, 1978, p. 70).
And again in another passage,
No wonder the African child learns to hate his heritage in his days at school. So negative
is the image presentedto him that he tends to find solaceonly in close identification with
the white society. (Biko, 1978, p. 29).

For Biko the answerto the alienationand senseof inferiority induced by bantu
of African history.
educationlay, in the first instance,in a moregeneralreassessment
No doubt, therefore, part of the approach envisaged in bringing about "black
consciousness"has to be directed to the past, to seek to rewrite the history of the black
man and to reproduce in it the heroeswho form the core of the African background. To
the extent that a vast literature about Ghandi in South Africa is accumulating it can be said
that the Indian community already hasstarted in this direction. But only scantattention is
paid to African heroes. A people without a positive history is like a vehicle without an
engine. Their emotions cannot be controlled and channelled in a recognisable direction.
They always live in the shadow of a more successfulsociety. (Biko, 1978, pp. 29-30).

In a Newslettereditorial entitled 'The Role of the Black teacherin the Community' (SASO,
1972) this theme was elaboratedupon in relation to schooling. Black teacherswere urged
to 'become the guiding light in the search for BLACK TRUTH' (p. 17). Whilst it was
argued that truth was relative and that 'NO ONE HAS THE MONOPOLY OF TRUTH'
a black truth must suit
our needs,aspirations and goalsbest; irrespectiveof it being right or wrong in the eyesof
others; irrespective of our philosophy being fallible or infallible. (SASO, 1972, p. 17).

Althoughbrief referencewasmadein thearticleto theinadequacies
of the bantueducation
systemas a whole in termsof resourcesetc., it was the attitudeof teacherswhich was
singledout asthe mainobstacleto the development
of a 'new truth'. It wasarguedthat in
by black teacherswho in turn are kept
a cycle of fear, learnersare forcedinto submission
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in line by black inspectors.At the heart of this regime of fear lie the white inspectorate
who impose their wisheson everybody else. In this fashion black teachers 'wittingly or
unwittingly, becomeinstrumentsof violence against black people' (p. 17).
Black teacherswere enjoined in the article to break out of this cycle and to begin
to serve their own communities and the goal of black self-reliance. They should do this,
so it was suggested,by employing subjectssuch as 'creative writing' in which pupils may
begin to develop a critical awarenessof themselvesand of their environments, and feel able
to contest the knowledge that they are taught. With clear indications of a strong Freirien
influence, teacherswere urged to becomefacilitators in a dialogue that would result in the
black student's being empoweredto effect change in their communities.
Before turning to a broad critique of BC discoursesfrom a contemporary point of
in
view, it is important to emphasisethe role of BC the anti-racist discoursesof the time.
Firstly, the relative neglect of schooling as an area for analysis and intervention in the
SASO Newsletters reflected the origins of BC in the universities, and the subsequent
preoccupation with studentpolitics. Further, the rise of BC also coincided with a rupture
in the 'historical memory' of those involved in struggleagainstapartheid educationcaused
by the banning of the liberation movements. It was not until the mid- 1980s that the
Democratic Movement was able to resurrectand engagewith the precedentsset by earlier
interventions such as those of the African Education Movement.
Nonetheless,as a discourseof its time BC was fairly successfulin the early days
at organising black opposition to apartheidaround the BC hegemonic project. Despite a
certain ambivalencefrom sectionsof the Indian and 'coloured' communities concerningthe
useof the term 'black' to include them(Gerhart, 1978), many Indians and 'coloureds' were
mobilised around BC themes.The early BC emphasison the present and on cultural as
opposedto economic and political issuesmade it possible to mobilise a range of class and
other interests under the BC umbrella from black businesspeople to 'homeland' leaders
suchasGatshaButhelezi. For thoseblackspreparedto work within apartheid's institutions,
a commitment to African cultural valuescould actually be understoodas a careerasset.As
BC increasingly aligned itself with a socialist developmentalpath, however, and became
more radical in its political goals, it becamemore difficult to hold this alliance together.
Of central importance to the whole BC project, and what setsit apart from the nonracial tradition, is the emphasison the role of language,education, the media, arts and
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culture in the construction of individual and group identities. In the language of
contemporary social theory, the efficacy of BC can be understoodto have lain in the extent
to which Biko and his colleaguesengagedwith racism as a discursive phenomenonand
'deconstructed' the racist discoursesof the time. Further, whereasthe non-racial tradition
has tendedto concentrateon the set of legal and political rules and institutions that have
guaranteedwhite supremacy,BC hasemphasisedthe psycho-cultural aspectsof racism, or
asone commentatorhas suggested'the pathology of racism in South Africa' (Halisi, 1991,
p. 102). Through assertingthe relativity of 'truth' BC discoursesalso effectively challenged
the essentialismof liberal and Marxist analyseswith regard to their conceptualisationsof
the black struggle, thus creating spacefor autonomousblack analysesand interventions at
a time when blacks had beenpolitically marginalised.

Despitea certainoverlapin educationalthemes,BC providedquite a distinct focus
from that of the non-racialtradition as it has developedsince the 1950s. Educational
struggleswithin the non-racialtraditionhaveincreasinglytendedto focuson questionsof
access,quality andequalisationof educationalopportunities.This contrastswith thealmost
exclusive focus within the BC tradition on questionsprimarily concernedwith culture,
identity andthecurriculum.Thuswhereasthemobilisationof populisthistorical narratives
hasbeena featureof all the hegemonicprojectsconsideredin this study, in the handsof
the BCM they take on a centraland primary significance.Further, it is no coincidence
given the continuedinfluenceof BC ideas on a new generationof black youth that
languageissuesprovidedthefocusandsparkfor theSowetouprisings(the centralityof this
issue is a phenomenonthat Marxist accountshave found difficult to explain). Biko's
contribution to contemporaryeducationaldebatesthen lies in the extent to which he
provideda languageand an approachwith which to begin to engagewith issuesaround
'race', culture andidentity.
When considered in relation to subsequentevents and more recent educational
debates,however, BC may be found wanting in a number of ways. Indeed, AZAPO have
only gone some of the way towards addressingthese shortcomings as they are related to
areasof contradiction within BC racial interpretationsas a whole. The aim here will be to
outline in very general (and not necessarilyeducational) terms some of the shortcomings
of early BC discourseson 'race'. This discussionwill then provide the necessarybasisfor
a consideration of AZAPO's more explicitly educational discourseswhich will be set out
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below.
Having provided a basis for deconstructingwhite racist discourses,BC intellectuals
failed to follow the logic of their own argumentsand critically examine the constructed
nature of their own accounts. Rather than present 'culture' as a category constantly open
to interpretation and reinterpretation by competing groups and interests (even amongst
'blacks'), BC discoursessimply sought to counterposenew 'black truths' to old 'white
truths'. Thus interpretationsof African and black culture that were themselveshistorically
contingent and theproduct of a selectgroup of predominantly male studentsbecamereified
as the basis for a new cultural essentialism. It is this essentialismthat lies at the heart of
the contradictions within BC.
Firstly, by privileging culture, other determinantsof identity such as class, gender,
age, sexuality etc were marginalised. The experienceof black women within the BCM
seemsto have been a contradictory one at best. On the one hand BC provided a political
outlet and an assertion of black identity that some black women seem to have found
important and empowering (Ramphele, 1991). On the other hand, however, most of the
BC leadership were male and there was little in Biko's or indeed SASO's thinking that
spoke to the experiencesof black women as a distinct group. Indeed, in adopting an
uncritical attitude towards African cultures, BC discourses effectively closed off any
considerationof the changingrole of womenin thosecultures. For an organisation that put
so much store by the role of language in oppression, it adopted a remarkably uncritical
attitude towards its own use of languagein relation to gender (although one not untypical
of the times). One might be forgiven, after having read Biko's work, for thinking that the
world was and always had beeninhabited solely by men. As such BC effectively provided
continuity on European discoursesand interpretations.
BC also excludedprogressivewhites from its activities at the price of demobilising
a group that had begun to play a significant role in the anti-apartheid struggle during the
1950sand earlier, and who brought with them accessto resourcesthat SASO simply did
not have. Such was the price of the insistenceon black self reliance, a price that subsequent
generationsof black youth were reluctant or unwilling to pay. Finally, for many ordinary
blacks living in the townships and rural areas, BC with its emphasison issuesof culture
and identity must have seemeda bit on the abstractside when considerednext to the more
pressing, material issuesthrown up by day to day life. As such BC can be consideredvery
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mucha productof studentpolitics with a following that largely reflectedits origins.
SASO'soutrightrejectionof a classanalysisprobablyhadthe biggestimplications
for its conceptualisationof culture and identity. It also led to quite contradictory positions.
On the one hand, as has been discussedabove, SASO thought of blacks as constituting a
distinct class separatefrom, say, the white working class. At one and the same time,
however, SASO beganto develop during the 1970sa critical perspective towards sections
of the black community who were collaborating with the regime.
Without resort to a sophisticated class analysis, however, SASO were without the
theoretical resources to differentiate between competing interests within the black
community. This actually allowed sectionsof the black middle class, notably within the
businesscommunity, to use BC as a meansof advancingtheir own interests in the context
of 'total strategy' and the government'spolicy of increasingclassdivisions amongstblacks
(Davies et al, 1988).

It has also beenarguedthat BC's lack of emphasison classand classstruggle
contributedtowardsthe weaknessand lack of militancy of the BC trade union BAWU
(Davieset al, 1988).Especiallyin the periodbeforeSASO's 'turn to the community' in
1972, the SASOleadershipalsoappearsto haveshowna certain insensitivity regarding
their own classpositionin relationto the black majority. Thereis, for example,little self
reflectionon the issuesof how SASOcameto be defining black cultureand experienceat
thatparticularhistoricalmoment,andthe implicationsthatthis might havefor the version
of reality they were offering.
The focus on culture can further be understoodashaving led to an almost exclusive
and naive emphasison the individual teacherin his or her classroomas the focus and lever
for educational change. There was a distinct lack of consideration within early BC
discourses of the economic, legal and political determinants of apartheid education.
Unsurprisingly, therefore, theseareaswere not prioritised for intervention. The emphasis
on the individual teacheris complementedby Biko's concern with the black individual and
group psyche and the question of a 'positive self image'. It will be argued that Biko's
approach towards the 'psychological' level, like his understanding of racist discourse,
pointed in the right direction but failed to adequatelyfollow through the logic of its own
conclusions.
As has been shown above, Biko sought to draw attention to the important
role of
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the historical narrative in individual and group identity formation. It will be recalled that
Biko commented that a 'people without a positive history is like a vehicle without an
engine'. From the perspectiveadopted in this study, such an insight is to be welcomed
because it draws attention to the ways in which individual and group identities are
discursively constituted. This is in contrast to those approacheswithin social psychology
that relate the causesand effects of racism to psychological acts of cognition, emotion or
motivation within both individual and group psyches(Wetherell and Potter, 1992). Rather
than starting from an essentialistview of what the individual 'psyche' entails, the approach
favoured here assumesthat
the identity and forms of subjectivity which becomeinstantiatedin discourseat any given
moment should be seenas a sedimentationof pastdiscursive practices. A senseof identity
and subjectivity is constructedfrom the interpretative resources- the stories and narratives
of identity - which are available, in circulation, in our culture. This subjectivity is also
constrained, of course, by other social practices. Some accountsof self are more readily
available to some than others. (Wetherell and Potter, 1992, p. 78).

The main advantagesof such an approach lies in the way that it breaks down

the

dichotomy betweenthe 'individual' andthe 'social' andallows for an understandingof how
'individual' and group actions are embeddedin wider discursive and social practices.
Further, such an approachalso facilitates an appreciation of the contradictory nature of
subjectivities in relation to racist discourse. One theme of the last chapter, for example,
was the way in which racist discoursesare often accompaniedby appealsto egalitarianism
and fair play and sometimeseven to a 'rejection' of racism. Racist discourses also work
in relation to other typesof discoursesthat define subjectivities, such as those aroundclass,
gender and sexuality, in a variety of different and sometimescontradictory ways depending
on the context.

Clearly this accountof identity formationas an open, fluid and flexible process
militatesagainsta simplistic view of 'the black personality' as postulatedin someBC
discourses.As hasalreadybeensuggested,
theterm 'black' wasconstructedto encompass
a variety of classesand other groups. Although many of these groups have been
successfullymobilisedarounda commonblack identity in the past, they also representa
variety of often conflicting interests.Further, the relationshipof eachof thesegroupsto
racistdiscoursesis not uniform but mediatedby gender,class,sexuality,ageetc. Indeed,
theanalysispresentedin thepreviouschapterwould suggesttheexistenceof a plurality of

196
different racisms involving different constructionsof social reality and of subjectivities.
It would also seemoverly simplistic to speakof one 'black response' to racism as
was the casewith Biko's conceptionof a negative self image. Maureen Stone has madea
strong case in the American context against the notion that blacks necessarily have a
negative self image as a result of white racism, arguing that many blacks have accessto
cultural resourcesfrom which they derive a good deal of self pride (Stone, 1981). Biko's
own history pays testimony to the fact that even during the darkest days of oppression
under apartheid, blacks never completelysuccumbedto the inferior statusimposedon them
by whites. Further, as Sibisi has pointed out, Biko himself was aware that 'the rural,
"traditional" African may havea different consciousnessof the self, one largely unaffected
by the influencesthat haveimpinged so greatly upon the more educated,Westernisedurban
dweller' (Sibisi, 1991, p. 134).

The tendencyto oversimplify the black responseto racism led directly to the
of a 'white' truth with
espousalof equallysimplisticsolutions,namelythe counterposing
a 'black' one. If a poor selfimagewasthe resultof white historicalnarrativesandaccounts
of social reality, then the solutionfor Biko andhis colleagueswas to provide their own
versions. Unfortunately, Biko's own accountsof culture were both selective and
exclusionaryin importantways,andtendedto forestallanyongoingdebatesaboutdifferent
kinds of black identitiesunderapartheid.Further, the emphasison a positive self image
reinforcesthetendencyto seetheindividualclassroomasthe focusfor educationalchange.
Accordingto SASO,andfollowing Freire, it wasthejob of teachersto lead their charges
of their oppressivesituationandultimatelyempower
towardsa morecritical understanding
them to changetheir environment.
What such an approach fails to engagewith, and this is a criticism that has also
been levelled at Freire's work (Prinsloo, 1991), is the complex relationship between
knowledge and power in the capitalist/colonial situation. Both SASO and Freire did not
seemmuch interestedin formal schoolingas a siteof struggle except, in the caseof SASO,
in whatever gapscould be found in the formal curriculum for 'creative writing' and similar
consciousness-raisingexercises. The content of the rest of the school curriculum, and
indeed the role of the school as a powerful social institution was not problematised from
a transformative perspective. Some of theseissueswill be developed further below.

SASO's cultural reductionismprovidesa further sourceof contradictionwhen
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considered against the hegemonicprojects of grand and petty apartheid. As has been
suggestedabove, BC discoursesdid go some way towards rejecting 'race' as a basis for
differentiation. They continued, however, to use definitions and categories from the very
repertoire that they set out to oppose.This was most obvious in the uncritical use of the
four racial categories operative under apartheid. In brief, BC's critique of biological
essentialismremainedimplicit rather than explicit and recourseto biological categoriescan
be seento contradict the overall BC emphasison cultural difference.

Firstly, it is highly problematicto argue that the four racial groups constitute
distinct cultural entities.By conflating 'race' and culture, important differenceswithin
racially defined groupsare missed.This tendencyis reinforced by an uncritical and
simplisticuseof the term 'black' which canreducethe totality of black experiencesto a
of different approaches
simpleoppositionto racism.At thepolitical level, the advantages
that haveaimedat mobilisingdistinctreligious,languageand othergroupingswithin the
black communityaroundissuesthat directly speakto their experiencesas well as to the
broadanti-apartheidstrugglehavebecomeincreasinglyclear in recenttimes. This latter
approachwasadoptedby the UDF during the 1980s,for example,to someeffect.
Secondly, the unproblematic use of racial categories made it easier for BC ideas
concerning the cultural attributes of different groups to become co-opted into racist
discourses such as those of Dostal. There is very little to distinguish Biko's and Dostal's
portrayal of all Africans as a basically unscientific people except perhaps in the extent to
which they were consideredcapableof becoming scientific. Biko and Dostal both related
the propensity for scientific enquiry to 'mind sets' associatedwith European and African
cultures. Whereas Biko's analysis tended to project a slightly more dynamic view of
cultures, however, in which lack of scientific education was also related to the colonial
legacy and the paucity of bantu education, Dostal's vision of African culture is more time
bound and immutable. Nonetheless,by a sleight of hand Dostal was able to turn Biko's
critique

of

'enculturation' under colonialism into

her own case for

'mutual

enculturation'(seelastchapter). ThuswhereasBiko understoodfuture integration of cultures
to be essentially a processled by the majority group (a reversal of enculturation under
colonialism), Dostal arguedthat integration should only occur when Europeansand blacks
are representedin equal numbers.
To the extent, however, that both writers construct 'culture' as a neatly defined and
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discrete entity theyboth misstheextentto which different 'cultural' groups have mixed and
repositioned elementsfrom other contexts. Nowhere is this more true than in the caseof
sciencewhere developmentsin westernscienceduring the enlightenmentborrowed heavily
from Arabic, Chinese, Indian and indeed African ideas and approachesdating back to
ancient times (see Mears, 1986; Bernal, 1987).
This is not only the casewith sciencebut with other cultural attributes from the arts
and music to the social sciences.IndeedBiko's terms of referencein his writings as well
asthe very languageused(English) militate againstthe strong culturally essentialistclaims
that he makes. At the heart of Biko's ideas concerningthe uniquenessof African culture
is its supposed'man-centredness'(sic). He even goes so far as to claim that the major
contribution that African culture can make is in giving future civilisations a more 'human
face'. Such an interpretation flies in the face of post-colonial history, however, where in
the broader contextof neo-colonialism,yesterdaysvictims haveoften becometommorrows
executioners. Further, to claim that African cultural values inevitably lead to a socialist
dispensationis highly dubious. From the perspectiveof the 1990sa culturally essentialist
argument would have to reach precisely the opposite conclusion given the capitalist
developmental paths adopted by most African countries.

By way of a summaryandwith referenceto Pecheaux's
categorisationof theways
in which individuals and groupsrespondto their interpellationby various discourses
(outlined in chapter two), the following observationsmay be made concerning the
relationshipbetweenBC and Europeandiscourses.BC's accountscontain elementsof
identification, mis-identificationand counter-identificationall at once. There is an
identificationwith manyof the termsof referenceof Europeanaccountsincluding those
aroundracialand gendercategories.Thereis alsoa mis-identificationor simple rejection
of racist languageand practiceand particularly the inferior statuswith which black
identitiesare imbuedby Europeanracistaccounts.Thereis also a counter-identification
strugglingto emergefrom BC discoursesthat seeksto asserta positive image of black
cultures (albeit problematically),and an alternativefuture vision based on humanist
principlesand free of exploitationunderracial capitalism.
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AZAPO Education Policy
Many aspectsof the BC interpretative repertoire as used by AZAPO differ only
slightly from that adoptedby SASO. Only a few minor developments,therefore, needbe
mentioned here. To the earlier BC conceptof nation, AZAPO added the term 'Azania' as
an 'indigenous' alternative to 'South Africa'. The preciseorigins of the term are shrouded
in uncertainty, but it appearsto have its beginningsnot in Africa, but as a Greek form of
the Persian word Zanj-bar (Zanzibar) meaning 'land of the blacks' (Saunders, 1983;
Branford, 1991). It is the word's associationwith the East African slave trade that hasbeen
particularly influential in deterring the ANC and other charterist organisations from
adopting it.
The term 'Azanian people' was apparentlyusedto include whites, although, as the
meaningof the word suggests,it also served to underline the blacknessof the population
asa whole. Further, in the discoursesof AZAPO, the pan-Africanist vision was more fully
developedthan was the casewith earlier BC discourses.AZAPO also located Azania more
clearly as a non-aligned member of the international community and as the potential ally
of other countries who have suffered under Europeancolonialism in the developing world
(AZAPO, 1991).
The discoursesof AZAPO remainedculturally essentialistin two important respects.
Firstly, to the extent that 'politics, economics and culture are inextricably tied up'
(AZAPO, 1991, p. 228) capitalism and apartheidwere consideredto be aspectsof western
culture. Secondly, the liberation of blacks from colonial oppression was understood to
involve, in the first instance,a reaffirmation of black culture and the 'cultural personality'
(AZAPO, 1991, p. 237). What emergedfrom the 1984 policy statementwere two much
clearer conceptions of culture than had been projected by earlier BC discourses. They
correspond to the two major meaningsascribed to the term in the history of western
thought ascharacterisedby RaymondWilliams (1983), namely culture as a complete 'way
of life', and culture as a set of customs, institutions and traditions. It was the first sense
that predominated, however, in the discoursesof AZAPO. They also took their analysis
of culture further than was the casewith SASO. Reaffirming black cultures would involve
emphasisingthe positive and negative aspectsas well as presenting an historical account
of cultural change.
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Culture, like history, must be considered an expanding, flexible and developing
phenomenon....Culture doesnot warrant indiscriminate complimentse.g. a 'back to Africa'
or 'back to nature' approach....No cultural values must be blindly accepted without
critically examining them and eliminating regressive or potentially regressive elements.
(AZAPO, 1991, p. 236).

The policy statementalso took a much more obviously critical position towards the
term 'race' than had been the case with Biko and SASO. This was exemplified in the
qualified usageof the term as a basis for social categorisation(AZAPO, 1991, p. 222; p.
223). Further, apartheid's racial categorieswere not usedas a signifier of distinct cultural
identities in South Africa as was the case with the SASO usage. The term 'black',
however, was still used in a political senseto signify all those who had been at the
In the South
receiving end of Europeanracism both in Azania and throughout the world.
African context the terms white and black were also clearly linked to a class identity.
Whites representedthe ruling class who were also said to constitute part of the 'Western
power elite' (AZAPO, 1991, p. 224). Blacks were identified as constituting the working
class including those 'non-white' collaboratorswith the colonial power.
Racism was still identified as being the major 'problem' in the South African
context. In the discoursesof AZAPO racism was characterisedas a set of institutional
arrangementsorganisedby the white ruling classin order to securetheir own power. This
kind of 'institutionalised racism' was exemplified by the education system.
Weareconscious
andeducation
areownedand
of communication
of thefactthatthemeans
sustainandmaintainits selfcontrolledby theruling classin orderto promote,perpetuate,
interest.(AZAPO, 1991, p. 222).

According to AZAPO racism also involved the underminingand destructionof black
cultural norms and valueswhich in turn resultedin the de-humanisationof the black
personalityandtheinculcationof a negativeself-imageamongstblacks.Throughpromoting
white culture,the educationsystemwascomplicitin assimilatingblacksthrougha process
of enculturationinto white valuesandnormsincludingthoseof capitalismandracism,and
inducing superiority/inferioritycomplexeswithin whites and blacks respectively.Once
again it was the psycho-culturalaspectsof racism that were of primary concern for
AZAPO and which constitutedthe principal areafor intervention.
Development,thereforeentailedin thesediscoursesan emphasison consciousnessof the effectsof racism
raisingamongstblacksandthe inculcationof a critical awareness
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and capitalism on the black personality. Only then could blacks ceaseto be alienated from
their own culture, retrieve their full humanity anddevelop the collective senseof self pride
necessaryfor the revolutionary destructionof the white power structure. Of importance
as far as an understandingof AZAPO's views on social changeare concerned is the idea
that a collective vision of the future must be built before revolution is possible.
The dominant ideas of the new society will be those of the liberated oppressed: more
specifically thoseof the black working class. Theseideaswill not arise phoenix-like from
the from the ruins of the oppressivesociety but will grow, as they grow even now, as the
liberatory struggle gains momentum. (AZAPO, 1991, p. 233).

For AZAPO then, a future society would be basedon the valuesof the black working class
and would inevitably be socialist. Politically this would entail the introduction of a
constituent assembly and the decentralisation of decision-making (including that over
education) to localities. AZAPO went further than earlier BC discourses by linking the
ultimate successof a 'black cultural renaissance'to a transformation of existing economic,
political and institutional arrangements.
As was the casewith SASO the two main areascovered by the AZAPO education
policy were those of the curriculum and of culture. It is further indicative of AZAPO's
approach that they rejected a simple processof 'Africanisation' as a means of bringing
about educational change.
Africanisation or blackenisingof the personnelin the economicand other social institutions
will not give expressionto the black personality. (AZAPO, 1991, p. 236).

Rather, they went on to argue, the emphasisshould lie on the developmentof an anti-racist
education.
Our concern is not centrally with multi-cultural, multi-ethnic, multi-racial or non-racial
education but with anti-racist education (which by its very nature would include the study
of various cultures). (AZAPO, 1991, p. 236).

The precise nature of anti-racist education as envisaged by AZAPO was never
precisely defined. Given their views on development, however, it would seem to have
entailed the following. In the first instanceit would involve developing amongstall students
a critical awarenessof the institutional and psychologicaldimensionsof European racism,
and providing an account of black cultures and civilisations that included positive as well
as negative aspects. It would also aim to 'promote and create programmes to combat
prejudice'. Once again the writings of Paulo Freire had a direct influence on the
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developmentof theseideas(AZAPO, 1991, p. 230). This educationaleffort would then lay
the foundation for a genuine transformationof the institutions at the level of values and
principles, and not just simply personnel.In a new systemall 'racial, ethnic, class and sex
discrimination' would be abolished.Further, anti-racist educationwould necessarilyinvolve
the re-educationof existing elites.
The cultural alienation of the elite amongst the oppressedwho are the victims of what is
referred to as false consciousness,by virtue of their colonial mentality, superiority
complex, and their relatively favoured economic position, necessitates that they be
based on racist
reconvertedto black culture. They must rid themselvesof cultural values
and capitalist motives. They must embracethe cultural values of the indigenous people.
(AZAPO, 1991, p. 229).

In keeping with the writings of Nyrere amongst others, the development of a
This would
national culture was to be one task of the new anti-racist school curriculum.
inevitably involve a selection of the best attributes of all cultures in Azania but with a
necessaryemphasison African culture, traditions and values. Curricula would be made
more relevant to the life worlds and needsof the learners rather than simply serve the
interests of an elite. All subjectsincluding the natural scienceswould be given a more
'human' face through a consideration of the social and political aspects of scientific
enquiry. Onceagain subjectssuch ashistory, along with English literature, would become
important vehicles for new interpretationsof Azanian history and of black cultures. English
would be usedas a linguafranca althoughAfrican languageswould also be developed. The
choice of English as a national languagereflected the desire to transcend 'tribalism' and
'ethnic' boundaries,and to provide an easylink betweenAzania and the rest of the world.
The new curricula would also seek to meet the human resource needsof a transformed
economy. Active citizenship would be encouragedthrough education, and realised in a
practical way through pupil governmentof schools.
A considerationof AZAPO's educationpolicies affords theopportunity of providing
a more focusedcritique of the educational implications of the BC interpretative repertoire
as it has developedsince theearly 1970s.As was the casewith earlier BC discourses,most
of the criticisms consideredbelow relate to AZAPO's continued cultural essentialism. As
mentioned above, however, although AZAPO gave culture a causal primacy, their view
of culture was more critical and dynamic than was the casewith earlier BC discourses.In
terms of their prescriptions regardinga new curriculum this entailed a necessaryselection
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of positive cultural aspectsfrom the cultures of all 'social groups' from which a new
'living' culture could be created. It also entailed the rejection of 'regressive' aspectsof
different cultures.
On the faceof it, suchan approachallows spacefor a much more fluid and flexible
facilitates, for example, an
view of cultural identities through the curriculum. It
interrogation of different culturesfrom feminist perspectives.Indeedthe AZAPO document
explicitly referred to the needto eliminate discrimination basedon sex. This tendencywas
counteracted,however, by a continuedhomogenisationof groupsinto thecategories 'black'
and 'white' and the use of thesecategoriesas fundamentalmarkers of cultural difference.
In this respect the importation of a 'class' analysisinto the BC paradigm did not help. By
conflating 'race' and class identities, different class positions within the black population
were subsumedunder the term 'black working class'. Similarly, such an approach failed
to acknowledgeAZAPO's own class origins predominantly within the ranks of the urban
petty bourgeoisie (Davies et al, 1988).
It might be argued, however, that AZAPO's emphasis on democratic control of
institutions goessomeway towardsaddressingtheproblems of agencythrown up by earlier
BC discourses. AZAPO were at pains to stress that any educational future cannot be
defined and led by an elite group of professionals.Rather, new aims for education must
come from the peoplethemselvesand should be elaboratedupon by a constituent assembly.
According to AZAPO 'Leadership should be like a froth on a wave, dependent on the
wave, which representsthepeople, forever moving forward renascent' (AZAPO, 1991, p.
231). Despite AZAPO's flamboyant use of imagery, however, the precise nature of the
relationship between leaders and massesremained rather vague, as did the relationship
between AZAPO and the overall BC project. There is always the lingering suspicionthat
they perceived themselvesas the 'vanguard' of the revolution and in a particularly
privileged position to espousethe views of the black working class despite their own class
origins.
AZAPO also exhibited that leap of faith characteristicof many Marxist accountsof
social change,and completely unfoundedin historical experience,that socialist valuesare
the necessaryproperty of the working class. When conflated with the view that African
culture is necessarily socialistic in orientation the outcome is a powerful cocktail of halfbaked assertions.
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From the perspectiveof this study, however, and in spite of the above criticisms,
the basic idea of democratisingeducationis to be welcomed. If education is to project a
humanist vision, which inevitably it must, then that vision must be as democratically
defined and as inclusive aspossible. Indeed, AZAPO's proposalsconcerning a constituent
assembly and pupil participation in school governanceanticipated ideas that were to be
more widely discussedin subsequentyears. Nonetheless,it will be argued in the next
chapter that together with the ANC's proposalsfor democratisingeducation, there remains
much to be said in practical and political terms about how the policy-making processmay
be more fully democratised.

Besidesaddressingissuesaround the opening up of institutional and political
arrangements,the AZAPO document also went a little way towardsaddressingissues
of blacksby mentioningthat studentsought
concernedwith the economicempowerment
to be equippedfor their 'future occupationalroles'. This point wasnever fully developed,
however,and tendedto standin contradictionto ratherthancomplementthe main thrust
of the documentwhich remainedfirmly focusedon cultural andpsychologicalliberation,
basisfor structuralchange.Oneimportantaspectof this latter emphasiswas
asa necessary
the proposalto makeeducation'revolutionary'(at leastinitially). What this implied for
AZAPO, was an immediateconcernin the curriculum with a reinterpretationof black
cultureand history andmakingsubjectsmoreimmediatelyrelevantto the studentsand to
the needsof 'blackcommunities'.It alsoimplied 'the studyof current socialproblemsto
the end that the studentmay therebybe preparedto grapplewith the realitiesof modern
life andto participateintelligentlyin thereconstruction
of society'(AZAPO 1991,p. 234).
It has already been argued in relation to Biko's work that by emphasising
'psychological' liberation within the individual classroom, important aspects of the
relationship betweenknowledgeand power were being overlooked. It is worth elaborating
on this point in relation to education and the theoretical approach adopted in this study.
It will be recalled that for Foucault, knowledge and power were inseparable and were
indeed two sidesof the samecoin. The power that Foucault had in mind was the 'positive'
power of the disciplines over the human body and indeed over entire populations.

From a Foucauldianperspectivethen, and in agreementwith BC ideas,thereis
certainly a caseto be made for encouragingamongststudentsa critical reflection on
different disciplineswithin thecurriculumandtheir accompanying
forms of rationality. In
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particular, Foucault was concernedwith the 'dubious' sciences- those disciplines which
have as their object the human body. In this regard, social Darwinism, eugenics and
population geneticswould seemto be ideal candidatesfor critical analysis and reflection,
perhaps as a component of a secondary school science course. Just as Foucault was
interested in the emergenceof the 'subject' of psychiatry, criminology, etc. (the mental
patient, the criminal and so on), an analysisof social Darwinism would concern itself with
the emergenceof the 'racial' subjectand the discursive and non-discursive conditions that
made this possible. Similarly, a study of different kinds of historical narratives would
betray underlying assumptionsabout individuals and groups.
It will be recalled that science and history provided important rationale for
apartheid's dividing practices, and indeed for resistanceagainst them. Attention could be
drawn to the linkages betweencertain disciplines and various social hegemonies.Such an
approachwould obviously highlight the contestednatureof the various disciplines and lead
students away from a naive belief in the 'objectivity' of different subjects. Rather than
simply counterpose one 'truth' to another (as in BC discourses), it would in fact
problematise the whole notion of different truths in relation to power. Further, such an
approach would not, and indeed could not, preclude the teacher from taking a moral and
political stand on the questionof 'race', as even if neutrality were desirable, it would be
impossible to maintain.

