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SU~4ARY

The object of this dissertation was to determine parental

involvement as an administrative component of educational

administration for the Black people in South Africa. This

study is in field of Educational Administration.

Parents are the first persons to organise edllcational situations

for the child.

Six chapters were written. When stating the problem, it was

indicated in the first chapter that serious administrative
J

problems may come abollt as a result of unwholemome relationship

and lack of co-operation between parents and administrators of

education. The study of Educational Administration, its definitions,

nature, purposes and procedure, demonstrate the relevance of

participation of the parent clientele.

In considering educational administration as a practice a three­

level paradigm was used, namely, the macro- meso- and micro-structural

levels.

After analysing the administration of education for the Blacks in

South Africa it was found that Black parental involvement is

inadequate. Recommendations for the increase of parental involve-

ment were made.
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1. ORIENTATION TO THE PROBLEM

.
1.1 Introduction

Educational systems are universal phenomena in organised

societies. Their content and character may vary "tremendously

in different cultures but they exist nonetheless. The universalit

of these arrangements can be attributed to the need for all

human societies to preserve and enhance their cultural heritage

and to inculcate in their young the thought patterns, formal cust~

and p~oprieties of that culture (Cave and Chesler, 1974:2).

A number of factors and forces place new demands and expectations

on Black education. The expansion of knowledge; the increasing

popular demand for education; the call for better quality of

education, and the increase in school enrolment, all point to the

importance of education as man's most formidable tool for survival

According to Coombs (196R:119),

"Any productive system, whatever its aims and technolol

requires management. It must have leadership and

direction, supervision and co-ordination, constant

evaluation and adjustment."

Therefore, if educational change is to take place in response to

the demands and expectations, the administrative structures of

the educational system cannot rightly remain unchanged. However,

a careful appraisal of Black educational practice indicates that

problems of administrative nature are rarely' assessed and almost

never! ..••.•
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never are the administrative problems at the level of theorising

about education. Admittedly the subject is being studied, but it

has largely been looked upon as an aspect of history of education

aiming at indicating to students, teachers and teachers-to-be
•

the detailed structure of their own or another educational organi-,

sation. Such a descriptive and factual study in itself is unlikely

to bring about educational growth and change.

Hayward (1969:35) stresses the importance of stUdying educational

administration by saying that "there can be no sounder reason fur

studying educational administration than the desire to make it more

effective." As far as the practice of educational administration

is concerned there is a need for the establishment and articulation

of principles upon which such practice is based. Administration

is doing and it has to be based on understanding. Secondly, an

efficient educational system calls: upon a wide assortment of its

constituent parts to produce the kinds of skill, knowledge and mana·

gement instruments required for its effective functioning. Thirdly

the administrative structure of education cannot be properly

appraised without recourse to a definitive analysis of the function,

which various agencies must perform in supporting the process and

purpose of education. It is against this background,that the

theme of the present study has been chosen.

In this dissertation it has been the continolOS endeavour of the

investigator to disclose the particular assistance given by the

parent in actual pedagogical situations and the extent to which

the school and the administrators of Black education generally

can / .....
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can promote the parent effort. To explicate the theme of the study

certain terms have had to be defined and given specific meaning.

1.2 Definition of Concepts

1.2.1 Parent

Throughout the Holy Scriptures children are looked upon as

gifts from God to parents (c.f. Genesis 30:23; 1 Samuel 2:1-10;

Psalm 127:3; Luke 1:25). Parenthood has its conventional

origin in marriage. This union forms the basis for the

coming about of the family. As (Van Heerden 1976:176) puts

it,
;:.-

"Ouerskap tree as werklikheid na vore met die in-die-

wereld-kom van 'n kind. Om mens te wees beteken om

gebore te weer, en met aankoms in die menslike wereld

is ouerskap onmiddellik te sprake."

According to the Jewish tradition, as a result OC the original

sin Adam and Eve fell from the Glory of God. But their

privilege of parenthood was never taken away. Adam would

sweat for his family and Eve would bear children with hardship

(Genesis 3:16-19).

According to the ordinance of creation the father is the head

of the household and th€' I ' ~hest authori ty. I t is his

calling to govern, protect, lead, mould and instruct. The

"oman/ ......



-4-

woman as mother is the heart of the household. She takes

care of the child's material, spiritual and physical needs
,

(Joubert, 1972:33 - 34). 'The parent may be defined as the

pedagogically responsible adult who has the calling to lead

the child fr~~ helpless babyhood to responsible adulthood.
--
The parents make up the first prolonged interaction system

which the individual child encounters. In this system the

child discovers humanness and moves from his biogenetic

instincts to lea~ned responses.

Van Heerden (1976:172) argues that parent unavailability

in educating the offspring does not take away the right to

parenthood. She asserts,

" Selfs waar die verantwoordelikheid vir die versorging en

opvoeding van die kind nie self beantwoord kan word nie,

sal daar na die geboorte van so 'n kind, nog altyd bo

en behalwe die aangenome ouers of voogde, die

-biologiese ouers wees."

Under normal circumstances, however, parents do not merely

exi$t; the~ live as pedQgogical persons. Musgrave (1965:20)

rightly points out that the family is not a necessary

institution from the biological point of view, since

reproduction of the species does not demand suc~ an

organisation. But within the limits set by hereditary

potentiality the personality is formed and this development

takes place best through the socialisation of the young

within a small group such as the family. Situated in the home,

the parents provide the dynamic experience for the child

tal . .•...
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to move forward along a goal-directed path towards self-

dir~ction \Paine, 1976:10).

"1.2.2 Involvement

The term "involvement" denotes the state of being concerned

(Concise Oxford Dictionary, Sixth Edition, 1976:570) Being

a parent implies inalienable responsibility and concern to

introduce the ..child to the human world of experience.

'Parents get"involved in education when they undertake the task

of educating, set aims about it and structure the educational,

experience of the child, to give it a direction and control

its progress. Van Heerden (1976:172) says:

11
Kragtens die geboorte van 'n kind word die ouer

onmiddellik aangespreek om deel te he aan die

pedagogiese en wel nie as passiewe toeskouer nie

maar as aktiewe betrokkene van wie die inisiatief,

leiding en verantwoordelikheid binne die pedagogiese

situasie voortaan sal ui tgaan. "

When a child is born he has the potential to develop in his

new environment from the first second of his post-n2tal

experience. The parent's care and love for the child ~stabli-

shes a subjective concern and the mutual parent-child inter-

action builds up the confidence of the child in the

established values of the parent (Paine, 1976:10). Education

is possible only in en educational situation where the parent

,
and/ .••.•
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and the child are together in a relationship of trust with

a particular aim in mind. The parent's involvement in

the education of the child entails guiding, instructing and

influencing the child as well as creating a favourable

organisational structure and climate for the child's education.

The parents are natural educators. The parents' task of educa-

ting comes out clearly in Deutoronomy 6:6-7, where it is

stated,

.. And these words, which I command thee this day,

shall be in thine heart: And thou shalt teach them

diligently unto thY,children, and shalt talk of them

when thou sittes t in thine housE, and when thou

walkest by the way and when thou liest down, and,

when thou risest up."

The education that the child receives from home occurs at

the conscious level of planned endeavour as well as at the

unconscious or spontaneous level of natural involvement

with the child along the road to becoming an adult.

For much of man's history and for many people today the

process of education simply takes place as a consequence

of the function of the family and the community'into which the

child is born. Modernised communities, on the other hand,

have set aside particular individuals with a special task

to' which they can devote the major part of their working

energy I'... ',
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energy. Cultural development and the expansion of knowledge,

skills and techniques to be imparted to the child have rendered

the task of parent impossible for him. The establishment of an

occupational category, teacher, and an educational agency, school,

. has removed the bulk of this task from the parent. The school i~ a

modern example of an agency formally organised to cater for the

child's intellectual, spiritual, vocational and recreational

interests.

The establishment of the school with special functionaries located

in it, requires special arrangements within which the teachers can

organise their educating of children. By legal definition and

common agreement the school takes over part of the parents'

authority. The school determines how knowledge will be imparted

to the children. The parents' involvement as far as school

education is concerned tlecomes one of an administrative support

system to determine tht tendency and spirit of the school. In this

connection Spyman (1976:23) says,

" Die ouer is daarop geregtig om te se wat die gees en

rigting van die skool moet wees maar hy moet altyd die

sowereinitei t van die skool eerbiedig."

That is Why in this study reference has been made to oarental

involvement as an administrative component.

Component

The term "component" is_used as an ~·.·-ibutive as well as a noun

,
and/ •••.••
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and it means "constituent part" or "contributing to the composition

of a whole" (The Concise Dictionary of Current English, 1976: 207).

Modern societies consider education as the key instrument of

progress. A host of organisations and people have a hand in managing

at least some aspect of it. They include government agencies at various

levels, churches and other private bodies, politicians and civil

servants, administrative heads of universities and schools, professors,

lecturers, teachers and parents. These agencies and people take part

in building the country's or society's system of education.

Griessel and others (1978:411) characterise education systems as

"interwoven structures, being a combination of educational institutions

(schools) with other social structures." The other social structures

like the state, churches, families, teachers, associations, universities

and economic institutions, occur in a given combination to make a

country's education possible. To speak of parental involvement as an

administrative component 'of egucational administration is, therefore,

to acknowledge the role and place of parents among the constellation,

of social structures. The parents, the patrons of the school, the religious

bodies, the teaching staff and other staff, the teachers' association,

the state as a whole and even the nation have a stake in education.

The child does not belong to the state and, therefore, the state is not

. by itself responsible for his education. On the other hand the child as

the subject of the state falls under its authority. The authority of

the state rpsts upon the government. The government is not an organic

outgrowth/
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outgrowth from the family. It is also not a community on its own but

only an instrument of the community for the maintenance of authority

and the law of the human community (Snyman, 1976:12). The state

needs to make laws to protect children and youth. It can also see to

it that the rights of the parents and those of professional educators

are maintained. In some cases the state legislates for compulsory

attendance, medium of instruction, religious education, internal

control and so on.

In a national system of education the state functions as a juridical

body which ascribes to every educational agency a special place in

the interwoven whole. In addition the state takes interest in the

standard and content of education so that the country's resources are

not wasted on mediocre standard of education and that teaching and

learning are not detrimental to the welfare of the state.

The religious functions of the Black family have gradually passed to

the church and church organisations. The church as a holy gathering

of believers in God and Christ does not stand completely apart from

the school. Through the parents the child becomes a member of the
.

church. The latter must carry out educational duties and see that
i

the child attains the knowledge of God. That religious sentiments

influence educational thinking is reflected in the compo~ition of the

Advisory Council for Education and Training.

The foregoing paragraphs demonstrate that the parents form an

il'-'<:9i31 part of the educational system. On the other hand th('~,_

is/ •• • •.•
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is a fair amount of evidence that the school has taken over

much of the functions of the home as an educational agency. The

government formulates explicit education policies and finances educatio,

institution on the assumption that education is necessary for both

order and social progress. The success of an education system largely

depends on the extent to which the functions of all the social structurE

are harmonised through legislation.

The Black ~eople

The word "African" which means "a native of Africa" is an accepted

description throughout Africa, to distinguish the darker skinned people~

of the continent from the Asians and Europeans. An African is taken to

mean any person who is generally accepted as a member of any aboriginal

race or tribe of I.frica. In general African people also refer to

tnemselves as "Black" to symbolise their darker skin colour and other

common physical and cultural features.

The term Black is generally used with or without political or ideologicc

significance attached to it. But as Roskam (1960:158) points out,

in the South African population set-up, it is customury to s~eak in

terms of divisible entiti~s with pure and exclusive characteristics:

"Whi tes" Europeans and ~frikaners for those who hold greater poli tieal

power in the South African community; "Blacks", "Bantu," "Native"

"Kafirs" and "Africans" for those whose ancestors lived in tribal

communities' on the African continent; "Asians" whose native home is

I ' .taken •••••
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taken to be in Asia. and '''Coloureds'' for those who amongst other

things are the product of racial interbreeding among the Blacks

and Whites. The words "Bantu," "Native," "Kafir" as well as

inclusive terms, "Non-European" and "Non-white," are in the opinion

of most Africans, derogatory connotations. In particular the term

kafir in its current usage is invariably taken to mean insult by those

thus described. An Arab term for "heathen" or "infidel" (The Concise

Oxford Dictionary, 1976:588), "I<aflr" was originally used by the Arab

Moslems to denigrate European christians and other non-Moslems.

Marquard (1952:34) is of the opinion that the term Black as applied

to the Africans whose dark skins vary from black to light brown, is

only used for convenience, and it is not an accurate description that

they are called "black" and that Europeans are called "white." But

as indicated earlier the term "Black" like Africans, indeed engenders

the notion of equality and similarity. On the other hand the Soutr

Afric&n emphasis on colour distinction such as white and non-white

has encouraged the development of a colour exclusivism based on

common experiences of its adherents in white-ruled South Africa

(I<otze, 1975:84).

During the advent of the Black Consciousness Movement at the beginning

of the 1970's the term "Black" became a universal concept: For the

Black Consciousr,ess Ho~ement skin colour as well as related features

was not a criterion for Blackness. Blackness was used not only as a
;

collective term for Africans, Indians and Coloureds, but referred

specifically/: •• : ••
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specifically to people who identify themselves wIth a particular set

of aspirations and who occupy a particular legal position in the

~outh African society (Kotze, 1975:89).

the term "Black people" as used in this study refers to the South

African people who also call themselves Africans, and are, on the

basis of language and other cultural traits, broadly classified into

Nguni, Tsonga, Sotho and Venda. The Nguni group is further sub-

divided into Xhosa, Zulu, Ndebele and Swazi, and the Sotho group is

~ub-divided into South Sotho, North Sotho and Tswana. Although

this classification is generally accepted among anthropologists and

linguists, it is, as Van Warmelo (Hammond-Tooke, 1974:58) concedes,

"a misleading over-simplification." The composite character of most

of these'groups, as attested to by history, linguistic affinities and

some common cultural traits, makes a shambles of any attempt at their

clear differentiation. It is more reasonable to speak of the Zulu

language or cultural group, for example, than to speak of the Zulu

ethnic group.

The word "ethnic" means "pertaining to race, peculiar to race or races,

their origin and characteristics" (Oxford English Dictionary 1961).

The ethnic group refers to a population which is said to exhibit a

certain undefined amount of physical and cultural homogeneity.

HcDonagh (1953:12) defines an ethnic group as.,

"one of a number of populations, which populations together

comprise the species homo sapiens, and which individually

maintain theiT differences, physical and cultural, by

means of
, .

isolating mechanisms such as geographic and

social/ •••••



social barriers."

In the light of this definition it may be argued that the term

\

"ethnic group" as applied to aforementioned Black population

groups in South Africa, is inappropriate. Ethnic implies a combi­

nation of physical and cultural characteristics. Therefore, in this

study reference may be made to the Black people in Kwa-Zulu to

denote the descendants of the Zulu nucleus of tribes as well as other

Black groups and individuals all of whom form part of the African

community, and as such, share common educational experiences in a

given environment.