Engagingwith the positivepower of the disciplines,however,is only oneaspect
of the knowledge/powerrelationship.Having directed attentiontowards the way that
differenttechnologies
of powerwithin thevariousdisciplinesbecomecolonisedby various
socialhegemonies,thequestionof the 'negative'power, exercisedby somesocialgroups
of salientimportance.It is at this point thattheoreticallytheanti-racist
over othersbecomes
herepartscompanywith Foucaultandengagesinsteadwith Gramsci's
enterprisesuggested
educationalideas.It is also at this point that the BC/Freirien problematicis to be found
particularly constraining.An applicationof Gramsci'seducationalideas to educationin
SouthAfrica hasbeendiscussed
extensivelyelsewhere(Tikly, 1990).Only a few important
pointsneedbe consideredhere.
Gramsci rejected approachesto educationthat sought to make erudite knowledge
more 'relevant' to the life-world of the child. Rather than water down the academic
curriculum to bring it more in line with the supposed'interests' of the individual child,
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Gramsci argued for exactly the opposite,namely a 'disinterested' approach. He understood
that there was a necessarygap between the hegemonic forms of knowledge that had
developed under the bourgeoisie, and the home culture of the students, especially those
from working class and peasantbackgrounds(nowhere is this more the case than in many
in imparting the 'baggage' of
parts of South Africa). The educationaltask for Gramsci lay
the academic curriculum to as many such children as possible. Only then could a new
in terms of their own interests, needsand
generation hope to put that 'baggagein order'
aspirationsas a group (Gramsci, 1971). Not only was the authority of dominant forms of
knowledge recognisedby Gramsci, but so was the authority of the teacher. He recognised
that whilst there was a place and a need for experimentation and critical reflection in
education (especiallyin the latter years),and that the teacherhad to try to provide a bridge
between the cultures of home and school, schooling must also necessarily involve an
authoritarian element, including rote learning.
Clearly this perspective differs in crucial respects from the 'revolutionary'
educational ideas of AZAPO. If a new generation of black youth are to be genuinely
lie fairly and squarely
empowered, then the emphasisfrom a Gramscianperspectivemust
on the imparting of basic skills and facts, approachesand procedures of academic
knowledge as it is currently organised. Indeed, it is foolhardy to believe that the school
curriculum can be a possible site for the wholesale appropriation and transformation of
subjects such as scienceand technology, for example, by those seeking to gear such
subjects more towards the 'interests' of the historically marginalised (e.g. by emphasising
vocationalism and basic skills training). Taylor et al (1989) have drawn attention to the
'curriculum chain' or the complex linkages between the content of the school curriculum
and the social production of knowledge in society at large. Their analysis demonstratesthe
extent to which the school curriculum is heavily determined by the production and
canonization of hegemonicknowledge in social, political and academic institutional sites
far away from the school itself. It is suggestedhere that the school curriculum will only
become more 'relevant' to the needs of ordinary people once political, economic and
developmentalpriorities becomemore relevant to those needs.
Such a perspectivedoes not rule out the possibility for progressive intervention in
the school curriculum, however. After all the curriculum is not just 'given' by processes
of canonization and legitimation elsewhere, but is the product of choice and contestation
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be
within and between different kinds of hegemonic knowledge, about what ought to
included and how that material should be taught. There is no contradiction between
recognising the importanceof imparting hegemonicforms of knowledge whilst at one and
the same time developing an anti-racist approachunderstoodfrom the perspective of this
by
black authors that have
chapter. There are, for example, many texts African and other
been accepted into the canonsof English literature. There is also a growing body of
for a
revisionist history, facts and approachesfrom which history syllabi appropriate
democratic South Africa might be developed. African art and music have often set
important precedentsand standardsfor the development of these fields internationally.
Further, there is much that can be said about the debt that 'western' science and
mathematicsowes to black civilisations and cultures and individuals both past and present
disciplines would,
as hasbeensuggestedabove. An archaeologicalapproachtowards all the
involve going further back than the
no doubt, reveal a similar story (clearly this would
beginning of the Europeanenlightenment as was the case with Foucault).
It has been argued that South Africa is experiencing a time of immense upheaval
identities are being drastically renegotiated
and organic crisis. Racial, cultural and national
and redefined within this context. Racist discoursescontinue to be mobilised to shore up
white privileges and black anger and resentmentafter three hundred years of colonial
oppressionand in the face of continuing inequalities is a phenomenonthat will needto be
engagedwith. Biko also pointed to some of the divisions that apartheid has encouraged
between black groups. Although white racism has been the focus of this study, further
researchis neededon thesedynamicsin a changingcontext. Further, there is no guarantee
that a new South African national identity will not be defined partly through the exclusion
of immigrants from the poorer front line states. Increases in unemployment and new
in
commitments to put South Africans back to work could make immigration a big issue
the 1990s.
In a highly influential intervention in the anti-racist debatein Britain, Stuart Hall
has suggestedthat the role of social sciencesin engaging with 'race' should be one of
'deconstructing the obvious' (Hall, 1981). He arguesthat it is no good teachers trying to
ignore issuesof 'race', becauseas part of the 'common sense' assumptions and beliefs
within society at large, racism is an ever-presentreality in the classroom situation. There
is a vast international literature on strategiesfor engagingwith racism in the classroomthat
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might usefully inform the developmentof indigenousapproaches.Following Hall, there is
certainly a need for treating 'race' as more than just a set of prejudicial attitudes and
psychological responses.Racial accountsneedto be historicised and understood in terms
of the way they articulate with economic, legal and political factors but not so that racism
is understood simply as a reflex of those factors.
Sibisi has pointed to some of the appalling scars that have been left on black
families and individuals as a result of the migrant labour system, police brutality and
torture, and participation by children in actsof violence associatedwith the anti-apartheid
struggle (Sibisi 1991). Education has a very important role to play here not only through
helping victims of violence to discursively engagewith the causesof that violence but to
genuinely empower them through education to make a better life for themselves, their
families and their communities.
In summary to this sectionthen, the legacyof BC has beenan emphasison the role
of language,culture and thecurriculum asa vehicle for challenging racism. Although fault
has been found with many aspectsof the BC repertoire and approach, it has been argued
that this emphasismight fruitfully be pursued in the developmentof a contemporary antiracist education. The concernsof BC standin contrastin important respectsto thoseof the
non-racial tradition which will be the focus of the next section.

Non-Racialism- the Developmentof an EducationalIdeal
The events considered in this section were chosen for their significance in the
developmentof the mostdominant interpretativerepertoire to have emerged from the broad
anti-apartheid forces. The first event to be consideredis the initiation of the searchfor
alternatives to apartheideducationin the form of the African Education Movement (AEM)
and the ANC's cultural clubs. The texts considered in relation to this event include
speechesby prominent ANC leadersand learningmaterialspreparedspecially for the clubs.
The secondevent to be discussedis the developmentof people's education both at home
and in exile at the ANC's Solomon Mahlangu Freedom College (SOMAFCO). Relevant
documentsfor consideration here once again include speechesby prominent leaders such
asZwelakhe Sisulu of the National Education Crisis Committee (NECC), resolutions from
NECC conferencesand the ANC's education policy written in exile. The final event for
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consideration is the developmentof the recent ANC Policy Framework document (CEPD,
1994) written in the context of the transition to democracy. The NEPI reports have not
been included for analysis in this section becauseof the similarities between its racial
interpretations to thoseof the historically more significant Policy Framework. It is worth
briefly recappingsomeof the major economicand political developmentssurroundingeach
of these events starting with the birth of the cultural clubs in 1955.
Mention has already been made in previous chapters of African opposition to the
introduction of apartheidlaws including the Bantu Education Act. Long before the content
of the act was known the ANC passedvarious resolutions condemning the take-over of
African education by the Native Affairs Department(Feit, 1967). In this they werejoined
by some of the churches and missionarieswho had up until then been responsible for
running many schoolsfor African children (Huddleston, 1956). ANC opposition to the act
following its implementationin 1954,and in particular the decision to boycott schoolswas,
however, characterised by a good deal of uncertainty and contestation within the
organisation. Whilst the militant Youth League favoured the boycotting strategy, more
senior members of the ANC urged caution (Karis, Carter and Gerhart, 1977; Lodge,
1984). When boycotts did eventually get under way in April 1955they were concentrated
on the East Rand, the Eastern Cape urban centresand black rural communities. At the
height of the boycott some 10,000children were involved and facedexpulsion from school.
Despite threats to expel boycotting children by the Minister for Native Affairs, 7,000
children did not return to school by the ultimatum date of the 25th April and were
subsequentlyexpelled.
In response to political demand, the ANC together with the churches and the
Congress of Democrats (an organisation for white opponents of apartheid) set up the
African Education Movement (AEM) on the 23rd of May, 1955. It was chaired by Trevor
Huddleston. The initial aims of the AEM were all concerned with providing educational
alternatives for boycotting children and included the establishment of private schools;
setting up cultural clubs in the townships; and encouragingeducationat home. In effect the
cultural clubs became the AEM's main pre-occupation. Although some of the clubs
persisted for over a year, they eventually failed largely becausethey were not allowed to
teach children in a formal senseand could, therefore, not compete with government
schools. Opposition to bantu education was part of the broader resist apartheid campaign
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and was articulated to the hegemonicproject of creating equal rights of citizenship for all
within a non-racial democratic South Africa.
The context for the emergenceof people's educationin South Africa has beenfairly
comprehensivelydealt with in earlier chapters.It will be recalled that the setting up of first
the Soweto Parent's Crisis Committee and then the National Education Crisis Committee
was a responseon the part of concernedparents to the ongoing strategy of boycotting
schoolsunder the slogan 'liberation first, educationlater' and to the continuing failure of
the stateand private sectorsreform initiatives within black education. It also coincided with
the continuing rise of the UDF, the imposition of a state of emergency and a call by the
ANC in exile to change strategiesfrom a focus on 'ungovernability' to one of setting up
organs of 'people's power'. People's education can be understood as the educational
component of this strategy. As mentionedin the previous section, many black youth had
moved back into the non-racial fold during the late 1970sand early 1980s, a phenomenon
that coincided with the re-emergenceof the ANC asa political and military force. Political
developments were also fuelled by deepeningeconomic crisis, recession and growing
unemployment.
In exile, the responseof the ANC to the Soweto uprisings was the establishmentin
1979 of the Solomon Mahlangu Freedom College in Morogoro, Tanzania to cater for the
many young people who had fled South Africa. The school was built on land donated by
the Tanzaniangovernmentand included a nursery, primary and secondary schoolsas well
as a vocational training centrein Dakawa,a farm and workshops.SOMAFCO and Dakawa
were staffed not only by South Africans but by volunteers from all over the world. The
projects were also financed and resourcedby sympatheticgovernmentsincluding Holland,
the Scandinaviancountries, the USSR and many Easternbloc countries. The aims of the
college were not only to provide educationfor those studentswhose schooling had been
disrupted in South Africa, but also to begin to develop a cadre of people suitably educated
for the reconstruction of South African society in the post-liberation phase. Finally,
SOMAFCO was conceptualisedas a site for the development of possible alternatives to
apartheid education.
The ANC's Policy Framework documenthas only recently been finalised. A full
account of the political processinvolved in its production will be given in the next chapter.
Preparedby the Centre for Education Policy Development(CEPD), the document setsout
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a framework for educationand training that representsin effect the ANC's manifesto for
education. The document is the result of many months of consultation with educational
stakeholders, the private sector and unions. The document has been developed in the
context of South Africa's transition to democracy, i. e. in the political spaceopenedup by
the unbanning of political organisations in 1990, continuing economic recession and,
internationally, the collapseof the Soviet Union and Eastern block governments.

Thediscursivecontextfor thedevelopment
of the non-racialrepertoirein education
is multiple andvaried. If onewereto isolatea singletext that hashad more influenceon
the developmentof non-racialismthan any other, then it would haveto be the Freedom
Charter drawn up at the Congressof the Peoplein Kliptown in 1955, and subsequently
acceptedasthebasisfor theANC programmea yearlater. Suchhasbeenits influencethat
the term 'charterist'hasbeenusedasa signifierfor all thosewho rally aroundtheconcept
of non-racialism.In very basictermsthe Chartersetout a vision of a future SouthAfrica
that belongsto all SouthAfricansregardless
of 'colour, race, sexor belief' (ANC, 1955).
It arguedthat all SouthAfricansshouldenjoy equaldemocraticandhumanrights suchas
the right to vote, equalitybeforethe law andan end to discriminationin any form. The
Charteralsoarguedfor theextensionof rightsto free andcompulsoryeducation,housing,
employment,job securityetc to all SouthAfricans.The Charteralsoproclaimedthat 'the
land shouldbe sharedamongstthosewho work it' and that 'the peopleshall sharein the
country'swealth' (includingthe mineralwealth).
As a document that set out a clear humanist vision, the Charter perhaps comes
closer than any other documentconsideredin this study to the ideal of representinga world
view that is basedon the will of a broadly representativesampleof the population of South
Africa. The organisersof the Kliptown conferencetravelled the length and breadth of the
country and sparedno effort in canvassingthe opinions of South Africans from all walks
of life. Nonetheless,the Charter like all texts ultimately representsone reading of social
reality, in this case that of the organisersand participants in the Kliptown conference.As
such it may also be understoodas a sedimentationof other discoursesthat exerted a strong
influence on the ANC.
Firstly, Christianity continued to organise the thoughts and senseof morality of
many Congress members. Many Congressleaders had attendedmissionary schools, and
Christian ideashad by then becomedeeply ingrained in African thought over a number of
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generations.Although there had beena growing antipathy towards European missionaries
within the ANC during the 1940sand 1950s,those missionariessuch asTrevor Huddleston
who were preparedto work within the parametersset by black-led organisationscontinued
to project a more acceptableface of European Christianity. In particular the Christian
for the acceptance
messageof the 'brotherhood of man' (sic) provided a powerful motive
of non-racialism (Walshe, 1971).
Liberalism also continued to havean important influence within Congress and this
Congressremained, during most
was clearly expressedin theFreedomCharter. Firstly, the
Secondly, many membersof
of the 1950s,committed to reform rather than to revolution.
Congress sharedthe liberal belief in the inevitability of economic integration, but, unlike
its non-racial conclusions. Thirdly, the
most white liberals of the time, followed this to
Charter reflects the continuing belief within Congressin liberal, democratic institutions
(Gerhart, 1978).
such as the rule of law, a democratically electedgovernment etc.

The belief in liberal institutions was reinforced by the hegemonyof liberal
discoursesandinstitutionsover largepartsof the world after the SecondWorld War. For
example,the ANC increasinglydrew on the UnitedNationsas a sourceof moral support
from the late 1940sonwards.Of equalsignificancewasthe usemadeby Congressof the
United NationsCharterfor HumanRightsasa discursiveresourcein the struggleagainst
declaredthe intentionof Congressto seethe
apartheid.In 1952an ANC memorandum
provisionsof the HumanRights Charterextendedto all 'within our lifetime' (Walshe,
1971, p. 331).
A belief in liberal institutionswas further exemplifiedby the extent to which the
ANC consideredthe black Americanstrugglefor civil rights within the frameworkof the
for SouthAfrica during the 1940sand 1950s.Indeed,
Americanconstitutionasa precedent
in importantrespects,the recentuptakeof 'affirmative action' discoursesin the ANC's
documentsprovidescontinuity with this
1988constitutionalguidelinesandin subsequent
earlier Americaninfluence.'Affirmative action', understoodas a floating signifier, has
beenusedto meandifferentthingsby differentgroupsandindividualsboth in SouthAfrica
andin the UnitedStates.It will be arguedbelowthatthereis a tensionin ANC discourses,
inheritedfrom the US experience,betweenaffirmativeactionunderstoodasa fairly minor
alterationof employmentpracticesandlaws,andaffirmativeactionunderstoodasa broader
processof socialchangeand empowerment
of disadvantaged
groups.
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The liberal influence on Congressduring the 1950swas further exemplified by the
use of the term 'racialism'. Within liberal discoursesof the time, racialism was used to
describe a set of prejudiced attitudes held by whites towards blacks. Discriminatory laws
and practiceswere understoodto stemfrom theseattitudes(see for example Wolpe, 1970).
The term racialism also had a good deal of international currency at the time, and was in
common usage in Britain and elsewhere. Partly under the influence of writers such as
Stokely Carmichael in the United States, the use of the term racialism to describe
institutionalised forms of discrimination has beensupersededby the term 'racism'. In the
writings of Sivanandanin Britain, for example,the term racialism was also usedduring the
1970s (with increasing infrequency) in the more limited sense of a set of prejudiced
attitudes (Miles, 1989). Although the term racism has been increasingly used by both the
BCM and non-racialists, the term racialism (and its opposite - non-racialism) have
persisted in the South African context for reasonsthat will be suggestedbelow.
As far as the disciplinary context for the emergence of AEM discourses was
concerned, liberal anthropological and historical sourcesand procedures were important
resources for the development of learning materials for the cultural clubs. This had
important repercussionsfor the racial interpretationsprovided in the texts. Although the
texts attempted to challenge the negative image of blacks presented in bantu education
syllabi, they did so very much within a set of racial assumptions and terminology that
worked within the grain of European racism. Although there is no doubt that European
racial interpretations certainly influenced the discourses of the ANC and other black
organisations,the degreeof insensitivity to racist languageand stereotypeswithin the texts
does suggestthat the majority of the authorswere probably white. The fact that the AEM
brancheswere basedin the white suburbsof Johannesburgand the Eastern Province (AEM
memorandum,undated),andthat thewhite Congressof Democratsplayed a significant role
in the AEM (Lodge, 1984) tends to support this view. Further, liberal and Marxist
developmentparadigmsare much more evidentin thesediscoursesthan in African onesof
the time. (It is not being suggestedhere that all whites are necessarilyracist but that, in
experiential terms, whites havehada different relationship to racist discoursesand practices
than blacks under apartheid and this has often shapedtheir responsesaccordingly).
'Progressive' educatorsin the liberal mould such as John Dewey provided a further
disciplinary context for educationistswithin the ANC. Dewey's emphasison education for
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democratic citizenship, and on the importance of teaching tolerance had a particular
resonance for critics of authoritarian approachesin African education. Professor Z. K.
Mathews, a prominent academicand ANC member, quoted the following passagefrom
Dewey with approval in 1951.
What are our schoolsdoing to cultivate, not merely passivetoleration that will put up with
people of different racial birth or different coloured skin, but what are our schools doing
positively and aggressivelyand constructively to cultivate understandingand goodwill to
democratic society? After all the causeof democracyis the moral cause of dignity and
....
individual.
Through mutual respect, mutual toleration, give and take, the
the worth of the
probing of experiencesit is ultimately the only method by which we all are engaged,
whether we want to be or not, the greatestexperiment of humanity - that of living together
in ways in which the life of each of us is at once profitable in the deepest sense of the
word, profitable to himself and helpful in the building up of the individuality of others.
(Quoted in Mathews, 1951, p. 5).

From the perspective of this study there are many problems with the liberal approach to
education as constructedby Dewey. Many of thesecriticisms are not dissimilar to those
advancedin relation to Freire's work and the educationalideas of the BCM.
As mentionedin thelast section,Africanist thought wasvery influential, particularly
within the Youth League,during the 1940sand, to a decreasingextent, in the period before
the breakaway of the PAC in 1959. Africanism continued to exert an influence within
Congress, however, as the following call for black self-reliance made by ANC President
Oliver Tambo in 1971pays testimony to.
black people of racist South Africa must recognisethat freedom for South Africa,
..... the
no less for them as the most exploited, will come only when they rise as a solid black mass
- rising from under theheel of the oppressorand storming acrossthe colour barriers to the
citadelsof political and economicpower.... Let us thereforebe explicit. Power to the people
meansin fact, power to the black people.... Let the black seize by force what is theirs by
right of birth, and use it for the benefit of all, including those from whom it has been
taken. (Tambo quoted in Mzala, 1988, p. 40).

Some of the speechesof ANC leaders such as the one by Z. K. Mathews, also contain
many referencesto the importance of black self-reliance and self pride. Like Tambo's
speechabove as well as many of the Africanist discoursesconsideredin the study so far,
these speechesstoppedshort of simply proclaiming 'Africa for Africans', and projected
instead the ultimate goal of a South Africa that belongs to all. Despite the Africanist
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emphasison black self-reliance, non-racialistsbelieved in working with whites to achieve
their political objectives. Oneimportant point of conflict betweenorthodox Africanists and
non-racialists within the ANC during the 1940sand 1950swas the growing influence of
communists in the Congressmovement.
The Marxist influence on Congressbeganto assertitself more obviously during the
1950s. Importantly, the Marxist emphasison class and class struggle tended to reinforce
the non-racialism of the ANC. Indeedthe absenceof the colour bar in the USSR was often
used as a rallying call for socialistswithin the SACP and the ANC (Walshe, 1971). The
Marxist influence also proved to be an important factor in bringing together the ANC and
the Indian Congress as part of a common commitment to mass action. By the 1950s,
however, there remained much suspicion and antipathy towards communism within the
ANC. It was only during the 1960sand 1970sthat the Marxist influence really began to
gain ground over liberal discourses.An important landmark in this shift of emphasiswas
the acceptanceof the theoriesof 'colonialism of a special type' and of two-stagism as part
of the ANC's strategyand tacticsat the Morogoro consultative conference of 1969. These
theories were strongly influenced by SACP thinking at the time. Because these shifts
signified a change in developmentalgoals they will be considered further below.
The growing influence of Marxist discoursesalso had an impact on the educational
theory of the liberation movement. The Freedom Charter had basically advocated the
extensionof a liberal humanisteducationto all, basedon principles of free and compulsory
schooling and meritocracy. Against liberal interpretations, Marxists argued that the school
could never be a neutral and meritocratic institution in capitalist societies(Kallaway et al,
1984). The new Marxist influencesshifted the focusof debatein quite contradictory ways.
On the one hand, the ANC in exile becamequite heavily influenced by educational ideas
from the Soviet Union which were principally concerned with the creation of the new
'Soviet man'(sic) (Grant, 1979). These themes had been taken up in other contexts by
revolutionaries inspired by the Soviet experiencesuch as FRELIMO in Mozambique. Such
a characteris 'someonewith a working-classconsciousnessand a scientific, materialist and
dialectical outlook, fully devotedto the creationof a new collective society' (Cross, 1993,
p. 77).

On the other hand, thereemergedduring the early 1980sin South Africa, a neoMarxisteducationalapproachwhichhadmorein commonwith Althusser'sandBowlesand
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Gintis' critique of capitalism than with the Marxist-Leninist emphasis on socialist
reconstruction in the USSR (see chapter one). Consequently the neo-Marxist/radical
tradition focusedon educationas a reproducerof inequitable capitalist relations rather than
as a potentially transformativeset of institutions. As was discussedin earlier chapters, this
approach was quickly supersededby the advent of people's education.
Picking up the 'progressive' mantle, Paulo Freire's work also continued to exercise
considerable influence amongstexponentsof people's education in the 1980s (Prinsloo,
1991). Freire's work provides a certain continuity on Dewey's ideas in that both are
interestedin education for democracy,and on centring the educational experiencearound
the life world of the learner.The more obviously humanistic and Hegelian strain in Freire's
work standsin stark contrastto the rigid economismof the 'scientific socialist' influence.

The influenceof liberalismandparticularlyof Marxist discourseshas meantthat
forms of scientificrationalityhavebeenmuchmoreimportantin non-racialinterpretations
than was the case with BC ones. Indeed, whereasBC discoursesprojected a certain
hostility towards'western'science,non-racialismhasconsistentlyused'scientific' analyses
and their implicationsin the developmentand legitimationof the non-racialhegemonic
project. Many Marxist accountsarguethatthe lawsof motionof history are scientifically
andpredictable.As wasthe casewith other discoursesconsideredin this
understandable
study, 'scientific' rationalityprovidesan interpretativegrid, norms and 'truths' through
which history, andindeedhumanexistenceasa whole may be understood.For Foucault,
Marxismprovidedanotherstepin theobjectification(andhencecontrol) of the subjectin
westernthoughtthroughits classificationand hierarchisationof individualsas economic
subjects.Of moresignificancefor this study,however,is the effect thatthe privileging of
classaboveall elsehadon the anti-raciststruggle.
In the context of the collapseof 'scientific socialism' in Eastern Europe, however,
and of the international hegemony of rampant free marketeerism, other 'scientific'
discoursesbegan to exert a growing influence on the non-racial tradition in the transition
to democracy. In educational debates,the World Bank and 'school effectiveness studies'
have had an impact on the discoursesof the ANC as well as on the authors of the ERS.
The question as to whether the ANC's own appropriation of thesediscoursesand the focus
on 'quality' asopposedsimply to cost-effectivenessmay be consideredprogressive will be
taken up below. The influence of school effectiveness studies is also an aspect of the
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broader disciplinary impact of the economicsof education, which, like 'scientific socialism'
also seeks to understand human beings as rational economic agents. Finally, the
Framework document has also been influenced by Kraak's and COSATU's own
interventions into the political economyof education in the form of their work on labour
markets discussedin earlier chapters.
Opposition to Bantu Education: ZK

Mathews and the African Education Movement

The texts consideredhere include a speechbelieved to have beendelivered in 1951
by Professor Z. K. Mathews, a leading figure in the ANC. Although the speechwas made
before the passing of the Bantu Education Act in 1953, it has been chosen becauseit
representsone of the few worked out positionson educationby a Congressleader. Further,
it exemplifies very well the rangeof discursive influences on the racial interpretations of
the ANC during the early 1950s. This text has been complementedby a consideration of
some of the educational materialsproduced by the AEM for use in the cultural clubs. As
mentioned above, in these texts some aspectsof European racial interpretations were
closely articulated with liberal and Marxist conceptions of development. The materials
provide an accountin story form (formal lessonswere prohibited by law) of the history of
each of the 'races' in South Africa. Thus there are narratives covering the origins of the
Bushmen, Hottentots, Africans, Europeans,Muslims etc. Some of the materials also deal
with topics such as 'Stories From the Sciences'and 'The Story of Russia'.
The construction of 'race' in both the discoursesof the AEM and in the speechby
Z. K. Mathews havemany of the characteristicsof Afrikaner nationalist (and indeedliberal)
interpretations of the time. As such they signify an intermediary stagein the development
of the racial interpretations of the Education Panel reports from earlier Afrikaner and
liberal discourses. 'Race', nation and culture are organically interwoven with fluid
boundaries between them. In other words each 'race' considered in the discourses
representsa discrete cultural and national group. The texts of the AEM follow the logic
of 'race' essentialismalbeit without recourseto the legitimation of scientific racism.
Thus Africans as a 'race' are good at singing (AEM, 1955,a, p. 5), Arab Muslims
were a 'clever race'(AEM, 1955,b, p. 3), Hottentots were a 'cleverer race' than the
Bushmen (AEM, 1955,c, p. 2) and so on. Further, the story of South Africa is presented
very much as a series of violent and, one might believe, inevitable clashes between
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different 'races' over land, property and resources.Finally, in 'explaining' the origins of
the 'coloured people', the assumptionis madethat white men only slept with black women
becausethere were not enoughwhite women to go around (AEM, 1955,d, p. 1), thereby
implying the 'unnaturalness' of miscegenationbetween the 'races'. In the case of the
speech by Z. K. Mathews, 'race' essentialismis exemplified not through the use of
stereotypes,but by use of the term 'race-pride' to refer to the developmentof a collective
consciousnessamongst Africans (Mathews, 1951, p. 2).
In the discoursesof the AEM, 'culture' provides a meansby which different 'races'
may be measuredup againstthe bench mark of 'civilisation'. In this respect the discourses
are also strongly culturally essentialist.Generally speakingthe degree to which different
cultures were considered'civilised' hung on the extent to which they had developed their
means of production, harnessedthe forces of nature and evolved related superstructural
institutions (especially 'democratic' ones) in comparison with other cultures of the time.
Here the Marxist influence is clear. The Soviet Union was describedas an 'interesting' and
'new' civilisation (AEM, 1955,e), but other Europeancountrieswere also equated with the
modern civilised ideal.
Different 'races' and cultures came in for varying amounts of praise in relation to
moderncivilised norms. Thusalthough SouthAfrican Europeanswere consideredcivilised
in relation to scientific advancementand the development of productive forces, the
Hottentots could have given 'some "civilised" races a few lessons in the meaning of
freedom and democracy' (AEM, 1955,c, p. 3). Thus Hottentots, together with Bushmen
and Africans were congratulatedin thesediscourseson their communal ownership of land
and democratic decision-making processes. As with Marx's analysis of 'primitive
communism', however, it was pointed out that they could not simply return to theseold
ways. As far as Muslims were concerned,they were perceived to have a mixed relationship
with civilisation. On the one hand,
The Arab Muslims were very clever in many ways. They had the brains to invent much
that is studied at our colleges - algebra, astronomy, and also medicine. They knew how to
perform operations on sick people very skilfully, and even to deaden their senseswhile
doing them. (AEM, 1955,b, p. 3).

On the other hand,however,
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Moslem women remain backward in most of their [Muslim] countries; their only duty is
to look after the men - and children, of course. One reasonwhy the lands under that faith
are not more advancedtoday is the backward stateof the women; few have been to school
or learned the new ways of our time. (AEM, 1955,b, p. 1).

Spacedoesnot allow for a full deconstructionof the abovestereotypesof Islam, and indeed
of Arabs. The conflation of a religion (Islam) with a 'race' (Arabs) and with a fixed set of
patriarchal practices certainly does not lead towards a historical understanding of the
changing and diverse roles of womenin Islam in different countries and cultural contexts.
The following quote from a Congressof Democratsmemorandumon the cultural clubs also
underlines the point madeby black feminists such as Carby (1982), Yuval-Davis (1992)
and Kabbani (1989), namely that whilst Muslim women have themselves taken a stand
against patriarchy, there is a good deal of hypocrisy in European accounts of women's
that
roles in Islam. Referring to club activities, the memorandumstates
Girls should be educatedas homemakers,and possibly sympathetichousewiveswould offer
their kitchens for simple group demonstrationsin cooking. (Congressof Democrats, 1955,

P" 2).

For Z. K. Mathews much more so than in the discoursesof the AEM, the idea of
culture constituting a racial characteristicwas supersededby an understanding of culture
as a national attribute. Thus Mathews talked in glowing terms of the contributions that
'coloured' and 'negro' Americans had made to the American way of life citing the likes
of Paul Robeson and JesseOwens as examples (Mathews, 1951, p. 3). Mathews also,
however, clearly thought of liberal democraticinstitutions and Christian values as goals to
strive for. (Mathews was, in fact a committed Christian and a firm believer in the idea of
the inevitability of economic integration and racial interdependence in South Africa)
(Walshe, 1971). Thus at one point Mathews laments 'we are told that we are inferior, that
we are too uncivilised to understandChristianity, let alone Democracy' (Mathews, 1951,
p. 2)
Whereasfor Mathews the term 'nation' was constructedin the modernist sense,in
the discourses of the AEM the term was still used interchangeably with the narrower
conceptionassociatedwith 'race' (seefor exampleAEM, 1955,a, p. 7). The AEM was not
alone in this. There is a definite ambiguity on this score in the Freedom Charter and in
many other ANC documentsof the time. One proclamation in the Charter, for example,
assertsthat 'All national groups shall have equal rights' and 'there shall be equal statusin
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the bodiesof the state,in the courtsandin the schoolsfor all nationalgroupsandraces'
(ANC, 1955).Clearly both definitionsof 'nation' might haveappliedhere.
For many communistswithin the Congressof Democrats (formed after the banning
of the Communist party), the ambiguity in the term 'nation' had also been present in
Stalin's 1913 definition in which he assertedthat 'a nation is a historically constituted,
stable community of people, formed on the basis of a common language, territory,
economic life and psychologicalmake-upmanifestedin a common culture' (Stalin quoted
in Mzala, 1988, p. 34). The implications in 1932of Stalin's thesis for South Africa as far
as the Comintern was concernedimplied
Complete and immediate national independencefor the people of South Africa. For the
right of the Zulu, Basuto,etc,. nations to form their own independentrepublics. For the
voluntary uniting of the African nations in a federation of Independentnative Republics,
the establishmentof a workers' and peasants'government. Full guaranteeof the rights of
all national minorities, for the coloured, Indian and white toiling masses.(Quoted in Slovo,
1988, p. 143).

Understoodasa floating signifierthen, 'nation' can be interpretedto have had the same
'bridging function' in termsof locatinga culturalgroupor groupswithin a geographical
areaas was the casewith Afrikaner nationalistdiscourses.
For all the discoursesstudied the chief obstacle to national unity (in the modem
sense)lay in the hearts and minds of whites i. e. racialism and racial discrimination were
products of prejudiced beliefs and attitudes. In describing the reasonsfor the 'gap', for
example, between Europeansand Africans, the AEM materials had the following to say,
Thereasonwhy thegap,thoughslowlygettingnarrower,still existsaftersomanyyears
is simply that, except for a few missionariesand teachers,the more advancedrace had no
wish to help the backwardone to cross it. (AEM, 1955,a, p. 7).

The above also had clear implications for the view of development taken in the AEM
discoursesi. e. developmentinvolved a processled by whites in order to benefit blacks. For
many liberal whites, as has been discussedin the last chapter, this entailed a capitalist
modernisationproject. The difference, however, betweenthe liberal views of development
expressedby supportersof the AEM and mainstream liberal opinion lay in the latter's
continued belief in social segregation.
For Marxists developmentalso involved a modernisation project but in this casea
socialistone. As Midgley (1984) and othershavepointed out, Marx understoodcolonialism
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to be progressivein the sensethat it involved the spreadof the more advancedcapitalist
mode of production, a necessaryprecondition in Marx's view for the development of
socialism. Members of the Communist Party of South Africa (CPSA) (as it was known
before 1953) had been guided by the 1928 pronouncement by the Comintern that the
struggle in South Africa shouldaim first at theestablishmentof a Black ('Native') Republic
as a stepping stone towards a worker's state. Although in the 1920sand 1930sthis would
have entailed the CommunistParty supportinga struggleessentiallyalong Africanist lines,
by the 1950sthe Communist Party soughtto reassertthe class component of the national
liberation struggle (Walsh, 1971). This in turn meant that the national movements would
have to be led under the firm guidanceof the Party towards the interests of the workers
and peasants.The sloganof non-racialismbecame,in this context, a very important aspect
of the Party's challenge to what it perceived as a narrow African chauvinism within
Congress. It also served to justify and legitimate the Party's own 'vanguard' position in
relation to the struggle of the workers.
The discourses of Mathews, and indeed of the ANC as a whole at that time,
however, reveal a different agenda, and one still very much influenced by Africanist as
well as Christian liberal thought. In his speechMathews outlined three basic stepstowards
the ideal of a united South Africa, namely, the inculcation of 'race-pride' amongst
Africans, followed by the development of black unity amongst all 'non-Europeans'
(Mathews 1951, p. 3). This would then provide a necessaryprecondition for establishing
,
equality with whites.
I think it follows quite naturally that once we non-whites in this country stand together, we
will have to learn to stand shoulder to shoulder with the white man, and what is more we
shall have to help him to stand shoulder to shoulder with us. (Mathews, 1951, p. 3).

Unlike the more Eurocentric discourses of white liberals then, Mathews envisaged a
development process focused on, and essentially led by blacks. If non-racialism was to
becomea reality, then much of the responsibility for its advancementlay on the shoulders
of 'non-Europeans'. For Mathews and the vast majority of ANC membersat the time, nonracialism implied equality of opportunity within a welfare state not dissimilar to that
introduced in Britain by the Labour government after the second World War (Walsh,
1971). In terms of the economic analysis presentedearlier in the thesis, non-racialism
meant the extension of the welfare provisions of racial Fordism to the population as a
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whole. In contrast to the laissez-faireof South African liberalism the ANC envisageda
strong role for the state in creatingequality of opportunity. Most members, however, did
not advocatethe extreme statecentralisationcharacteristicof the USSR.
It is worth noting at this stagethat the view of the Other and the subject positions
constructedin the abovediscourseswere both contradictory and complex. Although all the
discourseswere moving towards a conceptionof an inclusive South African identity, the
predominantly liberal conception of non-racialism definitely points towards 'prejudiced'
whites (and blacks for that matter) as the Other. This was to have substantially shifted by
the 1980sas shall be discussedbelow. At the sametime the learning materialsof the AEM
reflect many stereotypesof the Other that have a long pedigree in European thought.
Partly, no doubt, asa result of the lingering influence of the culturally essentialistview of
nation put forward by Stalin, European racial interpretations becameclosely articulated
with a materialist understandingof cultural difference. Thus the 'backwardness' of the
African 'race' was explained as follows:
As long as people can go on in the sameway without working too hard or suffering too
much, there is little reasonwhy they should even 91Wkof changing their mannerof living.
Existence in Africa on a low standardhasalways been fairly easy, becauseof the easewith
which crops can be grown, the small need for shelter against bad weather, and the
abundanceof game. (AEM, 1955,a, p. 7).

With reference to the 'advancement' of Europeans, however, the materials had the
following to say:
in
those with a long, cold winter, people were
.... someother parts of the world, especially
forced to improve their means of shelter and getting food, if they were not to die out
altogether. So, very slowly and gradually, here and there, clever men and women of
different nations invented ways of making life easier. These inventions were copied by
different nations.... (AEM, 1955,a, p. 7).

Now a materialist account of human progress and development may, from the
perspectiveof this study, provide one valuableapproachtowards an understandingof social
change. What is at issuehere, however, is the way in which such accountsworked within
a racially defined framework. Understood as a source of strength, the conflation of
materialist and racial accounts provided a certain legitimacy for materialist approaches,
especiallyamongstwhites. Understoodasa sourceof contradiction, however, the racial and
cultural essentialismof European descriptions of the Other clash with the more Marxist
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emphasis on the material world as the most basic and profound determinant of social
change and group identity, namely class.
Similarly, as has beendiscussed,liberal accountsof racial difference and cultural
'backwardness'also contradictedtheliberal emphasison economic integration and capitalist
development as a goal that was ultimately achievable by all South Africans. For whites
within the non-racial tradition, and to a greater extent than in other European discourses
of the time, it was developmentalgoals that triumphed over racial bigotry and stereotypes
such that,
different from other peoplesin intelligence and ability to learn.... Even
... Africans are no
if the old people had no desire to change, the younger ones and especially the children,
would quickly take to the new knowledgeif it was offered to them. (AEM, 1955,a, p. 7).

What then was the role of education in relation to development in the non-racial
discourses of the 1950s? For the most part, the preoccupation with liberal values and
institutions led to a view within Congress (and one certainly shared by its liberal
sympathisers) that liberal humanist education must be extended to Africans. In 1953,
President of the Transvaal ANC, Nelson Mandela criticised the Bantu Education Act
because'African educationwould be takenout of the handsof people [liberal missionaries]
who taught equality between black and white'. He went on to say
we declare our firm belief in the principles enunciatedin the Universal Declaration of
Human Rights that everyonehas the right to education; that education shall be directed to
the full developmentof human personality and to the strengthening of respectfor human
rights and fundamentalfreedoms. It shall promote understanding, toleranceand friendship
among the nations, racial or religious groups and shall further the activities of the United
Nations for the maintenanceof peace.(Mandela, 1977, p. 110).

Like many exponentsof BC, Mathews emphasisedthe role of the black teacherin
shapingthe future for Africans. For Mathews, the emphasislay in the role of educationin
inculcating 'race-pride' through presentinga positive image of black achievements.It also
involved making 'our little onesrealise that they were created by the sameGod who gave
life to the white child. That they too were made in His image, and that in His eyes they
are not, and never will be inferior' (Mathews, 1951, p. 3). Mathews then went on to recite
William Blake's "Little Black Boy":
My mother bore me in the southern wilds
And I am black, but, oh, my soul is white.
White as an angel is the English child;
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But I am black as if bereavedof light. (Quoted in Mathews, 1951, p. 3).

The choice of this poem as one exampleof materials to use to build a positive self image
amongst black students(Mathews doesprovide other, less controversial examples) serves
to demonstratethe gap between Mathews' version of Africanism and that developed by
Biko and black theologians two decadeslater. BC, with its greater emphasis on the
languageof oppressionwould have no doubt pointed to the implicit construction in Blake's
poem of 'white' as a virtuous colour and of black as a negative and somehow incomplete
colour. (It would indeed have been ironic if Biko's polemic against white liberals who
professedto support the black struggle entitled 'Black souls in white skins' were to have
been inspired by the samesource).

Mathewsalsobelievedin therole of educationin relationto developinga common
SouthAfrican identity basedon an appreciationof different cultures.
Ladies and Gentlemen, this matter of impressing upon our children that they are South
Africans is a matter of great importanceand somethingthat we cannot neglect. Let us take
here the question of language,which is one of the cornerstonesof national pride in any
country. You come across many people who sneer at Afrikaans and refuse to speak
it... Afrikaans is by no meansthe property of the Afrikaner. It belongs to us as well - it is,
and should be, part of the make-upof every South African. (Mathews, 1951, p. 4).

Above all else, Mathews believedthat educationmust promote tolerance betweenall South
Africans.
Ladies and Gentlemen, if the teacher teaches all these things and does not teach
TOLERANCE then he is heading in a dangerousdirection.... we dare not sow the seedsfor
a repetition of the arrogant tyranny which is now stalking our fair land. If we do, then we
will be more guilty than thosepoor miserablepeoplewho are sitting in parliament, basking
in self-admiration, yet preparing their own destruction. (Mathews, 1951, p. 5).

In effect the speechesby Mandela and Mathews prefigured the Freedom Charter
which called for an end to the colour bar in education; the sharing of all the cultural
treasures of mankind (sic); free, compulsory and universal schooling; access to higher
education basedon merit; a massadult literacy campaign; and the inculcation in children
of affective goals such as 'human brotherhood, liberty and peace'. Their thinking also
provided some continuity on earlier formulations of ANC policy. In the early 1920s
Congressleadershadargued for a 'free, compulsory and public systemof native education'
modelled along western lines (Walsh, 1971, p. 79). In 1943 the ANC had demandedthat
education becomethe full responsibility of the stateand basedon per capita funding with
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the ultimate goal of free andcompulsory educationuntil the age of sixteen. The immediate
goal was primary schoolingfor all and, according to the Youth League, one hundred per
cent literacy (Walsh, 1971).
There were also discontinuitieswith earlier policies which had not demandedan end
to the colour bar. Further, in the early 1940sMathews had himself argued not simply for
'western education', but for a 'reconstructionof our own experiencein the light of the past
experiences of our fathers, our neighbours, other races and of mankind everywhere'
(quotedin Walsh, 1971,p. 150). This theme,along with the other more Africanist aspects
of Mathews' thought were to be taken up in later years by the BCM. Non-racialist
discourses, on the other hand, increasingly focused on issuesof equality of opportunity
within a liberal humanist framework. Thus, by 1955 the AEM had little in the way of
Congressideas concerning issuesof culture and the curriculum on which to draw.
Central to the approach of the AEM was an underlying conception of scientific
rationality and objectivity that was typical of liberal humanist disciplines at the time. One
example of this is the weight that was attachedin the AEM materials to western science
and the 'scientific method'. In keeping with the modernisationprojects of both liberals and
Marxists, the achievementsof 'modern' sciencewere counterposedto the 'superstitions'
of traditional African remediesand approaches.Thus in 'The Story of the Sciences'(AEM,
1955,f), no attempt was madeto qualify the 'success'of western scientific approaches,or
the 'failure' of 'Witchdoctors remedies'. Neither was there any effort to present the
historical linkages between,or specific contextswithin which different approachestowards
understandingand intervening in the natural world evolved. The result is an unqualified
eulogisation of western scienceand a subsequentdenigration of alternative approaches.
Further, the developmentof 'western' sciencein thecontext of the Europeanenlightenment
is depicted as a whites-only affair in which black scientists have played little or no part.
The discoursesof the AEM contrastwith the speechby Mathews in which he specifically
points to the contributions of various black scientistssuch as Dr. Percy Julian (Mathews,
1951, p. 3).
In a revealing article in one of the AEM newsletters entitled 'Stop Falsifying
History' (AEM, 1956), a leading historian of the time, C. T. Gordon, gave his views
concerning the nature of history as a discipline. Arguing against the syllabi drawn up by
government departments,Gordon claimed that
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History is a study of the facts, arrived at by objective research. And such facts rarely, if
ever, reveal any man as flawless.... the facts are in most casesavailable, and it is time that
a summaryof the whole truth, rather than a judicious selection of those aspectsof it which
suited the prejudices of the frontier community, was placed before our school children
(Quoted in AEM, 1956, pp. 1-2).

Clearly, given what has alreadybeen saidabout the content of AEM discourses,and from
the perspective of this study, it is once again apparent that an unqualified commitment to
'science' and to 'objective facts' is not a sufficient condition for the developmentof antiracist approaches,and may indeedbe counter-productive.Imbuing non-racialist discourses
with claims to objectivity, however, can be understoodas having served to legitimise not
only non-racialist positions, but liberal and Marxist modernisation projects as well.
Similarly, it was argued that the emphasis on the role of the teacher and on
changing individual psychological outlooks and attitudes leads towards a limiting, and
ultimately unsatisfactoryapproachtowards anti-racist education. The samecriticisms may
also be levelled at the approachadvocatedby Mathews. In this case, however, the affective
goal to be achievedwas the inculcation of 'tolerance' in children. Now whilst this may be
a noble goal (dependingon how the term is constructedand the discursive context in which
it is operative), in the handsof liberals it can lead to a naive belief in the 'equality' of all
'cultures' and discourses.Being open to a plurality of opinions and world views does not
guaranteethat the connectionsbetweendifferent kinds of discoursesand different kinds of
power will be interrogated. It has beenone objective of this study to try and connect the
emergenceof various racial interpretationsin education, for example, with different social
hegemoniesthat have certainly not enjoyedthe sameaccessto power and privilege as some
liberal discourses might suggest.
For Dewey (and hence Mathews), 'tolerance' was a necessary corollary and
precondition for the developmentof democracy,understoodasequal rights within a liberal
democratic framework. From the perspectiveof this study there are two problems with this
approach. Firstly, Marxist, feminist and anti-racist accounts have long argued that
'democratic' institutions within
capitalist, patriarchal and colonialist societies, inevitably tend to favour dominant groups
who have more access to formal power and resources. Secondly, from a Foucauldian
perspective, it will be recalled from chapter two that the issue is not so much one of what
formal rights are guaranteedby law. Instead it is the 'regime of truth' which operates
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'between the lines' of formal rights that is of concern. This was not a concern for either
Dewey or Mathews.
To acknowledgeFoucault's critique of the limits of legal/political power, however,
and to take cognisanceof the ways in which such power becomesdistorted in capitalist
societies does not preclude an acceptanceof the need for laws and rules which clearly
demarcatethe rights and duties of citizens in any society. In terms of the struggle against
racism, particularly in the South African context, the extension of 'liberal' rights such as
the right to free assembly, to free speechand, not least, the right to vote to all South
Africans, can only be understoodasa major (and long overdue) advance.To the extent that
non-racialism has been about promoting equality of opportunity within a mixed economy
and liberal democraticnorms and institutions, the ANC and its allies can be understoodto
be on the threshold of an important victory. One might ask, however, how and to what
extent the provisions of the Freedom Charter have formed a basis for an anti-racist
educational approachfor the ANC and its allies over the years. This issue will be taken up
below in relation to the ANC's recent Policy Framework and the processof desegregating
schools.
As far as both Dewey and the AEM activists were concerned, non-racial education
was to be based on a child-centred approach. In the case of the cultural clubs, a
pedagogicalcommitment to child-centredapproacheswas reinforced by the fact that it was
illegal to operate a formal school other than those controlled by the government, and so
the clubs were organisedon an informal basis. According to the AEM,
The group leader must be a democratic 'leader' in the best sense of the word - not a
dictator..... What is required is for her to present the material as attractively as possible,
perhaps make a few suggestions,and then for a time, to retreat into the background and
watch what the children do with it. Only if the children ask for advice or help should she
give it.... Trust the children - let them take responsibility for themselves- that is the way
to produce men and women and not sheep.(AEM, 1955,g, pp. 1-2).

Thus, as far as political education was concerned, another memo suggested that the
Freedom Charter should be
taught to the children as they understandit. Care should be taken not to offend parents, the
Charter not to be imposedon the people. (AEM, 1955,h, p. 1).

A critiqueof child-centredapproaches
by BC discourses
hasalreadybeen
advocated
given from a Gramscianperspective.In relationto the BC emphasison curricular issues
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it was argued that the BCM tended to overlook the necessaryauthority of the formal
curriculum. Given the emphasisin non-racial discourseson the legal and political aspects
of education, it is possible to advancethe samecritique but in relation to the necessary
authority of rules and regulationsgoverningthe provision and delivery of education. From
an anti-racist perspectiveit would seemnaive to expect non-racial attitudes and practices
to simply 'spring' from the children themselves.Given the levels of racism within society
at large, it is equally short-sightedto imagine that any group of children (or teachersfor
that matter) ought to be 'trusted' not to be racist, or in relation to the predominantly black
club members, to have an understandingof racism in South Africa such as that contained
in the Freedom Charter.
Without the backing of clear proceduresconcerninghow to engagewith and handle
racist incidents in the classroomor playground, there is no guarantee that incidents of
racial harassmentwould be dealt with effectively. The same could be said for strategies
aimed at dealing with the repercussionsof racist discoursesand practices in society at large
as they manifest themselvesin the responsesof black children to the learning environment.
Further, there are clear limits to how far the Freedom Charter actually went in terms of
prescribing strategiesfor tackling racism. Thus whilst the Freedom Charter did call for an
end to the 'colour bar' in education, there was no engagementwith some of the uglier
realities (racial harassment,alienation of black youth etc) that have actually occurred in
integrated schools(seeFreer et al, 1992; Carrim, 1992for example). At one level this was
hardly surprising as desegregationremaineda distant dream for the activists of the AEM.
In the 1990s, however, such considerationsgain increasing importance.
In summary to this section it is worth restating the main discursive achievements
of non-racialism in the discoursesof the ANC and AEM during the 1950s. Firstly, nonracialism proved to be a uniting discourseand was successfulin rallying support from a
variety of sources. Secondly, non-racialism allowed for the articulation of a number of
visions of development within a set of racial interpretations that focused on individual
prejudice as the main obstacleto progressive social change.
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People'sEducationat Homeandin Exile
The textsconsideredin this sectionwere taken from non-racial discoursesdeveloped
both in South Africa and by the ANC in exile. The term 'people's education' will be used
to describe educational discoursesdeveloped in both contexts. The texts from inside the
country were largely drawn from the SecondNational Consultative Conference of the
National educationCrisis Committee(NECC) held in 1986. Those chosenfrom outside the
country include the ANC's educationpolicy adopted in 1978 (ANC, 1978) in Morogoro,
Tanzania along with syllabi andlearning materialsfrom the ANC school, SOMAFCO. The
policy documentwas written in anticipation of the setting up of SOMAFCO, and appears
to have had little influence inside the country.
By the time of the people's educationdiscourses,the term 'nation' had long since
become the dominant unit of analysisand signifier of identity. Of most significance in this
shift was the assertionin the Freedom Charter that 'South Africa belongs to all who live
in it, black and white, and that no governmentcanjustly claim authority unless it is based
on the will of all the people' (ANC, 1955). The shift was also marked by the rise to
prominenceof 'the national question'asthe interpretativeframework for theoretical debates
within the ANC/SACP alliance from the 1960s onwards (see below). Summing up the
vision of a future South African nation implicit in thesedebates,Jordan stated:
So, then, although coming from two different directions - one nationalist, one Marxistsocialist - the two componentparts of thenational liberation movement converge in the end
under the conception of who constitutesa nation to whom sovereignty in a democratic
society should be assigned.That definition precludesdesignation of race and ethnicity. In
the words of President Oliver Tambo: 'One country, one people, one government, a
government of the people of South Africa'. It is towards this end that we are struggling.
(Jordan, 1988, p. 124).

In the discoursesof the ANC/SACP alliance at the time then, 'culture' asa concept
remained muted and generally subordinated to the idea of a common South African
citizenship and identity. In these discourses, 'culture' is perceived as synonymous with
'ethnicity', i. e. as a set of linguistic and religious attributes with perhaps a few customs
thrown in. It certainly does not take on the statusof a 'whole way of life' as in previous
discourses.The subordinationof culture and ethnicity to a national identity was explained
in political terms by the prominent ANC and SACP member, Joe Slovo (the ANC opened
its membership to all South Africans in 1969).
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In summary, it could be said that the historic processof spreadinga national (as opposed
to ethnic or tribal) consciousness
and the national consolidation of existing state entities is,
in the modern African era, generally a weapon of liberation and social advance.
Conversely, the emphasison regional and cultural exceptionalism (including claims to
secessionof ethnic regions from existing stateentities) is generally designed to serve both
internal and international reaction and is, in most cases,an instrument of colonial, neocolonial or minority domination. (Slovo, 1988, p. 145).

Of relevance to current debatesconcerning cultural diversity and education, however, is
the qualification madeby Slovo (in accordancewith the support for cultural diversity in the
Freedom Charter) that 'The strugglefor nationalcohesionin multi-ethnic communities does
not imply the imposition of cultural uniformity' (p. 145). Nonetheless,it was a vision of
national cultural identity that overwhelmingly predominatedin non-racial discoursesof the

time.
For MarxistssuchasSlovowithin thealliance,a rethinkinghadalsobeengoingon
concerningStalin's conflationof nationalandculturalidentities.According to Slovo, the
post-Leninist tendency gave pride of place to cultural-linguistic (or ethnic) factors at the
expenseof a class approach. It infected some of our own earlier debateson the national
question and came dangerouslyclose to providing (albeit unintentionally) a rationale for
ethnic separatism. (Slovo, 1988, p. 143).

Importantly then, for many alliance memberswhether in the ANC or SACP (by the 1980s
there was a good deal of overlap of membershipbetween the two organisations), class
together with nationality became the most significant marker of group and individual
identity.
The dominance of class and national identity also tended to reinforce the nonracialism of the alliance. According to Pallo Jordan(a leading intellectual in the ANC), the
nation 'is not defined by skin colour or racial designation' (Jordan, 1988, p. 118).
Although there was certainly a denial of 'race' as a plausible basis for asserting difference,
there remained a certain ambiguity concerning the status of the term as a basis for
understanding difference. In contrast to earlier AEM discourses, 'race' was not used to
designatefundamentalhumandifference and as a basisfor social changeand development
(class having priority in this regard). The term continuedto be used in an unqualified way,
however, that ultimately failed to engagewith the relevance of 'race' understood as a
biological category.

231
Rather,'race' servedsimplyasa signifierof socialidentity underapartheid,being
generally understoodas the modality within which class relationshipshad developed in the
colonial context. By the time of theadoptionof the ANC's Strategyand Tactics at the 1969
Consultativeconference(alsoheld in Morogoro, Tanzania),the relationship between 'race'
and class was explained in terms of the theory of 'colonialism of a special type' in which
it was argued that the white colonisersoccupiedthe samegeographicalspaceas the black
colonised in the context of capitalist social relations.
On one level, that of 'white South Africa', there are all the features of an advanced
capitalist state in its final stageof industrial monopoliesand the merging of industrial and
financial capital... But on another level, that of 'Non-White SouthAfrica', thereare all the
.
featuresof a colony. The indigenouspopulation is subjectedto extremenational oppression,
poverty and exploitation, lack of all democratic rights and political domination... .(ANC
'Strategy and Tactics in the South African Revolution' quoted in Wolpe, 1988,b, p. 62).

Thus, accordingto oneprominentspeakerat the 1986NECC conferencecapitalist
socialrelationsprovide'the principaldeterminingcontradiction'in SouthAfrica, whilst the
nationaloppressionof blacksby whitesis describedsimplyas 'a dominantcontradiction'
(Mkatshwa, 1991,p. 240).
The privileging of class had the discursive effect of closing off discussion around
racism, its meaningand its operations. Within this discursive vacuum the term 'racialism'
continued to play a role as signifying a set of attitudes and discriminatory laws and
practices inimicabal to the achievementof equality of opportunity within a democracy.
Thus although the emerging constructions of 'racism' from the USA and elsewhere
attempted to break with the old liberal meaningsand definitions, the term was simply
adopted into the non-racial lexicon as a straight replacementfor 'racialism' without any
profound change in meaningor status.
The theory of 'colonialism of a special type' led to the acceptanceby the ANC of
the 'two-stage' theory of change-a reworking of the Comintern's Black Republic Thesis.
Once again, the national liberation of the African majority was seen as a necessary
prerequisite for more profound transformationalong socialist lines.
The main content of the present stage of the South African revolution is the national
liberation of the largest and most oppressedgroup - the African people The national
...
dominate
therefore
But
it
is
the
must
characterof
struggle
our approach.
a national struggle
which .... is happening in a new type of world .... a world in which the horizons liberated
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from foreign oppressionextend beyond mere formal political control and encompassthe
element which makes such control meaningful - economic emancipation.... Thus, our
nationalism must not be confused with chauvinism or narrow nationalism of a previous
epoch. It must not be confused with the classical drive by an elitist group among the
oppressed people to gain ascendancyso that they can replace the oppressor in the
exploitation of the mass. (ANC Strategyand Tactics Quoted in Pomeroy, 1988, p. 13).

The view of socialchangeembodiedin this statementinvolveda negotiationof quite
complex, and contradictory,subjectpositions.Firstly, the subjectof people'seducation
discourse,namely'the people',were definedin broad termsby the UDF as follows:
The people's camp is madeup of the overwhelming majority of South Africans - the black
working class, the rural masses,the black petit bourgeoisie (traders), and black middle
strata (clerks, teachers,nurses, intellectuals). The people's camp also includes several
thousandwhites who stand shoulder to shoulder in struggle with the majority. (Quoted in
Mashamba, 1990, p. 5).

Following on from the FreedomCharter, the 'enemy camp' was not defined simply
as whites. Indeed, as Meli (1988) pointed out, the identification of the government as 'the
enemy' in the Charter reflected a desire to encouragewhites not to identify with the
Pretoria regime. The Other of non-racialdiscoursesalso included those 'committed racists'
who would voluntarily exclude themselvesfrom any non-racial definition of 'the nation'
(Jordan, 1988, p. 118).
Within thesebroad parameters,however, certain groups were identified as being
particularly oppressed. Thus whilst these discourses constructed all 'blacks' as being
victims of apartheid, regardlessof class, this was consideredto be particularly true of the
black working class. This in turn led to the view that the black workers ought to take a
leading position in social change. Although the majority of South African women were
understood in these discoursesto carry a 'triple oppression' related to their colour, class
and sex, it is both ironic and a sourceof contradiction, that they were not identified in nonracial discoursesas having a vanguard role within the black working class.
The above construction of 'the people' and of social change led to two quite
different approachestowards people's educationat home and in exile. Each approach was
temperedby the specificity of the material anddiscursive contexts. In exile, the aims of the
ANC education policy were formulated as follows:
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1.

To prepare cadresto serve the national liberation struggle of the people of South
Africa in the phase of struggle for seizure of political power and the postliberation phase.

2.

To produce such cadresas will be able to serve the society in all spheres i. e.
political, economic socio-cultural, educational and scientific. Priorities will be
dictated by the needs of the liberatory struggle in the pre and post liberation
periods. (ANC, 1978, p. 1).

As a policy statement,the 1978 documentprovided continuity on earlier non-racial
issuesof massaccessibility.
educationaldiscoursesthroughemphasising
The ANC educationalprogramme, as an ongoing process, shall cater for both young and
old irrespective of race, colour, sex, or creed. (ANC, 1978, p. 2)

The documentalsoextendedtheemphasis
on thepoliticsof educationalprovisionby calling
for the democratisation
of education,i. e. 'the participationof students,teachersand the
communityin all educationalactivities' (p. 2).
Further in keeping with earlier non-racial discourses,the policy statementdid not
engagein any depth with issuesof culture, identity and the curriculum. Thus although the
document called for the production of a 'new type of South African', this point was not
developed in curricular terms beyond the assertionthat
The ANC programme shall draw on the most advanced scientific knowledge and
progressive cultural activities of the people of South Africa and the world. (p. 2).

The statementdid not go as far even as Mathews' concernwith the question of who ought
to define a new curriculum. The curriculum that did emerge in reality at SOMAFCO,
however, was very much in keeping with developmentsin the non-racial interpretative
repertoire outlined above. As such it focusedon class and national identities.
Class identity and the inculcation of a 'proletarian consciousnessand world view'
was emphasisedin SOMAFCO, especially in the later years, through the teaching of a
subject called 'Development of Societies'. The aims of the syllabus were as follows:
1.

To introduce studentsto an integrated and consistent scientific world outlook.

2.

To provide students with the analytical tools with which to comprehend the
developmentof societies, world revolutionary processes,and in particular to help
studentslocate the South African struggle in the context of the world transition
from Capitalism to Socialism.

3.

To motivate and prepare studentsfor constructive participation in our National
Democratic Revolution. (ANC, 1982, p. 2).
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In Foucauldianterms the Developmentof Societiescourseand its emphasison
'scientific' materialist discoursescan be understoodto have aimed towards the production
of the 'class subject' and 'revolutionary cadre'. Through recourse to scientific forms of
rationality as a legitimation for the production of such a subject, however, the materialist
world view was presentedas the 'truth' and counterposedto the 'ideological' approaches
of 'unscientific', 'bourgeois' accounts.Thus without denying the importance of materialist
and 'class' accounts, such discourse is the antithesis of creative and critical thinking.
Further, from the perspective of this study such an approach does not allow for a
considerationof other dynamicsinvolved in socialchange, such asthose around 'race' and
gender.
In relation to the national identity of the 'new South African', the construction of
'nation' in the non-racial repertoire and the Freedom Charter provided an important
discursive resourcearound which much teaching and learning went on, both formal and
informal. In important ways, it was the commitment to non-racialism that defined the
specific ethos of SOMAFCO and provided a hegemonic principle around which all
membersof the SOMAFCO community could adhere, regardlessof their other beliefs.
In curricular terms, the nationalism of non-racial discourses translated into a
reworking of history syllabi at all levels of the school. Much emphasis was given to
'exposing' the distortions of South African history syllabi and to providing alternative
accounts. Pampallis' history textbook, recently released in South Africa, but originally
written for SOMAFCO typifies theapproachadopted(Pampallis, 1991). What was striking
about the book was its adherenceto the liberal humanist 'objective' approach towards
history discussedin relation to the AEM. Thus although the book certainly does provide
an alternative historical narrative of relevanceto the struggle for national liberation, little
or no attempt was made to problematisethe constructednature of all historical narratives,
and the social processesinvolved therein.
The limitations of non-racialism from an anti-racist perspective were also evident
in the approachadopted towards other areasof the curriculum at SOMAFCO. With the
exception of the subjects mentioned above, most of the other syllabi in the secondary
school were determined to a large measureby the strictures of the Cambridge Overseas
Examinations Board. Even within this tight framework, however, no systematic and
coordinated attempt was madeto develop anti-racist strategiesalong the lines suggestedin
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earlier sections.Nor was there any attempt to develop collective proceduresfor engaging
with racist (or sexist) discoursesand practices as they arose in the school from time to
time.
Finally, the subordinationof 'culture' to secular, national goals in the non-racial
repertoire led to a relative neglectof certain 'cultural' issuesin the curriculum. There was
little in the way of religious education,nor was there much experimentationor development
of effective languagestrategiesaround, for example, 'phasedbilingualism'. Although use
of English was justified on account of its hegemonic statusas an international language,
and also partly asa result of a lack of qualified educators,there was little languagesupport
to back up this policy. Outside of school, however, cultural activities were encouragedin
the form of dancing, music and drama and many of the South African languageswere
spoken informally.
Inside South Africa, people's educationalso emphasisedissuesof access(people's
education was intended for all South Africans); provision (e.g. of text books); and
democracy (exemplified by the demandfor democratically elected SRCs) (NECC, 1991).
The relative neglect of issuesaround culture and the curriculum in non-racial discourses
was reinforced by the difficulties involved in producing such materials during the stateof
emergency. Similarly, the strongeremphasison developing 'critical thinking and analysis'
in the discoursesof the NECC must be understoodin relation to different circumstances.
Firstly, material conditions called for a greater emphasison oppositional (deconstructive
and critical) approachesas opposedto reconstructiveones. Secondly, the discursive legacy
of BC and the continuing influence of educatorslike Paulo Freire were much stronger
inside the country than for those in exile.
Like the SOMAFCO experience,the class natureof the struggle and identities was
emphasised. The resolutions on people's education stated, for example, that people's
education was education that
eliminates capitalist norms of competition, individualism and stunted intellectual
development, and replaces it with one that encourages collective input and active
participation by all, as well as stimulating critical thinking and analysis;

and,
enablesworkers to resist exploitation at their workplace. (NECC, 1991, p. 253).
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People's education discoursesattempted to construct a national identity through
calling for education that
equips and trains all sectorsof our people to participate actively and creatively in the
struggle to attain people'spower in order to establisha non-racial democraticSouth Africa.
(NECC, 1991, p. 253).

In his keynote addressto the conferenceSmangalisoMkatshwa also suggestedthat 'it might
be worthwhile considering programmes of education through the Freedom Charter'
(Mkatshwa, 1991, p. 247). Onceagain, the linguistic, cultural and anti-racist implications
for the development of non-racial approacheswere not given any content. Ironically,
intellectuals suchasMkatshwa were awareof the importanceof the curriculum. As a direct
result of his own analysisof previous attemptsat alternative education (which included the
ANC's cultural clubs) he arrived precisely at the conclusion that the 'What theseexamples
point to, is the importance of the curriculum in any alternative programme' (p. 246).
Similarly, in rejecting bantu education, Zwelakhe Sisulu stated that 'We are no longer
demanding the sameeducationas whites, since this is education for domination' (Sisulu,
1991, p. 266). It has beenthe argument so far, however, that despite the will to develop
alternatives, the non-racial tradition has lacked the conceptual apparatus as well as the
meansto do so.
One of the few interventions into the curriculum which did materialise was, once
again, a history text book. Interestingly, and in contrast to the SOMAFCO approach, this
book entitled What is History

(NECC, 1987) emphasised research procedures and
methodology. Through providing a variety of historical sources largely drawn from the

day to day experiencesof Africans and the anti-apartheid struggle, What is History?
encouragedstudentsto engagecritically with primary and secondary sourcesof evidence
in order to construct their own historical narratives (the approach borrowed heavily from
that used by the English SchoolsCouncil 'History Alive' series). Further, students were
encouraged to interrogate different historical narratives in order to ascertain who had
written them, and whose interests they served. The following passageexemplifies the
book's approach.
You have just seen how people choosewhat evidenceis important. Perhapsother groups
have chosendifferent evidence.In many ways your choice probably reflects your economic
and social position in society. Historians consciously select(or choose)what they want to
study in the past. Their own position in society influenceswhat they regard as important
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events and people. (NECC, 1987, p. 34).

Now from the point of view of this study, there is clearly much to commend the
above approach. It not only encouragesa critical engagementwith the social construction
of knowledge but beginsto suggestthe relationshipbetweencertain kinds of knowledge and
economic and political power. Typically, however, the book does not engagewith 'race'
and racism as a socialand discursivephenomenon,leaving the racial constructionsof some
of the passages,as well as those of the students,unchallenged.
Further, returning to someof the theoreticalpoints madein the last chapter, whilst
the book is generally quite goodat deconstruction (given the abovequalification), it does
not fare so well when it comes to reconstruction. There is no guarantee that after the
studentshavecompleted their analysisof varioushistorical narrativesand practisedmaking
their own, that they will be any closer to the body of revisionist, erudite history which
clearly informed the authors of the book. Once again, however, practical circumstances
also served to underline theseweaknesses.The book could only realistically hope to form
part of a school history coursethat remainedotherwisedominatedby traditional syllabi and
approaches.
In summary, non-racialism as it developedduring the 1980sin the discoursesof
people's educationcontinuedto unite and legitimate both nationalist and socialist concerns.
The fact that, as a repertoire, non-racialismwas ableto accommodatethe growing Marxist
influence within charterist organisationsdemonstratesthe flexibility of the repertoire and
its usefulness in terms of interpellating a range of actors around the anti apartheid
hegemonic project. In the context of the transition to democracy, however, and of the
growing emphasison the reconstructionof educationthe limitations of non-racialism from
an anti-racist perspectivehave becomeincreasingly clear.