1.3 Statement of the problem

The main point of departure in the consideration of parental involvement

in education is whether educa~ion is viewed from the social or individual

pedagogical standpoint.- If the child is seen as an integral member of

society then his education must be related to his primordial ties with

society. Education serves the needs of the individual-in-society. The

most vital and the most basic unit of society is the family. Ottaway (1966:3)

observes that it is at home in the family that education derives its

substance and the school derives its existence and life-blood. ~There is,
\

therefore, a need for a functional partnership and working relationship

between the parents and the educational administrators at school and other

levels.

The parents needs to feel that he has a regular and repres~ntative way

in/ . .•..
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,--".~'"i-,:'-'~<

importance. Parents want to know what goes at school as well as what

the school would like to ~ave them do~'Serious·administrative problems
i;::~, .y~ t

may cane about as a result of unwholesome relationship and lack of

co-operation between parents and educational administrators. Issues such

as poor conduct of pupils, failures, dissatisfaction ~ith the content of

the school programme and concern about the standard of education may give

rise to some problems in administration. Dangerous and uncreative

tension may also arise between parents and teachers; between the principal

and parents, and between teachers and pupils. Such tension may result in

misunderstanding, antipathy or even open hostility. As Mays (AlIen, 1968:

30) mentions, parents and home on the one side, and school on the other side,

may at one time be obliged to pull in the opposite directions.

~Parents have natural rig~ts in education and in making decisions about
~,

their chilren's welfare. But there is a danger that enlightened, anxious

and ambitious Black parents will in time exert undue influence on what

goes on in the schools whilst the diffident and socially more conscious

parents leave too much to the school and avoid interferi~g in its. policies

and affairs, On the other hand it is undesirable from the democratic and

pedagogical points of view for the principal and the teachers to work

against the parents' wishes.

T~e point is not that some parents tend to be anxious or critical of the

school programme whilst others,tend to be diffident and self-effacing.

'l(The parents' function 1s to stimulate, to welcome, and to assist all forms
•

of honest educational work. To do this presupposes a close and harmonious

relationship/.··.·
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relationship with teachers in general and the principals in parti­

cular. The problem, therefore, hinges on understanding and helping

parents to understand that they have certain rights; that the

children have rights;

certain rightS'as<well

that the school as an institution also has

as:obl1dfiions, .a~ that Eiducat.ion thri~s;'

"i~ter,alia, on interaction between the home and the school.

1.4 The Purpose of the Study

A cursory look at the Blacks in South Africa shows a considerable

interest in formal education. It is expected that this interest

will call for the greater participation of parents in the admini­

stration of education. In the knowledge of the researcher this

investigation is the first to be undertaken in the field of Black

parental involvement in education. Consequently there seems to be

a genuine need for a study of this kind.

The first aim of the study was to determine 'the nature and extent

of involvement of parents in carrying out, promoting and directing

the education of children. Such investigation has involved studying

the following aspects:

(i)
,.,~",""',..--~..

(11)

(11i)

The nature of parents' involvement as primary edYcators;

The degree of parent participation in promoting experiences

which may be considered helpful to the children in the

latter's subsequent adjustment and susceptibility to school

education, and

The extent of parent participation in facllibating teaching ,

and/.- •....
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and learning at school and in the control of education

generally.

The second aim and main aim of this study was to establish the

•• natuteaand.e~ten.~to.whicn.Black-parentah-involvement-inthe~dmini~~

stration of education has been provided for by l~gislation and other

official decisions.

1.5 Delimitation of the field of study

The preceding statements have indicated, at least in part, the

scope of this study. Two important points should be noted with

regard to the delimitation of the study; the area and people that

the study entails, and the level of educational administration for

which parental invoh,ement has been considered. In essence this

study has reference to the entire education system of the Black

people in South Africa. Education is legislated for and designed
_".... ""', ..~'...__ ~_,.... _ ._ .._ ..; ...:_.'.~""" __ ' ".C·~·· _._~

alike for all Blacks. The content, control, financing and other

aspects of education are determined by the central department of

education. local variations, such as those that are found In the

self.governing territories, take place within the framework of the

policy of the central government. In this investigation, therefore,

the study of Black parental involvement in educational administration

refers to all Black parents in South Africa. But because of

.,_the" possible.",variation.ln...the'adminlstration'of' educat'l1:ln whiclflthe-'

study of this magnitude ~ntails, where variations obtain in the

administration of education attention has been given to the situation
,

1nl .....•
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in Kwa-Zulu. Secondly the researcher takes into account the

different levels of educational administration. In this study

attention will be given to the three levels of administration.

1.6 Method of Study

___'''~ "__~,,,',-"~$~$,arc,h.. RFoje"C.tAlpr»J_ably.....f.e.Q!.9.res ",t.!!e..,usec~f~one..or more" methods•
..~~,~".C""::"'>~,j<t,'. '>y;;lk,i~;~-~~..,.."·~-,,:","'"';.. ':'-·,·'""''''' ,1i!ZJ •.1, ;,_,' J_ ....r;· .. .." -' ,.t-c_," _... F -' -_-.«:~ ... -"~""'_J.an

The following method has, therefore, been used in this research;
~. :....-' , ...... ~-. "~'"

'~"-,,_., ~-$- .,...-...;.~ "'l::~·:L--JA\.A'7:JNi~~!~~f_¥t _~_'.-c .\I;<.::j-'\':0,,:~;;.1_,'~
'1.6.1 Literature Study

Literature study entails going to the written sources and

gathering items of information which relate to the topic.

The researcher, having decided exactly what information he

...._ ....._.--••lr!lfI..~ee~~~I"n~g/!lp•."Il1f!!~P:fIIJ!"8r!!3~ ':I~¥r- ~~s,;J

research works and other materials - that have some bearing

on the subject.

1.6.2 Historical Method

In this study the researcher has used the historical method whie

entails the search for, analysis and use of sources, both

primary and secondary. The historical method is also relevant

to this study because the developmentS, in Black education

as they relate to parental involvement have been treated

historically. In this investigation use has been made of prima:

sources such as official publications, pieces of legislation,

regulations/ •••••
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regulations and departmental and inter-departmental commis­

sions' reports, in addition secondary sources referred to

above •

.1.7 Summary of Chapters

l& Chapter 1 is a general orientation to the problem. This chapter defines

the key concepts; spells out the problem which has motivated the

study; delimits the field of study, and outlines the method to be used

in the investigation.as well as the purpose of the study.

far as they form the basis for the understanding of education and the

place of parents in it.

Chapter 3 is an in-depth analysis of Educational Administration as

a field of study: its origins, development nature, purpose and its

implications for parental involvement. The chapter ends up by

..

referring to various instances of bringing parents close to education

through administrative arrangements initiated by the school admini-

strators.

Chapter 4 deals with some aspects of parental involvement in

historical perspective. Beginning with the role of the Black parent

in traditional education, this chapter traces the development of Black

school education in South Africa from the point of vi -, -·f administratior

and parental involvement, from the beginning of the 19th century to, .

0. ..
1953/ ••••••
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1953.

Chapter 5 deals with Black education from the time of the passing of

the Black Education Act of 1953 to the present. Particular attention

is given to legislative provisions and other official decisions,

regarding administration of Black education, Black parental involve­

ment and the functioning of statutory bodies.

Chapter 6 is a summary and a concluding chapter drawing attention

to some of the recommendations regarding administration of education

and parental involvement for the Black people in South Africa.

, ,

,
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2. DIFFERENT PERSPECTIVES ON EDUCATION AS AN OCCURENCE

2.1 Introduction

The subject of this study is parental involvement in

educational administration. This involvement· is primarily

pedagogic and, therefore, cannot be looked into without

reflection upon'educatfon generally;' The "t.erm "ed~c~tio~"

comes from the Latin word educare or educere which means

"to lead out" or "to draw out". This suggests the leading

of a person from the sphere of childhood towards that of

adulthood. Education is an important universal phenomenon

that is always found among human beings. No other living

being educates, is educated, is educable or commits himself

"Oit is eenmaal kenmerkend van die mens dat

hy opvoed, opgevoed word en hom leer vir

opvoeding en dat hy leer."

According to Klafki (Viljoen and Pienaar, 1971:23-24) educatiol

is essentially a two-sided unlocking of reality. On the

one hand the adult unlocks the essence of the world. for the

"-:r~;';;~. ';r;(;;';"i;,-p"~~fm~~rg~a~d~4fsegllH~~fl thJ'~i?1!'

unlock himself to the learning content with which he is

~..__•. ~,,_ .. confronted._,Ed!Jcation_therefore, means· the unfolding.of·
:"'n-.,. '-;'l"; ''1'''''-..• ..,....

the whole child and the,involvement of all his abilities

and acts to their full capacity through the imparting of

knowledge! •• ,.
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knowledge (Duminy and Sohnge, 1980:3).

Education involves an encounter in which the educator and

educand confront each other in a concrete situation as

persons. Gunter (1961:51) explains the educator's involve-

ment with the educand in the following terms:

"Die opvoedeling het in die situasie waarin

hy verkeer, hulp en leiding nodig. Die opvoeder

wat die handeling van die kind en wat daar met

horn gebeur, dophou en homself tot die nodige

hulpverlening gedrewe voel, tree in die situasie

van die opvoedel1ng om horn te help en te le!."

In this intervention the educator addresses the educand as

a being-in-need-of-help and as a dependent being. The

response of the educand o~sasions an existential dialogue

between him and the educator.

Educatio~, strictly speaking is not a thing persons possess,

or which is a part of them. Even knowledge or skill or good

character are not in themselves education but only evidence

that one has been educated. Education is a process and a

kind of activity in relation to human beings. To educate is

to engage in a process and to have an education is to' be

someone who has undergone the process. The education

phenomenon is there and can, therefore, be observed, investi-

gated and known. Like other life experiences education

,

desire/ ......
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desire to know.

.. «....-

2.2 Pedagogics and pedagogical perspectives

Reflection on and investigation in connection with the

education phenomenon and the problems it presents leads

to the area of knowledge and a form of science known as

Pedagogics. The term "pedagogics" is derived from the Greek

work paidagogia and it means "leading the child." leading

the child is also derived from the words pais which means

"child" and ..gein which means "to lead" or .. "to accompany"•.
;;:t_,~:.:.J;-C":" •• '~>' ,~i,~..'t",_:~__:. ".-"",' .. ,,-"' \-,' -:--;R!i'> " ,~

Pedagogics can thus be described as the scientific thinking

about problems of education, of showing the way to, or of

accompanying the child. Viljoen and Pienaar (1971:15)

point out that ,the words "educationi:~l" and "pedagogical" should

by no means be used interchangeably. The former term is used

to refer to the practical situation whilst the latter lays

stress on'the purely scientific meaning, namely the science of

education.

To fashion the structure of pedagogics as a science, it

becomes necessary to determine the field on which the discipline

operates. This is explained in terms of a perspective. This

means that to be an independent science Pedagogics has to have

its own perspective on reality. The pedagogicians or educationists

endeavour! ••••.•
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'r 11 eQde'i¥2*ilesii'iW_a.srfl~lio~n~ .....

their point of departure a scientific and systematic analysis

of the education phenomenon_, But to focus on education as

a reality brings to mind many aspects of the phenomenon which

'present themselves as possible points of departure. The education

phenomenon~can.be.studied~from+differen~points~~:Vieweach'df~2~'
. -'. :". "'0'- ""'~.'" ._~,. '-" -., .' .~-

which gives only part of knowledge concerning education. Each

point of view is, therefore, called a part-perspective and is

explored by one of the part-disciplines of pedagogics.

In dealing with the part-disciplines of Pedagogics the investigator

will regard Pedagogics as the science of education. Secondly,

2.2.1

certain concepts will be used interchangeably to refer to the.part-
". . ,"',.,'.."'",..,....' , -

disciplines of Pedagogics not 'because they mean the same but

because they focus on the same aspects of education, however,

different their emphasis may be.

The Philosopbical-pedagogical rerspective

Philosophy of Education, also known by other names such as

,.,C.Fund_~ental..'p"edagogiCs..lDn£hllQsophica.J.olPedagogics..is one' of...:tre ....

part-disciplines of pedagogics. Etymologically "philosophy"

consists of two Creek terms, namely, philia which means "love"

and sophos Which means "wisdom." Historically the term "philosophy"

has varied considerably. both in meaning and in scope. Plato

(Park, 1968:3) used the term to apply to "those who seek the absolute,

eternal and immutable ••••• those who love the truth in each thing."

According! ••••••
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According to Kneller (1971:1) philosophy as aD activity

manifests itself in three modes: the speculative, the prescriptive

• ·1ii'nBiirandithe§1If!cM_~'ij.S9PJllD.ay...O~gf"

systematically about everything that exists. It is the search

for order and wholeness not only to particular items of experience

but to all knowledge·~nd ali experience. Prescriptive philosophy

seeks to establish standard for assessing values and judging

conduct. To the ·prescriptive philosopher some forms of behaviour

are worthwhile and others are not. Philosophy is analytical when

it seeks to clarify speculative and prescriptive statements by

focusing on words and meaning.

Philosophy attempts to understand reality as a whole by explaining

it in the most general and systematic way. Like general philosophy

Philosophy of Education is an attempt to find answers to the

fundamental questions about education. It seeks to comprehend

education in its entirety and to consider such general philosophica:

problems as the nature of the good life to which education should

lead; the nature of man himself because it is man who is educated;

the nature of society because education is a social process, and

the nature of the ultimate reality which all knowledge seeks to

penetrate (Kneller, 1971:5).

As man reflects on the purpose and significance of his life so will

he reflect upon the aim and significance of his education.

Education is ultimately Lound up with a philosophy of life.

The questions "what is education?" can be answered by also answer in.

"\\hat is 11fe for?"
, .

Jeffrey (Ottaway, 1960:7 , writes 1

,Education / •••••



-28-

"Education is in fact nothing other than the whole

life of a community viewed from the particular

standpoint of learning to live that life."

If a mistake is made in the answer to the questions concerning

the nature of man, his society and his destiny education is

started on the wrong path.

,... "..:':

<"'"li~~g~~ d.962rjog~":~~~;~th~t -~:t~~~;~~ih;~;majo/' ~-,

philo~ophies of education. In the first place there is the

philosophy of secularism which, while it has a theory of moral

education, has no religious point of view at all unless secularism

itself be regarded as a religion. The secularist philosophy

limits itself to the here and now, to the nature and to the judge-

ment of human experience. Morals are simply the conduct patterns

which men in association with other men over centuries have found.
most productive of human happiness and welfare. Hence in a

school dominated by secularism, children learn to find the warrant

In the second place there is the religious philosophy of humanism.