The Transitionto Democracyand theANC's Policy Framework
The central text consideredin this section is the ANC's A Policy Framework for
Education and Training (CEPD, 1994) which will be refereed to as the PF. The PF has
already beenconsideredin relation to the economyin earlier chapters,and so it will be the
racial interpretations that will be subject to scrutiny here. The ANC's Reconstruction and
DevelopmentProgramme(ANC, 1994)(RDP) of which the PF is an integral part has also
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beenan important resource.The RDP setsout the ANC's vision for an integrated approach
towards economic andother developmentalobjectives which essentiallyform the backbone
of the organisation's election programme. Both documentsare still in draft form and have
yet to be fully ratified by the ANC membershipand other organisationswithin the alliance.
The essential features and argumentsof each document, however, are likely to stay the

same.
It will be argued that the interpretativerepertoire around 'race' in the PF mixes and
repositionsearlier accountswithin the non-racialrepertoire, and indeed from contemporary
Europeanaccounts such as those associatedwith the ERS. In placing a vision of a nonracial 'nation' centre-stage, however, the PF provides continuity on earlier ANC
discourses. Indeed, in the context of the collapseof 'scientific socialism' as a system of
thought, a new conception of 'nation-building' can be understood to have occupied the
vacuum left by the increasing historical irrelevancy of the 'two stage' theory.
The vision of the nation is a modern one involving an all-embracing notion of
citizenship, defined geographicalboundaries,a mixed economyand liberal democratic laws
and institutions. The RDP clearly located South Africa as a major player in Southern
African politics and as a memberof the world community of nations (given the lifting of
sanctionsetc.). The vision thereforebuilds on previous non-racial accounts. The vision has
also been modified, however, in the context of negotiationsby the uptake of regionalism
and a limited federalism. Despitethe bestefforts of the ANC, there is a possibility that this
regionalism may, in places, become ethnically defined. In the case of regions such as
Kwazulu/Natal, however, the extent to which cultural apartheid will prevail will depend
upon the outcomesof regional and national electionsand changesin the balanceof political
forces.
With regard to the constructions of 'culture' in current ANC discourses, all the
versionsfrom earlier accountsare present.Thus although culture asa national attribute and
marker of identity remainsprominent, there are also several referencesto culture as a set
of 'ethnic' attributes, customs, religions etc. The re-emergenceof 'ethnicity' in the ANC
lexicon has been both partial and contradictory. In important ways the experiencesof
apartheid's cultural racism and the narrow, stultifying and exclusionary 'ethnicities' that
it fostered have reinforced the desire to emphasisenational democratic identities. This
tendency was reinforced by the hegemonyof the 'class subject' in the discourses of the
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democratic movement during the 1970sand 1980s. There has always been, however, a
vision of ethnicity and of cultural-linguistic groupsin ANC discourseswhich has suggested
a more open, fluid and flexible constructionof difference than has been the casewith the
cultural essentialismof Europeanaccounts.The Freedom Charter contains such a vision.
Unfortunately, however, theseembryonic conceptionsof a unity in diversity have lacked
theoretical and practical elaboration.
One consequenceof the marginalisationof the politics of ethnicity and of difference
in ANC discourseshasbeenthe granting of discursive spaceand policy concessionsto the
right in this regard. It will be argued below that aspectsof the ANC's PF have allowed
reactionary whites to build new barricadesaround their schools under a narrow cultural
conservatism.Not everything, however, has gonethe right's way in this regard. There has
been, in the processof policy formation, the developmentof new policies aimed at creating
unity from diversity, and at limiting the preservation of white power and privilege.
Important examples here include not only an end to the colour bar but aspects of the
ANC's languagepolicy andaffirmative action goals. Thesepolicies, however, remain open
to contestation, and are in important ways, circumscribedby the continuing limitations of
non-racialism as a discourse.
One example here involves the problematic use of 'race' in some contemporary
ANC discourses. The continued ambiguity of the meaning of 'race' is exemplified by
phrases such as 'there shall be no discrimination on the grounds of race and colour'
(CEPD, 1994, p. 27). The tacit distinction that is drawn here between 'race' on the one
hand, and 'colour' on the other, suggeststhat 'race' continues to have a meaning greater
than phenotypical characteristicsor evenjust as a signifier of oppressionunder apartheid.
To the extentthat it builds on earlier Europeanconstructions, 'race' here can be understood
as a floating signifier and bridge between contemporary ANC and government accounts.
It allows for the easierappropriation of non-racial themesand languageby the authors of
the ERS and the government in the developmentof their own hegemonicproject.
Nonetheless, it is 'race' as a signifier of group identities under apartheid that
remains the dominant construction in ANC discourses.In this regard the PF makes many
referencesto the terms 'white' and 'black' as markersof political identity in the old order.
Indeed, the present study has also had recourse to these terms. In important ways, this
polarity continues to provide a good deal of explanatory power in terms of understanding
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how racism has operated in the South African situation. Criticisms have also been
advanced, however, at those accountsthat have treated the white/black dichotomy as the
fundamental dichotomy at the expenseof homogenisingdiverse experiencesof racism. A
similar criticism can be made of contemporary ANC discoursesand is reinforced by a
continued lack of conceptualclarity around the meaning, causesand effects of racism. The
policy implications of this lack of clarity are to be found in the vague prescriptions
regarding redressand affirmative action. It is far from clear, given the diverse forms that
European racism has taken, that all black groups need to be 'affirmed' in the same way.

As suggestedabove, the conceptionof developmentcontained in the above
repertoirerevolvesaroundtheconceptof 'nation-building'.Accordingto the RDP, nationbuilding involvesan 'integratedandsustainable
programme'that mustbe 'people-driven',
i. e.
The RDP is focusedon our people's most immediateneeds. Regardlessof race or sex, be
they rural or urban, the peopleof South Africa must shapetheir own future. Development
is not about delivery of goods to a passivecitizenry. It is about active involvement and
growing empowerment. (ANC, 1994, p. 2).

The RDP further seeksto link economic growth with a process of redistribution through
the provision of basic needsand infrastructure to previously neglectedareas; the deepening
of democracy within the state and civil society; and an emphasis on human resource
development. Clearly educationis understoodto play an important role here.
Unlike European ideas about 'development', it is not envisaged that the process
ought to be led by whites, but rather by the people as a whole. In important ways the
discourses of the RDP build on Africanist notions of self-reliance which envisage a
grassrootsapproachtowards development. 'The people' in thesediscourses,however, are
constructed in a variety of ways. Firstly, the strong emphasis on creating equality of
opportunity within a mixed economy speaksto liberal constructionsof the entrepreneurial
individual. Development here involves the unleashing of human potential through the
scrapping of discriminatory laws and practices. Gilroy (1992) has drawn attention in the
British context to the similarities betweensome conceptionsof black self-reliance and the
'Thatcherite' virtues of economic betterment through thrift, hard work and individual
disciplines.

Secondly,however,thereis an equallystrongemphasison empoweringgroupsof
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people in the RDP and PF. Here, the notion of self-reliance articulates more strongly with
the emphasison the collective and on community development in BC discourses. Group
identities are, however, defined in terms of 'race', 'ethnicity', gender, class, the urban/
rural divide, age, disability and so on. In important ways then, ANC discourses have
shifted towards a better understandingof different forms of oppression and markers of
identity besides those associatedjust with 'race' and class. Unfortunately, however, the
dynamics and inter-relationshipsbetweenthese different forms, as has been discussedin
relation to 'race', have not beentheoretically elaboratedupon.
The tensions between individualistic and collective views of development are
crystallised most sharplyin the debatesaroundaffirmative action (AA) in the South African
context. Singh (1993) has differentiated between two basic approachesto AA, namely a
'minimalist' and a 'maximalist' approach, eachassociatedwith different interest groups.
She has summarisedthe two positions as follows:
Minimalist positions on affirmative action involve some version of the company
view..... advancementfor some individuals of discriminated groups within existing or
modified structures and relations. Sucha view will be located within an acceptanceof the
wide-ranging constitutional, legal and political changesthat will occur in South Africa and
will, in fact, be an interpretationand application of thosechanges.The maximalist position
encompassessome version of the union view - widespread restructuring involving an
improvement in the life conditions and opportunities of the majority as well as more
inclusive decision-making. (Singh, 1993, p. 3).

In the case of the United States where AA discourses originated, it was a minimalist
conception that predominated(Alkalimat, 1993). The RDP and PF in fact make useof both
conceptions of AA and attempt to strike a balance between the two. It will be argued,
however, that in terms of educationalaccessand provision as well as the curriculum, it is
a minimalist position that is emerging most strongly.
In the discoursesof the RDP and PF, educationis understoodto have the following
broad functions in relation to development.Firstly, it is argued that education and training
'are fundamental levers through which we can changethe structure of the labour market
and thus achieve the highestlevels of participation by citizens in the productive life of our
society' (CEPD, 1994 p. 30). In this sense,educationis understoodto have an equalising
role to play in terms of creating job opportunities and promoting economic growth.
Education is also understoodto have a critical role to play in encouragingactive citizenship
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anddeepeningdemocracy.
With regard to the construction of the education/economyrelationship, the ANC
reproduces the tension betweenindividual and group empowerment. By having recourse
to two quite distinct academicinterpretationsof the relationship, the PF contains in effect
at least two differing accountsof the role of education in terms of economic growth, and
of economic agents. The first, and most dominant account, is similar in important respects
to the one employed in earlier chaptersof this study. Drawing on the work of Kraak and
others, the PF projects a vision of educationand of labour markets as sites for competing
hegemonic projects and accumulation strategies. This is exemplified in the PF by the
relationship that is drawn between apartheid education and racially segmented labour
markets, and by the view in the RDP that active intervention in both education and the
labour market will be necessaryto ensure redress. Various groups are identified as
candidatesfor such affirmative action.
The second construction is associatedwith the influence of the economics of
education with its neo-classicalbias. It starts from a functionalist understanding of the
education system, labour markets,and indeed marketsin generalas essentially neutral and
equitable mechanismsfor the just distribution of goods and services. From this human
capital point of view it is only the existenceof 'irrational' discriminatory laws that have
prevented education from operating meritocratically. The subjectsof these discoursesare
'rational' individual producersand consumersof services formally equal to compete for
positions within the labour market. This position is exemplified in the PF by the
assumption (not repeatedin the RDP) that a meritocratic education systemon its own can
bring about changes in the labour market. It is also exemplified by the construction of
learners, particularly in the post-compulsoryphase, as consumersof educational services
and the idea that appropriate 'pricing is neededwhere there are substantialprivate benefits
of education or training' (CEPD, 1994, p. 45). Unlike more neo-liberal arguments,
however, the charging of user feesis normally qualified in ANC discourseswith reference
to the needto make thesefees means-related.
In true social democratic style, the PF attempts to strike a balance between
individualistic and collectivist discourses.It is assertedfor example, that one of the values
of a new educational systemshould be
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The reconciliation of liberty, equality and justice, so that citizens' freedom of choice is
exercisedwithin a social and national context of equality of opportunity and the redressof
imbalances. (CEPD, 1994, p. 3).

Understood as a source of strength,the eclecticism of the PF can be seento speak to the
world views and concernsof both the left and the right. It is able, for example, to connect
with neo-liberal concerns about 'efficiency' and 'cost-effectiveness' in the delivery of
education. The emphasis within non-racial discourses on simply removing 'irrational'
impediments to individual progresshasalso facilitated the co-option of non-racial themes
into documentssuch as the ERS. Understoodas a sourceof contradiction, the PF can be
interpreted as legitimating the preservationof aspectsof white privilege despiteits apparent
commitment to redress.
This is most clearly demonstratedin the plansfor Model C (state-aided)and private
schoolscontainedin the PF, and outlined in chapterone. Put simply, the idea is to get the
parents of children in currently privileged schoolsto pay more, through user fees, for their
child's education. Increasesin enrolments would further reduce government per capita
subsidiesfor theseschools(which are typically more expensiveto maintain than township
schools). The funds saved from the implementation of these measureswould then be
channelled into upgrading township and rural schools. Now, whilst on the face of it such
a policy would seemto encouragea maximalist approachtowards AA, it can also be seen
to result in the preservationof white privilege. Thus although currently advantagedschools
would no longer be able to discriminate on the grounds of 'race' or language proficiency,
they would effectively be able to exclude the poor through the imposition of user fees. The
result is, therefore, nearer to the minimalist position to AA which would simply imply
'equality of opportunity' within the educationalmarket place.
Similarly, the PF in accordancewith the interim constitution for South Africa,
guaranteestheright of communitiesto 'establish,wherepracticable, educationalinstitutions
basedon common culture, languageor religion provided there shall be no discrimination
on the grounds of race or colour' (CEPD, 1994, p. 27). Although there is no guarantee
that theseprivate schoolswould receive statesubsidisation, they would continue to serve
asbastionsof white and middle classprivilege. Theseissueswill be further explored in the
last chapter.
Discourses concerned with the redress of imbalances in educational provision
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through improvements in the quality of township schoolsare also contradictory in their
meaningsand implications. The PF would appear to have appropriated the language and
methodologies of school effectivenessstudies for the purposes of AA. Besidesthe clear
influence of school effectivenessstudiesin the PF itself, individual policy analysts at the
ANC's Centre for EducationalPolicy Development(CEPD) have beenactively promoting
their own views concerningeffective schools.In contrast to the narrow World Bank focus
on efficiency and cost-effectiveness,ANC discoursesargue that efficiency can only be
achieved through improvementsin the 'quality' of educationalprovision (Hlophe, 1993).
It is arguedin the PF, for example, that in accordancewith international evidence,
ten years of free and compulsory educationought to be extended to all children. It is also
argued that increasesin the resourcing levels of township and rural schools, along with
more effective teacher training can lead to qualitative changes in the effectiveness of
schools, and that theseimprovementswill increasethe efficiency and cost-effectivenessof
the system. Further, in the handsof the ANC, managerialistdiscoursesfocus not so much
on controlling teachers,but rather on more collegial and democratic forms of governance
in which teacher support and staff developmentservicesplay a central role. Finally, the
PF consciously assertsthe needfor political rather than technical solutions to educational
issuesand crisesas a basis for cutting down on disruption, inculcating a culture of learning
and improving the efficiency of the educationalsystemgenerally. In a turnabout from more
usual applicationsof managerialistdiscourses,the entrenchmentof teachers' right to strike
and to collective bargaining, along with the fuller democratisation of education are
considered important mechanismsfor ensuring stability in the system.
The adoptionof schooleffectivenesslanguageand approachesnot only demonstrates
the contested nature of the studies themselves, but also of the underlying forms of
'scientific' rationality that they employ. It demonstratesthe point that there is nothing
innately ideological in the useof statistics.Unfortunately, however, CEPD discoursessuch
asthose of Hlophe do not attemptto engagewith the epistemologicalstatusof the statistical
methods used in school effectivenessstudies, the underlying assumptionsand often large
margins of error (Samoff, 1993). Nor do thesediscourses interrogate the way in which
similar methodologiesmay becomehooked up with quite different ideological and political
projects. The result is simply the counterposing of one 'truth' about school effectiveness
with another. One implication is that there is no guaranteethat a new government might
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not once again employ school effectivenessstudiesto discipline teachersand justify cuts
in educational expenditure. It is not being argued here that quantitative research
methodologieshave no place in educationalresearch.All that is being said is that a healthy
dose of scepticism ought to be employed when considering the truth claims of such
approaches.
Typically, issuesto do with racism, culture, identity and the curriculum are much
more underdevelopedin the PF than those concerned with accessand provision. The
danger here is that a failure to engagemore fully with curricular issuesin the near future
might well allow the right wing room to asserttheir own brand of cultural essentialismand
narrow vocationalism. At present the emphasis on a broadly-based curriculum with
vocational concernsintegratedwithin an academicframework reflects the strong influence
of COSATU (see chapter four). Such an approachallows for both black and white youth
to receive a broadly-basededucationwithin a common qualifications structure during the
compulsory phase of schooling. In the absence of substantial restructuring in labour
marketsand in the way work is organised,however, differentiation in the post-compulsory
phaseis still likely to reflect continuing racial, gender and class segmentations. Further,
if white schoolsare allowed to maintain their privilege, they will inevitably remain the best
institutions for preparation for tertiary education. Equally there would be pressure on
predominantly black schoolsto vocationalise, and for the majority of black students to
pursue vocational coursesin the post-compulsoryphase.
In keeping with the vision of the nation in ANC discourses,

the PF argues that

The education processshall aim at the developmentof a national democratic culture, with
respect for the value of our people's diverse cultural and linguistic traditions, and shall
encouragepeace,justice, tolerance and stability in our communities and nation. (CEPD,
1994, p. 4).

in curricular terms.The
This conceptionof the democraticnationremainsunsubstantiated
meaningof 'nationaldemocraticculture' remainsabstractandopen to contestation.
The accountmakesroom for both versionsof 'nation-building' discussedabove. On
the one hand it implies a role for educationin relation to nation-building that differs only
by degree from that contained in the ERS, i. e. an entrepreneurial society basedon selfreliance but in which equality of opportunity allows for free competition for goods and
services. On the other hand, however, the PF allows for a vision of education in relation
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to the 'maximalist' redistribution of goods and services and a redefinition of citizenship
implied by a deepeningof democraticparticipation in decision-making. Significantly in
terms of the argumentsof this chapter, although the secondversion predominateswithin
both the PF and the RDP, the few prescriptions that are made concerning a future nonracial education have more in keeping with the first version.
For example, the PF expounds the 'multicultural message' of equality of
opportunity, tolerance and peace.In the contextof international shifts in racial discourses
as well as thoseof the ERSand South African New Right, multiculturalism is most closely
associatedwith a 'free market' approachtowardshandling difference. Further, the explicit
referencesthat are madeto AA refer only to the minimalist concern with the appointment
of senior managers(CEPD, 1994,p. 9). From the point of view of this study, it is an antiracist approach can best connectwith the secondvision of nation-building in the PF and
to a maximalist approach towards AA in education. Only a thorough reworking of
dominant conceptionsof the curriculum and pedagogyalong the lines mentioned earlier in
the chapter can seek to challengeEuropeanhegemonyat the level of cultural and identity
politics. Here there is room for a rapprochement between some BC concerns and
approachesand those that have traditionally preoccupiedthe ANC.
Together with the ERS, the PF also proposes the development of national
curriculum frameworks that make allowances for regional and local variations.
Interestingly, however, whereasthe ERSjustifies such a policy on the basis of preserving
diversity, for the ANC the issue is one of promoting
unity in diversity through a flexible framework which allows for the accommodation of
cultural, provincial and local differences in needs. (CEPD, 1994, p. 69).

There is a need, however, to analyse carefully the boundaries and limitations of local
control over the curriculum in relation to a national qualifications structure and curriculum
framework to prevent the processleading to the privileging of some regions, and schools.
If a future non-racial curriculum fails to adopt an anti-racist approachand simply continues
to reflect its presentEurocentricbias, then clearly any region or institution that also reflects
a Eurocentric bias will necessarilybe at an advantage.
The emerging languagepolicy also needsto be closely interrogated from an antiracist perspective. In the past English has been put forward by African nationalists as a
suitable lingua franca for a new South Africa on the grounds that it has the potential to
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unify the nation and becauseof its international currency. Thus English was the proposed
medium of instruction in AZAPO discoursesand was actually employed as such in the
cultural clubs and at SOMAFCO. Once again it has been prompting from the right with
their concernsabout the future of Afrikaans and other languagesthat has partly accounted
for the ANC's own more recent interventionsin this area (although it will be recalled that
language was an issue for some Congress members such as Z. K. Mathews). The reemergenceof languageissuescan also be located within the new emphaseson ethnicity
generally both in South Africa and internationally (Hall, 1992).
Future language policy, according to the PF, is to be based on the principle of
multilingualism and on the idea that all South African children should be given accessto,
and expected to learn, at least two South African languages throughout the period of
language policy, language
compulsory schooling. In accordancewith the ANC's general
in education policy is to be basedon the concept of 'choice' and on 'The necessity to
promote and develop South African languagesthat were previously disadvantaged and
neglected' (CEPD, 1994, p. 63). Eleven national languagesare recognised as potential
mediumof instructionlanguages(Afrikaans, English, Ndebele,Pedi, Sotho, Swati, Tsonga,
Tswana, Venda, Xhosa and Zulu). Other languagesincluding Indian languagesare to be
promoted as school subjects.
Languagepolicy in individual schoolsshould, according to the PF, be basedon one
of three options: a) a languageof wider communication, such as English, with a phased
bilingualism approachcharacterisingthe early years; b) using the home language of the
majority of learners in a particular institution, or where this may be discriminatory, two
home languages;c) using different languagesto teach different subjects. No learner is to
be refused admissionto any school in the early years of schooling on the grounds of lack
of proficiency in the mediumof instruction. Languagesupport servicesare to be developed
to promote the necessaryproficiency. Languagein educationwill be an aspectof the work
of the national and regional Institutes for Curriculum Development.
In important ways the ANC's languagein educationpolicy can be understoodas an
example of how a more pro-active intervention into cultural issuesis able to set the policy
agendain accordancewith the ANC's own hegemonicproject. Rather than mother tongue
instruction being used as a meansof both denying blacks accessto English and keeping
blacks out of model C schools, the ANC's policies seekto affirm African languageswhilst
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at the same time giving all children the chance to become proficient in English. By
emphasising'choice' the ANC hasalso effectively appropriateda common rallying call for
the right, expressedin the ERS as a commitment to 'freedom of association'. Theextent
to which the policy accordswith the secondnotion of nation-building above, and with a
maximalist approach towards AA, however, rests quite heavily on the extent to which
personnel and resources can be mobilised to support the development of previously
neglected languages, and produce the necessary learning materials in a plurality of
languages.Here the proposalsto leavetext book production to the free market (put forward
in the chapter in the PF on educationalpublishing) exemplifies someof the latent tensions
in the document.For there is no guaranteethat publisherswill be preparedto produce texts
for some of the minority languagesif it will not be profitable to do so. Further, if the
necessarylearning support is not there, then learners being taught in other languages
besides English will continue to be denied access to dominant forms of knowledge,
especially in maths and science(Greensteinet al, 1994).
In conclusion, despitesomeareasof concern,there is potential for progressive, antiracist intervention in the presentpolicy milieu. Non-racialism asa discourse has proved to
be flexible and adaptableto a variety of concernsand interests. In this regard the strong
recommendationsin the PF and RDP concerning the democratisation of the curriculum
process afford the best chance in the history of South African education of defining a
common humanist vision in which neglected concerns around 'race', gender, class,
sexuality, age etc. find true expression in curricular terms. It is towards such a
consideration of the politics of educational change during the transition that the final
chapter shall turn.
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CHAPTER 6
THE POLITICS OF EDUCATIONAL CHANGE IN TRANSITION

Introduction
This concluding chapter will focus on the present and attention will turn to an
understandingof the political level as a sourceof educational changeduring the transition
to a democratic, national system.In particular this chapter will look at the role of different
interest groups in the developmentof policy both inside and outside of the state, and the
related issue of the governanceand control of education.
In previous chapters the role of agency has been discussed but in relation to
economic and discursive changes.In this chapterpride of place will be given to the goals
and actions of groups and individuals and to political processesand institutions. In so
doing, however, the chapter will attempt a rapprochementbetween pluralist and other
approaches adopted in the study through a reworking of Margaret Archer's theories
concerning the emergenceand developmentof educationalsystems.At the theoretical level
it involves a consideration of Archer's proposition that the structure of the educational
system has its own autonomouseffect on the nature of educational interactions.
Using Archer's work as a referencepoint for this study is particularly appropriate
given that recent influential contributions to the debateon educationalgovernancehavealso
had recourseto her work, albeit problematically. Before turning to a critical engagement
with some of this work it is first of all necessaryto provide a brief summary of Archer's
work.

Archerian Theory and Education SystemsChange
The attraction of Archer's work for educationistsis that it provides a theoretical and
comparative perspective on the political processesspecifically concerned with education
systems change. According to Archer her 'macro-sociological' approach involves two
interrelated elements:
On the one hand, complex kinds of social interaction the result of which is the emergence
of particular forms of education, in this casethe state system; on the other, complex types
of social and educationalstructureswhich shapethe context in which interaction and change
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occur. (Archer, 1984, p. 3)

Archer's emphasison social structuresplacesher work in contrast to the exclusive focus
on actor's interactions which is characteristicof the work of methodological individualists
in the field of policy studies(Archer, 1984; Mc Phersonand Raab, 1988). Her work also
standsin contrast to the kind of pluralist approachadopted by Maurice Kogan (1978) in
the English tradition and by many liberal educationistsin South Africa (see chapter one).
These latter accounts have often been good at describing educational change, but have
generally failed adequatelyto explain such change (Hargreaves, 1983; Mc Pherson and
Raab, 1988; Ball, 1990,a). This is partly accountedfor by the separation that is made in
these analysesbetween the stateon the one hand and struggleswithin civil society on the
other.
In contrastto pluralists, neo-Marxistshaveoften provided powerful and theoretically
elaboratedaccountsof educationalchange,but at a broad societal level that has tendedto
missthe specificities of interactionswithin theeducationalstateitself. Dale's (1989) attempt
to provide a theoretical perspectiveon the statein educational policy can be understoodas
a belated attempt by the westernneo-Marxist tradition to provide such specificity. Indeed
some of his insights were used in chapter three where an attempt was made to link
educational reform to economic change. In the context of this chapter, however, the neoMarxist emphasison the state as a legitimator and reproducer of capitalist class relations
doesnot provide a sufficiently flexible framework for a study of group interactions that are
not specifically organisedaround economic interests.
In terms of the coherenceof this studyasa whole, it is instructive that Dale himself
has acknowledgedthe importance of an Archerian-type analysis as a complement to his
own approach, although he never puts this insight into practice (Dale, 1989). Archer's
work in fact lends itself to a variety of interpretationsand may be articulated with different
political and theoretical approaches,aswill be madeclear during the courseof this chapter.
Indeed Archer herself has argued in relation to her work that as 'a specialist theory which
is strictly abouteducationalchangeit may.... be consistentwith one or more socialtheories'
(Archer, 1979, p. 84).
This is not to imply an implicit theoretical and political 'neutrality' in Archer's
work. It will be argued that Archer's approachin fact contains a methodological bias that
lends itself more to the liberal project than to the approachadopted in this study. Indeed

251
it has been necessaryto quite drastically restructure the Archerian discourse for the
purposesof this chapter and the theoretical starting points usedhere. Further, although her
broad framework has been found useful, her exclusive focus on European educational
systemshas meant that many of her generalisationsconcerning systemschange simply do
not apply in the South African context.
Archer presents her work in a way that is congruent with her methodological
perspective. She describestwo broad cycles of educationalchange,each with three stages.
The first stageof the first cycle involves a description of educational structures attendant
in her countries of analysis (England, France, Russia and Denmark) prior to the
developmentof stateeducationsystems(SESs). The next stage then looks at the way that
different kinds of educationalstructuresconditioned (rather than determined) the kinds of
educational interactions that took place in thesesystems.The third stage of the first cycle
(which is also the beginning of the next) is concernedwith structural elaboration i. e.
patterns of changeinvolving thecreation of new structuresthat have come about as a result
of prior interactions. The cycle is then repeatedbut this time it is the structuresof the new
SESs, the forms of educationalinteraction that they condition and the resulting patterns of
structural elaboration that are analysed.
It is Archer's contention that in her four countries of analysis the structure of
educational systemsprior to the advent of SESscould all be described as being monointegrated, i. e. as being owned and controlled by one institution only in the social
structure. In the caseof Archer's four casestudies,this institution was the church, although
she does acknowledgethat in other countries such as Japan, the privileged institution was
the political elite.
Archer then describesthe responsesof other groups with a potential interest in
education in terms of whether they were advancedor obstructed by the definition of
educationpreferred by the dominant group. In this respectother institutions are categorised
asbeing either neutral, adventitiousbeneficiariesor obstructed institutions. The responses
of other institutions to the exclusive ownershipof educationwere themselvesdependanton
a variety of factors. Firstly, the educational structure itself limited the possibilities for
educationalinteraction. Mono-integration could only be challengedby meansof competition
between the dominant group and the assertive group. In France, for example, the
bourgeoisierestricted the educationalactivities of the church through legislative means. In
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England on the other hand, different institutions began to substitute existing institutions
with alternative ones.
Secondly, the successof the assertivegroup was also dependanton: its bargaining
power (its strength in numbers and organisation); its ideological cohesiveness(i. e. the
developmentof a critique of existingarrangements,theability to legitimate the oppositional
project and the ability to formulate educational alternatives); and, the assertive group's
access to political and economic resources. The outcome of competition was the
development of multi-integrated state systems. Although these systems were financed
largely by the state, the definition of education (its aims, goals and methods) were in
keeping with a multiplicity of institutions within society. Importantly, Archer claims that
centralised systemssuchas thoseof France and Russiacameabout as a result of restrictive
strategies.Decentralised systemson the other hand had substitutive origins.
The centralised and decentralisedsystemsin turn have continued to condition the
nature of educational interaction in them. In general Archer arguesthat negotiation rather
than competition characteriseseducationaltransactionsin SESsdue to the impracticality of
restrictive and substitutive strategieson the one hand, and the possibilities for negotiation
openedup by the fact of stateownership of educationon the other. Importantly, however,
Archer does maintain that competitive strategiesmight still apply in some situations such
as in revolutionary Russia.
Making useof exchangetheory Archer identifies three kinds of change mechanisms
relevant to SESs. The first is internal initiation which involves the 'exchange of expertise
for financial resourcesand legal rights on favourable terms' (1984, p. 122). It is usedas
a mechanismof changeby different parts of the educationalprofession including teachers,
academicsand bureaucrats.It involves the developmentof innovative strategiesand new
methodologies which subsequentlybecome diffused throughout the system. The second
mechanism, external transaction is usually instigated from outside the system by groups
seeking new or additional educational services. Private sector funding in exchange for a
certain kind of skills training is an example here. External transaction involves 'the
successfulexchangeof financial resourcesfor expert services' (1984, p. 123).

Archer's last changemechanism,
political manipulation,is the mostambiguousof
the three.Definedsimplyenoughas 'the exchangeof powerresourcesfor expertservices'
(1984,p. 123),Archerin factusesthe termto referto differentforms of political activity.
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On the one hand political manipulation is used to refer to the activities 'of those groups
which dominate the central or local decision-makingarenasusing their official powers to
extract theeducationalservicesdesiredandto preclude undesirableoutputs' (1979, p. 242).
On the other handpolitical manipulationis describedas 'the principal resort of those who
have no other meansof gaining satisfactionfor their educational demandsdespite the fact
that they may also be the least successfulat manipulating the political machine' (1979, p.
242).
The latter definition of political manipulation has led the exponents of Archer's
work in the South African contextto include studentand teacherboycotts, strikes and mass
protests as examples. Although these forms of pressureon policy are acknowledged in
Archer's work, she in fact distinguishessuch forms of 'militant action' (1979, p. 383) or
'direct action' (1979, p. 556) from more moderate kinds of lobbying, negotiations and
persuasion,or at least treatsthem as a specialtype of political manipulation. Archer's own
ambiguous use of 'political

manipulation' has been one causal factor in the
misappropriation of her work by South African liberals.
Having identified various kinds of change mechanisms in general, Archer then

proceeds to differentiate between the kinds of strategies common in centralised and
decentralised systems. The structure of decentralisedsystemsencouragesthe use of all
three strategies.The relative successof each, however,dependsupon the accessdissatisfied
interest groups have to three kinds of resources, namely, political power, wealth and
expertise. In contrast, theconcentrationof decision-makingstructuresin centralisedsystems
militates against the use of internal initiation and external transaction due to the lack of
autonomy of the system from the political centre. In this context political manipulation
becomesthe predominant form of educationalchange for all groups.
The successof political manipulation in decentralised systems,however, depends
in turn upon a variable outside of the education systemper se, namely upon the oneness
of the political centre. In other words, the successof political manipulation dependsupon
the extent to which different interest groups haveaccessto, and can make use of the main
organsof government. In this regard Archer distinguishesbetween three kinds of political
centre:
a)

In the caseof an impenetrable political centre 'only sub-sectionsof the governing
elite will be able to negotiate educationaldemandsby political manipulation'.
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b)

In the caseof a semipermeable political centre 'sub-sectionsof the governing elite,
together with government supporters, will be able to negotiate educational
demands'.

c)

In the caseof an accessible
political centre'governmentalopponents,too, will be
able to negotiateeducationaldemands'(1984,p. 133).This leadsto a proliferation
of interestgroupsintenton changingpolicy.
The final stageof Archer's cycle, 'structural elaboration', is equally contingent on

the prior structure of the system. In decentralisedsystemsthe effects of a multiplicity of
changemechanismsoperating at a variety of levels (national, regional, local, institutional
etc. ) lead to a constant processof incremental change. Alternatively, in the centralised
system political pressure tends to build up until legislative change is eventually forced
through. Archer describesthis as a stop-go pattern of change. Archer also arguesthat the
centralised and decentralised systems that she has studied are gradually developing
countervailing tendencies, i. e. are becoming more decentralised and centralised
respectively. According to Archer this phenomenonsuggeststhat the current cycle of
changeis incomplete. Finally, despitethe fact that systemsdo change,it is one of Archer's
important contentions that the basic structuresof centralisedand decentralisedsystemsare
remarkably durable. In the next section attention will turn to the use that has been made
of Archer's in recent debateson educationalgovernancein South Africa.

The Use of Archer's Work in South Africa
The two main importers of Archer's ideas into South Africa have both been
associatedat different times with the Urban Foundation. Robin Lee (formally of the Urban
Foundation) was the first to apply Archer's ideasto the South African context (Lee, 1990)
in a paper written for the University of the Witwatersrand's Centre for Policy Studies.
Entitled No Coupsd'Etat in Education Policy, Lee usesthe paperto castigateeducationists
and education theory in general for having 'little to say that is helpful about how to change
education policy and education systems' (Lee, 1990, p. 2). In a veiled reference to the
exponentsof people's educationLee goeson to add that 'the idealised demandsof another
systemare simply opposedto the presentsystemand demandsmade that one be changed
to the other' (p. 2). In contrast Lee uses Archer's work (incorrectly so it will be argued)
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to attempt to describe the education system in Archerian terms, and to argue for a
negotiated transition to a new systemof governance.
This was followed by Buckland and Hofmeyr's interventions into the governance
debate. As employeesof the Urban Foundation's Education Policy and Systems Change
Unit (EDUPOL) they have used Archer's work to develop their 'system perspective' on
a post-apartheidgovernancestructure.This perspectivereceivesits most detailed exposition
in a paper written for EDUPOL entitled Education Governancein South Afri ca (Buckland
and Hofineyr, 1993). The systemperspectivealsoconstitutedone of the two main 'options'
for a future governance system contained in the NEPI Governance and Administration
report. Strangely, although Buckland and Hofmeyr have clearly borrowed many ideas,
phrasesand even paragraphsfrom Lee's original piece, the obvious debt of the latter to the
former is not acknowledged.One result of Buckland and Hofmeyr's usageof Lee is that
many of the errors in Lee's work are repeatedin theirs. Like Lee, Buckland and Hofmeyr
use Archer's work to describe the education system since 1948, and to argue for a
negotiatedtransition to a new systemof governance.Unlike Lee, however, they also seek
to develop concrete proposalsconcerning what a new governancesystem might look like.
Buckland and Hofineyr describe the South African education system as follows:
Thepresentstatesystemof educationcanbestbedescribedasa systemof systems,linked
togethernot by anybroadeducationalvision but by the ideologyof apartheid.However,
the origins of the system lie in the establishmentof the first state system in 1910, when
educationfor whites wasstructured along broadly federal lines, with the union government
having responsibility only for 'higher education', while responsibility for the rest of
education was devolved to the provinces. State systemsfor other race groups [sic] were
only establishedunder the apartheid governmentwhen educationfor Africans was brought
under central governmentcontrol. (Buckland and Hofineyr, 1993, p. 11).

They go on to argue that having inherited a decentralisedsystem, the NP then went on to
pursue a policy of strong centralisationalbeit with somedecentralising tendenciesof late.
Buckland and Hofineyr together with Lee then proceed to describe educational
interactions since 1948. They argue that between 1948 and 1976 (or in the case of Lee
between 1948 and 1976-1978) the political centre was impenetrable in Archerian terms.
Since then, so it is argued, became semi-permeableuntil 1990 when it became fully
permeable. Consequently, the period 1948-1976/78was characterised, according to the
authors, by a rejection of all attempts at educational change except for change that was
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instigated within the NP itself. After 1976/78, the government 'began to develop internal
divisions and to succumbpolitically to pressures.Thus somepolicy demandsfrom outside
governmentbegan to exert an effect' (Buckland and Hofineyr, 1993, p. 19). The de Lange
investigationalong with the increasingnumbersof externaltransactionsbetweenthe private
sector, NGOs and the education systemare given as examples of this new oneness.The
advent of the open political centre has resulted, according to Lee and Buckland and
Hofineyr, in a proliferation of interestgroupsand a new willingness on the part of the state
to negotiatechange.It is not, however, the fact of limited negotiationsto date that concern
the authors so much as the possibilities that they perceive to have openedup for a stepping
up of the negotiationsprocessin the near future as shall be discussedbelow.
Both sets of authors also use Archer's work to make predictions concerning the
durability and persistenceof existing governancestructuresand the concomitant need for
phased, gradual change.In the caseof Buckland and Hofineyr these predictions are used
to support their own propositionsconcerninga new governancesystem basedon a mixture
of centralisation and decentralisation(some of these proposals will be dealt with more
concretely in the final section of the chapter).

On the face of it, BucklandandHofmeyr's and Lee's work appearsto provide a
fairly sophisticated
analysisof systemschangeas well asthe theoreticalunderpinningson
It will be argued,however,thatalthoughsome
which to basea newsystemof governance.
partsof their work are of usein describingthe presentsystemof governance,it is found
wanting in terms of explainingthe origins of the presentsystemand the nature of
educationalchangesince 1948.Theseshortcomingsin turn render their use of Archer's
work as a peg onto which to hang their own predictions and prescriptionshighly
that follow it will alsobe arguedthat the inappropriateuse
problematic.In theparagraphs
of Archer is compoundedby aspectsof the Archerianproject itself. An attemptwill then
be madeto recastArcher's theoriesin termsof the approachof the presentstudy.
From the perspective of this study, Buckland and Hofmeyr are wrong on two
important scoresabout the origins of the stateeducation systemin South Africa. This may
be understoodin relation to a certain ambiguity in the way Archer herself defines SESsas
well as reflecting an implicit eurocentricism on the part of her South African exponents.
It will be recalled that Archer distinguishesbetweenthe multi-integrated nature of SESsand
the mono-integratednature of preceding structures.In theseterms Buckland and Hofmeyr
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are incorrect to arguethat the origins of the systemdate back to the Act of Union in 1910.
A look at the historical literature on the origins of the education system in South Africa
would suggestthat state-controlledmulti-integrated systemsin the Archerian sensein fact
date back to the early nineteenthcentury (Keto, 1990; Malherbe, 1925; McKerron, 1934).
Thus each province imported (wholly or partially) educational models from Europe that
already showed signs of multi-integration in terms of the definition of education. Further,
these systemswere largely owned and controlled by the provincial state.

Elsewhere,however,Archer alsodefinesstatesystemsas
a nation-wide and differentiated collection of institutions devoted to formal education,
whoseoverall control and supervisionis at leastpartly governmental, and whosecomponent
parts and processesare related to each other (Archer, 1984, p. 19).

Implicit in the work of Archer then is a view of SESs as being national in character.
Although she never seeksto problematisethis aspectof SESsin her work, it is clear from
her own accountsthat in the countries that she studied, SESsevolved as an aspectof the
developmentof the modernnation state. Now for the purposesof comparison betweenher
various Europeancountriesthis fact is perhapsof more limited significance. In the colonial
context, however, where struggles over the meaning of 'nation' have been a major
explanatory factor at the heart of political, economicand educationalchange,the definition
of SESs in relation to the 'nation' takes on a whole new meaning.
Indeed, in the South African colonial context, educationalchangecan only be fully
graspedin relation to strugglesover the constitution of national identity. Thus the historical
literature reveals that education in the provinces and in the African territories since the
arrival of the Europeansin 1952 has been marked by strugglesbetween national groups
defined in terms of the 'Afrikaner nation', the 'English nation', the various 'Bantu nations'
etc. over the ownership, control and definition of education(see particularly Keto, 1990).
The 1910Act did not resolvetheseconflicts betweenthe 'white nations', asevidencedmost
dramatically by the aggressivereassertionof an Afrikaner Christian National Education
during the 1930s. The 1967 'National' Education Act did, however, represent a new
rapprochementbetween Afrikaners and English speakers,albeit more on Afrikaner terms
(see chaptersone and four).

Of greatercontemporarysignificanceis the argumentof previous chaptersthat
educationalstruggleshaveincreasinglycentredaroundthoseincludedandthoseexcluded
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from the developing 'white nation', especially in the period since 1948. Hence the
eurocentric nature of Buckland and Hofineyr's claims concerning the 'origins' of the
present system, for in terms of the increasingly hegemonic 'non-racial' definition of the
nation, a truly national education systemhas yet to emerge.

The glaring dissimilaritiesbetweenArcher's Europeanexamplesand the South
African caseprobablypreventedBucklandandHofineyr from attemptingto explain the
structure of the systemthat emergedin 1910 in terms of substitutiveor restrictive
strategies.Indeed,(ironically in termsof their attemptto apply Archer's work to South
Africa) the descriptionof the systemthatthey do provideis oneof the more usefulparts
of their paperas a whole andhasbeenusedasa basisfor the descriptiongiven below.
In describing the forms of educationalinteraction since 1948, however, Buckland
and Hofineyr together with Lee once again combine a problematic use of Archer with
eurocentric assumptionsby describing thepenetrability of the political centre from a white
perspective. It will be recalled that theseauthors portray the period 1948-1976as having
been characterised by an impenetrable political centre in which the polity was only
accessibleto the political elite. It is implied, in other words, that blacks and whites outside
of the NP were excluded from educationalpolicy making. The view taken here, however,
is that whilst the polity was certainly impenetrableto blacks, this was not necessarilythe
case for liberal whites. Liberals, for example, had representation on the Education
Advisory Council during the 1960swhich played an important role in formulating the 1967
National Education Policy Act (Malherbe, 1977). It was partly as a result of this
representationthat although a CNE vision predominatedin the Act, in discursive terms it
allowed a good deal of flexibility around the terms 'Christian' and 'national' (seechapter
four). As far as whites are concerned,therefore, it is more accurateto describe the polity
during this period as being semi-permeable.
It will further be recalled from chapter three that since 1976 the polity has become
more penetrableto whites, notably the businesscommunity. Not only did businesshave
representation on the President's Council, but there was a sharp increase in external
transactionsbetweenprivate interestsand the educationsystem, asBuckland et al point out.
This accords with Buckland et al's description of a semi-permeablepolity. The same level
of onenesswas not displayed towards blacks, however, except for a small minority who
opted to 'work within the system'. Events such as the introduction of the Tri-cameral
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parliament in 1983, Buthelezi's Natal/Kwazulu indaba in 1985 (Tikly, 1990), and the
inclusion of some blacks in the de Lange investigation all provide instances of
'negotiations' involving blacks. For the vast majority of blacks who rejected apartheid
institutions, however, and for their leaders(many of whom were incarceratedor in exile),
the political centre remained distinctly impenetrableduring this period.
SinceFebruary 2nd 1990, the polity hasbecomemore accessibleto blacks, but only
by degree. In the context of negotiationsover a new political dispensation previously
banned political parties have been involved in forums such as CODESA and the more
recent multi-party talks in thrashing out a new constitution. It is only with the advent of
the Transitional Executive Council (TEC) late in 1993 though that black groupings have
gained accessto actual statepower in howevercircumscribed a form. Developmentswithin
education have followed a similar course. Up until the advent of the National Education
and Training Forum (NETF) in August of 1993, the state alone was responsible for all
educational decision-making, a point that will be taken up below. It is only in this limited
sensethen that the polity can be understoodas having become 'open' to black opposition
groups since 1990.
In describing educationaltransactionsin the above context Buckland and Hofmeyr
(but not Lee) are forced to acknowledgethat 'the distorting effects of apartheid havealtered
the basic form of the transactionsArcher describes'(Buckland and Hofineyr, 1993, p. 22),
and that 'confrontation has led to spatesof boycotts, riots, strikes, repression, detention,
bannings,violence and deathssince 1976' (p. 29). Theseobservationsdo not prevent them,
however, from continuing to try and interpret educational change since 1976 in terms of
negotiation. It was arguedearlier in relation to Archer's work that the forms of massaction
and repressiondescribedby Buckland and Hofmeyr do not fit easily into Archer's idea of
negotiation, exceptin extremecases.It will be further arguedbelow that whilst negotiations
in the Archerian sensehave characterisededucational transactions since 1948 it is also
necessaryto introduce alternativechangemechanismsinto the analysisof the South African
context.
Finally, Buckland and Hofmeyr along with Lee seek to derive predictions
concerning the future of educational change from Archer's work. The attempt to
uncritically apply law-like generalisationsfrom Archer's work to the South African context
is not helped by Archer's own epistemological position and her claims to have found
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'objective' rules governing educationalchange(although, as will be discussedbelow, she
doesqualify the use of her 'findings' in thecolonial situation). From the perspectiveof this
study suchclaims to objectivity are problematic in themselves,and, in the caseof Archer's
studies, mask a bias towards liberal politics. Related to the above is the high level of
generality in which she couchesher writing and a tendencyto abstraction that missesthe
nuancesand inconsistenciesof educationalchangethat a more specific analysis might reveal
(King, 1979). The tendency to over-generalise her ideas concerning the nature of
centralised and decentralised systems has made the application of her work even in
Europeancountries such as Scotlandproblematic (McPhersonand Raab, 1988).
Some of the 'predictions' made by Buckland et al are in fact accuratedescriptions
of recent developments.Examples here include the proliferation of interest groups since
the advent of political negotiations and developing tendenciestowards decentralisation.
Although Buckland et al are quick to point to thesephenomenaas 'proving' the relevance
of Archer's theoriesfor SouthAfrica, given the grosscontextual differencesoutlined above
it is impossible to attribute these phenomenato the same causality
with any certainty.
Further, although there may be featuresin common with Archer's Europeanexamplessuch
as a high degree of centralisation and, in more recent times, a gradual opening of the
political centre, the forms that thesephenomenahave takenare linked to developmentsthat
are specific to South Africa, as will be shown below.
Of greater significanceas far as the political project of South African liberalism is
concerned are two of Buckland et al's other assumptions concerning the future of
educational change. Firstly, they use Archer's theoriesnot only to portray negotiations as
the prevalent methodof educationalchangesince 1948, but also to assertthe necessityfor
negotiations in the future. Thus, according to Buckland and Hofineyr,
Archer's central idea that negotiation is the most important processof education changein
state education systemshas beenacceptedby most political groups in South Africa. There
is an understanding that no group will get precisely what it wants and all groups have
something to lose by the total collapse of the system(Buckland and Hofineyr, 1993, p. 21).
Similarly,

Lee argues that

The state of education demands that all avenues available be used to achieve swift,
negotiated and fundamentalchange in both policy and system. Interest groups in South
Africa tend to have hammered away at the single path of political manipulation, only
stumbling occasionally into one of the two other strategies [i. e. internal initiation and
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external transactions] (Lee, 1990, p. 14).

The fact that a large sectionof the Democratic Movement has committed itself to
political negotiationsas Buckland and Hofmeyr suggestis not being brought into question.
It will be arguedhere, however, that it is one particular conception of negotiationsand the
negotiationsprocessthat the authorswish to promote and encourage.One interpretation of
the above quotes is that the authors wish to counterposethe previous use of massaction
with the possibilities openedup for new kinds of political manipulation, external transaction
and internal initiation. There is a sensein which an Archerian analysis is usedby Buckland
et al to presenta vision of 'normality' againstwhich the anomaliesof the South African
situation may be judged. It is a further aspect of the authors' eurocentricism that they
assumethe 'normality' of changemechanismsderived from Archer's Europeanexamples.
Such an analysisalso allows the authorsto subtly discipline the Democratic Movement for
continuing to use mass action, and for failing to engage with the state in a 'normal'
manner.
The strong emphasison 'negotiations' as defined by Archer may be understoodas
reflecting the private sector's long-standinggoal of achieving political stability in South
Africa (seechapterthree). It will be recalled that all three authorshave worked at one time
or another for the Urban Foundation which has been the vanguard of corporate 'social
responsibility'. In making their own proposals for a future system of governance, for
example, Buckland and Hofineyr state their commitment to 'the avoidance of endless
contestationsover educationgovernancein the future' (Buckland and Hofmeyr, 1993, p.
59).
Archer's use of the term 'negotiation' itself works within the grain of the liberal
project and a belief in consensuspolitics. By having recourseto exchangetheory to explain
the motives of different policy actors, Archer in fact projects a particular vision of 'human
nature' that many liberals find attractive. In brief, exchangetheory restson the assumption
that individuals and groupsenter into transactionsfor the achievementof their own interests
(as defined by themselves)(Archer, 1979). Now the above idea could be interpreted in a
variety of ways. Archer's own understandingof 'self interest', however, as her discussions
of educationaltransactionsreveal, focuseson an understandingof the 'profit motive' asthe
principal motivating force. In this conceptionindividuals and groups enter into transactions
in order to bring immediate increaseseither to their material wealth or to their power and
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status.

Now such motives no doubt go someway towards explaining individual and group
behaviour in a society structured by capitalist and colonial relations. It is also true,
however, that they by no means exhaust all the possible reasons why people act in
particular ways. It will be argued below that in the South African context, any
understandingof 'self interest' must take into account how individual and group interests
become articulated with broader struggles for fundamental social change. The above
comments feed into a general criticism of Archer's work from the British context (itself
hardly a revolutionary situation). It is argued in relation to Archer that
The political dimension of the changeprocesshas to be placed within its social context in
order to understandthe form that it assumes(Salter and Tapper, 1981, p. 28).

A further consequenceof the aboveconception of negotiations is that it can work
to 'sanitise' the historical role of the private sectorin the apartheid system. The role of the
private sector is presentedin the accountsof Buckland et al as having revolved around a
seriesof external transactions.From this it would be easy to assumethat thesetransactions
have simply involved, say, the exchangeof private funding for a new emphasiswithin the
systemon skills training to meetcapitals needs.Such an interpretation would certainly gel
with Archer's own understandingof external transactions.An alternative view, however,
and one favoured here, would also seek to locate private sector involvement in education
in terms of growing international pressuresfor economic sanctionsand a bid by local and,
particularly, international capital to legitimate their continued involvement in the apartheid
system through schemessuch as corporate social responsibility.

A final point concerningArcher'sconceptionof negotiationsis that it ratherlimits
to an understandingof the educational
the applicability of the threechangemechanisms
state.IndeedArcher hasdefinedexternaltransaction,political manipulationand internal
initiation in a way thatclosesoff discussionof policy-makingand educationalpolitics in
civil society.Particularlyduringthe currenttransition,however,civil societyhasbecome
an increasinglyimportant site for policy development,as NEPI and the ANC's Policy
in relation
Frameworkexemplify. It is importantthenalsoto think of changemechanisms
to interactionsoutsideof the educationalstate.
Another 'prediction' that Buckland et al make concerningthe apparent 'durability'
of governancestructuresalso has an ideological dimension. Following Archer they wish
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to assertthe 'durability' and 'persistence'of existing governancestructures. In the caseof
Buckland et al they use this assertionto back up their own views concerning the need for
a gradual and phasedapproachto systemschange. They also use it as a justification for
their own proposalsconcerninga new systemof governance,which they argue should, like
the old system,continue to mix aspectsof centralisationand decentralisation. The idea that
existing governancestructurestend to persist is also part of the 'common sense' of much
of the literature on the decentralisationdebate. As such it will be discussedin the final
section.
In terms of the presenttheoretical debate,the idea of the persistenceof structures
is important becauseit speaksto concernsraised in chapter two concerning the relative
autonomy of structures.It is central to the Archerian project that she seeksto examine the
educationalinteractions. It is the view taken
autonomouseffects of structureson subsequent
here, however, that too much emphasison this concern results in governance structures
being given a determinism of their own that is insufficiently qualified with respect to
specific historical conjunctures.The caseof England is relevant here. It is instructive that
Archer completed her study of the decentralisedEnglish systemin 1979, the year that the
Tories under Margaret Thatcher came to power. Somepolitical commentators have dated
the end of the post-war social democratic 'settlement' in British politics to this time (see
Hall et al, 1989, for example).
In educational terms 1979 certainly saw the beginning of the end for the old
'partnership' between central government,local authorities and the teaching profession as
the conservativerevolution took hold (Tikly, 1991; Jones, 1989). The revolution reached
its height with the 1988Education Reform Act (Ball, 1990). In brief, within the spaceof
a few years the power of local authorities and the autonomyof the teaching profession had
been seriously undermined and an increasingly centralised system put in its place,
exemplified by a new national curriculum and the ascendancyof the National Manpower
Commission in the field of vocational education. Of importance for the discussionhere is
the observation that far from representing'incremental change', the 1988 Act in England
and Wales can better be understoodas a major departure and rupture from a previously
highly decentralisedsystem. In this senseArcher may have beenunduly influenced by the
historical conjuncture she was writing in and the post-war settlement.

If theideaof thepersistence
of governancestructuresis problematicin the English
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context, this is even more the case in relation to South African education. Having argued
that the NP pursued a policy of strong centralisation (to good effect) in South African
education, it is a sourceof contradiction for Buckland et al that they still wish to assert
Archer's law-like generalisations.The contradiction is aggravatedby some of Buckland et
al's own prescriptions concerninga new systemwhich, as shall be discussedlater, in fact
represent a radical departure from existing arrangements.
Given the above it must be askedwhy Buckland et al put such emphasis on the
persistenceof structures.There are severalpossibleexplanations. Firstly, although the use
of Archer's predictions contradictssomeof their own ideasfor a future system, it can also
be understood to support some of their other, more conservativeviews. In a responseto
the ANC's Policy Framework, for example,Buckland et al arguefor the retention of stateaided and private schools(EDUPOL, 1994). At a more general level, Buckland et al's use
of Archer also corresponds with their proposed balance between centralised and
decentralised structures in a new arrangement, thereby providing continuity to existing
arrangements. As a discursive ploy, the use of Archer by Buckland et al representsboth
a sourceof strength and a sourceof contradiction. It can also be understoodas an attempt
to provide theoretical legitimacy for their own work, which is otherwise quite technicist
in nature.
From the above critique of Buckland et al it is clear that any attempt to apply
Archer's ideas to the South African context must start from an appreciation of the
specificities of the South African context. Ironically, given the above critique, Buckland
and Hofmeyr at one point acknowledge that a question must be raised concerning the
'applicability' of Archer's work to South Africa which includes 'strong componentsof a
developing country' (Buckland and Hofineyr, 1993, p. 7). They never follow this insight
through though, preferring to highlight only those aspectsof Archer's work that support
their own analysis. Indeed, they appear not to have taken cognisance of Archer's own
reservations about the wider applicability of her work. Archer argues, for example, that
her theoretical account of educationalsystemsis confined to
countries where it cannot be attributed to external intervention via conquest, colonisation
or territorial redistribution. (Archer, 1984, p. 18)

She goes on to argue that although her approachcannot give a full account of educational
change in colonised countries,
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it is indispensable for a full account. The additional problems surrounding retention,
rejection or adoption of externally imposededucational systems warrant a study in their
own right. (Archer, 1984, p. 18)

Unfortunately spacedoes not allow for a comprehensiveuptake of Archer's challenge.
Rather, the focus here will be on two aspectsof the South African education system that
mark it out from Archer's Europeanexamples,namely the coexistenceof negotiationswith
a particular form of competition, and the predominance since 1976 of additional
mechanismsof educationalchangebesidesthose suggestedby Archer.

It hasalreadybeenarguedin relationto the historical literature that educational
struggleshaveoften centredaroundthe ownershipanddefinition of educationby various
'national' groups. It would, therefore,seementirely appropriatein the South African
colonial context to describethese strugglesas an aspect of a form of educational
competition.Unlike Archer'scasestudies,however,this competitionhasnot beenbetween
different institutions within one nation, but rather betweengroups either included or
excludedfrom the definitionof the nationdominantat any point in history.
Thus, with the possibleexceptionof the province of Natal (which enjoyed relative
stability in this respect), educationalstrugglesin the other provinces for the better part of
the nineteenth century have largely been between Afrikaners and English speakersover
issues such as the medium of instruction in schoolsand the imposition of anglicization
policies by the British (Keto, 1990; Malherbe, 1925). In the Cape this led to Afrikaners
attempting to set up their own schoolsthrough a processof substitution, whereas in other
areassuchas the Transvaal, restrictive strategieswere applied during times of conflict with
the British. Similarly, in the African territories during the same period there was
competition between African chiefs and missionariesover the existence of missionary
schools with chiefs attempting to restrict the activities of missionaries during times of
conflict between Africans and Europeans.
Turning to the period under review, on coming to power in 1948the NP lost little
time in restricting the activities of the missionaries and African nationalists in the
educationalsphere.Similarly, thevarious schoolboycottsalong with the people's education
campaignsmay be interpreted as an attempt by blacks to restrict the activities of the state,
albeit from a position of 'people's power' rather than through legislative authority.

Clearly, however, restrictive and substitutivestrategiescannot in themselves
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encompass the range of oppositional activities and state responses characteristic of
educationalchangesince 1976.It is necessary,rather, to add two more change mechanisms
associatedwith competition in the SouthAfrican situation, namely, 'mass action' and 'state
boycotts, strikes, demonstrations,stay-aways,and
coercion'. The former has encompassed
occasionally more violent meanssuch as the burning of schools and government offices.
The latter has encompassedthe occupation of schools by the police and army, arrests,
detentions and sometimeseven torture and murder. Both these change mechanismshave
involved methodsnot officially sanctionedby the political leadershipof the dominant and
assertive groups although they have beenused nonetheless.
It will be recalled that for Archer the successof the assertiveor dominant group in
the context of competition is dependantupon thepossessionof bargaining power, the extent
of ideological cohesivenessand accessto political power and resources. In terms of the
theoretical approachadoptedin this study, theseattributes translateinto: a) political power
i. e. strength in numbersand organisationtogetherwith the ability to either useor challenge
formal legal and political rules and institutions in the interests of a particular hegemonic
project. Typically, challenging statepower has involved a mixture of constitutional and
non-constitutional means; b) discursive power i. e. the ability to interpellate either the
dominant or assertivegroup around a particular hegemonicproject, educational critique or
set of alternative policies as well as the ability to legitimate that project and to define the
educational debateas a whole within the broader milieu; and, economic power i. e. access
to material resourcesalong with economicbargaining power defined by the relationship of
the dominant or assertivegroup to the meansof production, the ability to call strikes and
stay-awaysetc.

Definingthethreedifferenttypesof powerin thisway alsolinks educationalinterest
groups more directly to wider social hegemoniesand the distribution of power within
societyat large. In the periodunderreview, the assertivegroup may be definedbroadly
asthoseorganisationswith a stakein educationorganisedaroundeither the 'non-racial' or
'black consciousness/Africanist'
repertoires.The dominantgroup, on the other hand, has
beenlargely organisedaroundeither 'apartheid'or 'culture and modernitythemes' (see
Someorganisationssuch
chaptersfour and five). This is not an exhaustivecategorisation.
as Inkathado not fit easily into either campandhavemixed and repositioneddiscursive
elementsfrom both traditionsaroundtheir own political projects.Essentially,however,in
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educational terms, Inkatha togetherwith the white right wing have not been pro-active in
education policy. Rather they have taken up a conservative agenda aimed at the
preservation of the statusquo. In the caseof Inkatha this has involved a broader defence
of the KwaZulu homeland as a whole including its present education system.
The aboveaccountof competition is not meant to suggestthat negotiationshave not
also characterisededucational change. 'Negotiations' in the context of this study will be
used to refer to the various transactionsbetween different interest groups within and
between the assertive and dominant camps, that have been organised around more
particularist interests. It has already been argued that negotiations have characterised
transactionswithin the white power block and sometimesincluded some black individuals
and organisations. Since 1989 the government has increasingly been engaged in
negotiations with organisationsfrom the assertivecamp such as the NECC over issues
pertaining to the educationcrisis. Negotiationshave also characterisedinteractions within
the assertiveblock as will also be demonstratedbelow. Finally, transactionsbetween the
assertive and dominant camps as a whole have increasingly used the methods of
negotiation. Given the above suggestionit is important to define quite carefully the
changing relationship between competition and negotiation in the period under review.
Before doing that, however, it is first of all necessaryto redefine negotiationsin a way that
is more congruent with the rest of the study.
As argued earlier, it is necessaryto relate educational negotiations more clearly to
wider social hegemonies.This does not involve doing away with Archer's three forms of
negotiation, namely, internal initiation, external transaction and political manipulation.
These forms go some way towards describing different kinds of transactionswithin the
educational state. However, whereasinternal initiation can only be understoodin relation
to the actions of professionalswithin the statesystem, political manipulation and external
transactionmay also be usedto describepolitics and policy-making in civil society. In this
case, however, the focus of these transactions is not the central government or the
education system itself, but rather whichever institution or organisation is at the centre of
the policy-making processin question. Further, use of theseterms should not be allowed
to obscure the highly complex and context-specificways in which individuals and groups
interact. It has already beenarguedwith regard to political manipulation, for example, that
the term is usedto encompassa range of political strategies.In the accountof educational
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interactiongiven below then,thesetermswill only be usedsparinglyand with caution.
Redefining negotiationsdoes involve a reinterpretation of the motivation and the
meansby which different groups achievetheir goals. It is inadequatesimply to assumethe
motivations behind different transactionsfrom taking at face value what individuals and
groups define as their own 'self interest' as Archer suggests. The discussion above
concerningthe motivationsof the private sectorare a casein point. Indeed, by making use
of exchangetheory, Archer herself implicitly assertsher own view of why actors behave
in particular ways.
It is impossible to specify in a law-like mannerwhat motivates policy actors to act
in the way that they do. Although it has beensuggestedduring the course of this study that
economic, political and discursivephenomenado provide powerful motivations for groups
and individuals in the policy arena, this is not to imply that actions can be 'read off' from
a prior understandingof the economic, political anddiscursive levels. Rather, motivations
must be understoodas multi-causaland constantlyrelated back to the specific conjuncture
in which they operate. As will be seenin relation to policy making in the state and civil
society, for example, the nature of the specific task around which different groups have
interacted also provides motivationsfor groups to interact in specific ways. Thus although
referencewill be madeto the analysisof the economic,discursive and political levels given
during the courseof the studyasa whole, ultimately it is only one amongstseveralpossible
'readings' of individual and group behaviour that will be given below.
Similarly, it is impossible to predict the successof different interest groups in
negotiations (or in competition for that matter) simply from an understanding of the
different kinds of resourcesthat they haveat their disposal. There are always unpredictable
circumstancesand quirks of fate which makesuchpredictions uncertain at best. The slaying
of the SACP national chairperson,Chris Hani in April 1993 for example, gave unexpected
impetus to negotiationsin all spheresincluding educationalnegotiations, and strengthened
the hand of the Democratic Movement in its calls for the establishmentof the National
Education and Training Forum as a meansto diffuse further conflict. An understandingof
the nature of the negotiatingpower possessedby different interest groups, however, does
provide an invaluable starting-point for explaining the successor failure of particular
groups in negotiations.
It will be recalled that for Archer, the successof different actors in achieving their

269
goals is dependanton their accessto three different kinds of resourcesrelevant to different
kinds of transactions,namely political power (political manipulation), financial resources
(external transactions)and expertise(internal initiation). Once again, in the context of this
study, these 'resources' can be understoodto correspond to the three types of power
mentionedabove,namely economic,political and discursivepower. Political and economic
power are essentiallythe sameas in the competitive context, except that in the context of
negotiationsthey are much more likely to be exercisedby constitutional meansand without
resort to massaction. Discursive power in the context of internal initiation, however, not
only refers to the ability to influence the policy debate,but also refers to the expertise of
the teaching profession, i. e. the level of qualifications of the teaching profession and the
ability of teachersto intervene in and changethe discoursesof schooling.
The major difference betweentheseforms of power in relation to negotiations on
the one hand and competition on the other lies in the context in which the power is
exercised. Thus, in the case of negotiationsall three types of power tend to be used to
make 'concessionsto allies' and 'compromiseswith opponents' (Archer, 1984, p. 2) within
a sharedconceptionof the 'nation' and of starting principles concerning the ownership and
definition of education. In the caseof the Democratic Movement and the government, this
has involved a sharedcommitment to one, 'non-racial' departmentof education in which
the state takesprimary responsibility for educationalprovision. In contrast, it is precisely
these issues that have lain at the heart of competitive struggles to date.
It is also important to understandthe use of negotiating powers in terms of
their location within the broadercompetitive struggle. For example, it will be argued below
that in relation to policy making within the state, the successfuluse of the three different
kinds of power by different interestgroups is relative to the broader project of domination
i. e. to the economic, political and discursive significance of any particular interest group
to the goals and aspirations of the dominant group as a whole. The same is true of the
influence of interest groups in the developmentof policy within the assertive camp. The
political power of individual interest groups, for example, is given by their strategic,
political significance to the broader assertive project. Further, when explaining the
interaction of interest groups betweenthe dominant and assertivecamps (for example the
recent negotiationsbetweenSADTU and the DET over pay and retrenchments),the success
of any group is contingent on their use of the three types of power not just in relation to
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the competitive struggle but in terms of the power of that group within the new discursive
spaceopenedup by the broaderprocessof negotiations.Thus, SADTU's bargaining power
is no longer just related to its location within the assertivecamp but is now also related to
its political, economicand discursiveimpact within society at large and in relation to a new
state in the making, symbolisedby the setting up of the NETF.
Another consequenceof the recasting of Archer's theoretical framework is that
different change mechanismscan no longer be simply equated with one form of power.
Once again using SADTU as an example, the union have recently managedto negotiate a
new form of teacher appraisalwith the DET (Chisholm and Kgobe, 1993) via a form of
political manipulation. This has involved not only the use of SADTU's political power, but
also their new-found discursivepower in the field of policy advocacyachieved through the
collaboration of the union with the Wits EPU. Also, it is inaccurate only to think of
different forms of power being 'exchanged' with each other as is the case with Archer's
three resources.
When considering competing hegemonicprojects and on-going struggles between
educational interest groups it is often more appropriate to think in terms of victories and
defeatsas well as in terms of bargainsstruck. Thus the recent recognition of organisations
allied with the Democratic Movement by the staterepresentedthe culmination of years of
struggle and the capitulation of a government in deep crisis rather than a bargain struck
with political opponents. In this context, negotiationscan be understood as one form that
educational strugglescan take rather than an end in themselves.In brief, usageof the term
'negotiation' should not obscurethe fact that conflict aswell asconsensuscontinue to drive
educational change.
Finally, it is necessary to spell out more clearly the relationship between
competition and negotiation in the period under review. Some of the differences between
the two forms of educational struggle have already beenalluded to above in terms of the
way thesestrugglesare defined, the way that power is deployed, and the different change
mechanismsassociatedwith each. There are obviously also overlaps between each. For
example, the successof the assertive project has rested largely on the extent to which
aspectsof assertionhavebecomethe contentof the more particularist concernsof student's,
teacher's, parent's organisationsamongst others. Similarly, struggleswithin the assertive
and dominant camps have also influenced the way the overall hegemonicproject has been
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defined. Thus it has beenlargely due to the strugglesof womenas a specific interest group
within the Democratic Movement in recent years that 'non-sexism' now features as an
aspect of the broader assertiveproject.
Of particular relevance for the transition is the observation that the relationship
between competition and negotiationhas alwaysbeena changingone, and continues to be
so. There is an element of truth in Buckland et al's argument concerning the increasing
relevanceof negotiationsfor all policy actors. There is a real sensein which the forces of
assertionin educationled by the NECC and increasingly the ANC have come to usechange
mechanismsmore associatedwith negotiation since February 2nd 1990. It is no longer in
the political interestsof the DemocraticMovement or educationalinterest groups in general
to use non-constitutional means now that they too have a stake in the new interim
constitution.
Further, it will be argued below that the assertiveproject itself is in the processof
being redefined and at this point its future direction is unclear. Similarly the assertive
alliance, i. e. those interest groupsorganisedaround the assertiveproject, is showing signs
of growing internal conflict asdifferencesin the particularist interests of teachers, students,
workers and others come increasingly to the fore. Political developmentshave also opened
up new opportunities for interest groupsto put forward their concernson the national stage
and not just within the context of assertionor domination.
This does not mean, however, the end of educational strugglesand the dawning of
a new era of consensuspolitics as Buckland et al also imply. Mass action (although
increasingly within legal limits) has continued to play a role in educational change even
during the transition and will no doubt continue to feature in any new dispensation.
Further, any future systemof educationalgovernanceis likely to remain hotly contested.
Given the natureof the abovecritique and reconceptualisationof the work of Archer
and her South African exponents,it is worth at this point taking stock of the extent to
which the original Archerian project will continue to inform the remainder of this chapter.
The above recastingof Archer's work is intended to provide a set of analytical tools and
concepts with which to provide a better description of educational politics during the
transition. In this respect Archer's sequenceof structure, interaction and structural
elaboration has been found useful for presenting the dynamics of change in a logical
fashion and will be used below.
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Reconsidering 'competition' and 'negotiation' as well as the change mechanisms
associatedwith these terms within the broader theoretical framework of the study as a
whole is also intendedto provide someexplanatorypower concerningthe direction political
events have taken both within the state and within civil society. Unlike Archer and her
South African importers, however, this explanationis not considereda sufficient basison
which to base any hard and fast predictions for the future, although some indications
concerning possible future developmentswill be given from time to time.
A further casualty of the reappraisalof Archer is the attempt to understand the
autonomouseffects of structuresin a deterministic way. It will be recalled from chapter
two that in relation to this study, the relative autonomy of structures, i. e. those aspectsof
educational interaction that are directly attributable to the prior influence of structures, can
only be given in relation to an analysis of specific historical, economic, political and
discursive conjuncture with which the structure articulates. It is this approach that will
characterise the discussion of centralisation and decentralisation below. Finally, an
Archerian framework will be considered along with other conceptualisations of the
educational state such as those given in chapter two.
Structure
The structure of the modern South African education system in relation to
centralisation/decentralisationhas been adequately described elsewhere (Buckland and
Hofineyr, 1993;Fehnelet al, 1993; EDUPOL, 1993;Taylor and Methula, 1993). It is only
necessary,therefore, to outline the main characteristicsof the system. Figure 1 opposite
presents the system in the form of an organogram. Buckland and Hofmeyr (1993) have
described the systemas follows:
In all there are nineteendepartmentswith fifteen Ministers, sitting in fourteen cabinets and
controlling fifteen different budgetsin terms of at leasttwelve different Education Acts and
a maze of regulations. This proliferation of departmentshas aggravated the problem of
bureaucratization with its attendant evils of poor communication, wastage of funds,
inefficiency, inflexibility and conservatism. (Buckland and Hofineyr, 1993, p. 12)