The humanist is not satisfied that secularism gives as complete

an account of education as it is possible to give. There is much

of which man remains ignorant and is likely to remain ignorant even

after the best education has been given to the best intellect. The

..~_.~.",:
'~..........-~-

humanist turns to a search for Cod for the inclusive and ultimate
_ ,~;:::;;~':r""'1.:>-·,;;>~_~,:"~-~;;I-Y··"-'"""""'-·"'_"rr=:m""""('-" IF or', ,'W?itt ";;"~Iilj -~~;....; "~'" I "I'~

'-~-~·"'mE!ah1iig()f'hls-"educa'tlbhar'errort. Yet:'th~i:tgh'~heorients lUiiiSelf

tol. , .....
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to God, he is sceptical of the traditional supernatural approach

to God. He constructs a social theory of religious education.

Religious as he is, he puts his confidence in man and man's

experience.

In the third place there is religious education dominated by
"'~Z-~":_:_;~~"~¥!~'t!'.,Dt=7.-:·" '' it J _,'+' g '?Ri!' .IT . _-'L~ '!'risv-I'·.,I"E
~--~ - ....... ·'theblollY.', ItlM1l~ogrciiI 'ec(~bator re!'ognlies"'thT'role "6f :---

in nature but is convinced on the basis of reason and revelation,

that there is more of human education than can be learned from

human experience. Instead of a God who is merely immanent in the

educational process, he worships a Cod who transcends it as well.
~

Regarding God as Creator and man as creature, the theologian makes

his whole philosophy of religion and moral education centre around

this relationship.

like general philosophy, philosophy of education may adopt a

speculative. prescriptive and analytical approach. It is

speculative in its approach when it seeks to establish theories of

~"'____ _th~v_a~~$..24rpa':l,~_~.gJ?4c~tYM,1lg~,"the ,wpdd. c It, is,prescript!ve...when '.

it specifies the ends that education ought to follow and the

general means it should use to attain them. It is analytical when

it examines the rationality of educational ideas and the-ways in

which they are' distorted by loose thinking. (Kneller, 1971).

In its speculative approach educational philosophy makes an

endeavour ~o put the various parts together into some synthesis
~.....-...,;_" ---~~;;·~":;~-~~,>;;..,.,,.::.":!leL:~~:- .~'.,. ,,<-:::< i'.-",L;.~".;a:w=ti:::;;;m, ..",,::=::::'~:"'" _c ~.~?r'.....:re~R-4"''''~:l?"' .i::;t',i'-,:~c;81..

or/ ....
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or mosaic (Brubacher, 1962:6). Some philosophies actually

succeed in achieving a unitary or monistic point of view or

synthesis, as for instance, the totarianism of fascist or socialist

education. Other philosophies paradoxically find unity in diversity

and achieve a dualistic point of view. This type is illustrated

in religious philosophies of education such as Catholicism,

Calvinism, Islam and so on, where educational practice is determined

by two distinct orders of thought, the natural and the supernatural.

Other philosophies which are neither monistic nor dualistic may

"~'Fp~

of democracy which protects and promotes the cultivation of

,",..,;~~~!IiY!lJ:'se,.personalities..i!a4.:cul3;lires aii..ci:.mattei,of ,,'centraf.prmciple

(Brubacher, 1962:7).

The point of view, which a philosophy assumes in relation to the

nature of man, his society and his world is usually reflected in

the system of educational organisation and administration. For

example, a fascist or socialist philosophy tends towards authori-

tarianism and centralisation. The Catholic_and Calvinist philoso-

phies insist on the religious character of an education system.

In a democratic pluralistic society the state is ooly one among

several educational agencies.

In addition to providing a world-view by which to interpret
~'··c>' ,•. ,.,~.'..,~.

educational experiences educational philosophy also assumed the

burden of formulating goals, norms or standards by which to

conduct the educative process. (Ross (1969:14) remarks,
,

"A genuine I • •••
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"A genuine philosophy matters to its

--·~·~--"·""'------possessor"to"th~tent'll~iHI;t·hltn'''lt-·

least try to live in accordance with it."

Every society forms its own ideal of man. It is this ideal

which is the focus of education. And because a philosophy of

education is a philosophy of life as manifested in education it

must be prescriptive. Bekker and others (1976: 6-7) express

this viewpoint when tb,y assert,

"When considering aims it 15 necessary

to look beyond the descriptive and to consider

with care where to go with the child and his

education; to be factual by making tecOllltlend"tions

about means, and normative by making recomrr.endations

about ends within the context of education

-",,:,::;;2;;;:','=n=:~\>j,~l'Ib~:~~rre¥'ri'" , .';r:.••

A philosophy of education is prescriptive in its approach if it

seeks to establish what is wrong or right; good or bad for

education and what actions and qualities are more worthwhile and

why they should be so. Thus the aim of education may be stated

as self-realisation or adulthood on the understanding that such

an aim is well-defined by the philosophy in question.

In its analytic approach educational philosophy subjects the

terms and propositions relating to educational thought and practice

to rigorous scrutiny as to the form in which they are stated.

An illustration as scrutinising eou,;"tional propositions is the

examination! •••.•
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examination of self-realisation as an aim of education.

Brubacher (1962) warns against the ambiguity in the use of the

term.

"~->nDoes-self:reatl:zanonmeali;""l'or~rnsta"cr .-,--"
the maximal development of all one's potentialities?

If so, this is probably a physical impossiblility.

There is not time enough in either formal or

informal education, for each individual to become

a poet·and a plowman, a philosopher and a financier,

a saint and a sinner to say nothiQg of many other

kinds of selves (Brubacher 1962:114).

In other words self-realisation must not be confused with self­

expression as the aim of education. The aim of self-realisation

is to realise not so much theself 0l1eis, as,;~e~ self one ought
,.. .:r...... ¥-.,. -. " - ....- ....~> ,.•~. .,. .~

to become.

Philosophy of Education focuses on four basic elements: the

first one is the educand and anthropological considerations

connected with him. The second is what aim is had in views. The

third element is the means and methods which are to be utilised

to guide the child in accordance with the aim. The fourth element

is the educator without whom there can be no formal education.

pedagogic to its conclusion. It

For this reason the part-perspective is also referred to as

fundamentall ••••
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fUndiIDental Pedilgoglcs' to ,"Stress the"fundilDentarlneanirig of:" ~"

education.

In the light of the foregoing discussion, a distinction should

be made Philosophy of Education as a discipline or a system of

thought about education, and a philosophy of education, as an

expression of a philosophy of life in education. A philosophy

of life is the definition of man and the extent to which this may

be made manifest in education. There will naturally be conflicting

views on man and the ultimate reality. One school may emphasise

man's spiritual nature whilst another lays emphasis on his material

nature. Many education systems, however, draw their sustenance

from more than one school of philosophical thought.

An analysis of ,a philosophy of education reveals two dimensions,~

. ",~"::t~ '. namely,·:themetaphyslbal'd1lJ1I!ns~on "'aril:! the soilia! dlmensloif:;··_'__...~'__...................._;;:.~_....;;;;.;;;;:;;.;.,r. ...=:;;~_....;;..;...:;;_;;,;;;~t-_~_ Ql ...... "ii>"' -~

The metaphysical dimension defines man in relation to, or to the

exclusion of, the Supernatural Being whether He be transcendent

or immanent. The human or social dimension of philosophy is

revealed in man's social life. For example, the Christian

Philosophy of life is predicated upon the love of God and the love

of one's neighbour (cf. Matthew 22: 37-40) ~ The Afrikaner's

Christian National Education philosophy emphasises two elements,

namely, national identity and religious orientation (Snyman,

1976). These are philosophical foundations of education for the

people concerned. To state that man is a sociocultural being is

a social fact. All human beings are social beings. This is a
,

sociological/ •••••
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sociological foundation of education. It does not by itself

postulate a particualr philosophy of education. It presupposes
a philosophy.

This distinction is important especially because it helps to clarify

our minds as to the points of departure for Philosophy of

Education and Sociology of Education. In the light of this

distinction, therefore, the question that needs to be answered

is: What is the philosophy of education for the Black people

in South Africa? It is not the purpose of this study to attempt

Without attempting to the exhaustive the investigator might

.~",,~=~':~;f~n~~~,.~.~i. rem~~';b..out ~a~".p~~o~?pk'J;al t.tl11if:~ ..

especially as it relates to the two-dimensional model of

philosophy mentioned above.

In general man's religious belief stems from fear for the unknown

and the desire for security. From the religious point of view it

is the supernatural power which dispels fear and provides security.

Such power is also dependent upon for resol ving problems whose

solutions seem to lie beyond human experience. The Blacks

honoured the ancestors in the belief that t~e latter were in

contact with the supernatural powers. This reverence was also based

on genealogical seniority going beyond death. In the social

life the elders were regarded as the source of wisdom which they

did not renounce or lose as a result of death. T~ addition the

deceased/ •••••
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deceased were honoured On the basis of immediate reward and

retribution which also served as a form of social control.

The ancestors were considered as part of the living community

and could, therefore, take part in whatever ceremony was staged

for the family. In return for this gesture the ancestors were

the source of rain, food and fortune. The honouring of the dead

was transmitted by means of education and not by evangelism. It

may be said, therefore, that the Black people believed in the power

of the Supernatural Being insofar as it could reveal itself through

the instrumentality of ancestor spirits working among the people.

The notion of the Prime Mover (uMvelingqangi, uQamata or Modlmo)

was not unknown among Blacks. But it was the ancestors whom the

people had to accost or speak to in the tone that was quite different

from that of the ~uppliant.

,-"-""'~_,_- """'''''''''_~......,_..,..¥........_,,~....·"'2.._dII...,....., ... ·· ;_ _"')oi~'-i1i '_.111- ·,au-,-~..""" I11III.1 ............ ~ - ••• ...-. ~!'" . •.~.. ~... ~ .

---~>-'.."-'-.",",;'-"-~

Unity with the dead among the Black people went hand in hand with

a strong in-group feeling. This was well demonstrated by the

kins~i~ system, pattern of residence, act of mourning the dead,

collective ownership of land, homes, livestock and other resources,

work parties and other sociological aspects of economy •

. .~hlln_C!lristianity_was...byugtlWo-the..Black peopleo.in South..Afclca,~
",,,,·_,;·_~_._.~·c-<"-~~t!Ilj oil ·_""'_·~·_""',·.,c~-·-'·""-·"""'· -. I. "C-":- -... ISo· ".-<~--",-<."~--,,, ..,.._~ -~~

the missionary influence undermined the relationship which the

Blacks had with the ancestors. On the whole the Black people

have showrtthelllSfdves''tObeh!9tl: s.rsc!eptibleto'~hrisdiln~li-

gion. However, for some people Chrisitianity has increased the, ~

range/ ..
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range of alternatives for dealing with crisis situations. For

example, although the idea that Cod takes His time to answer man's

prayers is accepted, it is possible for some people to take recourse

to spirits if the Christian alternative does not seem to offer an

immediate solution to a crisis. This is, in a way, part of human

weakness well illustrated by the Biblical acco~nt of Simon Peter's

denial of his association with Christ (John 18: 17-27; Mark 14:

66-71).

·The Western civilisation brought new economic values to the life of

the Blacks. The western system of private ownership, economic value

of goods and services, the idea of land, labour and capital as factors
._, ",_." . .'"._'.' ... _~ _ ........ ,:.. _~.~ ..... _'" "'_····~u~, -a"~'"'' ..,....;" -, .,'"';of prOduction, and the Christian emphasis on the salvation of

individual soul, all have had an impact on the Black man's sense

of belonging. In ~pite of all this, however, the Black people

still extol· unity, conmori purpose ancl" regard for o~e another':'

Kinship terms such as father, mother, sister, brother, uncle and so

on, are also used in the generic sense to denote age and status.

Nxumalo (1980:141), referring to the philosophy of ubuntu-botho

as the basis for life amongst Blacks, has the following to say:

"In a Black society an individial does not live

unto himself. His motivation to do things, to.

succeed and satisfy many of his wants, is not

interfered with. But his sole gratification does not

become the ultimate purpose of his life. The

highest standards by l\l.i~h his humanity will be judged

7~~,.~_j:Z',.,-""" .,.raH" t \tUn. g t;* ..h'."\' .• " s~ • •"c',)CC.·....F
.,..;.,-' ".-", -.....,.,,~ ,. -...-.. are....-ftls/ •.. /~.
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are his preparedness to share, to acknowledge the

humanness of his fellowmen."

~"·th.t:s'ls"'~'I~h"No's"(;pltrtitjr'~fl"e:lff!Jo~~t'''c~~~trt;t:;';:riife
...~.•
and

how it should be lived. However humanness, a belief in the supreme worth

of the Individual, is transcultural. In Islamic teaching one instruction

forbids the devout Moslem to sleep in peace if at sundown there

exists one hungry person within his range of vision (livingstone, 1969:1).

A philosophy of life of a given people is translated into a philosophy

of educ~tion when it is infused inte the educational system designed

by the people for themselves. Such a philosophy is so fashioned as to

manifests itself as a body of policy principles or a set of behavioural

prescription:' One cannot logic~ily sp~k of~philosophyofeducatIon"

apart from education designed for such a philosophy to find expression.

is also important to note that a philosophy of education is in fact an

It

academic synthesis of the ideas that people have about education, namely,

its nature,orientation and purpose. It is only when people put their

ideas together and design their system of education that one may discern

a philosophy of education. It is also through this involvement in

designing their educational system that. people may translate their ideas l"'~

-';~ou~ ~1felllt:o·=~~~:ti~;:"p~I~~ds~~~~~I~~I~~~t~o~~'~Ase:~hj.il.~·· .~

for a philosophy of education, therefore, means an academic search for

consistency in the labyrinth of ideas about education in so far as

this consistency is demonstrated by a given system of education.

Philosophy of education does not necessarily refer to what people

are in terms of their racial origins, for example, as Blacks or Whites,

but rather what people thinkiiliOtj{'edlication ,"namely ideas arid praci:ices-

that! •••••



-38-

that are considered educationally relevant. It is the

'u" ,c.,. -., .,cons,istencY",in.educationahthlnldng, oS,»il~ent=~~ as people.,:.c,_ ,.,;
-. ,_ I. n ..~? ~.- 12 • at ,~: ' ..,; 7 _~'-_:"

2.2.2 The Didactico-pedagogical Perspective

The term ~'didactics" is derived from the Creek word

didaskein which means "to give instruction," "to present"

or "convey contents" i.e. to teach or instruct. There is

a close connection between the activities which we call

education and teaching. Education is the general term

descriptive of an inter-human relationship, while the

science which deals with education is known as Pedagogics.

But one cannot speak about education without at the same time

expressing an opinion about teaching. Education is in factv_:_,..,. ~ ',,~,,"","''''''_ ~"'_,

.- .,~,-,.,-.-.- -.-,>-, ,." .."
unthinkabl~ without teaching or instruction of some kind.

This facet of the phenomenon gives a part-perspective from

which didactical pedagogics operates (Viljoen and Pienaar,

1971:23).