It has been an aspect of government control over the nineteen departments of
education that finance and the budgetaryprocesshave beenhighly centralised(EDUPOL,
1993). The education budget is fixed through a processof top-level negotiation between
the DNE and the Departmentof State Expenditure. The money allocated to education in
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South Africa and the self-governing territories is then divided up through a process of
bargaining betweenthe 'big five' ministries(eachof the 'own affairs' Ministries, the DET
and the DNE). They are guided in this processby the South African National Education
Policy (SANEP). The bargainingtakesplacewithin the Committee of Education Ministers
(CEM) and the Committeeof Headsof EducationDepartments(CHED), thepolicy-making
arm of the DNE. The TBVC stateseachbargain separatelyfor their overall budget with
the South African Departmentof finance. Monies are then allocated to education by the
TBVC cabinets.
Despite the high level of centralisationof finance, there is no body with overall
control over the various educationdepartmentsat the national level. In terms of the 1985
constitution, the Ministry of National Education is charged with 'general' policy in the
RSA including norms and standardsfor financing of education salaries and conditions of
service of teachers, and norms and standardsfor syllabi and examinations.
Strong centralisationis found on the next level down from the national. Many key
policy areas such as teacher training and employment, curricula, examinations (within
national frameworks) and schoolorganisationand constructionare centralised at this level.
In relation to policy making, although some departmentshave advisory bodies for this
purpose, they in fact play a minimal role in the process. 'The result is that policy, beyond
allocation of funds, tends to be formulated and implemented by bureaucrats within the
system, with little public accessto the process' (Fehnelet al, 1993, p. 25). Recent efforts
to decentralisecontrol in some departmentshave not led to a widening of accessto the
policy making process. The processremains 'top down' with policies being implemented
on the basis of ex post facto consultation. The introduction of the Clase models in the
Departmentof Education and Culture, Houseof Assembly (DEC HOA) is a case in point
(see chapter three). The development of the ERS representsa slight departure from
previous practices as will be discussedbelow.
Another aspect of centralised control in the present system is the absence of
politically accountableofficials. As Buckland and Hofineyr (1993) have pointed out, the
first politically accountableperson is the minister in Pretoria or the homeland capital.
Officials are accountableupwards to their political mastersrather than downwards to the
users of the system. In the black departmentsin particular, accountability is further
circumscribed by a generallack of legitimacy amongstthe constituenciesthey are supposed
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to serve. Lack of accountability hasencourageda high incidence of scandaland corruption
in the various departments(Buckland and Hofmeyr, 1993; Taylor and Methula, 1993;
Interview with Dr Louw, appendix A). Further, a local level of governance has been
noticeableby its absenceand therehasbeenno effective schoolgovernanceunder apartheid
(CEPD, 1994).
In discussingthe extent of decentralisation,someauthors (Buckland and Hofmeyr,
1993; Sayed, 1992) have found it useful to use Rondinelli et al's (1987) typology of
different kinds of decentralisation.Each kind hasbeenpresentin the South African context.
a)

Privatisation involves the transferof ownership, control and financial responsibility
for education to the private sector or community-basedorganisations. The Clase
models are recent examplesof privatisation.

b)

Deregulationcan sometimes(but not necessarily)lead to the entry of alternative
groupsto the statein theprovisionof education.The work of the privatesectorand
NGOs since 1976are exampleshere.

c)

Deconcentration simply meansthe transfer of administrative offices to regions or
to communities. Deconcentrationhas been exemplified by the recent limited shift
of financial responsibilitiesto eachof the sevenregions covered by the DET. This
has not resulted, however, in any noticeable opening up of the department to
outside interests.

d)

Delegation involves a shift of power from the centre to other semi-autonomous
bodies. It has been evident in the farming out of researchresponsibilities to the
HSRC as was the casewith the de Lange investigation. It has also beenevident in
the channellingof governmentfunds from the upgrading of black educationthrough
the IndependentDevelopment Trust (IDT). The allocation of limited powers to
advisory bodies establishedin terms of the 1984 Education Act such as the South
African Council for education (SACE), the Advisory Council for Universities and
Technikons (AUT), and the Council for Education and Training (CET) has also
involved delegation.

e)

Devolution involves the transfer of responsibility for educational provision to
regional administrations or local government. In 'white' education, devolution of
power to the provinces in terms of the 1910 settlementhas been gradually eroded,
most significantly by the 1967 National Education Policy Act. More recently, the
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1988 Education Affairs Act relegated the provincial departments to regional
departments.In practice, however,eachprovince/region hasmaintaineda good deal
of autonomy in important respectsincluding areassuch as finance and curriculum.
Just as it is possibleto identify reasonsfor the centralised nature of the system, it
is also possible to offer some explanations concerning the decentralising tendencies
described above. In chapter three, for example, privatisation in education was linked to a
wider process of privatisation of social servicesas an aspect of desegregation. It is also
helpful to think of someof the other forms of decentralisationas an aspect of what Weiler
(1993) describesas 'compensatorylegitimation', i. e. as an effort by the state to improve
the legitimacy of the system through appearing to make it more accessible to interest
groups outside of the state. In many casesthis kind of decentralisation is more rhetorical
than real. Both the deconcentrationof power in the DET to lower administrative units and
the creation of the IDT can be understood as attempts by the state to secure greater
legitimacy for the system.

Interaction During the Transition

Interaction Within the State
Besidesfacilitating increasing accessof previously excluded groups to decisionmaking, the gradual opening up of the political centre since the 1960s, first to whites and
then to blacks, hasalso beenassociatedwith deepeningdivisions within the governing elite.
In earlier chapters this division has been attributed to tensions between verligtes and
verkramptes.This tensionhas beenexacerbatedduring the transition and has beenevident
within the educationalbureaucracy.The transitionhasalso beencharacterisedby increasing
rivalries between the various fiefdoms that make up the educational state as the old
hierarchy has been challenged. Tension has also been heightened by growing job
insecurities, particularly amongstthe lower echelonsof the bureaucracy. Before turning to
look at thesedeveloping tensions, it is first of all necessaryto provide somekind of picture
of the current bureaucracy.This is especiallythe casegiven that existing civil servantshave
beenguaranteedtheir jobs under a new administration, and will be required to play a part
in implementing new policies.
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Taken as a whole, the current bureaucracy has the following characteristics.
Altogether there are about 11,200 bureaucratsworking within the various departments.
This comprises about 3.5% of all educationpersonnel.The vast majority (in the order of
10,000) perform supervisoryandclerical functions. There are 1,500 in middle management
and 65 at executive level. Figures for the public sector as a whole (including the TBVC
states) reveal that 50% are Africans, 36% are white, 12% are 'coloureds', and 3% are
Indian. Blacks, however, typically occupy only 4.5% of the top posts and Africans in
particular just 0.6% (McLennan, 1993). Finally, whilst females make up the majority of
clerical and supervisory staff, they are a minority in middle managementand completely
unrepresentedat the executivelevel.
Fehnel et al (1993) have madethe following observationsconcerning the education
bureaucracy. The executive level falls under the Commission for Administration which is
the career civil service system rather than the professional educational structure. The
significance of this is that whilst many executivesare career educationists, it has been
possible to move people from outside the educational sphereinto influential positions as
political necessitydictates. The appointmentof Johan Garbers to the DNE in 1989 from
the HSRC is a case in point. It was Garbers who provided the political stimulus for the
launch of the ERS.
Within the middle managementlevels of the DEC HOA, DEC HOR (House of
Representatives)and the DEC HOD (Houseof Delegates)(the white, 'coloured' and Indian
'own affairs' departmentsrespectively), there have been growing retrenchmentpressures
as a result of rationalisation. In the caseof the DEC HOA, similar pressureshave arisen
as a result of the introduction of model C schools which has meant the removal of
bureaucraticpostsconcernedwith schoolprovisioning. It is, however, the supervisory level
that is generally consideredthe most conflict-riddled tier. This is as a result of insufficient
staffing, issuesof legitimacy which restrict accessof inspectorsto black schoolsand recent
redefinitions of the role of the inspectorate(Fehnel et al, 1993). Finally, the clerical and
administrative structure is also subject to civil service authorities rather than to the
educational bureaucraciesthey serve. This raises questions concerning the institutional
loyalty of this stratato a new educationaldispensation.School-basedclerical staff are very
thin on the ground in the DET, the TBVC departmentsand the self-governing territories.
The bureaucracy is also highly politicised. Traditionally membership of the
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Afrikaner Broederbondhas beenalmost a sine qua non for senior positions within the state
apparatus (Malherbe, 1977; 0' Meara, 1991). Although the significance of the
Broederbondhasdeclined sincethe Botha era, it is unclear even to this day what influence
it continues to exert within the educationalstate. The politicisation of the top echelons is
best exemplified by the fact that the ERS is almost universally assumed to be the
educational manifesto of the NP. The most conservative members of the bureaucracy,
however, are to be found amongstthe lower ranks of the DEC HOA in areas such as the
Orange Free State and the Transvaal(interview with Mrs Smith, appendix A).
The politicisation of the bureaucracy,and the influence of the secretiveBroederbond
seriously circumscribes the extent to which the bureaucracy can be said to conform to
Weber's 'ideal type' (see chapter two). Thus although the bureaucracy has been
characterisedby bureaucratic forms of control, rationality and rule-following (Taylor and
Methula, 1993) and has also been a major employer within the bureaucratically-styled
'independentprimary market' (seechapter three), its very composition reflects racist and
sexist norms and practices which, in a more 'ideal typical' scenario, might be considered
'irrational' in Weberian terms. The political bias of the bureaucracyand its concomitant
legitimacy problems within black communities may be understoodto have acceleratedthe
trend away from bureaucraticrationality towards 'managerial technology'.
It has been argued in chapter four that a turn towards 'scientific' managerialist
discoursescan be understoodasa rhetorical device to provide a new kind of legitimacy for
the state. The shift towards managerial technology has been exemplified by the
establishmentof various technical committeeswithin the bureaucracy which are intended
to rationaliseand coordinateeducationalactivities (Buckland and Hofmeyr, 1993). The shift
has also beendemonstratedby the more directive approachto educationpolicy on the part
of the DNE in which senior bureaucratshave actively sought to intervene in the organic
crisis besetting South Africa's schooling system. Whereas under bureaucratic rationality
such actions would be judged in relation to rules and procedures, under managerial
technology, the new bench mark of successis the 'product' itself (in this case the ERS) in
achieving its ameliorative goals.
In effecting change the DNE can be understood to be the reformist wing of the
government in education. This has been facilitated by the policy making powers afforded
to it in terms of the 1984 Education Act. In recent years the DNE has been attempting to
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increase its influence by making use of thesepowers (Taylor and Methula, 1993). In the
curriculum field, for example, the DNE has slowly beenpositioning itself through a series
of working papersand reports, to usurp the current monopoly over all curricula enjoyed
by the four provinces/regionsof the DEC HOA. This processculminated in the production
of the Curriculum Model (CM). The DNE was also associatedwith de Klerk's Ten Year
Plan, the developmentof the ERS and, more recently, the establishmentof the Education
Coordination Serviceto overseetheintegration of the various departmentsinto one national
department. The fact that the DNE does not directly control any schools or teachershas
made it possible for it to keep its 'hands clean' of the messy history of educational
confrontation during the 1980s.
The rise of the DNE hasalso witnessedthe decline of the DEC HOA which as the
'white' departmenthas historically enjoyed a good deal of power and influence in areas
such as finance and the curriculum. As far as the curriculum is concerned, it has been the
syllabi developed within the provincial/regional departments that have formed the
substantialbasisfor syllabi in other departments(Taylor and Methula, 1993). With regards
to finance, it has generally beenthe informal negotiationsbetween the DNE and the DEC
HOA that havedeterminedtheallocation of educationalfunds to all the departmentsdespite
the supposed'equality' of the 'big five' Ministries (Buckland and Hofmeyr, 1993).
The DEC HOA hasbeenbrought into line in terms of the new hierarchy by means
of some clever piecesof political manipulation. Firstly, Piet Marais (previously Minister
of Manpower) was given the portfolio of both the DNE and the DEC HOA by the cabinet
in 1992. This move neatly short-circuited the continued needfor negotiations between the
departments. Marais was subsequentlyable to push through the move towards model C
without the kind of Ministerial resistancethat might have otherwise come from the DEC
HOA.
It is also instructive to note that the ERS has beendeveloped under the auspicesof
the CEM and of CHED (DNE, 1991,a). In other words, the major reform initiatives of the
state have soughtto include the senior bureaucratsfrom all departmentsand the respective
Ministers in the process. More recently, Marais was also given a new portfolio on top of
his existing two, this time as Minister for Educational Coordination. As the Minister in
charge of the new Education Coordination Service, Marais lost little time in appointing
Huw Davies, formally a senior figure within the DEC HOA, to lead the service. The
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inclusion of senior bureaucratsfrom the DEC HOA and other departmentsin the change
processmay be interpreted asa strategyof cooption with the effect of diffusing opposition
to changeat least at executivelevel. It is at the lower levels, however, that the tensionsof
the transition are already manifestingthemselvesthe most, and it is thesetensionsthat must
be addressedif bureaucraticopposition to changeis to be avoided.
Policy Making Within the State - the Developmentof the ERS
The developmentof the ERS provided continuity and discontinuity on previous
policy-making endeavoursby the state. Like previous initiatives it was characterisedby a
highly centralised and top down approach. In 1990 the CEM requested the CHED to
instigate the ERS. The reasonsfor this move have been given in earlier chapters in terms
of the failure of the Ten Year Plan, the deepening education crisis, and the imminent
transition to a post-apartheiddispensation.By locating the policy-making processwithin
the DNE, the CEM was assuredof their own reformist vision dominating the process.
The ERS processalso representeda stepback from the more decentralisedapproach
of the de Lange investigation. Under the semi-autonomousauspicesof the HSRC, the de
Lange investigationhad at least includedliberal critics of the systemsuchas Franklin Sonn
(who subsequentlyjoined the ANC) and Ken Hartshorne (who went on to participate in
NEPI). Further, groups outside of the White power block such as Franklin Sonn's
'coloured' Union of Teacher's Associationsof South Africa (UTASA) were instrumental
in getting the investigation off the ground. As one of the few examples of negotiations
between the government and black interest groups before 1990, it was UTASA's meeting
with President Botha to discussthe deepeningcrisis in black education that contributed
towards the president's decision to call for the investigation. Ironically, it may have been
the commission's 'radical' proposalssuchas theestablishmentof one educationdepartment
that led to the Botha government's decision to locate its future reform programme under
the tighter supervision of the new DNE.
Within the DNE the structuresof existing legislation and proceduresgoverning the
policy-making processhad their own autonomousimpact on the developmentof the ERS.
CHED appointed membersto the various working groupsin terms of the provisions of the
1984 Act. Besidesthe inclusion of the various departments,the Act also made statutory
provision for participation by different advisory bodies concerned with education at all
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levels. Of significance as far as policy for schooling was concerned was the mandatory
inclusion of the Teachers' FederalCouncil (TFC). Like the other advisory bodies, the TFC
was createdby the state(Hartshorne, 1992)andincluded white teachers' organisationssuch
asthe TransvaalOnderwyserwereniging(TO), the South African Teachers' Union (SATU),
and the South African Association for Technical and Vocational Education (SAATVE).
Besidesthe limited participationallowed for by legislation, CHED made little effort
at wider inclusion in the working groups. The exception here, interestingly enough, was
the inclusion of the Private Sector Education Council (PRISEC) in the integrating
committee (DNE, 1991,a) which was set up to produce the final report from the findings
of the various working groups. As far asbroader consultation was concerned, the Minister
of National Education made a slight break with the past by asking for submissions
concerning what the ERS ought to investigateat the beginning of the process. Comments
on the first draft were also called for and collated by the HSRC before an extended
integrating committee producedthe final version of the ERS in late 1992.
In terms of the theoretical approach outlined earlier, the ERS process can be
understoodasa final effort to consolidatethebargaining power of the dominant group prior
to the onset of negotiations, and to gain legitimacy for the reformist project. Understood
as an aspect of competition between the dominant and assertive groups, the ERS
successfully brought together large sections of Afrikaner nationalist and liberal support
around a shared conception of 'community control', and achieved the tacit support of
organised business in the process (exemplified by the participation of PRISEC in the
production of the ERS). The ERS continued to alienate the white right, however, who
opposedthe idea of a single education departmentand the limited integration implied by
the Clase models and the ERS itself.
Further, the ERS was not successfulat gaining legitimacy for its project outside of
the dominant group. Members of the assertivegroup were excluded from the working
groups for structural reasons. Given, however, that the inclusion of PRISEC was nonmandatory, it would seem fair to conclude that the political will did not exist within the
state at that point for the inclusion of the Democratic Movement. Further, although the
inclusion of the Democratic Movement would have enhancedthe legitimacy of the project,
it would have also meanta radical shift in the balanceof power within the ERS processand
jeoprodised the reformist vision. Finally, given the stagethat the competitive struggle had
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reachedby 1990/1, membersof the DemocraticMovementcould not be seen to be
involvedin a processover which theyhadno control. Subsequently
no submissions
were
receivedfrom the DemocraticMovement(interviewwith Dr Stumpf,appendixA).
It is againstthe imperativesof the broaderhegemonicproject that negotiationsover
the form and content of the ERS within the dominant group must be seen. Firstly, the DNE
was in a strong political position to spearheadthe ERS processon account of the powers
vested in it by previous legislation. This power was exemplified by the ability of the DNE
to coopt the headsof other departmentsto its project. It was also exemplified by the ability
to exclude, both in terms of representationand at the level of discourse,those organisations
and views that might threaten the reformist vision. The white right and the Democratic
Movement are exampleshere. Secondly,the DNE had the humanand financial resources
to undertake the ERS. Finally, the DNE maintained its discursive power over the ERS
processthrough strengthin numberson the various working groups and on the integrating
committee. The DNE was also able to mobilise another important knowledge/power
apparatusbehind the project in the form of the HSRC.
Other educationdepartmentseffectively towed theline, reflecting their much weaker
negotiating strength. It is important at this point to distinguish between the executive
representativesof the various departmentsand the departmentsthemselves. For whereas
the departmentswere effectively written out of existenceby the commitment to one national
department in the ERS and the end of 'racially-based' education, their senior
representativesprobably stood to gain significantly in careerterms from participation in the
process. The negotiating powersof the various departmentswere not of a piece, however.
The historically stronger discursive resourcesof the DEC HOA, particularly in relation to
the formulation of curriculum policy were reflected in the insistence of the ERS that the
current 'curriculum in South African schools' does, 'in many respects, meet the current
requirements' (DNE, 1992, p. 47).
The white teachingprofession in the form of the TFC can be interpreted as having
lost out quite badly on account of a weak negotiating position. Whereas the TO in
particular had previously had quite a lot of influence in government circles as ostensibly
an Afrikaner organisation, in terms of the new reformist project this was no longer the
case. Over the years the TFC had won a good deal of autonomy for itself including
responsibility for setting norms and standardsfor the profession and for registering white
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functions
teachers (this contrasts to the position in the DET, for example, where these
for the
remain departmental responsibilities) (van Schalkwyk, 1988). In calling
establishmentof a new ProfessionalCouncil for Education for all teachers, however, the
ERS effectively put paid to the TFC's privileged position.
In contrastthe private sectoris of central strategic importance for the successof the
free market ideasand new accumulationstrategiesof Afrikaner nationalism. PRISEC was
therefore in a strong negotiatingposition within the ERS process. It will be recalled from
chapter three that PRISEC's influencewas exemplified by a new emphasison vocationalism
and entrepreneurialismin the ERS.

InteractionsOutsideof the State- the Strugglefor the NETF
The next two sectionswill focus on the activities of the Democratic Movement
(DM) in the field of educationpolicy with particular referenceto the non-racial tradition.
The decision to focus on this tradition revolves around the fact that to date it hasgiven rise
to the most pro-active and widely known policy initiatives outside of the state. Thus
although the Africanist/Black Consciousnesstradition continues to influence education
policy, it has not been able to mount an initiative on the scale of NEPI or the ANC's
Policy Framework for reasonsthat will becomeclear below. Further, other political actors
such asthe Inkatha FreedomParty and the white right wing have only beeninvolved in the
policy debate through efforts to resist changes to the present status quo. Inkatha's
recalcitrant position in relation to the broader political negotiationsprocess has had some
impact on educationpolicy, however, as shall be discussedbelow.
It will be argued in this section that the struggles on the part of the DM to end
unilateral educational restructuring by the state and set up the National Education and
Training Forum (NETF) have involved aspectsof competition and negotiation. It will be
argued that both mass action and political manipulation have played important and
interrelated roles in securing victory for the DM. Many of the events leading up to the
establishmentof the NETF have been recorded elsewhere (Pillay, 1992; CEPD, 1993;
Chisholm and Kgobe, 1993; Motala and Tikly, 1993; Greensteinand Mkwanazi, 1994).
It is only necessaryhere to provide a summary of the main points as they relate to the
theoretical argument.
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Prior to 1990attemptsat negotiationwith the statewere generallyunsuccessful.
Apart from one or two isolated incidencesof negotiation such as the cooperation between
the NECC and the government on ways to allocate funds for the upgrading of black
education, mass action rather than political manipulation characterised educational
interactions. Following his releasefrom prison, however, and in the context of broader
negotiations, Mandela called on all studentsto return to school. The call was only partially
heeded. Mandela also led an education delegation consisting of twenty-six educationists
from the broad DM to meetwith de Klerk in order to discuss the education crisis, which
had once again been brought to the fore with the release of yet more appalling matric
results from the DET. The specific demandsof the delegation included the setting up of
an emergency fund to addressbacklogs in black education; broadening accessto underutilised resourcesin white schools and in higher education; the timeous delivery of text
books to black schools; and, the efficient administration of supplementaryexaminations.
A joint working group (JWG) was established to look into the above issues.
Although the report of the group addressedmany of the concernsraised, the government
failed to act on any of them besides a bland promise to increase expenditure in black
education. John Samuel, headof the ANC education desk, summedup the weaknessesof
the JWG as follows. Firstly, the statusof the group in relation to influencing state policy
was unclear from the start. Secondly, there had been a lack of consultation between the
JWG and grassrootsorganisationssuch as COSAS and SASCO such that suspicionswere
raised in these quarters about deals being struck in secret. Finally, because some
organisations such as the PAC were not included in the JWG, the government (showing
an uncharacteristicconcernwith participation in policy making) was able to claim that the
group was not representativeenough.
The meetingof the Patriotic Front in October 1991 succeededin bringing together
charterist and Africanist organisationsfor the first time during the transition in order to
increase the negotiating power of the DM. This meeting led directly to calls for the
establishmentof an educational Patriotic Front. A National Education Conference (NEC)
was planned to try and achieve consensuswithin the DM on: a) the principles and values
that ought to underpin a new systemof education and training; b) a code of conduct for
students, parents and teachers;c) joint strategiesand campaignsto addressthe education
crisis; d) and, mechanismsfor engaging the state in the short term. The conference was
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eventually held in May 1992 in Broederstroomand was attendedby all members of the
Patriotic Front except for the PAC who decided not to attend. Many representativesfrom
civil societywere also presentincluding educationalNGOs, church bodies, private schools,
the Urban Foundation and others. Despite the absenceof the PAC the conference was
representativeof a wide range of interests.
Although consensuswas reachedon the first three areas of concern, the issue of
how to engage the state proved more tricky. Whereas the ANC and its allies were
committed to negotiating with the state in the form of an education and training forum,
other groups such as AZAPO were againstthis strategy. AZAPO argued that negotiations
such as those taking place at CODESA, as well as the proposed education and training
forum, would simply serveto give the stateundeservedlegitimacy. In the end the ANC/
SACP/COSATU alliance's greaternegotiatingpower ensuredthat the compromise that was
struck went more their way. It was agreedthat the NEC would commit itself to a forum,
but outside of CODESA. It was also agreed, however, that mass campaigns would be
launched around issues of unilateral restructuring by the state, access to underutilised
resourcesin white educationand recognition of democratic organisationssuch as SADTU,
SRCs and PTSAs. It was intended that thesecampaignswould bolster the NEC's side in
negotiations with the state.
The successof the NEC in consolidating the political power of the DM made any
government claims concerning unrepresentativeness
untenable. After several phone calls
and meetingsbetweenthe NEC standingcommittee and the DNE, the DNE finally agreed
to the establishmentof a forum late in 1992 and the first exploratory meetings were held
in January 1993. It is interesting in relation to how the forum actually developed to
consider briefly the main points of agreementand disagreementduring the initial meetings.
As a result of the meetingit was agreedthat the crisis in education could only be resolved
by the creation of one, non-racial, national department; that the government would cease
to unilaterally restructure the system; that the ERS could not serve as a blueprint for the
future; and that a negotiatingbody should be set up for education and training. Points of
,
disagreement included the name of the body with government preferring 'council' to
'forum'; the fact that the NEC wanted organisationsand government departments to be
directly representedwhilst the government wantedparticipation by prominent individuals;
the NEC's view that the forum should be constituted by meansof a founding agreement

286
and should itself decide on its terms of reference. The government wanted the body
appointedby the Minister in chargeof the transition and the terms of referencedecided by
the DNE.
Despite the agreementsreached,the governmentcontinued to restructure the system
unilaterally and in April 1993 Presidentde Klerk announcedthe launch of the Education
Coordination Service (ECS). Whilst the government dragged its feet, the ECS began the
task of rationalising the various departmental structures, raising fears that they were
seeking to pre-empt whateverrestructuringplan would come out of negotiations. By early
1993, however, the political stakeswere too high for either side to withdraw completely
from a commitment to negotiate.
Meanwhile, it was becomingincreasinglyclear to the NEC standing committee that
learning process' would increase its own
a 'commitment to fostering the teaching and
'moral authority in making demandson governmentto resolve crisis issues' (CEPD, 1993,
p. 7). With education being used as a political football, the NEC had to take a lead in
restoring a 'culture of learning' in schools. In terms of the approach of this chapter, this
realisation by the NEC can be understoodas signifying a shift within the broader assertive
project from using massaction to achieveits goals towards a new emphasison mechanisms
more associatedwith negotiation (and political manipulation in particular). It was with
some trepidation then that the NEC respondedto a new round of mass action amongst
teachersand students.
After severaldays of action and a national strike, SADTU, the first national, nonracial teachersunion, finally won recognition from the DET in August 1992. Buoyed up
by their success, SADTU decided to challenge the state further, this time over
retrenchmentsand pensionissueswithin the DEC HOR. At the beginning of 1993 COSAS
also embarked on a campaignagainstthe recent increasein the entrance fee for the matric
examination (Tikly, 1993). The fact that the government had acted unilaterally in all the
above casesalso becamea major grievance for SADTU and COSAS. In this sense,both
organisationscontinuedto articulatetheir demandsin terms of the broader assertiveproject.
The actions of the teachersand students,however, proved to be both a source of strength
and a source of contradiction for the changing assertiveproject.
Understood as a source of contradiction the continued use of mass action by
members of the assertive alliance stood in contrast to the new emphasis on negotiated
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change. The gradual change in tactics was vindicated by increasingly hostile media
coverage and a dwindling of support for the teachers' demands amongst parents and
students.The teachers' action alienatedother membersof the NEC such as AZAPO who
have always beenopposedto the disruption of black education, and even causedconflict
within the NECC with COSAS also opposingthe strike tactic. With an election becoming
ever more imminent, the teacher's strike, along with COSAS's own demonstrationsand
protests, met with a luke-warm response from the ANC (although the organisation
continued to issue statementsin support of teacherand student demands). In terms of the
theoretical points made at the beginning of the chapter, the high incidence of massaction
during the early part of 1993also servedto demonstratethe growing tensionsbetween the
assertiveproject as a whole and the particularist demandsof various interest groups within
the assertivealliance. This tensionwas further exemplified when, in May 1993, the NECC
threatenedto occupy white schoolsif the governmentdid not give in to the demand for a
negotiating forum. Once again the responseof the ANC was luke-warm.
Understoodasa sourceof strength,the actionsof the NECC, SADTU and COSAS
can be seento have beeninstrumentalin putting the negotiating forum issuehigh up on the
political agenda. The NECC threat prompted another high-powered intervention by
Mandela and other ANC leaderswho met with de Klerk and his Ministers in May. As a
result of the meetingthe governmentsuspendedthe exam feesand agreedto the immediate
establishmentof a negotiating forum. This changein heart must also be seenin relation to
the gathering momentumof the multi-party talks, and the eagernessof all parties to be seen
to be doing something about the education crisis. It must also be seen in relation to the
growing hegemony of the ANC alliance within the broader negotiations process. As the
senior partners in the assertivealliance in education, the fate of the assertive project has
increasingly followed the fortunes of the ANC in these negotiations. This point will be
taken up below.
The way the NETF has been set up has demonstratedthe shift in the balance of
forcesbetweenthe assertiveand dominant camps.The nameof the forum itself exemplifies
this shift. So does the fact that it was constitutedby meansof a founding agreement, that
it has representativesfrom interest groups rather than prominent individuals sitting on it,
and that it has chosenits own terms of reference. On each earlier point of disagreement
betweenthe governmentand the NEC the NEC view haspredominated.Further, the NETF
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is not intended to co-managethe system,but rather to form 'sufficient consensus'around
issues. According to Bernard Louw of the DNE, the state would be 'honour bound' to
implement decisions taken in the forum (cited in Motala and Tikly, 1993).
With regard to its terms of reference the NETF has been concerned with the
resolution of immediate crisis issues,the restructuring of education and training to create
an acceptablenational system, and the developmentof a policy framework for a new
integrated national education and training system. One of the NETF's first successeswas
to broker a settlementbetween SADTU and the DEC HOR over teacher retrenchments,
thereby breaking a deadlock that had lasted for several months. The NETF has also
succeededin resolving the exam fees problem. On the longer term issues, however, the
forum has been less effective, and there have been accusationsthat the government has
been withholding vital information from the various working groups (Greenstein and
Mkwanazi, 1994). As far as the civil serviceare concerned, this lack of cooperation may
be a taste of things to come.
The future of the NETF is unclear at this stage.Its fate will depend upon the new
balanceof forces in a governmentof national unity, and the usevalue of such a forum for
the new administration. The private sectorthrough PRISEC hasexpressedthe hope that the
forum will continue for the foreseeablefuture, reflecting their desire for educational
stability. The NP has also said that it would like the forum to continue for two to three
years. As likely junior partners in a new government, the possibilities for influencing
policy through the NETF might turn out to be increasingly in their interests.The NEC, on
the other hand, has not committed itself to the continuation of the NETF after the April
1994 elections. A democratically elected government might not consider it necessaryto
gain legitimacy through an inclusive body such as the NETF. On the other hand, such a
forum might be helpful in any future contest with the bureaucracy (Greenstein and
Mkwanazi, 1994).

Policy-Makingin Civil Society
The aim of this sectionwill be to considerthe policy-making processin civil society
using the framework developed earlier in the chapter. The development of two major
policy initiatives by the DM, namely NEPI and the ANC's Policy Framework (PF), will
be discussed. In some respects the two processeswere continuous. In terms of the
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theoretical approach outlined at the beginning of the chapter, this section will not only
explore the negotiating strengthsof the various contributors to the policy process, but will
also seek to examine the influence of the structure of the policy-making process in civil
society. A fairly detailed account of the NEPI processalready exists in the Framework
Document (NEPI, 1992,e) which provides valuable insights into the workings and the
politics of the investigation. This section will seek to build critically on those insights.

a)

The National Education Policy Initiative
It has been argued, particularly in chapter one, that the demandsof the transition

began to put new pressureson educationiststo begin to move from a position of critique
to one of policy formulation. In other words, the nature of the assertive project in
education began to require an effort to provide what Archer has describedas 'ideological
cohesiveness'within the DM, involving not only critique, but also the legitimation of the
assertive project itself, and the welding of the assertivealliance around a new vision of
educational change. The NECC had the necessarypolitical power and was in a good
strategic position to undertakethis task on accountof its legitimacy and support outside of
the state, and its 'neutral' position as a non-political party. The organisation's discursive
power had already been demonstratedby the extent to which it had defined the counterhegemonicproject in educationduring the 1980sin terms of 'people's education'. Finally,
in terms of economic power, the NECC not only enjoyed the backing of COSATU who
had adopted 'people's education' as an aspect of worker's struggles, but was able to
mobilise the support of international donor agenciesbehind the NEPI project.
For many overseas donors, 'capacity building' has been the watchword for
intervention in African education for most of the 1980s(King, 1991; Chisholm, 1991).
According to King capacity building involves the pursuit of excellence, the development
of policy analysis skills, the restructuring of public sector institutional managementand,
importantly, the strengtheningof organisationsoutsideof the stateand in civil society. One
of the largest foreign donors to the NEPI project was INTERFUND (a consortium of
largely European donors) who had the following to say about its motivations for
involvement in South Africa:
Through its development assistanceprogramme in South Africa INTERFUND seeks to
empower communities disadvantagedby the social and political injustices of apartheid, by
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promoting greater accessto opportunity, resourcesand skills. In so doing, INTERFUND
aims to contribute to the building of a non-racial, non-sexistdemocracyfoundedon a strong
civil society and a respectfor human rights. (INTERFUND, 1992, p. 1).

A consideration of the clear commitment to someof the leading principles of the DM by
donor agenciessuch as INTERFUND is beyond the scopeof this study. It is, arguably,
related to the internal politics of the donor community and the politics of international
relations. It is also related to the solidarity work undertaken by the ANC in particular
during the long years of exile.
At the discursivelevel other internationalagenciessuchas the World Bank have had
an influence on educationpolicy completely out of proportion to the funding that they have
actually given to education (King, 1991). The Bank's own efforts at policy researchhave
been intimately related to their quest for efficient and affordable schooling in the
developing world during the 1980s, and the global hegemony of neo-liberal economic
policies. Their influence has often beenrelatedto their linking of educational prescriptions
to financial loans to governments. This linking together with the Bank's reliance on
scholarshipfrom the North hasoften engenderedopposition from intellectuals in the South.
Thesedynamicswere evidentin NEPI whereresearchfrom the Bank was often treated with
ambivalenceat best. In the caseof South Africa, the Bank's educationalprescriptions have
not beentied to conditions and negotiationsconcerning loans, thus reducing its economic
power in relation to educationalnegotiations.
The fact that the NECC assumeda central role in the NEPI process had its own
structural effects. Firstly, participation was biased towards those charterist organisations
and individuals who were affiliated to or had prior links with the NECC. Thus no
Africanist/Black Consciousnessorganisationstook part. Secondly, despite a commitment
to combine academicwith activist input in NEPI, the processwas biased towards academic
control. This can be explained not only in terms of the academic demands of the NEPI
exercise itself, but also as a result of a historical division of labour within the NECC
between academicsand activists in the field of policy.
This division of labour datesback to the establishmentof the Education Policy Units
(EPUs) in 1987 (NEPI, 1992,e). The aim of the EPUs was to develop policy to help
operationalisethe conceptof people's educationwithin an academic context. Although the
EPUs have attempted with some successto build capacity amongst groups historically
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excluded from policy work such as blacks and women, they continue to be dominated,
especially at senior levels by white, male academics.The location of the first EPUs in the
historically 'white' Universities of the Witwatersrandand of Natal tendedto exacerbatethe
distance between academics and activists. Further, the establishment of the Education
Development Trust (EDT) in 1988 to overseethe channelling of funds from donors to
bursary programmesservedto separateoff the 'programme' work of the NECC from the
political work (NEPI, 1992,e). The division of labour was also influenced by the arrest of
NECC leadersand restrictions on the organisationduring the late 1980sas well as by the
preferenceof foreign donors for capacity-buildingprojects suchas the EPUs. Although the
'experts' involved in developmentwork for the NECC remained upwardly accountableto
the NECC leadership, the chains of accountability to the grassroots organisations were
long.
The historical links betweenthe EPUs and the NECC, however, guaranteedthem
a prominent role in NEPI from the time the project was conceived of in the first half of
1990. Other academicsgot involved through a processof networking in which the twelve
group convenors were given autonomy to appoint the research groups by the NEPI
executive committee. The strategic significance of academicsas an interest group lies in
the history of strong ties betweenprogressiveacademicsand the NECC dating back to the
1985 Consultative Conferenceon People's Education (seechapter three) and the founding
of the EPUs. Academics were also of strategic importance as a discursive resourcegiven
the need to imbue the emerging policy discourse with the legitimacy of academic
credibility. The political imperativesand discoursesof affirmative action, however, placed
black and women researchersin a more strategically important position than others in
relation to NEPI. It will be argued below, however, that the NEPI process was found
wanting as an exercisein affirmative action.
On the positive side, the academicbias of NEPI was demonstratedby the extent to
which the twelve research groups did manage to engage with the vast literature on
education and development in South Africa and in comparative perspective. It was also
demonstratedby the theoretical coherencerunning through the reports as a whole. On the
more negative side, the academicbias underlines someof the observationsmadein chapter
one and elsewhere in the present study concerning academic discourse on education in
South Africa. In particular, and with reference to the Governance and Administration
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report (KEPI, 1992,a), there was a general failure to addressissuesof gender and 'race'
in relation to governance.This point will be developedbelow. Further, there was an overrepresentationof liberal opinion in someof the proposalsconcerning governance(both in
the above report and in the report on Planning. Systemsand Structure) (NEPI, 1992,d)
when considered in relation to the extent of liberal opinion in the DM as a whole.
Examplesof the liberal influence include Donaldson'sideasconcerning the future of stateaided schoolsdiscussedin chaptersthree and five, and the work of Buckland and Hofmeyr
discussedabove.
The academicbias of NEPI, and the negativeresponseto this bias from within the
NECC and its affiliates had led, by June 1991, to calls for a restructuring of the links
between 'experts' and the grassroots. It is important to remember in this regard that
democraticparticipation in educationaldecision-makinghaslong beena theme of non-racial
discourses including those of people's education. Thus, it was not the fact of academic
participation that was at issue in the discussionsaround NEPI or, for that matter, the
academiccontent of the reports. Rather, discontentcentredaround the lack of participation
in, and control over the processby the grassrootsaffiliates of the NECC. In the words of
one commentator, the natureof the NEPI project required a balancebetween 'an emphasis
on the democraticprocessand consultationon the one hand, and the needfor expertiseand
the constraintsof time on the other' (Young, 1993, p. 191). Structurally, the NECC sought
to negotiate this tension by putting mechanismsin place aimed at making the research
process more politically accountable.
Firstly, the Principles and Framework Committee of NEPI set about the task of
distilling the five governing principles behind NEPI ('non-racism', 'non-sexism',
'democracy', 'a united system' and 'redress') from a historical study of the demandsand
principles of the DM. This was intended asa substitute for the failed initiative to develop
an 'education charter' by means of a popular campaign. Secondly, various kinds of
'consultative forums' were established that involved, a) consultation between NEPI
researchersand other researchersnot involved in the process; b) direct representationof
political organisationssuchas lecturers and studentsunions, COSATU and the ANC in the
NEPI research groups; c) direct representationof political organisations on the NEPI
executivecommittee; d) and a plan to establish 'People's Education Conventions' at local,
regional and national levels for consultation and the dissemination of researchfindings.
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Finally, in February 1992, the NEPI groups were made directly accountableto the
Patriotic Front in order to preparebriefing papersfor short-term negotiationswith the state.
Before turning to a considerationof someof the criticisms that were madeconcerning the
effectivenessof the above mechanisms,attention will turn to a brief consideration of the
relative influence of other interest groups besidesacademicsin the NEPI process. Firstly,
given the location of NEPI within the non-racial tradition, only the ANC, of all the
political parties, was formally representedin the various NEPI committees. As the
spearheadof the liberation movement, and as the likely senior partner in any new
government, the ANC was of clear strategic importance for the assertive project in
education. Similarly, for the ANC, the need to begin to develop policy in all areas was
becoming more intense as the prospectof statepower loomed ever larger. Besidesformal
representation,NEPI also enjoyedthe support of many ANC-aligned academicswho were
often in important positions within the researchgroups. The strong discursive power of the
ANC was reflected not only in the five guiding principles, but through the predominance
of languageand ideas from the non-racial tradition.
As a co-partner in the ANC-led alliance, COSATU was in a similar strategic
position to the ANC. Further, it will be recalled from chapter five that non-racial
discourseshaveoften placed the concernsof workers centre stagein the broader liberation
struggle. The NEPI exercise also afforded COSATU, as the largest trade union
confederation, the opportunity to put issuespertaining to the educationof workers high up
on the emerging policy agenda. Since 1990, COSATU and some of its affiliates
(particularly the metal workers union, NUMSA) have been developing their research
capacity towards this end. The fruits of theseendeavoursare evident in the strong emphasis
in the reports as a whole on training and adult basic education (see in particular NEPI,
1992,f; NEPI, 1992,b). With specific referenceto governance,COSATU's strong support
for an integrated system of education and training is reflected in the ideas concerning
integration of governance structures dealing with education and training. Of particular
importance for schooling is the idea in the Curriculum report (NEPI, 1992,c) of a common
qualifications authority to cover certification in both generaleducation and adult education
(see chapter three).
In contrast to the above groups, the private sector through PRISEC was not
officially representedon NEPI structures.This wasdespitethe fact of the growing strategic
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importance of this interest group for the Democratic Movement. In the context of a
commitment to a mixed economy, the supportof the private sectorfor the developmental
goals of the DM had long beenrecognised(indeed, it will be recalled from chapter three
that meetingsbetween organisedbusinessand the ANC in exile date back to the mid1980s). It has been argued that some of the collective fears and concerns of the private
sector did find expressionin NEPI through the participation of EDUPOL. With a long
history of contacts with academicsassociatedwith the DM, Peter Buckland and Jane
Hofineyr of EDUPOL were able to establish themselvesin the NEPI working group on
governancewhere they were able to deploy their experiencein policy advocacyeffectively.
As Buckland and Hofineyr (1993) along with Lee (1990) have pointed out, the
illegitimacy of the apartheid statein the eyesof many donors resulted in a proliferation of
educational NGOs as a meansof channelling money to black education. By the time of
NEPI, however, these NGOs did not have any collective voice. Despite their potential
importance to the DM asa sourceof funds and expertisethen, their participation in NEPI
was piecemealand ad hoc and came about as a result of informal networking rather than
as a result of formal representation.Although NGOs were included in some of the groups,
particularly those concerned with literacy, educare and teacher training, they had no
discernible impact on governanceproposals.
Importantly, teachers,studentsandparentswere representedin the NEPI structures.
In the case of parents they were representedindirectly through the NECC. The various
national, regional and local consultative forums were also intended as another point of
contact with parents, and they were arguably the most seriously affected group by the
organisational failure of theseforums. Teachersand studentswere representedon NEPI
committees by SADTU and COSAS respectively. All these interest groups are given
important strategic positions in relation to the assertive struggle in the discourses of the
NECC. Indeed, the NECC was formed specifically to addressthe concernsof thesegroups.
It is instructive, therefore, that of all the interest groups that participated in NEPI, their
voice was perhapsthe leastheard. Thus although in termsof governanceproposals, PTSAs
actually take centre stagein the 'school governanceperspective' (seebelow), this is more
as a result of the historic significance of these structuresthan as a result of pressurefrom
students,parentsand teachersin NEPI. This view is supportedby the fact that many of the
particularist concernsof these interest groups (pay and conditions of service of teachers,
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ending corporal punishmentand sexualharassmentof students,and making schools more
accountableto parents) were not given seriousconsideration in the NEPI reports.
In the caseof parents,the lack of articulation of their concernscan be attributed not
only to the failure of the consultativeforums but also to the weak and sporadicorganisation
of PTSAs, the only other collective forum for parents within the NECC. Importantly,
however, parents, along with teachersand students,lacked the necessarydiscursive power
to make their concerns felt. Thus despite the strategic significance of these groups, the
absenceof policy advocacyskills seriouslycircumscribed the nature of the input they could
make.

Like the NEPI process,the critical interchangethat followedthe productionof the
reportswaslargely confinedto academicjournals suchas Perspectivesin Educationand
Transformation.This reflectednot only the academicbiasof the reports themselves,but
also the failure of the consultativeforums to disseminatethe researchfindings more
broadly. Only thosecriticisms that relate to the NEPI processwill be discussedhere.
Firstly, somecritiques of NEPI focusedon the extent to which the processrealisedthe
goalsof affirmativeaction.The NEPI FrameworkReportitself provided somefigureson
the participationof blacksandof women.Whereasblacksconstitute12% of academicstaff
in Southafricanuniversitiesgenerally,andwomen29%, in NEPI the figures were38.2%
and54.0% respectively.
For Gaine and Prinsloo (1993), however, these figures masked a more hidden
processin which white, male researcherstended to undertake the more challenging tasks
of conceptualisationof the researchexerciseand writing up the final reports, whilst black
and female researchersgenerally undertook the lessdemanding work of literature reviews,
organising consultative forums and other administrative duties. Gaine and Prinsloo also
correctly point out that the marginalisation of black researcherswas also related to the
centring of the exercisewithin the historically 'white' universities. The failure to include
more academicsfrom the historically 'black' universities can also be understood to have
contributed to a neglect of rural educationgiven the location of many of theseuniversities
in rural areas. Finally, Anne-Marie Wolpe has criticised NEPI for failing 'so abysmally to
addressone of its five guiding principles', namely that of non-sexism (Wolpe, 1993, p.
209).
Usefully, however, in terms of the future direction of exercisessuch as NEPI, both
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setsof authors then proceededto provide suggestionsas to how such a situation might be
avoided in the future. For Gaine and Prinsloo, the solution to the marginalisation of black
and women researcherslay in a more self-consciousand open processof identifying the
skills and training needsof different researchersin relation to the task at hand and the time
limits imposed. For Wolpe, the issuewas one of defining much more clearly the nature of
women's oppressionin South Africa (beyond simply stating non-sexismas a principle), as
a basis for more effectively engagingwith gender issuesas part of any researchagenda.
Other criticisms of the NEPI process emphasisedthe failure of the process to
properly use educationalpractitioners as a resourcein the developmentof policy (Young,
1993). As a result of the neglectof practitioners in the process, it was argued that NEPI
was more likely to 'appeal to policy-makers and academicsthan to teachersand students'
(Robinson, 1993, p. 27). Thesesentimentsclearly relate to similar argumentsmadeabove
concerning the academicbias of the process.On a slightly different note, Appel (1993) has
argued that the failure to successfullyteam up academicswith activists in the interestsof
policy developmentwas not just a result of organisationalerrors. Rather, the problem lay
in the nature of the task itself and the mutual incompatibility of academic and policy
discourses.Whereasacademicwork is to do with defining 'criteria of truth', policy-making
'is a political social practice. It is not concerned.....with the truth or otherwise of any
activity or statement,but with its political usefulness'(Appel, 1993, p. 230).
Now, from the point of view of this study there is a problem with the 'essentialist'
approach towards discourse as understood by Appel. Rather than having immutable
qualities and outcomes, different discursive practicesin fact mix and reposition elements
from a variety of discourses in relation to the broader context. Thus whilst it has been
argued in chapter one that academic discourses on education, particularly within the
dominant liberal tradition, haveoften beenapolitical in nature, andthat policy interventions
have often been technicist and atheoretical, this cannot simply be attributed to the nature
of these discoursesthemselves.One contribution of the emerging neo-Marxist approach
towards academic and policy work during the 1970sand 1980s was to emphasisethe
fundamentally political natureof any questfor the 'truth' and to recommenda theoretically
informed approachtowardspolicy. In important respects,and despiteits many weaknesses,
NEPI went some way towards realising theseinsights. As a discourseit does not fit easily
into either a traditional academicor policy mode and its usefulnessis exemplified by the
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extentto which someof the optionswent on to inform the ANC's Policy Framework.
Similarly, the PF is itself not a typical policy document in that it clearly locates
itself within a political frame of reference,and in terms of the broader Reconstructionand
DevelopmentProgramme. As essentiallyan educationalmanifesto for the ANC, however,
the PF is more concernedwith political imperativesthan theoretical niceties. Thus although
it draws on a plurality of theoretical approaches(see chapter five), its proposals on
governancealready reflect a seriesof compromisesbetween the positions and approaches
of various policy actors.
b)

The ANC's Policy Framework
The NEPI reports were releasedin early 1993. The fact that they were releasedat

the same time as the ERS, however, underlined the need on the part of the Democratic
Movement to translate the NEPI policy options into a coherent policy framework. Within
the DM the ANC was in the best strategicposition to undertakethis task as the largest and
most influential member of the Patriotic Front. Discursively, many ANC members had
benefitted from the NEPI processand were in a stronger position than intellectuals from
other organisations within the Patriotic Front to undertakethe task of developing policy.
As the likely majority party in any transitional government, and as a result of years of
solidarity work overseas, the ANC was also in an advantageousposition in terms of
attracting foreign funding. The increasingstrategic importanceof the ANC in terms of the
assertive project in education has coincided with a deepening crisis within the NECC
symptomisedby the disarray of PTSAs, and growing disaffection between various interest
groups within the organisation.The ascendancyof the ANC has been recently symbolised
by the move of the national chairpersonof the NECC, JamesMaseko, to the CEPD and
his inclusion on the ANC's election list. It will be argued below that these changes must
be understoodin the context of a realignment in the assertivecamp, and of a redefinition
of the assertiveproject.
The demandsof donor politics, however, still implied that funding ought not to be
channelled directly to the ANC for fear of political repercussions.It was partly for this
reason, as well as the continuing needto forge solidarity between the assertive block as a
whole, that the ANC set up the Centre for Education Policy Development (CEPD) late in
1992. The centre received funding from the Canadian-basedInternational Development
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Research Centre (IDRC). Headedby Trevor Coombe, a South African who had been
secondedby the ANC from SussexUniversity in England, the CEPD saw itself as 'a
professionallyautonomousinstitution, providing independent,rigorous and well-researched
policy support to the democraticmovementin the educationand training sector during the
period of transition' (quotedin Chisholm and Kgobe, 1993). To date, however, the CEPD
has been exclusively concernedwith the development of the PF which was releasedin
January 1994, and subsequently,with formulating an implementation plan for the PF.
The completehegemonyof the ANC alliance in the CEPD has obviously structured
the nature of participation in the policy-making process. Whereas the Patriotic Front
through the NEC continuesto operatein the context of the NETF, charterist organisations
have dominated the PF project. Outside of the party political domain, on the other hand,
the CEPD has actively sought to include all the major stakeholdersin education including
students,teachers,the private sector, organisedlabour, stateofficials and various NGOs.
It remains the case,however, that ANC structureswill have the final say in adopting the
PF as official ANC policy. As was the case with NEPI, the CEPD can be understoodto
have had to negotiate a tensionbetween the needsfor efficiency and expertise in the face
of pressing time constraints on the one hand, and the historic demand for democratic
participation in decision making within the DM on the other. As will be discussedbelow,
as far as some groups were concerned, democracywas the loser in the process.
The PF processhas been highly centralisedeven compared to NEPI. Firstly, the
development of the PF was facilitated by a seriesof workshops around the structure and
systemof schooling, integration of educationand training, rural education, languagepolicy,
teachers,financeand the bureaucracy,scienceandtechnologyeducationand post-secondary
education. Most of these workshops were held in Johannesburgand were by invitation
only. Membership of the various groups was not as open as in NEPI, and there was little
effort to extend participation beyond those included in the workshops. The fact that the
CEPD has been staffed by educationistsfrom the DM has, however, ensureda continuity
of the various networks that were built up during he NEPI process. These have proved
important in the way different workshops have been organised around different areasof
policy. Secondly, the CEPD had exclusive control over conceptualisingthe task ahead.The
agendafor the various workshops was set in advancein all caseswith background papers
and reading materials commissionedby the CEPD. Finally, the writing up of the PF
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remained the responsibility of a relatively small group of people within the CEPD.
Given the centrality of political imperatives in the PF project, the inclusion and
exclusion of groups and interests in the PF process must be understood as part of an
ongoing political processof forming new political alliancesaround the assertiveproject as
defined by the CEPD and strengtheningthat project. Of some importance in this regard
were the EPUs. Besidesbeing reliable political allies on accountof their past links with the
DM and the large proportion of ANC-aligned staff they employ, the EPUs have also
accumulatedexperiencein policy advocacyfrom the NEPI processand before. They could
therefore be relied upon to produce backgrounddocumentationfor the various workshops
as well as to perform someof the editing and compilation duties associatedwith the PF.
This provided more time for CEPD membersto pursue the political tasks of networking,
public speakingand fund- raising. Given the deepeningcrisis within the NECC, the CEPD
offered the EPUs a financial lifeline in return for their services, and a more certain future
at least in the short term.
The composition of the CEPD and the EPUs ensureda continued bias towards the
participation of academicsin the PF process. In this case, however, the nature of the task
ensured that the PF was written in the more precise language of policy intentions rather
than in the more theoretical languageof the NEPI options. Nonetheless, the continued
academicbias was reflected in the 'race' and gender composition of the various workshops
as well as by the continuedover-representationof liberal opinion when set againstthe DM
as a whole. This is exemplified by the uptake of a minimalist conception of affirmative
action in the PF (see chapter five) and of liberal themes concerning the financing and
governanceof education (seebelow).
Much more so than in NEPI, however, COSATU exerted a powerful influence over
the PF. Politically, COSATU's influence can be attributed to the fact that they are an
election ally of the ANC, and that they are of major strategic importance as far as the
realisation of the RDP is concerned. Discursively, COSATU was already in a strong
position on account of having worked with the ANC in the post-NEPI period on the
Framework for Lifelong Learning (ANC/COSATU, 1993), in which a common vision of
a lifelong and integrated system of education and training was further elaborated upon.
Indeed it is this vision that lies at the heart of the PF. In terms of the PF's proposals on
governance, the influence of this dual endeavour is reflected in recommendations for
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integratedgovernancestructuresfor educationand training at national and provincial level
encompassingcurriculum and certification.
The private sector, particularly in the form of EDUPOL, also deepenedtheir links
with the ANC through active participation in the PF process. Their previous work for
NEPI put them in good steadto co-host the workshop on the bureaucracyand finance with
the CEPD. They also provided the backgroundresearchfor this workshop and were able
to mobilise the financial and discursive resourcesof the World Bank towards this end.
CEPD collaboration with EDUPOL must be seenin relation to the earlier discussion on
the changing strategicimportanceof the private sectorgenerally for the ANC. It must also
be seen in relation to the resourcesthey were able to offer both for the PF and in the
future. It is instructive, however, in terms of the relative influence of EDUPOL that their
proposals on a future systemof governancewere almost completely ignored in favour of
COSATU's and the ANC's own proposals.
As was the casewith NEPI, the limited and piecemealparticipation by NGOs in the
PF processreflected their lack of a collective political voice and policy advocacycapacity.
Indeed the strategic importance of NGOs for the CEPD and the ANC generally is
ambiguous. On the one hand the PF acknowledgesNGOs as potential 'partners' in the
provision of education, particularly as far as adult education, educareand teacher training
are concerned. On the other hand, although it is never officially acknowledged in ANC
discourses, NGOs may prove to be an unwelcome source of competition for a future
government as far as attracting foreign funding is concerned.
The two chaptersin the PF dealing with teachersreflects a growing recognition of
the strategic importance of this sector in realising the goals of the PF on the part of the
CEPD. The attention given to teachers' concerns also exemplifies the importance for
interest groups of developing policy positions informed by research.Since 1992, SADTU
has been working with the Wits EPU on developing policies concerned with teacher
appraisal. Many of these policies appear in the PF. Other important aspects of teacher
autonomy such as the right to strike and to participate in collective bargaining are also
present in the document. Teachers are further identified as important participants in
governancestructuresat all levels.

The collectivevoice of parentsand studentsappearsto havewanedfurther as a
resultof the crisis within theNECC andthecollapseof PTSAs.Althoughthelegacyof the
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assertive project to date and the historical demands of these constituenciescontinues to
leave an imprint on the PF, these constituencieshave been unable to articulate their
demandsin relation to a changingcontext. Thus the schoolboardsproposedby the PF have
more in common with governing bodies in the English system than the vision of PTSAs
as organsof people's power put forward in DM discoursesduring the 1980s.The powers
of studentsand parents in thesenew structuresalso remain unspecified. It is unclear how
parents and particularly students organisations such as COSAS will respond to these
proposals.
Representativesfrom the existing bureaucracywere also included in some of the
workshops, notably around issuesof reconstructionof the systemand finance. Given that
existing bureaucratshave beenguaranteedtheir jobs in terms of the interim constitution,
winning them over to the PF project is clearly of crucial strategic importance. It is
instructive to note that cooperationto date has beenboth partial and confined to the senior
levels, especially in the more progressiveDNE. It is also instructive to note that the PF
identifies the need to restructure the existing bureaucracy as one of the incumbent
government's most urgent tasks (CEPD, 1994).
Finally, both the PF and NEPI have been characterisedby the absenceof certain
potential interest groupsfrom the process.Exampleshereinclude interest groups concerned
with rural educationand the educationof learnerswith special needs. Unlike other interest
groups their marginalisation is not as a result of a processof exclusion (whether tacit or
overt), but is directly related to their lack of a political voice at a national or provincial
level. Where thesegroups have been represented,it is usually by one of the many NGOs
working in theseareas.Thesesmall organisationscannot be regardedas carrying the same
political significance as a national organisation might. Thus although chapters are devoted
in the PF to schooling in rural areasand to learners with special needs, it is unclear to
what extent they representthe collective aspirationsof thesegroups or are simply the result
of the strategicneedon thepart of the CEPD to accommodateas many 'interests' (and gain
as much support) as possible.
It is worth reflecting briefly at this point on the extent to which the PF processtook
cognisanceof the criticisms levelled at NEPI. Firstly, although the PF process was not
intended as an exercise in affirmative action in the way NEPI portrayed itself to be, it
remains the case that no attempt was made to train black and women researchers.The
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exception here was in the EPUs where researchtraineeswere included in the PF process.
The demandsof the situation did meanthat more practitioners including bureaucratsand
teacherswere involved in the process.They were, however, largely confined to thoseareas
that directly affectedthem. Thus, for example,the collective input of teacherswas confined
to issuesto do with employment and conditionsof service. Consequently,other areassuch
as the curriculum and certification did not directly benefit from such an input, although
these areasare also of profound relevanceto teachers.
Criticisms concerningthe closed natureof the PF processwere forthcoming from
an NECC conferenceheld in January 1994 that included grassrootsorganisations such as
SADTU, COSAS and SASCO. Once again these criticisms focused on the 'expert-led'
nature of the PF processand the lack of accountability of 'experts' to the DM. Further,
in a critique remarkably similar to that levelled at NEPI, Wolpe (1994) has again argued
that the processwould havebeenbetterinformed by a more careful understandingof issues
relating to gender.
At the time of writing, an implementationplan for the PF is being formulated. Once
again, a severetime limit of one month is likely to seriously circumscribe the possibilities
for democratic participation. Perhapsinevitably, the new processis also showing signs of
being highly centralisedwith task teamsfor each area covered in the PF being appointed
by the CEPD. By way of concessionto the NECC and its affiliates, however, the CEPD
has promised an inclusive review conferencefor the end of the process. Perhapsby way
of a responseto some of the criticisms of the PF process, a gender 'cross-coordination'
team including Anne-Marie Wolpe and Linda Chisholm has been set up to ensure the
various task teamstakegender considerationsinto account. Although not representativeof
any particular women's organisation, the formation of the gender team can be understood
as signifying the growing discursive power of women within the DM.
Structural Elaboration
This section will deal with the last stage in Archer's cycle of educational change,
i. e. the ways in which governancestructuresbecomeelaboratedasa result of prior interest
group interaction. In terms of the period being investigated in this study, the present
processof interaction has yet to result in the elaboration of a new education system. It is,
therefore, impossible to test empirically Archer's ideasconcerningthe nature of change in
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centralised and decentralisedsystemsin the South African context. What it is possible to
do, however, is to critically engagewith some of the emerging discourses on a future
systemof governanceat a theoretical level.
In undertaking such a task, no attempt will be made to provide a blueprint for a
future systemof governance.Suchan endeavouris beyond the scopeof this study. Specific
policies (or policy options in the case of NEPI) must inevitably emerge as a result of
struggles and interactions within the state and civil society. The aim here will be to
contribute towards the developmentof a conceptualframework within which to consider
some of the issuesinvolved in restructuring the present system. The argument presented
below will attempt to build on, and go beyondsomeof the existing approaches,specifically
those outlined in the NEPI Governanceand Administration report (NEPI, 1992,a). This
analysis will then provide a basis for interpreting some of the governance proposals
contained in the ERS and especially the PF.
Like the NEPI reports, the discussionthat follows will not attempt to be neutral,
but will be informed by someof the political and theoretical concerns that have emerged
from the study as a whole. Any discussionof a future system must also inevitably be
guided by an overall analysis of the possible direction of educational change. Before
proceeding further, therefore, such an analysis will be given in terms of the discussion of
competition and negotiation given at the beginning of the chapter.
The starting-point for such a discussion is a consideration of the changing
relationship between competition and negotiation during the transition and in the period
after the April election. As far as the assertive project is concerned, it was suggested
earlier that both the content of the project, the change mechanismsassociatedwith it and
the nature of the assertivealliance are in flux. In the 1980sthe assertivealliance was led
by the NECC and was predominantly held togetherby thediscoursesof people's education.
Mass action played a crucial role in propelling change.Sincethe beginning of the transition
period, however, the ANC has increasingly assumeda leadership role in the assertive
struggle. In this context first the NEPI reports and then the PF have become the clearest
and most well-known expressionof the assertiveproject. Although both massaction and
negotiationshave played a role in bringing about change,negotiations with the dominant
block have increasingly become the most popular strategy in the assertive struggle.
The future of the assertiveproject is, however, unclear at this stage.Its future can
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be understood to depend upon two interrelated factors, namely the way the project is
defined after the election of a democraticgovernmentof national unity, and the support that
can continue to be mobilised for it. In other countries in Southern Africa and elsewhere,
education has often been consideredimportant by transitional governments in the postcolonial phaseas a meansof challenging the vested interests of national elites and neocolonial relations more generally (Carnoy and Samoff, 1990). In the context of South
Africa's transition it has beenargued that policies currently emerging from the dominant
camp, if implemented, would have the effect of perpetuatinginequalities associatedwith
apartheid educationand capitalist/colonial relations, albeit in more subtle form, through a
variety of mechanismse.g. the perpetuationof model C-type options, the use of language
and curricula policies to maintain privilege, increasing differentiation and a narrow
vocationalism etc.
Although it is likely that the ANC will be the senior partner in a new government
of national unity as well as in many of the new provinces, it is unclear at this stagewhat
concessionsmight be made to the old dominant block as the struggle over a new system
intensifies. Indeed, it has beenargued in the last chapter that some readingsof the PF in
fact lend themselves to some of the dangers mentioned above. Further, important
concessionsdesignedto get the Inkatha Freedom Party into the election have already been
made. Whereas previous drafts of the interim constitution described education as a
'concurrent' function of national and provincial government (i. e. that provinces may set
policies within national frameworks), the latestdraft gives the provinces substantialpowers
over education policy that can only be challenged by a national government under very
specific conditions. Although the new constitution remains vagueand has yet to be tested
in the courts, the ANC will have to reassessits plans concerning a nationally-led process
of educational renewal and redressgiven thesedevelopments.From the point of view of
this study then, there will still be a need for some sort of assertiveproject even after the
elections.
The PF in fact containstwo extreme scenariosconcerningthe future of the assertive
project. In terms of the discussionof affirmative action in the last chapter, a 'minimalist'
reading of the PF would imply an end to the assertiveproject once equality of educational
opportunity had been achievedin terms of the new constitution. A 'maximalist' reading,
on the other hand, would imply an on-going struggleagainstvested privilege in education
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linked to a broader processof economic and political empowerment of those groups who
have been marginalised under capitalist/colonial relationships. It is impossible to predict
how the assertive project will be defined in the future. Any new definition will be the
outcome of competitive strugglesand struggleswithin the assertivecamp itself. Neither of
these extremesexhaust the possibleways assertionmight be defined in the future.
As far as this study is concerned, however, it is the latter definition that most
clearly reflects some of the views, both implicit and explicit, concerning the future of
educational change that have been made during the course of this study (although a
minimalist and a maximalist approachare by no meansmutually exclusive). It is worth then
briefly recapping some of the policy directions that, from the point of view of this study,
ought to be incorporated into the assertiveproject in the future.
Returning to the discussionof the education/economyrelationship given in chapter
three, the assertive project as envisaged here would aim at creating a 'positive
correspondence'between educationand some of the more radical proposals in the RDP.
More concretely this would involve linking the provision of a soundgeneral education for
all (incorporating both academicand vocational concerns)to interventionist policies aimed
at transforming the class, 'race' and gender biasesof South Africa's labour markets. It
would also involve challenging the trend towards privatisation and marketisation in
education which, so it hasbeenargued, have also beenassociatedwith the preservation of
white and middle-classprivilege. As far as the argumentspresentedin chapters four and
five are concerned, a future assertiveproject ought to also seek to challenge racism (and
other forms of discrimination) at the discursive level through a process of pro-active
intervention in the curriculum and the opening up of policy discourse to previously
marginalised groups.
The transition has also seena proliferation of interest groups within the assertive
camp, organised around more particularist concerns. This can be understood as an aspect
of the general shift towards negotiations. The future of the assertive project will depend
upon the extent to which such a project continues to be perceived by different groups to
speakto their interestsand the nature of the political alliances that can be formed around
assertivethemes. It has beenargued in chapter five that the exclusion of certain interests,
such as those around gender, from both the black consciousnessand non-racial repertoires
has been a source of weaknessand contradiction. The proliferation of different interest
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groupsaround issuessuchasgender,sexuality, disability, theenvironment etc. might prove
then to be a sourceof strength to the assertiveproject in the future if these concernscan
be successfully linked to the process of transforming current colonial and capitalist
relationships.
The opening up of the political centre also provides an opportunity for previously
marginalised groups to find expression for their concerns not just within the assertive
camp, but on the national stageand in terms of the new constitution and bill of rights.
From the point of view of this study this developmentis to be welcomed becauseit is a
steptowards the ideal discussedin the last chapterof creating a 'common humanistvision'
as a basis for future educationpolicy. Before proceeding further, it is important to discuss
what is meant by this idea in political terms.
The use of the term 'common humanistvision' is not meant to imply a utopian
vision of a harmoniousfuture basedon a 'rational' and sharedconception of human nature,
national developmentor thecommongood. It is not even supposedto imply a shift towards
'consensuspolitics'. Educationpolicy, like every other sphere,will continue to be marked
by struggles between very different ideas concerning the meaning and definition of
educationin relation to conceptssuchashumannature, culture, nation, 'race', community,
developmentetc, relatedto quite different economicand political interests. Rather, the term
is simply supposedto imply the inclusion of previously marginalisedgroups in the policymaking process.
The inclusion of such groups will not in itself ensure the successof some of the
policy positions taken in this studyand summarisedabove. In contrast to some Marxist and
other approachesdescribedin the last chapter, progressiveand egalitarian ideasare not the
necessaryproperty of any particular classor racial group. The assertiveproject, as defined
here, will have to be fought for and its value to different groups will have to be proved
rather than assumed.The inclusion of previously marginalised groups is justified here in
terms of democratic principles and the ideas of democratic governancethat have been at
the heart of the assertive struggle to date. Further, the idea of a more inclusive policy
process does not imply treating all groups equally. Some groups, particularly within the
dominant camp, are already at an advantagein terms of their relationship to economic,
political and discursive power. One theme of this section will be to consider ways of
empowering those groups who have been at the receiving end of inegalitarian apartheid
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policies including black people, women, workers, rural dwellers, the gay community etc.
It is against the above ideas concerning the future of assertionand negotiation that the
approachestowards educationalgovernancegiven below will be assessed.