Didactics may be described as a systematic reflection on

and consideration of, the nature, essence, extent and

Van der Stoep and Van der Stoep (1973:1) give the following

description:
, ..•..-;w

"In the scientific context didactics may be

descrit~~ 35 a theory of what teaching entails;

which conditions are valid for the progress of, .

teaching/ •••••
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teaching events; the general principles to be

considered in teaching; all the different forms

which teaching may assume; the methods which may be

relevant in the practice of t~aching

-"r"':"::l1r."lle~:t1:'!lett<llvstl!!ll!:ft!e~·n.....",~..",."
""W"e

"...

The didactitian takes as his point of departure the

......' '.' ".' , did..act..lc Situation.,.l.e•.. t~e_g,.tOgether,of a~.~.
~'·'~i-'~J:tqh==:HtJ~:i..L~~'o;;~·:":"k~~ " " ,J:,-,R,,·~:~--~-< ';=' -~ '~--

......... ,' 'adult and child, keepirig in mind on the one hand the presenta-

tion ana on the other hand acquiring of certain learning

contents. (Duminy and Sohnge 1980: ; Van der Stoep and

Van der Stoep 1973:3). Human existence entails being

taught at one time or another in some or other time and in

some form or other. Smit and Kilian (1976) draw a distinction

between the didactic situation and the didactic-pedagogic

situation•

• "Dit moet weereens beklemtoon word dat situasies

waar kinders leer of selfs waar 'n grootmens van 'n

kind iets leer, altyd moet as didaktiese situasie

en nie as didaktiese-pedagogiese situasie nie •

.•.; .....,.._..-.-_.• _M.,.--+-'taa'sgenaenide"'S!tuasie"'kry· ",I' mens net tussen'fH

volwassene en nie-volwassene " (Smit and I(ilian

1976: 22-23).

There is a difference of degrees between an education

situation in the narrow sense where the parent or teacher

confronts the child with values and norms which he must

learn and respect, and the teaching-education ">,,-r., the

child! .
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child must master skills, techniques and living content in the light

of rules and norms of the teacher and parent. The phenomenon known as

teaching therefore, takes place when man becomes a human being and

does not just happen because people start schools in which such teaching

is -developed systematically.

The basic description in the didactical pedagogical perspective bears a

threefold implication. In the first place a fundamental aspect is

touched on. This means that didactical pedagogics must reflect upon the

~~.#"me -q~~q,,«mh~.~

taught. In the second place there is a formal aspect which implies

that teaching takes place in some basic form. This basic form involves

conversation-as-dialogue, example-as-illustrative-image, play as a re-

creation of life-world and an assignment as an appeal for the child to

take responsibility (Viljoen and Pienaar 1971:24). This aspect

answers the question as to the how of teaching. The third and last

aspect is the implication of content and it answers the question of

what should be taught.

Didactical pedagogics answers these questions in general terms. It

does not confront the child with a particular aim, method or content.

Didactic questions are not only general but also comprehensive in the

sense that they include each facet of teaching as it is manifes~ed in

practice. Smit and Kilian (1976:23) make the following assessment of

this fact:

"Die didaktiese Pedagogiek is dus 'n teorie,

'n kunde of 'nleer wat ontstaan as gevolge van

'n nadenke oor die onderwysgebeure S005 \tat ·dit

tot/ •• •••
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tot in die skool aangetref word, met die

doel om die handeling in die verskillende

onderwys situasies in die skool beter te

begryp en om dit te begrond."

Didactics is the study of both the theoretical and practical a~pects

of man's teaching activity insofar as these form an integral part of

man's living world.

.2.3

~ '....... ...<,,;,.;..

From the point of view of the didactitian the child entering school

is not being involved in a didactic situation for the first time, nor

is learning activity new to him. From the moment of his birth, the

child is constantly drawn into certain teaching situations by his

natural educators, his parents. The learning activities performed

by the child since birth actually make formal teaching, in that the

child when entering school, already has a multitude of data at his

disposal in the form of acquired knowledge, skills and insight

(Van der Stoep and Van der Stoep, 1973:3). Didactical pedagogics

as a part-discipline of Pedagogics handles the question as to how, by

what means and in the light of what data teaching should be conducted.

As a result of this theoretical reflection the teaching practice as a

factor of education can be better understood and improved.

"The Psycho-pedagogical Perspective

In considering the nature of the pedagogical situation especially

from the foregoing tW~~~Lt-perspectives, the problem of the nature of

man especially as educand is posed. The part-di~cipline best suited

to/ •••••
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to treat this part-perspective on the education phenomenon is

Psychopedagogics, also known as Psychological Pedagogics or

Educational Psychology. In the view of pedagogicians or educationists,

the educative process is a planned effort to guide boys and girls in

the acquisition of certain knowledge, skills and attitudes somewhat

harmonious with their cultural heritage. The product of education

is the changes in behaviour that occur as a result of experience. To

be effective the educator or teacher needs to know a great deal about

the individuals he is teaching, their abilities, their stages of

development through which they pass, and the different ways that the

"'- ~~""-""'e~n"'''vlFOnmeitt:'''niOlirdMlieri'1r''!t''!tiI'ta1'ft'!esand.;mterestS.,,·
- .~ ";f.'

Psychology is often defined as the science of human behaviour;
""'';'''''. rtee nil",ech•• .I.1ldng:1 t.'&;y·.....nL, rlNU:tYJn"e~nt$41'".il;~L

Educational Psychology is the field which is primarily concerned with

the scientific investigation of the psychological aspects of

education (Sawrey and'Telford, 1969:). Although the word "psychology"

is derived from the Greek term psyche meaning "mind" or "soul,"

scientists consider that the mind as such is difficult to study.

Observable behaviour is more easily analysed as a clue to a person!s

intangible inner being - his ideas, knowledge and feelings. Thus the

SUbject matter of Educational Psychology is human behaviour and its

implications for educating people (Magoon and Garrison, 1976:4).

The American Psychological Association (Garrison, 1964:5) sets the

following aims of Educational Psychology:

"Educational Psychol09jl is concerned primarily with

the study of humah behaviour as it is changed or

directed under the social process of ed~cation, and

secondarily with those studies of processes that

contribllte/ .....
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contribute to an increased understanding of how

behaviour is changed and directed through

education."

Psychopedagogics or Educational Psychology constitutes the foundations

of education by providing an approach to educational problems as well

as a set of techniques for studying children and the problems that

arise in their education. In a similar fashion it offers information

concerning the developmental, motivational, learning and adjustmental

processes of education.

-_.,,""",.,-...-......

From the first moments'of his life after his birth the child is

situated in a co-existence structure or society which can be

described as-a living reality. This reality presents itself as a

particular cultural milieu. The learning child in the education

situation la a totality-involved in reality through.exper!ence.~':
'd·'-'·c;:"1J\:fOI"AW"••nn-"~~~..,....,tn~ ..... • '44h'~~" '....... ~,t,..." .... ,....., , .... .,... -,. -k -

perception, suggestion, thinking and memorising. As a totality-in-

communication, and thus as a person in the education, the child is
.....i~ -. ........

accosted to proceed to self-realisation. But he must also be supported

and helped in the act of learning. In this way the child "gives signif

cance to the living reality surrounding him by shaping the cultural

contents into content for himself and so establish a life-world"

(Griesel and Others, 1979:249).

Psychopedagogics, therefore has the task of_trying to fathom the

child in the education situation as a being in need of help and

support' P the adult. This implies a study of the world-the home,

,
school/ •••••••



school and other social situations - in which the child is cast and which

he is called upon to give meaning to, with a view to making it his own.

Formal education is concerned with modifying individuals and their

behaviour in socioculturally approved directions. These directions may ~<_. ~~, ..~-..,.~ -,-.$- ""'. - ..,~.- '-"".'" ~.

explained in terms of progress to, and attainment of, adult. Viljoen

and Pienaar (1972: 25) assessed the educator's accountability as

follows:

"The authentic education situation is constituted

when the adult's life-world coincides with that of

the child in such a manner that the former takes

liability and considers himself responsible for the

child's becoming adult in terms of his own adulthood."

Psrchopedag~gics has accumu~ated :.lat;2e ~~Y- ~.~dufati?~~J~fe~er.mt

information concerning the proble1i$ of how children learn, the thIngs

that motivate learning and many other factors that facilitate or retard

learning. In addition educationists concede that the child has very

many of his experiences out of school. It is in his home and among his

family that he has his fundamental. experiences and acquires attitudes
~ _--:_:':':'""':'"~_'::_;::;;:.;,,~~.:::-;-:':;~~::::::-::;~~:~:~'t~:~;~::~~~...:~- .....~_.",:,,,,"' ... ~~~~....." !.!!"~t:e,.., ..,.ttt:, .~"" ~1l_..:

and ways of behaviour towards himself and others. Understanding the

ch i Id is important for the adult who has to accompany him in formal

education situations.

:.2.4 The Sociopedagogical Perl'pective

The term "sociopedagogics" is made of two cc·ncepts

."~"'ancl peicfaQoQics':"*"Socio""1:t""derivrcr from ""t"e Latin

namely soda

ter~sociare'~~1rng, .::.===

simultaneous/ ••••
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"simultaneous" or "together" and its related meaning "to unite " .
• ;"';"c".T:-- ~,~-t.<'~C-"t;.t:~J.U-~~' ,;t~ t:]oo':·; ~~L_,~Y, ',~'i': .-~.;t:",,~-

"to .foin" or "to share". The noun socius is used to describe a

partner or shareholder, and it is from this term that "society" is

derived. Crambs (l965:4) defines' society as

"A group of people who share a common culture

which includes the formal and informal arrange-

ments, the mores and language, the religious

institutions and beliefs and the processes of

governing and ordering that envelop a group of

similarly socialised persons. 11

This perspective on education is related to the functionalist

approach to the study of society. In terms of this approach every

social institution, including education, serves a positive function,

ensuring order and progress in that society. Accordingly without

- .. - culture man· would';'be';'onlY,;an~arttlW--.,,);t"KtbI:pl.!g~a9,..opeI:atia~afid.,,·.
_ j E- .. $ 2 1. ell .. L~ -..-'" I' _ .', ,t • " $$, . ' __ .' . .. ~ #.4 -J~' - X -.... --be - """"'4

through social. traditions that man becomes man (Durkeim, 1956:29).

According to this view every soCiety has its definition, for instance,

of what it means to be human or what it means to be African, Black,

FrenCh, Chinese and so on in terms of culture. This definition with

its concomitant rules and roles must be passed on. This is the

function of education. In the broadest sense education is the

society's formal mechanism for the transmission of its culture.

Sociopedagogics or Sociology of Education as a part-discipline of Peda-

gogics has its own perspec~ive on education as a social reality. Du Toi

(1978:14) remarks, ,

"Die Sosoipedagogiek vind die grond van sy bestaan
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as "deeldissipline in die antropologiese feit dat mens-wees

mens-in-die-wereld-wees beteken, met ander woorde deur die

begrippe "mens" en "wereld" word dus bestaansreg van die

Sosiopedagogiek geproklameer."

As far as the pedagogicians are concerned education is something which

takes place in society because of three basic facts about the human

race. Firstly, everything which comprises the way of life of a society

is learned. Secondly, biologically the human organism is predisposed

to sQCial living and social learning. The human infant is increasingly

receptive to experience, values, and beliefs about the world around him.

Thirdly because of his biological immaturity this infant is totally

dependent from birth and for a very long time thereafter upon other

people. In the broadest sense education is the process which links

these three factors together.

Societies organise and institutionalise education in order to socialise

their human generations and to secure their social and cultur~l survival.

Brembeck "(1966:12) defines sot:ralfsa£!on as,

"the process by which a person learns the ways

It is

made possible through social contact by the ebb

,l4"'; r""and'flow 'of human~iitera1fions.It'",":"

Education embraces socialisation and enculturation of persons and their

assimilation into a society. Education systems therefore, cannot be

abstracted from the embracing" cultural and social order; rather they

can/ •••••
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can at best be understood as part and parcel of it (Cave and

Chesler 1974: 3).

~ducation is a social thing, that is, it puts the child in contact

with a given society. On the other hand to say that education is a

social thing is not to formulate a programme of" education. It is to

state a social fact. Sociopedagogics has the assignment of reflecting

on this issue in general terms. It focuses on edllcation by studying

educators, educands, homes, schools and other educational institutions

in their social and cultural contexts.

-.-;...
The institution of education assumes a pivotal role both in inculcating

the individual with the ways of the social order and in developing his

ability to adopt new and emerging patterns. Education can, therefore,

serve a conservative or reproductive function as well as a creative or

productive function. Schools are partially responsible for the

transfer from generation to the next of society's beliefs, values,

sentiments, knowledge and patterns of behaviour. At the same time

they can contribute to social change. They diffuse not only new

information but attitudes, values, and ways of viewing the world that me

facilitate and encourage social change (Parelius and Parelius, 1978:29).
_ _. ......._. 0"",

-""'..: Mare.~rilpodant·asouEt'~thil~ftt~~p~s~nt;:alif~"s;r:;~ln

which the phenomemon of education reveals itself in an orderly and

systematic form. To carry out its task effectively the school needs to
•

have close co-operation with the home. In this way it is possible to

~peak of the school system as an object of pedagogical l,:l~ction and

,

interpretation! •••••
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interpretation.

The Administrative-pedagogical Perspective

The word "administer" is derived from the Latin term administrare

which means "assist" as well as "direct." In. its Latin origin the

term was used in the sense of "perform" "take charge of" or "accompli~

often with overtones of doing so in the spirit of aid or guidance

(Baker, 1972:13; Campbell and Gregg, 1957: 85). Administration in

. current usage is generally defined as "the art of getting things

done" (Simons, 1976:1). Emphasis is placed upon the processes

methods and service.

Any unit of administration in the public or private service, be it

large or small, is responsible for the~administrationof certain.
activities. It will have at its disposal certain resources like

staff, buildings, office furniture, equipment and so on, and must

decide on the best and most efficient way to utilise the resources

in order to achieve its goals.

There seem to be certain important differences between the general

concept of administration and the concept of educational administrati(

For example, unlike business, military, health or public administrati(

educational administration cannot operate satisfactorily without deali

.0 ,,_, .:>=\'.1.~.tlii~eIjuc'!.~{O!1~.F.pi::9.'Iile;n~dfuiiQlf9!1s~ot?!,,;:entire,ocex:"turilty•

.Medicine ,as,anlnstitu'tion ha.~the responsibility for community

maintenance through healing the sick. 1,. ,'drtition, the majority of
,>.t'~;",·,~-o,·""~j~'+-',,;,,",,:-·, '---~--""<'" 31 _"';'-''''''~~ ~ ".-~- ,~, ~

institutions and agencies have the functions of ~or~ immedia\e

service/ •••••



service than does the school. They treat diseases; put out fires;

purify and supply water; provide consumer and capital goods and

services, ward off the enemy attack, and perform other tasks that keep

the community going.