TheStructureof EducationalGovernance
Debate
andthe Centralisation/Decentralisation
Proposalsconcerningeducationalgovernancein South Africa and elsewhereare
often made in terms of the centralisation/decentralisationdichotomy. Both the ERS and
Buckland and Hofmeyr's (1993) 'systemsperspective' are examples here. Spacedoes not
allow for a full consideration of the considerable international literature on the topic
although referencewill be madeto someof this work where relevant. Further, three recent
reviews have already considered the literature on centralisation/decentralisationfrom a
South African perspective(Bucklandand Hofineyr, 1993;Sayed, 1992; Samoff and Jansen,
1991).
The ERS consciouslylocatesitself within the international debateon centralisation
and decentralisation.In keepingwith recent trendswithin that literature over the last decade
or so, the ERS advocatesa decentralised approach on the grounds of efficiency and
democracy (Samoff and Jansen, 1991; Sayed, 1992). Thus the ERS argues that
Although the new educationmodel must emphasiseonenessor commonality, care will have
to be exercisedthat this emphasisdoes not lead to unchecked and stifling autocracy in
educationat the centrallevel. Togetherwith the accommodationof diversity, allowance will
have to be made for decentralised control to eliminate bureaucratic inertia and to
encourage community involvement(emphasisadded, DNE, 1991,a, p. 22).

As the more recent literature has pointed out, however, there is no absolute value in
centralised or decentralised control as far as efficiency and democracy are concerned
(Samoff and Jansen, 1991; Sayed, 1992; Cummings et al, 1992).
Although Buckland and Hofmeyr (1993) also locate themselves within the
centralisation/decentralisationdebate, they arrive at a similar conclusion from their own
review of the literature. In keeping with the view taken here, they argue that for the
authors of the ERS decentralisation can be understood as a mechanism for preserving
Afrikaner privilege.
Ironically, whereas once Afrikaner interestswere best served by a centralised state, in a
future of power-sharing there is a new realisation that decentralisationwould better serve
their interests(Buckland and Hofineyr, 1993, p. 22).
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Similarly, SamoffandJansenarguethat
decentralisationfails in SouthAfrica precisely becauseit mobilises ethnicity, tribe, and race
as the framework for local government(Samoff and Jansen, 1991, p. 17).

Further, as Sayed (1992) has pointed out, decentralisationin the hands of the authors of
the ERS has also been used to legitimate the privatisation of education. Despite the
apparentpolitical neutrality and technical approachof the ERS, decentralisationis used to
mask the ideological nature of policies.
In keeping with the more recent literature, Buckland and Hofmeyr also point out
that understandinggovernancesimply in terms of centralisation or decentralisationis too
simplistic (although they do not attempt to reconcile this insight with their use of Archer's
work). Rather, so they argue, it is more fruitful to think in terms of specific powers and
functions associatedwith educationalgovernancein relation to a multi-tier system. When
consideredin this light, so it is argued, most systemsare in fact a mixture of centralisation
and decentralisationanyway.
Buckland and Hofineyr in fact provide quite a sophisticatedaccountof how systems
change might be brought about. In contrast to the ERS, they use Archer's ideas to assert
the independent influence of ideology on governancestructures. Having pointed to the
effects of apartheid ideology on the present system, they then go on to assert the
importance of arriving at a shared set of principles on which to base a future system
through a process of negotiation. The principles which they themselves suggest are: a
commitment to a core set of values, e.g. a democratic, open, accountable, efficient,
responsive, and equitable system; the principle of inclusiveness; the principle of
subsidiarity, i. e. 'that decisionsare taken at a level asclose to the people directly affected
by that decision as is compatible with efficient and effective administration' (p. 63); the
need for a coherent national system; the principle of differentiated policy functions, i. e.
formulation, adoption etc.; the principle of different policy rights concerning decisionmaking, consultation and accessto information; and the principle of allocating resources
where decision-makingpower has also been allocated.
Also in contrast to the ERS they argue for a mixed system of governance. On the
one hand they recognise the symbolic significance of a unified and national system of
governanceand the role that central authorities might play in driving reform and bringing
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about a more equitable system. On the other hand, however, they also assert the
importance of decentralisationin order to facilitate the use of external transactionsand
internal initiation as future change mechanismsand to ensureefficiency and democracy.
They call for powers to be divided up betweenthe national, regional (provincial), local and
institutional levels.
Further, they make a clear distinction between policy formulation, adoption,
implementation and monitoring at eachlevel, with different mechanismsfor accountability
and participation. Thus policy formulation should, according to Buckland and Hofmeyr,
be carried out by consultative bodies representativeof a range of stakeholders;adoption
ought to be the prerogative of politically accountable authorities at each level;
implementation ought to be the responsibility of the administrative machinery; and
monitoring ought to be undertakenby a separateadministrative structure accountableto the
national assembly.Finally, Buckland and Hofmeyr suggestthat the aboveproceduresmay
be used as a basis for designing a 'policy matrix' (of which they give their own example)
in which specific policy functions may be designatedto particular levels and structures.
Buckland and Hofmeyr's ideas concerning systemschange have been outlined in
some detail becausethey speakto one of the central theoretical concerns of this chapter,
namely the extent of the relative autonomy of governancestructures from wider social
processesand relations. Understood as a technical exercise, their ideas have much to
commend them. They are presentedin a logical sequencethat suggestsa clear political
processby which systemschangemay be negotiated. Considered in relation to the needs
of the assertive project as defined in this study, however, their proposals are also
problematic and insufficient (similar argumentsto those presentedbelow might also apply
to the more particularist projects of different interest groups).
Firstly, having pointed to the effect of apartheid ideology on the present system of
governance, Buckland and Hofineyr fail to unpack the ideological nature of their own
approach. In seekingto replaceapartheidideology with a sharedsetof principles on which
to build a new system, the process they advocatecan be understood to speak to capital's
need for political stability during the transition. From the point of view of assertion,
however, whilst a negotiated solution is also desirable, it is imperative to link principles
and structures associatedwith a new system of governancemuch more clearly to wider
social interests. This can be demonstrated with reference to some of the principles
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suggestedby Buckland and Hofmeyr.
In terms of the assertiveproject the principles of subsidiarity and resource-based
authority, for example, need to be quite heavily qualified with reference to the nature of
the decisions and resourcesdelegatedto particular levels, and on the way each level is
defined. When seen in relation to the broader ERS project, both these principles can be
seento correspondwith the idea of an ethnically-basedsystemof 'community control' of
schoolsand the setting of schoolfees. On the other hand, both theseprinciples can also be
seen to correspond with the historic demandsof the NECC for control of schools by
PTSAs. Similarly, it might be argued that a local level of governance (in between the
institutional and regional/provincial levels) might servethe interestsof redressthrough the
equitableredistribution of resourcesto schoolsin the locality. On the other hand, however,
if demographyof local authorities remain as they are at present (i. e. racially based), such
a delegation of responsibility and resources might continue to serve the interests of
domination.
To move to another example, the principle of differentiated policy functions can
only be judged from the point of view of assertionin terms of a prior understandingof
which specific groups and interests ought to be included in the execution of the policy
functions in question. Suchan understandingwould then haveto assesswhether the balance
of forces in those sectionsof the systemchargedwith particular policy functions (i. e. the
bureaucracy, the polity andtheconsultativeforums) were favourable to the assertiveproject
before policy functions were designated.Finally, the idea of differentiated policy rights
only becomesmeaningful in terms of an understandingof not only what the rights are, but
who the rights ought to apply to. Such rights might, on reflection, be consideredimportant
for entrenching the achievementsof the assertiveproject to date and indeed of various
marginalised groups. They could, for example, be used as a basis for building a
programme of affirmative action by ensuring participation in the policy process of those
who have been historically excluded. On the other hand, there is no guaranteethat such
rights might not continue to favour dominant groups.
In brief, although Buckland and Hofineyr's approachhas its merits as a technical
exercise, from the point of view of this study it is essential to link their proposals more
clearly to the needsof the assertiveproject. In particular, it is imperative before entering
into negotiationsaround a new setof principles and structuresto be very clear about which
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groups in particular ought to be empoweredand what systemof governancewould be most
suitable towards that end. In terms of Buckland and Hofineyr's use of Archer, it has
already beenarguedthat it is impossibleto predict from her Europeanexamples what kind
of systemwill emergein a new dispensationin South Africa and the kinds of interaction
such a system might engender.With regard to the argumentsabove, the question of the
possiblebenefitsof centralisedand decentralisedcontrol mustbe treated with flexibility and
in relation to the more significant issue of which groups and interests will stand to gain
from a new system.
As mentioned earlier Buckland and Hofmeyr also use Archer to argue that the
centralisedand decentralisedaspectsof the current system are likely to persist and to call
for a gradual processof change.A critique of their use of Archer has already been given.
Of concern here, however, is the frequency with which these assertionsare also made in
the broader literature on governance,most of which is basedon case studiesin the South
(Cummings et al, 1992). Bucklandand Hofmeyr also refer to this literature to support their
arguments.Of crucial importance here is the context of thesestudies, and the nature of the
changesthat were attempted.
The vast majority of these studies have been associated with the recent trend in
decentralisation,led by theWorld Bank (Bucklandand Hofineyr, 1992; Samoff andJansen,
1991). In these studies, and at the risk of over-simplification, the central concern has been
the efficacy or otherwise of policies aimedat the decentralisationof financial responsibility
for education in developing countries and slimming down the central bureaucracy in the
interests of 'efficiency'. Most of the obstaclesthat have been encounteredhave arisen as
a result of communities lacking the capacity for decision-making and demanding more
control over educationin keepingwith their new financial responsibilities, and opposition
from a bureaucracywith vested interestsin the centralised system.
The secondset of literature which concernsitself with the apparent persistenceof
structuresis more progressivein origin. It is concernedwith the frequency with which new
administrations in the transition from a colonial or capitalist system in the South tend to
maintain centralisedsystemsof governancedespitean apparentcommitment to democratic
participation in decision-making(seeCarnoy andSamoff, 1990;Taylor and Methula, 1993;
NEPI, 1992,a, for example). In this case the obstacleto systemschange is the perceived
need for state-driven reform during the transition.
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Given the vast disparitiesin the natureof the problemsfaced with regard to
introducing new structures, the literature draws attention to the need to specify quite
carefully the particular aspect of the governance structure that requires modification.
Different aspectsof a new systemwill require different strategiesfor their implementation
and will encounter different kinds of obstacles.Thus changing the curriculum is likely to
encounter particular difficulties associated,for example, with the long cycles involved in
schooling, the needfor teachertraining around the new curriculum and the needto produce
suitable learning materials. The process is also likely to meet with resistance from
practitioners who are used to the old system, those responsible for designing the old
curriculum and for producing materials etc. Changing the basis on which a system is
financed, on the other hand, may not take such a long time and will encounter different
types of opposition. The introduction of the Clase models, for example, took only about
two years and encounteredopposition not from practitioners so much as from bureaucrats
whosejobs were threatenedand from parents who were used to a free education service.
Secondly, the broader political context is also central to education systemschange.
There may well be a huge difference, for example, between the support received for a
World Bank sponsoredshift to community financing of education and privatisation in a
particular country, and the actions of a democratically elected government pursuing a
decentralisation strategy that enjoys popular support. Further, with reference to the
experience of other countries in transition from colonialism, it is important to recognise
that South Africa's transition is very different. Unlike other countries in Southern Africa
like Mozambique, Angola and Zimbabwe, for example, South Africa's transition to
democracy is occurring in a national and global context in which one-party centralised
control enjoys dwindling support. The interim constitution guaranteesthat policy will be
contestedat a variety of levels by a multiplicity of actors. Without wishing to labour the
point further, therefore, it is unhelpful simply to speak in terms of the persistenceof
structureswithout more clearly specifying which structuresone is talking about and in what
context.
This does not mean that South Africa has little to learn from the international
experience.There may well be relevantexamplesof systemschange that might inform our
own transition including issuesof finance, curriculum, restructuringof the bureaucracyetc.
An exploration of comparative themes is beyond the scope of this study. As far as the
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future of the assertive project as described above is concerned, however, Zimbabwe's
transition provides one good example of what kind of comparative research might be
appropriate. In a spirit of compromise,and in order to stemwhite emigration, Zimbabwe's
transitional authorities allowed the continuationof state-aidedand private schoolsalong the
lines of the Clase models. This has subsequentlyled to a perpetuation of elitism and
inequality along 'race' and class lines despitean increasein accessto basic education and
a commitment to egalitarian policies elsewhere in the social sector (Dorsey, 1989;
Cummings et al, 1992). There may well be lessonsfor South Africa here concerning the
difficulties of implementing egalitarian reform if elitist forms of education are allowed to
persist. There may also be political lessonstoo concerning ways of challenging the vested
power of dominant groups in education.
Given the argumentsabove, however, comparativeanalysis can be no substitute for
careful monitoring and researchinto ways of implementing reform in the South African
context. One suitable area for such researchmay be the current bureaucracy. Given its
'race' andgender composition, its political affiliations and its approachestowards decisionmaking there is a clear needfor researchinto ways of re-orientating and restructuring the
bureaucracy. Recent researchinto these issueshas concentratedon the training needsof
different levels of the bureaucracy(Fehnel et al, 1993) and has ignored the political issue
of how to win the cooperationof bureaucratsin order to implement a new system.
By way of a summary to the abovediscussionof the centralisation/decentralisation
debatethe following points are worth reiterating. Firstly, there is a general tendencywithin
this literature to divorce structuresfrom wider social hegemoniesand interests. Thus whilst
some of the more sophisticatedaccounts such as that given by Buckland and Hofineyr
provide a good technical guide to systemschange, from the point of view of assertionit
is necessaryfirst to place the questionof governancewithin a political frame of reference.
Importantly, this should involve a considerationof who ought to benefit from a new system
and how this might be achieved. The above has implications for a consideration of the
relative autonomy of governancestructures.Just asexisting structuresbear the imprint of
apartheid, so future structurescan only be put in place in relation to a broader political and
educational vision. Further, there is nothing absoluteaboutexisting structures. Rather than
assumethey will persist into the future it is more helpful to think in terms of the problems
that may be encountered in changing specific aspects of the structure. Finally, it is
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impossibleto determine in advancethe effectsof new structureson forms of interaction and
so a new system must be informed by on-going researchand monitoring and a degree of
flexibility in implementing such structures.

Specifyingwho Rules- the Stateor Civil Society?
So far discussionhasfocusedon oneof the two optionsin the NEPI Governance
and Administrationdocumentconcerninga future systemof governance.This has been
because,like the presentstudy,theauthorsof the 'systemsperspective'haveattemptedto
applyan Archerianframeworkto theSouthAfrican context.The otherapproachcontained
in the NEPI report, however,namelythe 'schoolgovernanceperspective',is also worth
consideringfrom the point of view of this chapter. Unlike its counterpart,the school
governanceperspectiveseeksto link a future systemof governanceto wider political
concernsandin particularthe role of the stateand of civil societyin policy-making.
The theoretical basis for the school governanceperspective lies in recent
developmentsin social theory in Europe, exemplifiedby the writings of Mouffe et al
(1992) andHall and Jacqueset al (1989)amongstothers.Of particular interestto South
African academicshasbeenthe suggestion
in thesewritings thatthe contemporaryproject
of the Left shouldlie in the deepeningandextensionof liberal democracyin the field of
civil society. It is arguedthat in the aftermathof the failure of Soviet-stylecentralised
planning,and in the contextof the generalcrisis of Marxismandof class-based
politics,
the current 'hope' for the Left lies in the strugglesof thevarious'social movements'such
as those organisedaround feminist, green and gay rights and anti-racist issues.The
importanceof thesestruggles,so it is argued,lies in the extent to which they seekto
redefinethe boundariesof liberal democracythroughextendingthe rights and powersof
marginalisedgroups. Theseorganisationsof civil societyare also consideredto havean
importantwatchdogrole to play in relationto the state.
Given the highly authoritarian and centralisednature of the apartheid state since
1948, the idea of a strong and vibrant civil society in the post-liberation phase has an
obvious attraction for those on the South African Left. Carrim and Sayed (1993), for
example, see the struggle for the democratictransformationof educationas an example of
a social movement, and the NECC as an important actor in such a movement. Sayed and
the other architects of the school governanceperspectiveseeorganisationsof civil society
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such as SADTU, COSAS and the NECC as having a crucial watchdog role to play in
educational governance. Thus although a central state would drive reform, organisations
of civil society would be able to actively participate in the policy processthrough a series
of 'policy forums' at the national, regional (provincial), local and institutional levels.
Indeed, as the namewould suggest,it is the example of PTSAs located in civil society that
has inspired the schoolgovernanceperspective.Besidesdebatingeducation policy in policy
forums, organisationsof civil societywould alsobe involved in planning and implementing
policy at the national and institutional levels by meansof representationon governance
structures.
From the point of view of this study, some aspects of the school governance
perspectiveare attractive. By making use of the civil society approach, the authors seekto
highlight the role of members of the assertive alliance as it is presently constituted in
educational governance, namely SADTU, COSAS and the NECC. Also, in contrast to
Buckland and Hofineyr's emphasison consensus,they argue that educational policy is
contested, a view that is shared here. Further, the authors of the school governance
perspectiveargue that whilst any systemof governancecannot in itself guaranteethe equal
participation of different groups, the existenceof policy forums at least renders power
relations visible and transparent.They are thus in accord with the idea, expressedabove,
that a new systemof educationalgovernancecannot be divorced from an understandingof
wider inequalities in society.
In order to incorporate aspects of the school governance perspective into the
framework of the present chapter, however, it is necessary to rework some of its
underlying assumptions and arguments. To begin with, the idea that the educational
strugglesof the 1980scan be consideredasa social movement is inaccurate. As Nzimande
and Sikhosana(1992) haveargued, the label of 'social movement' is entirely inappropriate
for describing the forms of struggle that the NECC undertook during the 1980s. Rather
than operating as a 'pressuregroup' like the social movementsin Europe and elsewhere,
the demands of the colonial situation meant that educational struggles were part of a
revolutionary movement for the destructionof the apartheid state and the achievementof
people's power.
In terms of the analysis given in this chapter, Nzimande and Sikhosana'sargument
certainly corresponds to the description of educational struggles as an aspect of
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competition. It has also been argued, however, that educational transactions are
increasingly taking the form of negotiations.In this context, and in sympathy with Carrim
and Sayed (1993), it is perhaps becoming increasingly relevant to talk of the assertive
project as a social movementin education.From the point of view of this study, however,
the assertive project is not currently being led by the NECC, but rather by the ANC.
Importantly, although the ANC as a political party/liberation movement is located in civil
society, it will also in the near future occupy statepower. This hasimplications for the use
of the civil society approach in the context of South Africa's transition becauseit also
draws attention to the important role of the state in realising the goals of assertion.
The importance of the statein relation to assertion may be argued for as follows.
Firstly, at a theoretical level, Nzimandeand Sikhosana(1992) have pointed out that some
exponentsof the civil society approachuse Gramsci's work to argue that civil society is
the main arenafor strugglesfor hegemony. It hasbeenargued elsewhere,however (Tikly,
1990), that in terms of Gramsci's ideas, both the stateand civil society can be considered
important sites for hegemonic struggles over education policy. Secondly, there is the
obvious point (but one not properly engagedwith by the school governance perspective)
that although the education systemis partly controlled by sectionsof civil society such as
churches, private educational trusts, affluent individuals, companies, NGOs etc. in terms
of the funding and control of education, it is primarily a state institution and is likely to
remain that way. Thirdly, as some of the more recent literature around the civil society
approach points out (Walzer, 1992), civil society is itself not of a piece and an
interventionist stateis required to redressthe inequalitiesthat characterisesociety at large.
In the context of South Africa's transition, this point needsto be writ bold. In brief it is
a false dichotomy as far as the assertiveproject is concernedto set civil society against the
state.
Although the school governanceperspectivedoes acknowledge the importance of
the state in driving reform, this is generally a point of contradiction as far as the authors'
use of the civil society approachis concerned. Consequently, they do not properly draw
out the implications of this argument for their own proposals. There is no discussion, for
example, of how organisations such as the ANC can also be considered as sites of
contestationover education policy. Further, there is no consideration of the state itself as
a contested terrain. Besides the different types of policy forums that could act as an
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interface between the state and civil society, democratic elections also provide an
opportunity for making governmentsat various levels accountableto the people.
Further, there is a tacit assumptionin the school governanceperspective that the
organisationsthat are clearly favouredby the authorsof the perspectivewill hold the reins
of power both within the state and within civil society. Thus it is assumedthat COSAS,
SADTU and the NECC will be the most powerful players from civil society in a future
system of governance. It is also more implicitly assumedthat the ANC will hold state
power. These assumptions are, however, in need of serious qualification. From a
contemporary perspective, the future of the NECC is unclear at present and SADTU and
COSAS will necessarily have to compete with a whole range of other interests in civil
society such asorganisedbusinessand labour, other teachersunions etc. Further, although
the ANC is very likely to be the main player in a new government of national unity, its
power and policies will be contestedby other parties at the national, provincial and local
levels.
The above argument servesto underline the point that both civil society and the
state are not of a piece. From the point of view of assertionas defined in this study it is
necessaryto specify which organisations ought to be empowered by a new system of
governance. Finally, although the school governance perspective acknowledges the
influence of inequalities in wider society in relation to participation in the governance
process, it does not addresspossible mechanismsby which marginalised groups might be
empowered to participate.
There are no quick and easysolutions to this problem. In the previous section it was
pointed out that someinterest groupsdo not even havethe necessarypolitical representation
to put forward their concernsat a national or even a provincial level. Clearly, the question
of empowerment in relation to educational governance is inseparable from a broader
process of empowerment of particular groups. This relates to the point made in chapter
five, namely that affirmative action in education ought to be linked to a maximalist
interpretation of the ANC's Reconstructionand Development Programme.
It was also suggestedin the last section in relation to the NEPI and PF processes
that participation in policy discourseis alsohelpedby the developmentof capacity in policy
advocacyand analysis. Indeed many of SADTU's recent successes
at the negotiating table
may be attributed to the fact that they were able to develop such capacity through their
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cooperation with the Wits EPU. Other groups might be encouraged to pursue a similar
course, and in so doing build on NEPI experienceby finding new ways of combining
academic and political concernswithout the constraints of time and on a smaller scale.
There are also possibilities for affirmative action opened up by the governance
process itself. Greenstein (1994) has suggested three different approaches towards
empowering women in the governanceprocessthat may also be relevant to other groups.
The first two can be understood as minimalist approaches, whilst the last one is more
radical in nature and correspondsto a maximalist approach. Firstly, Greenstein suggests
that legislation might be passedto ensureequality of opportunity in employment practices
for womenin the educationalbureaucracy.Secondly, he suggeststhat training programmes
aimed at challenging sexistpracticeswithin the bureaucracyought to be instituted. Thirdly,
and more radically, he suggeststhat the ethos of the governanceprocesscould be changed
to make it more 'user friendly' to women and women's concerns(e.g. by making it more
participatory and non-authoritarian), and that the locus of decision-making power could be
shifted to sites where women are, e.g. to civics rather than education authorities and to
parent and teacherorganisationsrather than principals and bureaucrats,etc. None of these
proposals are mutually exclusive.
In summary, although the school governanceperspective speaks to some of the
concerns of this chapter, its emphasis on the future role of civil society needs to be
complemented by an understandingof the role of state power in governance, and by a
consideration of ways of empowering specific groups. Oncethesequalifications have been
made, however, the emphasisof this perspectiveon broader political processeswithin the
state and civil society can be understoodto complement the technical competence of the
systemsperspective.

TheANC's ProposalsConcerningEducationalGovernance
Unlike the ERS and the NEPI optionsdiscussedabove, the PF doesnot locate itself
in relation to any particular debateon educational governance. It does, however, share
many of the strengthsand weaknessesof the above approachesand these will be outlined
below. Understood as a technical exercise, the PF has many of the characteristics of the
systemsperspective. To begin with it sets itself against a critique of existing structures
much along the lines of the one presentedin this chapter, although not in so much detail.
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Then it outlines a setof principles to inform a new systemof governance.These principles
include a commitment to non-racial values; the principle of subsidiarity; the principle of
inclusiveness;and the principle of onenessand accountability. Elsewhere in the document
there is also a proposal for an educationalbill of rights similar to the idea of policy rights
suggestedin the systemsperspective.Next, the PF separatesout different policy functions
(formulation, adoption, implementation and monitoring) and assigns different policy
functions and powers to national, provincial, local and institutional levels. The PF also
states, like the systemperspective,that systemschange will take time.
Unlike the systemsperspective,however, the PF commits itself not only to certain
principles but to a specific world view, namelynon-racialism. It also puts its own proposals
in terms of the historic demandsby the democratic movementfor democratic participation
in educational governance, and for PTSAs. The PF goes further than the systems
perspectiveby qualifying someof its principles in relation to the non-racial project. Thus
as far as the principle of subsidiarity is concerned, the PF makes it clear that powers will
only be delegatedto lower levels of the system within national frameworks.
From the point of view of assertionasdefined in this study this is important because
the ANC is likely to be in control at the national level. With regard to the local level, the
PF does not statethat existing local authorities must be redefined on a non-racial basis. It
does suggest, however, that this level may operateonly by delegation from the provincial
level. This reducesthe chancethat local authorities in previously 'white' areaswill be able
to challenge national policies concerning admissionsto schools, redressetc. as the ANC
is also likely to be in control of many of the provinces. Further, as far as assigningpowers
to the institutional level is concerned, whilst acknowledging the importance of strong
institutional governance,the PF also makescertain qualifications concerning discrimination
on the basis of 'race' and language(see chapter five).
Unfortunately the PF is less clear on the question of who ought to participate in a
new systemof governance.It does identify certain constituenciesin a broad sensesuch as
parents, teachers,students,disabledpeople, organisedlabour and business,but it does not
commit itself to any particular organisations. This has implications for some of the
principles and structuresendorsedby the PF. Thus, although an educational bill of rights
(like the policy rights suggestedby the systemsperspective) might turn out to favour the
assertiveproject, this cannotbe assumed.Similarly, the assignmentof policy functions and
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powersto variouslevels is of limited meaningoutsideof a specificationof who exactly
shouldbenefitfrom them. At the nationalandprovinciallevelswherethe ANC can itself
expecta good dealof controlthis omissionis not so serious.At other levels, however,it
leavesuncertainthe questionof who will carry the assertiveproject forward. Given the
needto win broadsupportfor the PFat this stageof thetransition(immediatelybeforethe
elections),theomissionof specificproposalsconcerningwho shouldparticipatein various
structurescan be understoodas a coy move. This omissionwill have to be rectified,
however,whenthe implementationplan is finally drawn up.
The suggestion in the PF that educational change will take time can also be
interpreted as a political move intended to diffuse false expectations on the part of the
ANC's constituency.Ratherthan simply assertingthat structureswill persist, however, the
PF goeson to outline areasfor intervention in the next five years, including a reorientation
of the bureaucracy, the introduction of ten years free and compulsory education and the
introduction of a new curriculum and certification system. As far as the future of private
and state-aidedschoolsare concerned, the PF only promises to review their status and to
implement changesafter a processof negotiation with theseinstitutions. Once again it has
been left up to thoseinvolved in designing an implementation plan for the PF to work out
the mechanismsfor realising theseobjectivesand putting in place the necessarygovernance
structures.
With referenceto the commentsthat have beenmade above concerning the school
governanceperspective,thePF seeksto strike a balancebetweenthe stateand civil society.
On the one hand it suggestsan important role for the central state, and to a lesser extent
the provincial legislatures(although this is likely to changein relation to the latest interim
constitution) in developing new policies and frameworks. On the other hand, it suggests
a variety of mechanismsfor making governancestructures accountable to civil society.
Examples here include statutory councils and boards at the national and provincial levels
to facilitate stakeholder participation in areas such as the curriculum, employment and
conditions of service of educationalpersonnel, general education, educare, training etc.
Authorities at the national, provincial and local levels responsible for the adoption
and implementation of policy should also, according to the PF, be politically accountable
to their electorate. The PF also calls for the establishmentwithin the bureaucracy of a
'quality assurancesystemincluding the monitoring of redress' (CEPD, 1994, p. 25). It is
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not clear, however, how such a systemmight be constituted and who will participate in,
and run the system. Once again, as far as the assertive project is concerned, these
proposalswill only have real meaningwhen specific stakeholdershavebeen identified, and
the political balanceof forces at eachof the levels of governancehas beendetermined after
elections.

Finally, asmentionedin chapterfive, thePF doesnot commititself to a programme
of affirmative actionbeyonda minimalistconcernto includemore womenandblacksin
It does,however,proposethatcapacityshouldbe built
the seniorlevelsof thebureaucracy.
amongstparents,studentsandteachersto enablethesegroupsto effectivelyparticipatein
institutionalgovernance.This commitmentis not extendedtowardsotherinterestgroups.
By way of a summary, the PF does manageto marry many of the good points of
both the systems and school governanceperspectives.The failure to identify particular
organisationsfor inclusion in the various governancestructures, on the other hand, and the
absenceof mechanismsaimed at empowering specific groupsremainsa sourceof weakness
for the assertiveproject as defined by this study. Importantly, the PF does leave the door
open for a good deal of contestationover educational governancein the future. This is a
challenge that should be welcomed by all groups interested in progressive educational
change.
Conclusion
By way of conclusion to the studyasa whole the following generalobservationsare
relevant. South African educationis currently undergoinga processof change unparalleled
in the history of the country. The onset of a united, non-racial and democratic system is
the culmination of years of struggle by those, both black and white, who have been
inspired by the vision of an end to apartheid and the stunted system of education that it
spawned. It is worth reflecting that this struggle has not been without its costs in lives,
suffering and wasted humanpotential.
The aim of this study has beento strive towards a better understandingof education
under apartheid and in the transition, as one small contribution towards the development
of a new system. The study has been basedon the belief that something as complex as
educational policy cannot be grasped through recourse to one 'meta-narrative'.
Consequently, a variety of theoretical approacheshave been used. It is hoped, however,
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that the use of key concepts such as hegemonyand discourse, has provided coherenceto
the work as a whole.
Recognisingthecomplexity of thepolicy-making processis also to acknowledgethat
a study of this nature cannotpossibly hopeto capturethe full picture. Referenceshavebeen
made throughout the text concerning areasthat deservea more thorough treatment. The
role of discoursesaround genderin determiningpolicy and the legacy of schooling in the
various 'homelands' are two exampleshere. The challengesof the transition also throw up
a researchagendaas suggestedin this chapter. There is a needto develop the capacity, and
ascertain the educational needsof previously marginalised groups, including women and
rural dwellers.
Importantly, there is also a needto complement the 'macro' approach of this study
with a 'micro' analysisof the impact of policy at the institutional level. This study has only
given one side of a complex interaction in which practitioners, students and parents
mediate, resist and modify the policies handeddown from above. Finally, the completion
of this thesis coincides with the week of one of the most momentousevents in the history
of South Africa, namely, the first democratic election ever held in the country. For
educationists this should serve to underline the point that the most important tasks of
reconstruction and developmentstill lie before us.
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GLOSSARY OF ABBREVIATIONS USED IN TEXT

AA
AB
AEM
AHI
ANC
AUT
AWB
AZANLA
AZAPO
AZASO
BAWU
BC
BCM
BEA
BPA
BPC
CCCS
CEM
CET
CHED
CLPT
CM
CNE
CODESA
COSAS
COSATU
CP
CPSA
DCDP
DEC HOA
DEC HOD
DEC HOR
DET
DM
DNE
DRC
EDUPOL
EPU
ERS
FAK
FEDSAW
FP
FRELIMO

Affirmative Action
Afrikaner Broederbond
African Education Movement
Afrikaner HandelsInstitut
African National Congress

Advisory Councilon UniversitiesandTechnikons
Afrikaner Weerstandsbeweging
Azanian People's National Liberation Army
Azanian People's Organisation

AzanianStudents'Organisation
Black Allied WorkersUnion
Black Consciousness
Black ConsciousnessMovement
Bantu Education Act

BlackParents'Association
Black People'sConvention
Centre for Contemporary Cultural Studies
Committee of Education Ministers
Council for Education and Training

Committeeof Headsof EducationDepartments
CheapLabourPowerThesis
CurriculumModel
Christian National Education
Congressfor a Democratic South Africa
Congressof South African Students
Congressof South African Trade Unions
ConservativeParty

CommunistParty of SouthAfrica

Departmentof Constitutional and Development Planning
Department of Education and Culture (House of Assembly)
Department of Education and Culture (House of Delegates)
Department of Education and Culture (House of Representatives)
Department of Education and Training
Democratic Movement
Departmentof National Education
Dutch Reformed Church
Education Policy and SystemsChange Unit
Education Policy Unit
Education RenewalStrategy

AfrikaanseKultuurverige(Federationof
Organisations)
Federationof SouthAfrican Women
FundamentalPedagogics
Frentede Libertacaode Mocambique

Afrikaans

Cultural
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HIID
HSRC
HMC
HNP
ICNE
IDAF
IDRC
IDT
ISI
JMC
JWG
NAFCOC
NEC
NECC
NEPI
NETF
NEUM
NGO
NIPR
NP
NSMS
NUMSA
NUSAS
PAC
PF
PFP
PRISEC
PTSA
RDP
RESA
SAATVE
SACBC
SACE
SACP
SADTU
SAIRR
SANEP
SASM
SASO
SATU
SES
SOMAFCO
SPROCAS
SWAPO
SRC
TBVC
TEC
TFC

Harvard Institute for International Devlopment
Human SciencesResearchCouncil
Head Masters' Conference
Herstigte NasionaleParty
Institute for Christian National Education
International DefenceAnd Aid Fund For Southern Africa
International DevelopmentResearchCentre
IndependantDevelopmentTrust
Import-Substitution Industrialisation
Joint ManagementCouncil
Joint Working Group
National African FederatedChamber of Commerce
National Education Conference
National Education Coordinating Committee
National Education Policy Investigation
National Education and Training Forum
Non-EuropeanUnity Movement
Non-GovernmentalOrganisation
National Institute for PersonnelResearch
National Party
National Security ManagementSystem
Nationl Union of Metalworkers of South Africa
National Union of South African Students

PanAfricanist Congressof Azania

Policy Framework for Education and Training
ProgressiveFederal Party
Private Sector educationCouncil
Parent, Teacher, Student Association
Reconstructionand Development Programme
Researchin Education in South Africa
South African Association for Tecnical and Vocational Education
South African Catholic Bishops' Conference

SouthAfrican Councilfor Education
SouthAfrican CommunistParty
South African Democratic Teachers' Union
South African Institute for RaceRelations
South African National Education Plan
South African Students' Movement
South African Students' Organisation
South African Teachers' Union
State Education System
Solomon Mahlangu Freedom College
Study project on Christianity in an Apartheid Society
South West African People's Organisation
Student's RepresentativeCouncil
Transkei, Boputhatswana,Venda, Ciskei
Transitional Executive Council

TeachersFederalCouncil

325
TO

TransvaalOnderwyserwereniging

TVEI
UF
USAID

Technical and Vocational Education Initiative
Urban Foundation
United StatesAgency for International Development
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