Education aims largely at the long-term objectives by helping people

arm themselves with the knowledge and skill to avoid fires and to put

them out better; to live free from diseases and to treat diseases more

effectively. Education as a process is aimed at the promotion of the

enrichment of living. In this respect the function of the school

differs from other institutions in that it does things to people rather

than for them (Campbell and Gregg, 1957:122). Educational administration

therefore, derives its nature from the specialised service which it

directs. The views of Handy and Hussain (1969:1) that Educational

Administration is "largely an imitative step-child of managements used.
in business and industrial environment," cannot be accepted.

Undoubtedly there is much to be learned by transfer of knowledge from

one field of administration to another. But business, for example

deals in the production of goods. It is promoted by the rofit motive •

.Educational administration, on the other hand, is aimed at human

development.

Educational Administration is a field of academic study based upon

theoretical concepts to be understood and a bo~y of knowledge to be

studied and researched. As a part-discipline of Pedagogics,

Educational Administration focuses on the structuring and organisation

of...the/ ••• •.•"
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of the education situation. An essential feature of Educational

Administration is the study of dynamic relationships of the person­

in-organisation with the educand as a focal point, and the utilisation

of human resources to achieve definite organisational goals which have

to do with the effective education of the child.

Nell (-;5) considers that the field of Educational Administration involves

the study of the education phenomenon at three levels, namely, the macro-

the meso - and the micro-structure. The microstructure refers to the

structuring and functioning of the national system of education. The

meso-structure involves amongst other things the influence of the views

and the functioning of the local administrative agencies in relation to

the government institutions and the broad community. the micro-structure

refers to the functioning of the school with emphasis on the co-operation
.

between the school, the home and the community. It i~, therefore with the

levels or aspects of administration that the present investigation is

concerned.

The study of Educational Administration is concerned not merely with the

execution of routine administrative tasks such as the keeping of records,
__ ,_.' ,", _',',. _. ,,", ' .. ':'_~:'''_'~'''''~' _.~~_- _ ....._ ... "-"" ">1'......_ ·k,,", ,.,.,.- .,,,,,~.-c.w.. -.

tlme:tabling, handling'sto6~tinancecontrol,but essentially with the .

dynamic processes of administration like planning problem identifi~ation,

diagnosis and solving, decision making,organising,communicating

leadership and evaluating. The processes of administration distinguish

an administrator from a person who runs an office.

Administration implies that there is an organisation. , Thl'!re is no need

for the skills used by the administrator unless a group of people have....... ..._~ • 0.'. .'0 _.... IJ

ba~d/ •• • ~""""
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bandedtogether.c.cAn.organbation J.s made up~of two·or more people-who

have combined their. efforts to achieve a commonly sought goal (Cortner,
• ~~ ~"'- ',;>,4"'

1977:4). It is a channel through which the work of administration is

accomplished. One point of departure is, therefore, to regard a school

as an organisation. In this organisation administration as a practice is

directly responsible, not of performing the work of the organisation,

sllch as teaching, but of attending to its performance.

The success of those who are responsible for administration is to a

great extent determined by their knowledge of the nature of organisations

they serve, as well as their specialised knowledge and skill. From an

organisational point of view the school thrives on its internal coherence

and external relation with parents. Parental interests outside the school

reach out into the organisation to influence the experiences, knowledge,

values and sense of direction which are being imparted to pupils. At

the same time the school as an organisation is called upon to reach out

to parents and others who have legitimate claims to exercise such

influences.

The word "management" is often used as a synonym for administration.

In general usage management identifies a special group whose job is to

direct efforts towards common objectives through the activities ot other

pepple (Hassie, 1964:4). In industrial establishments reference is made

to production management, personnel management, sales management and so

on. With reference to educational administration, management is that

aspect/ •••••,



-52-

aspect of administration which has to do with the immediate execution

of tasks such as taking stock, caring for equipment, checking accounts

and attending to registers (Ne11, -:13}.

Educational administration is not an exclusive privilege nor the concern

of one chief or group of top managers, but is rather one -which involves

a relationship between the head and other members who together make the

whole social structure of the enterprise such as the school. Walker

(1970:3) refers to administration as,

"the process and agency which is responsible

for the_determination of the aims for which an

organisation and its management are to strive,

which establishes the broad policies under

which they are to operate and which gives

general oversight for the continuing effectiveness

of the local operation in reaching the objective

sought."

Educational administration cannot be conceived of as merely managing an

organisation. It is an integral part of it, being responsible for its

achievement and maintencance.

Educational Administration as a field of academic study is not to be

explored only to know how certain things are, but also to obtain know­

ledge with a view to possible use in practice by teachers or educators.

Hayward (1969:37) suggests that the future development in the improvement

in administering education in South Africa should proceed along the

threefold/ ••••
,



-53-

threefold strategy namely, ,
(a) training of educational administrators in the process of administra

tors;

(b) the study of Educational Administration as a field • and

. y#-

INTERGRATION AND SUMMARY

The study of Pedagogics as distinct from the practice of education helps. '

clarify our minds about education with regarcl to the development of the

child as the thinking, feeling and willing personality; the child in

~is,~~cia}"r~l~~fc:lnshi(l;,.l:~~~aim,gf education; the teaching strategies;

and the designing and structuring of the education situation. Didacticalll

speaking, the learning situation experienced by the child from birth

onwards is part of the adult's involvement with the child and, therefore,

part of his education. Sociologically speaking a young growing person

inth7,,,~cation,~shuaticln,is~,indust:edinto his society which has. an

environment comprising the patterns of action, cognition and evaluation.

Psychologocally education makes its contribution to social cohesion

through the formation of a sound personality. Philosophically,

education leads to the inculcation of an appropriate set of ideals and

values. The task of educational administration is to promote the.orga-

nisational climate and structures which conduce to teaching arj learning

and, therefore, to education.
.......,-

ReflFction/ ••• ,
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Reflection on the education situation is of value not only to the

pedagogician as a scientifically interested person. It is also of

value to the interested administrator~parentsand teachers, who really

wish to improve the structure of education or relationship with children

in particular situations. The philosophy of education is operative if

'0 ~,Jla.fnVc~I~.~ducat1~~illdocttI[in~lvat.~~he".educator-to fo11o,,", a.~

a course of action. The didactical-pedagogical exoerience is continually
~""_'<' ' ,.,_.'c,.. "._ ,.__""~ ......,.,,~ ',~.,'.,..,.""''''.-'~', ..•_._."_· ..,""~t-,_,·- ~',-' ._;..-",,_,~- 'p,J;<>,,""',c;;',. ~

"in evidence as conscious teaching"sharing of experiences and inculcation
......-..-, .... ;. ~.., :::..;;..;:""j~'-' -,.,->: ,.

of attitudes and moral codes take'place. 'A sociopedagogic situation

exists as thP. educator and educand are in contact with each other in

transmitting knowledge in a norm-oriented and socially sanctioned inter-

action. Educational administration operates when parents are involved

in the process of defining educational goals and, help direct the
... ~--:---:--~::-~-~::._~."~.-.. _,_~"" 44 .-., ;~:,~~.-..,... ... .. et

course of education. In the following chapter more attention will be

given to educational administration and the implications it has for

parental involvement in education.
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3. A REVIEW OF THE ORIGIN AND DEVELOPMENT OF ADMINISTRATIVE

THEORIES IN RELATION TO EDUCATIONAL ADMINISTRATION

AND PARENTAL INVOLVEMENT.
, .~~

3.1 Introduction

Q'Connor (1961:7) rightly points out that ultimately all

,questions that can pe asked about a given educational

system can be reduced to two, namely,

(i) What is held to be the value as an end of education?

and

(ii) What means will effectively realise this end?

Education is not a science. Rather it is a set of

practical activities which are directed by a common aim.

But such activities have their theoretical justification
.

in some scientific theory. The purpose of teaching is

directed to the education of the child. Educational

., I} 'cH' 0', adlllinistration v,as means set.educational norms in •

respect of administrative and organisational facets of

the educational situation.

The scientist in approaching education attempts, amongst

other things, ~to examine the"child,' the.system of •

education and the social setting in which education

occurs - the ecology of the school. As has been noted

in the last chapter, there are certain features of

organisationsl ••.••
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organisations like schools which merit scientific scrutiny. Firstly,

there is a job to be done" namely, educating children. Secondly,

there is administration of education which implies initiation, direction

and co-ordination of the specialised educational activities. Thirdly,

there is a group of elements such as motivations, expectations,

attitudes and so on, of the members of the educational organisation

and the social environment. Working from these practical bases the

scientist can arrive at a theory which provides a basis for research,

sound administration and education. Let us now take a look at the

theory of administration as it relates to education and parental

involvement •

• '-"'-""'5i?lill__."Z"JIIi,",'-'i!!IIl'$iI'_llIiIliJIllS••"',•••••..,c....'" ',_I' J. "'.1'. sa:"
3.2 The Concept of Theory

~arental Involvement.

t. ..
The Creek word "theoros" is translated as spectator: the word theory

then has link with this meaning as a way of looking at or surveying

a field of evidence with a view to extracting principles from it

(Sutton, 1979:2). A theory is a mental conception which underlies

.."i>...'pr~'itl€'e~'IiiIj;f~t~'''iii·bi'~ mid oFi.ri~,fc)~~~f'~cts~;.P' ..

gUide to the discovery of facts. In this connection Rummel (1964:16)

states,
......; __ '~'_'.e' . "'~ - ..... ,.,.,_ ......... ,..J.••• "'" ..........-~.-.~" ~.·...... i·· '__ <'",>"'.1'0,,,,,,,,,, ~'~-'.~-""';;' ""'I

"Basic to good'scient11'ic research is a theory
'"hI'· O::f"r-,~r ~" . .j: 'r--tt" .. -,.,';rot"":"t-'"i ..W-~( -.~ (f( T" '-r!

which serves as a point of departure for the

scientific investigation of a problem."

The theory seeks to identify a pattern of relationship within which

the empirical data can be understood. In tnis respect a theory is

a tool of science since it may be used to define the kinds of data

to bel .
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to be analysed; it provides a guide to the way in which data are

to be systematised, classified or integrated.

The need for the study of science becomes clear for example when one

moves within a society beyond the provision of the basic essentials

for maintaining life and health to such fields of human relationships

as the care of children, control of poverty, education of the young

and prevention of crime. At this level people concerned with these

activities begin to disagree. In the case of education the helpers

may disagree about who should be educated, how much they should be

educated and how they should be educated. They may disagree about

_,~ 'why""the.-need.i.for..educa1;1on.oaros~n-~th~rst-place->and"about.lI'ha~

they are trying to do to meet this need. Further, they may disagree

about who should educate and about the very nature of education

itself. In the process of disagreement anyone who makes a choice and

judgement implies a theory in the sense that there are reasons for

his actions.

There is a general agreement that a theory is a set of related

statements explaining some series of events •. According to Beauchamp

(1981:18) the most simple function of a theory is to provide a

system for classifying the knowledge of that theoretical field. In

the social sciences what the theory can do is to provide a simplified

model which will help the practitioners to understand the relation-
--...- .. -e ........,-_""!'" , -e-·<-~- ~,,.;;,;~...-, ~-".,....~­

. ships of the real world.-At different levels and using different

methodologies, the social scientists are concerned with man in

,
society I ••..
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society and as members of groups with social systems and social
interaction.

FFom a general observation of organisational phenomena a theory of

administration can be postulated. When the administrator's experiences

have led him to believe that certain kinds of acts will result 1n

certain other events or acts, he is using a theory. A theory of

administration enables us to understand and to predict administrative

behaviour. Therefore, reliable prediction is rooted in sound theory

and herein lies the necessity for those who seek to be effective in

their role as professionals both to be acquainted w1th theory and to

be able to use it to advantage in their work.

From a general observation of the educational activity and its
_,-,.,..,....;\.,...:_"_,._7" ...."""_,.-+_<_~~-_~;;.,-~,.._~...... "'11 "Q '-....----~ ~~-,-~,:.~"""~,-- '~.~<- ~~~~,..,..

structural arrangem~nts a theory of parental involvement can be

postulated. It can be stated, for example, that an educational

of the people for whom it is intended. No educational system can

function effectively unless it operates by the consent of the

community whom it serves. A functioning system derives its sustenance,

amongst other things, from the contribution made by the parent and

other community members. These postulates can ~ssist those w~o are

engaged in educational administration to discover more facts and to

map out the territory within_which the educational administrators

can operate. It may enable administrators to make decisions and take

actions/. '" •
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actions with a good chance of being correct.

3.3 The Development, Nature and Purpose of Educational Administration

Van der Werf (1973 :93) defines Educational Administration as "the

science of verifying all the necessary functions to be performed by

an organisation and the art of making them work together for purposes

intended." How these are best brought together ,has been for some

years the focus of administrative theorists. That administration is

both a science and an art will be clear from the following discussion.

3.3.1 The Origin and Development of Theories of Administration

According to Owens (1970:37) the study of Cameralism is a

reasonable starting point in the search for a systematic

definition of administration. The Cameralist movement

flpurished in Germany and Austria in the l7DO's. The

Cameralist writers combined professional posts with pUblic

......".., .silr.r.X"ic.eill5.T~l:iIlIit~~''l~d.il*th~g~Olll

of knowledge and practice with respect to various activities

of governing bodies in a civil state, as well as the develop­

ment of special terminology for these functions. To the

Cameralists administration was the process of studying,

organising, inventing, developing, systematising, ordering

and relating the activities of the state (Campbell and

Gregg, 1957:86)
...~~­
.<."~~:

1nl ..••
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In the United States of America in the 19th century the

; ernatidriliidYUa:aMa4bO,b use.nob~.. 1l!t

government and the ideas it represented gave rise to the

growth of public administration. In that century the

emergence of public administration was first crystallised

by the publication in 1887 of Woodron Wilson's "Study of

Administration." In this article Wilson felt that the

improvement of administrative techniques depended on

scholarly study and learning in the specialised field of

administration itself. He argued that the search for

principles was essential in the development of administrative

science (Self, 1972).

At the close of the 19th century - the time of Woodrow

Wilson's contribution - Western Europe and American

businessmen were stepping up their efforts to increase

their profits from industry. The basic way to obtain

greater profit in that era of industry was generally to be

to lower the unit cost of producing goods. One way to

do this was to increase<mass production through innov~tions

such as the assembly line. The ear~y man~gement undertaken

dllring the middle and the latter half of the 19th century

and the early years of the 20th century, was concerned

with the study of work process with a view to increasing

efficiency of the individual operative and the work force

as a whole. .The term "scientific management" was used to

designate! •• : •••
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designate this approach and the name of frederick Taylor is most

commonly associated with the movement. The period 1910 - 1930 is

regarded as the era of scientific management.

Frederick Taylor worked primarily at the operative level to solve the

·_"I"g""·practical.productio","probl_~irafactoJ:iesll!i_the.U.s.A.The'~
,_. - . - - .. - ~.--" -'.-, "',-.-. ~ ...~

claims of his school and its followers were that,

(a) systematic examination and analysis of all processes, both

administrative and operative, would reveal inconsistencies,

errors and inefficiencies;

(b) once employees in the organisation had seen their inefficiencies

removed, or at least lessened they would and should recognise

an ioentity of interests in promoting the interest of the orga-

nisation, and

(c) the function,of management is to discover the best utilisatiom

of available resources, including personnel by the methods of

(a) above (Spiers, 1975:23).

Taylor's principles of scientific management were aimed primarily at

loWering the unit cost of factory prod~ction although he claimed

that these principles could be applied universally (Owens, 1970:5),

Taylor stressed that increased efficiency would be achieved in the

management of all kinds of organisation by means of extreme speciali-

sation and tight control of tasks including the managers'
tI"iX -,'~"""_~. __~t Ntt·. 'i;~@"'~!J_~JA\Jflfi-

as workers' tasks (Pugh 1976:10).

as well
,,",Ii~;~~~-'-'f

Whilst Taylor worked in the U.S.A. Fayol, a French industrialist

was working out some important ideas of his own. Fayol believed

•

that/ .
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that a trained administrative group was essential for improving

the operations of organisations which were becoming complex. Unlike

Taylor who tended to view men as extensions of factory machinery,

Fayol focused his attention on the manager rather than the worker.

Fayol advocated for the search of sound principles for the study and

--·""--·telJ'a'-c';h"11l'l·~"~."I!!J"f·;-·a"dmllJillln'·i!ls·tlll![IIla·t·i·o·n·;ll!iJ.¥H·e....d'lle'·~...n."e...~....a..cinllllrll~·i·s·tl!l-r..a·.t!li··~lIljnlll!;·asa>:·. :m;~iS~9.Ri··"

five elements, namel\l, planning, organising, commanding, co-ordinating

and controlling (Owens, 1970:6; Spiers, 1975:23-24).

Fayol made it clear that his purpose was to define administration as

an important profession in its own right, as something that can and

indeed must be taught, and as a subject of research (Baker, 1972:23).

Both Taylor and.Fayol were concerned with industrial production but

they tended to stress organisational proces~es and ignore individuals

as such. As for the apministration of education the "efficiency

movement" placed emphasis on the development of skills needed to run

the schools in a business-oriented society (Handy and Hussain,

1969:2).' . This qUasi-scientIfic management thrust in educational .,

administration held sway until the 1930's when society became dis-

enchanted with industrial practices as a result of the business

collapse in 1929.

In time, as the principles of scientific management were applied to

industry with care, a need to be more precise about the effect of

human factors on production. efficiency was felt. The time was ripe
::ea. _ -_ ..!oiM,.,t(i,,:anpttUla,aia66H!iti&Ztlft§Qhfi' tndifiduaifw8riMM'-and""f,~

manager's needs and aspirations within the organisation and the
,
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manager's need to provide structures and develop techniques that

attempt to satisfy them. Human relations movement, therefore,

constituted the second major approach to administration.

The' work of Mary Parker follet and EIton Mayo made a significant

contribution to the human relations movement. follet contended that

the fundamental problem of any enterprise, whether it be local govern-

----··','lIIInii;l;b••··IIl·iUiO~e~es..gan1§.~llaQwQliGtucatiJI.ni3_ !Ill

system "is the building and maintenance of dynamic yet harmonious

humiln relationship" (Campbell, 1971:107). It remained for Elton Mayo

and his colleagues to supply 'empirical data in support of such a view;

Mayo and his co-workers collected a large body of data that made it

clear that productivity is likely to be increased when emphasis is

placed upon such factors as worker participation, satisfaction, co­

operation, moral and cohesiveness of the group (Owens, 1970:4).

from the 1950's furtber attempts were made to develop a scientific

basis for administration. Chester Barnard, an American industrialist

appeared on the scene. He studied administration with a view to

relating it to behavioural sciences. Barnard spent time consulting

with clergyman, military men, government officials, university officials

leaders of businesses and other organisations. One of Barnard's

major contributions was the concept of efficiency and effectiveness.

Effectiveness is system-oriented and has to do with the achievement of

the organisation goals. Efficiency, on the other hand, is person­

oriented and has to do with the feelings of satisfaction a worker

derives from membership in· an organisation (Campbell, 1971:lll). This

conception/ •••••
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conception did much to put the work of Taylor and Fayol, who had

concentration on organisation achievement and Follet and Mayo, who

had tended to emphasise individual satisfaction, in appropriate

perspective.

The three periods in the development might be roughly established as

follows: scientific management, 1910-1930; human relations, 1930-

1950; and behavioural science, 1950 to the present. Owens (1970:14)

draws parallel between the principles of the Hegelian dialectic and

the development of administration in order to illustrate how the present

era .of administrative theory has been arrived at. The Hegelian thesis

emphasis was laid on technological advancement and output as cue for

efficiency. To achieve this, autocracy, bureaucratisation and division

of labour were recommended. With the passage of time the opposite

viewpoint (antithesis) came into vogue as Mayo's experiments led to

an accentuation ~f organisational humanisation and accommodated such

variables as participation, satisfaction, morale, cohesiveness, attitude

and democratic supervision. The present era in which administrative

the9ry i~ stressed isan~9ut9~~th.(synthesis)which incorporates

features of the work of Taylor and Mayo and many newer beha~ioural

insights not available in either men.

Educational administration was affected very little by the evolution

of administration as a field of study untH the middle of this century.

This was mainly due to the fact that the teaching of educational

administration was sequestered from the main stream of s~holarly thought

and/ •• •••••
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and research in which the evolution was occuring. The development

-~~~r:s~ienc~s;"",_.inc:t~d~g~1;·Qe...aj;.!!c1Y:r:C)rwduc:,aUonaLt.plann1n.!J£!ncl,t~~•• ;:.:
-.0-' ._ .. ., > _ • _ _ • 4

comparative education led to new insights which contributed to the

field of educational administration. Recent developments in this

field have affected both scientists and practitioners particularly

in the U.S.A. Those who teach administration are becoming more

conscious of the place of theory and careful research in the field.

According to Beauchamp (1981:48) the status of theory in administration

is incomplete but promising.

"Those who have toiled so arduously at

theOry building efforts in educational

_ .•~...__•__--__..a.dm;;;._i.n_i;;s.o:t;;,r;;.at,;;i.o;,;.....h.aye.mad~ ~ve£y.e~I.a!1~ s

substantial contributions to the development

of administrative theory as sub-theory of educational

theory" (Beauchamp, 1981: 47).

That the theory of administration is among the legitimate components

of the educational theory is verified by the study of Pedagogics

which in turn demonstrates the relevance of parental involvement in

education. The investigation will look at educational administration

by way of establishing how parental involvement may be regarded as

its administrative component.

3.3.2 The Nature of Educational Administration
ei"",-

Sir Herbert Andrew (AlIen, 1968:3) observes,

The! •••••
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"The administrator's first concern must be that

there is a pIece for every child and that it is a

reasonably suitable place."

An essential component of an adequate scheme of educating educational

administrators, therefore, is the achievement of a creative and

dynamic relationship between academic study and the. actual job of

organising a school. One way to view the process of educational

administration is to identify the basic functions which together make

up the process. Educational administration can be viewed as a dynamic

process of planning, organising, leading, co-ordin~ting and evaluating,

all directed towards given objectives.

Planning refers to the activity involved in foretelling the future

and preparing for it (Campbell. 1971:182). It is determining in
-",",''''-' ''-.'~: ~~("...c"nt ar;.:;~.tQ.1,~~~lJ; ..;..i.~.•ttt:; ~Ol'r.'• .·~i~w.. .o:~'~....~~~~~~.:.
-'-adiilince' the-oiljecn~es 'io' be 5chle~dtfie means By wfi!ch"'Hl~se

"' 1

are to be attained. In planning one works out a broad outline of the

.."",".- ..thllJgs...tM:t;~f1eed., to .be~.done aLl!!, the...Jll6thods,..Qt..doing them.to accompllsfLo".
·'d

the purpose set for the organisation. Planning is concerned primarily

with the question of how a goal is to be achieved or decision implemented,

the kinds of resources to be used and the time schedule to be followed.

Without adequate planning the' performance of the educational admini­

strator will be impaired and the implementation of individual, group. .
or programme goals and decisions will be hampered (Gorton, 1977:51).

In short, the administrator who engages in the planning function attempts

to answer the questions: who does what, with whom and over what

p~riod, in order to accomplish what purpose?

Organising/ •••••
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Organising is the establishment of relationships between the activi­

ties to be performed, the personnel to perform them and the physical

facilities that are needed (Robbins, 1976:17). When the admini­

strator performs the function of organising, he is typically concerned

with defining and arranging in some logical and systematic manner,

people's activities, - time and resources. 'Organising involves the""

definition and assignment of responsibility to the competent, intere­

sted and available personnel; the definition of the facilities

needed; the formation of authority grades for supervision, and the

establishment of communication relationships.

Co-ordinating is the process of fitting together the various groups and

operations in such a way that they are mutually supplementary and

complementary (Carton 1977:52). A need for co-ordin~ting exists

when two or more people, activities', resources or time either operate

in conjunction with one another or should operate as such. The need

for co-ordinating is particularly evident when the personnel with

"~!ft~E,~~:lp~,2!!l-Hs~"",,or!<.f~lYards~e.sam,~0.f'; similar o!:'jectives.'.-Ths-.
administrator may need to re~define roles and restructure tasks so

that they do not compete or overlap, but they complement one another.

A well-co-ordinated organisation is evidenced by such conditions as

an up-to-date programme of work and exact instructions about how the

various units and sub-units are to combine their efforts so that they

can work more easily and ~moothly.

Leading consists of guiding, supervision,motivation and communication.
,

Guidingl •• •••



Guiding refers to the activity of directing individuals in an

organisation. Supervision refers to the observation of work, the

workers and working conditions to ensure that the objectives are

achieved (Robbins, 1976:19). The leading function also includes the

responsibility of motivating personnel. This can be achieved by the

satisfaction of their physiological, security, social and self­

actualisation needs, through high, fringe benefits, promotion and

satisfactory working conditions. Effective'communication facilitates

initiation of work and keeps the subordinates informed as to how they

j!.re performing.

Evaluating can be defined as the process of examining as carefully,

thoroughly and objectively as possible an individual, group, process,

programme or product in order to ascertain strengths and weaknesses

(Corton, 1977:62). It is the act of revising,. regulating, controlling

and monitoring activities to determine whether the individuals and

the organisation are obtaining and utilising their resources effectively

and efficiently. so as to accomplish the objectives established i~ the

planning phase. Evaluating merges with planning, organising, co-

c';;;;:;":~~in~n~V~~&~~kQ'df';;~f6liet~~n~H"a~;;-J:~:tl~ttmed'tctr~mw:::
,

regulate and control performances, or to correct deviant performance;

to compensate for previous errors or to prevent deviations before they

occur (Robbins, 1976:~1~).

mine the extent to which goals are being met, whether any conflicts

or disharmonies are encounter!G and so on, in order to provide a

basis/ •••• •
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basis for needed revisions (Morphet, 1974: 180). If performance is

found to be unsatisfactory, one option is to alter the plans, to

re organise, to alter the relationships between the activities to be

performed, the personnel to perform them and the physical factors in

order to correct the deviation. Finally, correction or prevention

of a deviation can be achieved through an adjustment in the leading

function by increasing or decreasing the depth of supervision,

altering motivators or changing communication patterns.

These five functions differentiate administrators from non-admini-

strators. They are the methods which the administrator uses to achieve

specific tasks or objectives. By thorough understanding these functions

and by appropriately applying them, an administrator will be able to

accomplish administrative tasks more effectively.

One approach suggested by Robert Katz (Massie, 1964:7) is a method

of examining the job performance of the administrator ~n terms of

certain skills. Skill in the words of Mayo (Campbell and Gregg,

1957:4) differs from general knowledge in that it is manifested

at a particular point as a manipulative dexterity acquired by experience
~1M1IiI~'-:~

or'c·ompTexes~~!ther-or' () -."-- -

A study of educational administration can be translated into practice

- through the demonstration of a skill of this kind. The distinction

between these kinds of knowledge means that a person needs technical

dexterity in handling things and social dexterity in handling people.

Thr skill in this sense does not refer to skill in the sens~ .~at a

carpenter has skill in driving a nail or a builder in laying a brick., .

Rather! ••••
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Rather it refers to an understanding or judgement of the reasons

for doing or saying, or in the broadest sense the ability to use one's

knowledge effectively (Criffiths, 1956:8). In this approach three

skills are fundamental, namely, technical, human and conceptual

skills.

Technical skills relate to the proficiency in a specific kind of

activity particularly one involving correct procedures or techniques.

This is the kind of skill most commonly acquired by school administra-

tors during their period as teachers. It involves training in

...__s:l':~~~~ki~.r::!-.~t~:,rlg..!~9,()r~sI sch,pp~,. :lcc;().uL'.~i,n9_and sfu,!Her

skills which ensure a certain level of competence in the trained

administrator. Technical skills are those most easily taught and most

easily learned and in which the highest degree of proficiency is

achieved.

Human skills involve human relationships. It is the administrator's

ability to work-effectively as a group leader and group member to

build co-operative effort with the organisation he leads. Essentially

human skill is contrasted with technical skill: working with people

versus working with things or managing an office (Criffiths, 1956:10).

A principal who has developed a set of human skills knows himself, his

strengths and his weaknesses. He is skilful in understanding others'

words and behaviour because he accepts viewpoints and perceptions which

differ from his own. He has inner sensitivity which enables him to

consider new ideas and to, .w~~k to.~bring about orderly changes in'L -'u,

the school organisation.
•
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Human relations is the practice of the skill by which one learns to

relate himself to his social surrounding: the capacity of a person

to communicate his feelings and ideas to others to receive such

communication from others and to respond to their feelings and ideas

in such a fashion as to promote congenial participation in a common

task. Human s~ills are not easily attained.

Conceptual.skilJ.-=~li~Rvohe:«,oJlc;eptua,t..abll1tyto see,.the enterprise as

a wbole, to see how the various functions of an organisation depend

upon one another and how changes in anyone part affect all the others.

By recognising these relationships and perceiving the significant

elements in any situation the administration is able to act in a way

that advances the overall welfare of the organisation. Conceptual

skill depends on developing a creative sense of devising new and unique

ideas. As Hassie (l964~a) states,

It enables the executive to perceive the pertinent

factors to visualise the key problems and to discard

the irrelevant factors."

Most of the skills referred to above can be learned. Interest in

one's work, confidence in one's mental competence, desire to accept

responsibility, respect for the dignity of one's associates and desire

f~r creative contribution are some of the abilities that can be ,

acquired by proper education. On the other hand administration is

not a series of techniques that can best be transmitted from one

administrator to another, It is not merely assigning teachers to
__0 : t: i ~?::' "t:(:;ii !ilItt." ,ilUI.Jh_.'~'~'I';',.,;r?,"
.. '. • ,":":'c!assr~(),*,,'l~~~!1~cll()Q P. .' ,providin9"Sl,Ip~e.o!""maintaining"

records. Although these are the necessary activities qf ~ school organi-

sation , they are not the sine qua non of school administration.

3.3.3 The! •••••.
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3.3.3 The Purpose of Educational Administration

The central purpose of administration in any organisation is that

of directing and co-ordin~ting the efforts of people towards the

achievement of its goals. In education these goals have to do with

teaching and learning. Therefore, the administrator in an

educational organisation has as his central purpose the enhance-

ment of teaching and learning (Campbell, 1971:120). All the

ac:ivities of the administration - whether working with the public,

the school committee or the professional staff - ultimately

contributes to this end. Ruperti (1975:57) gives the following

as the purpose of administration:

"The main and, indeed, the all-inclusive task

of educational administration can be seen as the _

,· ••__~_~+intl::rpretat~Oo..il1ld,~ailed~specif1cation.of

enactments of. legislatures in order to supply
• ~ - '-,-,_. - " " c· •

educational practice with useful and necessary

guidelines."

The functions of administering an educational system are applied
_"~'.~_~~"~""."~"""'~'_.2- ,-.~..,.. .'~_·"i··,·" -"''<iJ~!'',~,''"T''\!'-..~ ,--., --~:

as a means to obtaining a better curriculum, a more adequate

teaching staff, adequate school finance, proper functional '

buildings, efficient organisational and management procedures

(Thembela, 1975:26).

Campbell (1971: 121) says that "to enhance teaching and learning"

,

......
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the administrator is required:

-'''-+~';<;''':.'''~'.,,*ijL'~*"I5;','.,.*-,.'':-~';''-~';- • ~. .o~:""""""'''"'"''''''''''''~ .... '*..,.......
(a) to discern and influence the development of goals and policies;

(b) to stimulate and direct the development of programmes designed

to achieve the goals and purposes;

(c) to establish and co-ordin~te an organisat~on concerned with

planning and implementing programmes, and

(d) to procure and manage resources, money and materials necessary

to support the organisation and its programmes.

In short educational administration defines general and specific

purposes and co-ordinates the activities_of the educational organi-

sation in seeking those purpose. Poor administration leads to dissipate(

effort wasted resources and poor results.

The foregoing discus~ion presents a case for giving educational admini­

stration a place in the sun. It is clear that the great demands upon

the school tend to make the educational enterprise, and in turn the

administration of this enterprise, a special kind of profession. It

is obviOus, too, that the performance of administrative tasks is the

concern not only of one administrate: or even-a team of administrators

alone. Other people are nearly always involved. These people may be,

citizens, school committee members, members of the teaching staff and

the parent clientele.

The development of administrative theories illustrates a dialectical

process which has issued in the humanisation and democratisation of

administration. On the other hand the nature of educational

administration/ •••••
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administration as a co-operative enterprise derives from the

The level of satisfaction, that

,.1!It!iiM!!.e!!l'ftI~!!I!l~.P~~!!!'l!lf!!!!9""1!!~".. . .... I ,?'it'I": on- $' l:trgely ~'F ~V
-. .-._.,.. - ~ ".-

determined by the extent to which they have been involved in

designing and directing that system. The study of Educational

Daministration, its definitions, nature, purposes and procedures

demonstrate amongst other things the relevance of participation

of the parent clientele. let us now take a look at parental

involvement•

•4 Parental Involvement in Educational Administration

3.4.1 Theory of ~arental Involvement

The concept of educational administration particularly of the
"-- ,,..F.,.....+e-,Oitf'"-,....-~~~.t""" ... fl .,.,.;, • • ,,; .... ~"'''' ._.c __~".- - ... -~#"'''''~ ~.....~"""~~.

role of the school principal advanced by Davis (Griffiths, 1956:4)

deals with three components: -the administrator's job, the man

he is and the social setting in which he functions.. Briefly defined,

the job includes the administrator's task and responsibilities

which vary in importance and emphasis from time to time and encompass

all that is relevant to aa~:inistration of today's school. The

man brings to the job certain capacities of body, mind, emotion

and spirit. He has beliefs, values, expectations, behaviour patterns,

energy reserves and skills. The social setting encompasses the

pressures and compulsions of society which not only establish and set

limits for the job but influence the thinking of the man and set the

values by which to.adjust himself and is judged (Griffiths, 1956:4).
,

The society actively tries to influence the school organisation by

administrative! •••••
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administrative intervention and through public opinion pressure

at national or community level. The school-parent relationship,

therefore, represents a point of continuing concern for the Black school

principal largely because of the growing parents' interest in

education.

I _ L. -=}J::' 'I". r -".- ~~'-:Pilf_-.--~
·~----,,,~·;.~-~iltW1o~+t"_..,........,¥-,-,~-,,,,~,,~,,,,-,-~olF-"'·,·~..'.;ri\-"""-'~'>Tn"'t'"-_· - .,v~-,·~----,,-<-

It is not unusual for both the teacher and parent to underestimate the

contributions that the home has made in educating the child before he

goes to school. Yet by the time the child goes to school he has the

ability to play, to observe the rules of safety, to use toilet

facilities, to move about and wash himself. He has developed aspects

of mental, ethical and aesthetic living. He has the concept of

wrong or right, religious practices and story-telling. The parents,

primarily, the mothers, have a predisposition for protecting and

looking after the child and this not only promotes formative education

but carries it along. Every child becomes a member of a family on the

strength of the bond of love that exists between the parents. The

child is thus a member of the family and on the strength of their

parenthood which is an occupation or function' which they cannot

abandon, parents have an important say in the education of their

children.

There is,therefore, ample justification for parental involve~ent in

educational practice.-' The facf"that the child is born completely

helpless, that the mother is prepared to sacrifice herself for'the

Child and that she displays a deep affection and unsolicited approach

to, ar,~ love for, the child, indicates from the start that the

,
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rearing of the child has been and is the primary task of the

parent. It is the family situation that forms the primary pedagogic

situation and the mother who, apart from the obligations demanded by

the codes and laws of a particular society or culture, accepts the

responsibility for the safety, protection, care and formative

education of her child (Hattingh, 1978:6).

i:r'

The parents can be held responsible for a considerable share of

s~holastic progress of the childc~d for at least a similar percentage

of the moulding of his personality and character. It is,therefore~

essential to ensure the full co-operation of the parent in education

of the child. Muller (1968:43) is emphatic on this point when he

says:

"The only way for any school to aspire towards performing

its intentional and formative tasks efficiently is to

enlist the services of all the ~arents of all the children for

. whose edi'cational needs the school caters."

Harris (1975) is of the opinion that the two critical dimensions

for viewing the educational operation at its central core are pupils

and instruction. Therefore, instruction-relatedness and pupil.

relatedness can be regarded as major dimensions for analysing the

operation of the school. Endeavours that are characterised as

directly instruction-related and also directly pupil-related include

classroom presentation, education, counselling and assisting children

in selecting a library book. On the other hand there are important

•
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keeping school account books, payment of funds

and caring for school vehicles. Still other endeavours are directly
>-""'---. ~. ~",,'-

instruction-related but riot directly pupil-related. Such endeavours

include observing in-a classroom, curriculum designing, selecting new

instructional materials and conducting an in-service training (Harris,

1975:5) •

The administration area of the school is unique. It is characterised

by endeavours that are higly instruction-related and highly pupil-

-"_"' !J1~1Ici:lat~~gSl!g;-SES!'mm'tta,?nI!5n.aPi;ealJ1¥fl!l-,t,(tij.::f{j:,' "

endeavours that are characteristic of a school principal. Administratic

endeavours give unity to the entire operation by being somewhat related

to all functional areas. In this connection it can be stated parental

involvement can be directly pupil-related, or instruction-related or

both. In the first'place, as Wilkins (1976:240) says parents are not

only mothers and fathers but a very large group of unpaid teachers.

Secondly the school can benefit a great deal from the interest and

goodwill of the parents; their willingness to support the principal

and the staff in the work they are doing in the school, their

encouragement interest and participation in discussions, and attendance

of planned activities of the school.

, F.,," t • r ... $ 1'V i.'
Most people are pleased when a

It" 'F_".~"''''·'''''''''''''";,1"_

school is opened in their area

because they believe that schools bring progress and prosperity to

the people. There are some feckless parents, and there are some who

are over-anxious about their children, but the majorit) do care a great

deal about the education of their children. They ~re pot the outsiders

to/ •••••



to the process of education; they are part of it. The educational

role assigned to the parent of today is that of co-planner of the

educational welfare of the child and of_the proper atmosphere for the

development of the whole child. This is parental involvement which is

central to this work, namely, involvement as an administrative component

of educational administration, which is important for education. The

school depends for its strength and vigour on "the support of the local

community, and in turn, the interest and support of the community members
..

depend upon their understanding of school affairs. We now want to

identify instances of parental involvement which may be regarded as

ed11cational)y sound.

In chapter 2 it was pointed out that there are three levels of educational

administration, namely, the macro-or central level, the meso-or inter-

mediate or regional level, and the micro-or local level. Parental

involvement in the administration of a given system of education may

also occur at all three levels. The school is the basic unit of an

educational system. It is here that parents come closest to the concrete

realities of education, its benefits, successes or failures, its relevance

or inadequacies. Secondly, involvement of parents at any level Qf

educational administration is, in the last analysis geared towards

securing a reasonably suitable place for learning for their children.

In this part of the chapter, therefore, reference will be made to the

instances of parental involvem;;:nt at the school level.

From the school's point parent participation in education falls into

two! ••••
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two broad categories, namely, working with parents as a group and

interacting with parents on an individual basis. An extremely

"important question is one"WtIichP'l'rtainsto theactlviitlon oft~

parent to fulfil his responsibility in respect of the education of the

child. Parental involvement iD school education may be effected

through the following:

3.4.2.1 Conferences

It is normal ,for the school to arrange for conferences wi th

parents of the school. In many instances the parents attend

the meetings with an'open mind, ready to learn from and be led

by the teachers. Jt is important, therefore, that the school

principal and teachers meet the parents to explain what the

school is trying to do, and what it sees as useful contributions

which parents could make 'and to hear from individual parents
··~I

what they might be able to offer by way of special skills and

',H '"",,' time to help directcand~school affairs. Activities which parent,

may be engaged in are parent-teacher workshops and special

educational seminars which foster communication and under-

standing betwen parents and the school. Discussion at these

conferences can cover a wide range of subjects such as

curricular offerings, extra-curricular activities, d!scipline,

requirements for effective study, school requisites, school

policy and so on.

There are certain school tasks which only the teacher can

.~ . perform; there.. are otheJ:"s of a non-teaching nature which

a parent/ •••••
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~ parent can be asked to do. Conferences may provide the

opportunity for the enlistment of services of parents for the

benefit of the pupil population of the school. The parent

population might have some parent sportsmen, experienced

leaders or organisers of you~h movements. Parents may help wi1

referring of sports or games, beautifying the school

premises, arranging local functions or support with school

fund and other requirements.

School Visits by Parents

Another way of involving parents is to invite them to visit

the school on certain days to meet the teachers and to have

a look at what is being done at the school. This provides the

opportunity for the parent to come into the classroom and

watch the children at work without engaging the teacher in the

c' ., ~;",. discussion espec:!a+ly~ut his.. own ,cnUd......lt can be.l)elpful
-,I . __ 4 d __ .,-->,-" ;aaLh:' .<-,1~~.~_~ .'.;"'" <

·····:,~~~.i.....~lt*: have<;t~ACl1oolO.welo1l"sign-Ported ;:andt"if'O-the S~h~ri~S'largE

for a cyclostyled handout ~o be provided - with a school

plan, names of teachers and their classrooms and any particulal

activity planned for the day. If tea can be made available thE

occasion can be a pleasant social one. A special w7ek may be

set aside as the parents' week during which all children are

encouraged to urge their parents to visit. This method will

distribute the attendance of adults over several days, thus

bringing fewer visitors into the school ?t ono one time and

causing! ••••
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causing less disruption of the school routine. In addition

the school may set aside a particularrday of the week or month

when parents are invited to join children in the morning

assembly.

Attendance at all these events are likely to be appreciated by

~ ,_ ..,.c:~~z.:~n_.e!l!Lstaff.3!nd f1"om~em parents will learn about particular.

aspects of school life even If they wIll-simply be. playing a
.,. c,'~·~~ ",~.. .. .->=", ""-""";

passive role. The goodwill and interest shown by the parents can

be greater if the basis of co-operation is broadened and the

mothers and fathers enabled to make a direct contribution to

the life of the school. For example, arrangements may be made

for teachers not engaged in classroom activities to have discussion

and consultation with individual parents on the education of

the children. , "

It is important that the parent should be able to see the

principal when there is any matter concerning him or his child's

education or his child's behaviour and attitude at home. The

...~,.., .....,.,....: ....~c:h(jbi:~j'OUla~nee<r1:O';;Info=a .about"'ctis;sg'H~nges;f;l'i .,'#'

have occurred in the family which might temporarily or for a long

*ilr t!W~41t!ss:t ...the. chlldi..,b.ef~ent,w.tatM~employm~Jipo",'

separation, a re~marri2ge, a serious illness, incapacitation, an

operation or any other form of stressful situation. The school

can do well by taking account of these in its dealing with the

child.

Other I .
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Other particular occasions when parents need to visit the school

will be when the child first comes to school or transfers there

from another one. This is a valuabel opportunity for the principal

to talk about the school and what it is trying to do for every
'.-t,· ...--,,< .... -'~•.,- -. - I·••·;H--·-t·-~· ,-¥t....~, -...~.. ,- ~-- ... t<- . ;;.y

child~ It is' equally' an excellent opportunity for the parent to

speak about his child and to ask questions about· the school generally.

The principal may also request that the parent come to see him

when the latter is concerned about the child in any way - underachieve-

ment, deterioration of beha¥iour, erratic performance in school

work, general lack of interest, apparent over-tiredness, too

., '. frequent .and .sanetiems. unexplained-absences, concern about activities

on the way to or from school, and so on (Waters, 1979:163). Lastly,

parents could be made honoured guests at all important extra-curricular

events at the school. They may be personally invited to every

athletic competition'or match, every concert or dramatic performance

organised by the school, whether or not their own children are

taking an active part.

Home Visits by the Teachers •

Because a thorough understanding of the whole child is essential

for effective education, home visits by teachers seem imperative.

It is very difficult for parents who have not been in touch

""~.-
with educational. prOCedures.,Fo 1Ppreclate':lwh~t~ the, )loer, can.".it;:I:".·ili;·•.•••·...

~t Pi, 1ST?,.n UZ:rSS'l .IIk .1' .. . N a•• ' _,·_1 - - '.,
contribute to the school programme. On the other hand, in most

cases parents are willing to receive their child's teacher at home

•

and/~ •• ••••
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and much good can come from such a visit. Ways, therefore, have

to be found in which parents and teachers can make and keep

contact at the pupil's home for the benefit of education for the

child. From the point of view of school publicity teachers may

utilise home visits and interviews with parents to explain the

work of the school, what it is attempting to do and how parents

may co-operate in achieving its aims.

Admittedly a teacher can hardly be expected to call at the homes

-of all the parents for wbose children he is solely or jointly

responsible at school. In this connection Muller (1968:48) states

that home visiting should be reserved only for cases where every

other approach has failed and where personal contact with parents

at home has become absolutely essential in the interest of the

child. Consideration can also be given to the establishment of a

post of a visiting teacher at the school who through personal

visits can take care of the close contact with parents for better

understanding between the home and the school and also for better

and closer co-operation.

some training in personal

The incumbent

relations.

to such a post will require

3.4.2.4 The Parent-teacher Association

/Close and satisfactory co-operation between the parent and the

,._,~.~_._...s.c=>.r~~!"~~~ll~e ,b;f~il.!'~_ fll~PU}_~~ans p!..~~J""pa.F~~;'teact:ll.I:~,_ .."

association to which parents of school going children can be

invited to subscribe. The parent-teacher association has in one

form/ ••••••
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form or another become almost universal in the western countries.

It is regarded as a means of channelling parent pressure as well

as parents· involvement in education in organisationally accepted

" ways (Banks, 1968:120). There is definitely a wonderful opportunity

'of getting parents as a body interested in and keen on contributing

to any worthwhile project which the school may wish to undertake.

The parent~teacher association ought to come about spontaneously

but it should enjoy the support of the state or other education

agencies. The association can constitute an excellent opportunity

for parer participation provided it is properly structured, when
'<

its purposes and duties are wisely and clearly established, and if

the principal and staff are able to give and maintain leadership.

Each community may establish its own priorities based on its local

situation and needs. It will have to decide whether it wants this

sort"of parent participation i~ education, and if so, what it;'
goals will be and what its design should be. For their own self-

development school parent ,groups need to retain their own leader-

ship while at the same time enjoying the leadership of principals

and staff which should be reflected in more 'of an active, advisory,

consultative and facilitating role (Sills, 1978:46).

According to AlIen (1965:40) an active parent-teacher association

is not necessarily an index of either extensive or of healthy

relationships between the school and the home. On this account
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t;h9:sschoo!.need~a,battef*ofSlS'er'l!le!ho.c:tsJlllQ~~ct4tgMVJ~'•

keeping communication with parents. Beattie (1978) holds the view

that formalised parent participation in Europe seems to have been

·occasioned by political considerations and to have been substantially

middle class in character. Citing instances from European experience,

Beattie concludes,

"The answer is of course that decisions about

parental involvement are not determined in the first

place by egalitarian ideologies byt by short-term

political pressures" (1978:46).

This may be true in the case where formalised parent participation

has emerged as part of a reform movement arising from disenchant­

ment with existing political institutions rather than an innovation

dictated by educational considerations. As for the Black community

the integration of parents into the process of defining educational

goals, designing programmes for their achievemnt, participation in

the life of the school, as w~~~ as guidance to them about their

meaningful ,role as pare'lts is,dt the core of parental involxement

as an administrative component.

A knowledgeable and skilled school principal will be the one who can

accept and contribute to the legitimacy of organised parent-teacher

activity, one who can help direct the interest of organised parents

for influence and educational change, and one who can inspire

school parents to work with rather than work against professional

educatorsl •• :.
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ee e·-'educators~~~ Waters- (1979:'130) silj!ports the-view~wherttie says,
~ t· .. ;- - -.~ < ..

"However· good hiS'"othef"liianagement techniliues
h

are in improving the overall performance of the

school if the head is lacking in the skills of

relating to people, all his work will be of an.

uphill nature, and not reach a satisfactory

level."

The parent-teacher association can serve as a broad base from

which can be drawn informed leadership for statutory educational

control bodies. The experience acquired through membership in the

association can cause the able parents to be selected on the

committees and councils to the advan!age of the schools and the

pupils.

3.4.2.5 Keeping Pa~ents informed

If parents are to carry out efficiently their part of the educational

task they need to be kept informed not only about the progress of

their own children but also about the various aspects of the school

work. A carefully planned and co-ordinated information need to.~e
~ "-,,,,,,,:",-~=,<~_.';',__..';':'-·":"''''-o.~-''.--'' ·~C·"'~'<·"'·"""·"'""·"""'·'::-_'.,,·~ __ "_- •...-...". _0-.-

furnished to the parents concerning the progress, problems and

prospects of the school.

A school may find it worthwhile to compile a pamphlet which is

brought up-to-date every year containing facts with regard to the

,

school/ •••••



school educational policy, local organisation, the coming and

going of teachers, intra-and extra-curricular programmes and

...,.. .... , ..-achievemen1l"'alidethtP'Waf...r~~arenaeca~gllrthetf"'''. u.·

goodwill and co-operation~aid the school in realising its object!ves.

Since the school fund or development fund is payable by· every
.-,'IIp$ - jli:~!Z1. f _ _ _ ", ."'""'" :"'-_"!'~~_-RI~"_ WO',d:; .• ,~,-

Black·school~goingpupil a·copy of this booklet may be supplied free

of charge to every home represented in the school. In this way the

school may keep parents posted with valuable information about what

is going on at their school.

If it is feasible the principal may supply each home with a copy of

an annual report on the school's achievements, problems and aspira­

tions. If the parent community has a clear understanding and

appreciation of what the school is doing as well as the concern of

professional educators about the parents' wishes, there can be no

problem about the school maintaing its real functions and securing

parents' co-operation. If the principal succeeds in introducing a

~ , warm-and.personal-note-ih~iS'Uocumene~and~~gettnig awa9 I

from dry officialdom and formalism it can work wonders by way of

keeping parents alerted to the needs, the ideals and the progress

of the school that caters for the education of their children

(Muller, 1968:48).

An alternative source of. information on the part of the school

is to bring abo~t an annual school magazine of which it tries to

sell at least one copy to every home which has ties with the

I

school/ •••••
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school. A carefully edited school magazine can give parents

a bird's eye view of what is being done at the local school

and can serve as a'medium of keeping them informed of all the

issues which the staff deems important enought to bring to the

attention of the parents.

1.4.3 Factors that influence parental involvement

., ~·.-v>P.·-'·- ~cOo-f-- -~ "._ "-~

On the face of it the idea of parental involvement in school education

IOQks very simple and practicable. However, there are some practical

problems that may stand in the way of the implementation of this idea.

The following are some of the important factors which may influence

parental involvement in education:

3.4.3.1 Socio-economic Status of Parents

Sills (1978:46) argues that professional educators tend to
-

talk to parents rather than with them. Some parents may thus

be concerned about their own educational inadequacies. They

may come to feel that educators will not· listen to them and

that they as parents are not capable of understanding the

complexities of the school educational pr~grammes. This is

especially true of many Black illiterate and semi-literate

parents who may come to such meetings reluctantly, fearing

that their views will be regarded as naive, unimforme' or

. unimportant. The schoolc~help resolve-this dilemma by.assuring

parents that school-parent meetings will serve in part as open
•

forum/ •••••



forum at which their concerns and viewpoints are encouraged

and listened to.

Many parents may not come to school because of special

circumstances. These might include being the family bread-

winner, having a large number of children, lacking in transporta-

tion, lack of confidence in the ability to contribute or fear

of rejection by the principal or teacher.

3.4.3.2 The Parent-teacher relations or attitudes

Behr (l977:~ states'that in most school systems the relation-

ship between teachers and parents is not close enough. Many

parents particularly in the lower income group, especially if

they have experienced failure, view shools as hostile and forbid-.
ding institutions. In some cases parents who come from high

income group may have a low opinion of teachers whose earning

and social status may be considered lower than the parents'

in question. Under such circumstances co-operation will be

difficult.

Because in most cases schools are part of a large institutional

bureaucracy which may be resistant to intrusion from outside,

including parental'intruston, many parents may feel powerless

or reluctant to press for desired change and, consequently

may be apathetic about becoming actively involved in local

school affairs. This apathy may even be more damaging to '

education! ••••••
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education when parents and parent groups refrain from attending

to problems or needs which are immediate and which have a high

probability of being resolved with organised parental concern.

Examples of such resolvable problems might be having a traffic

sign installed near the school building to avoid or combat

pedestiran accidents; curbing acts of school vandalism, truancy

and loitering in the streets and shopping centres during and

after school; dealing with the abuse of alcoholic beverages,

or assisting the principal design a programme of parent volunteers

to assist in academic and extra-curricular school programmes.

As Sills (1978:47) remarks,·

in-resolving obvious and im-

."As parent groups are able to achieve some
-~.-- _ _._ _ ..1 _ 1 '__ .....

degree·:of success

mediate local school problems, they are provided

with incentives to remain personally involved in

the solVing of more· serious long-range school

issues."

To adequately carry out the suggested role relative to promoting

constructive parent involvement, it is essential that the

principal understand and accept the right of parents to

prganise themselves into a collective force for implementing

change, and that the school principal has some knowledge of

what parent organisational strategies should be supported

and in fact allowed to develop within the context of the school

programme. Parents are likely to be willing and effective

•

supporters/ ••••••
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supporters of the school in 'which the principal helps to provide

encouragement and professional direction to their quest for

meaningful participation.

Political Climate of the Country

As noted earlier on the position a parent occupies in society

may influence his involvement in school affairs. Kinloch (1972)

says that there are tow main criteira according to which a

person is assigned a position in society, namely, heredity e.g.

sex, race and age,and acquired characteristics e.g. educational

qualification. In South Africa Kinlock (1972:48) says race is·

the determining factor:

"As the ,institutions f open to each group remain

restrictea on a constant basis the stratification
."c",.;·<<.»'l'lili»ilg;;H ;.;,nUll ::1 ~.• r;ee. 121' .. ~. ,~.(, ~~""!""."""•.".-!!.'.,

system remains a crystallised stable structure •••

the privileged classes consolidate their advantages

to improve their position even further while the fate

of .the lower classes continue to be one of deprivation."

Involvement in education may be determined by this social

stratification. For example a Black school which Is headed by

a white will either be a partially closed private instituipn or

a state or territorial institution in which the Black parent's

say is very limited.

When asked Why Black educationists had not beed admitter. tc

the/ •••••
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~e higher echelons of the department's head office, Or

Abraham. Fourie, Director-General Designante of the Depatment

of Education and Training replied by saing that the employment

of Black personnel is governed' by various Acts (Raine, 1982:29).

Under the Public Service Act the most senior post. held by a

Black civil servant in the Department of Education and Training

is that of inspector of education. In terms of the Education

,~.and Training Act.(lf~1979,...the most senior post, held by a Black

staff member is rector of a teacher training college. Political

dissatisfaction with central control of education and all

legislation that goes with it, is bound to influence parental

involvement at local level. The words of R.L. Petenl (Raine

1982:29) portray the Black man's attitude towards education:

"If the majority of officials holding top

posts in the.DEl including those in the head

office were Black, then there would be some
:tt',

validity to claims by the government that
r: h.-

Blacks have the right of self-determination as

far as education_is concerned."

The Departmental Circular no. 3 of March 1981 from the
,. ..... ~, ,~.<. - .. J' .~ .>.+-......"....... - -..;.-.~

Department of Education and Training made it clear that the

choice of one of the official languages as the medium of

instruction for the state-aided primary schools was the

responsibility of the owners who in most cases are Afrikaans-

speaking. The circular declared,

"It is essential that all owners of state-aided

schools! ••••••
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schools will come to a decision as soon as

possible in regard to the medium of

instruction."

Although the circular referred to Article 3(b) of Education

and Training Act No. 90 of 1979 which says,

"... wishes of the parents shall b~ taken

into consideration in the application of this

principle after standard 2,"

no specific instruction was included to ensure that the parents

were indeed consulted on the matter or that they had a part to

served to legitimise the decisions of owners of state-aided

schools whilst reference to the wishes of the parents

depoliticised the language issue as an educational question.

D.C. Badenhorst (Mercury Report, 1981), speaking at the Natal

Youth Congress of the South Af,ican Bureau for Racial Affairs,

said that the Government had made a big mistake in the past by

not asking the Black man what type of' educational system he

would like, and had forced Bantu Education on him. All such

obser~ation5'point""t!O'the 'freed for a realistic appraisal 01'

the Black educational system with a view,to permitting parent

and other groups to work out an informed and sober strategy

for the parental contribution to the educational process.

5 CONCLUSION

•
Tn the foregoing discussion "theory" has been referred to as a reflection

on/ .•..
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on the practice. Therefore, a theory of educationa administration is a

reflection on the practice of educational administration. It implies

the obligation of the theorist not only to discover principles of

administration but to organise this knowledge in such a way that the

practice of administration may find direction. What the study of

educational administration provides for the administrator is not facts

but an understanding of the kinds of facts that are relevant to his

task.

In addition, a theory of parental involvement can be postulated to

guide educational administrators, direct research and if possible, to

develop other theories. The school administrators through co-operation

with parents and through the command of knowledge can build and fortify

the parents' educational task. Parents who ~hare common aspirations

about the education of their children may have mutual concerns about the

problems of school education and may have a strong desire to become

more directly involved in improving the quality of educational programmes.

Close co-operatior. of the school and the community will lead to a better

understanding of the problems of education on the part of lay citizens

and greater appreciation of local needs on the part of professional

educators and educational administrators.

.
In the.following,chapter we shall consider the historical. development ~

. of Black education with special reference to parental involvement.

Page 99/ .....
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/f.. SOME ASPECTS OF PARENTAl INVOLVEMENT IN HISTORICAL PERsPECTIVE

/f..l Introduction

The purpose of this chapter is to determine the extent to which the

Black parents involved themselves in traditional education, and to

determine the extent to which formal, western-oriented education

under the missionaries, the colonial and republican governments,

provincial administration and the Union government made accommodation

fpr this involvement. The ch?pter will, therefore, deal with

traditional education undertaken by the home and formal school

education which was first introduced by the missionaries and was

finally, with brief exceptions, taken control of by the Union

government.

Stub (1978:20) rightly states that the setting for education extends

beyon~ the interpersonal context of:the classroom to the most

institutional one. The Black traditional education was characterised

by a number of interelated stru~tural features at the centre of which

was the family. Although education today is largely a public venture,

in the final analysis there can be no better education conceived.of

than that which the citizens require to have in order to meet their

needs. Parent-school relationship, therefore, represents a

-"'''---of'6eglnnlng for the educational'pl~n~~~'a';d"":c;r~r~t;at;r:·~''''"''''iiot.....~,

Nxumalo (1978:37) has the following to say in this connection:

"EdLJcation has a queer characteristic of

succeeding only if acceptable to the people for

whom it is intended.
, .

It does not matter how

justifiable!•••••
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justifiable the academic principles are, as

long as the implementers of the system are

suspect or untrusted by the people the educational

purposes are far from being realised."
~~ ."",-.....~__ , __ "'"1 '-t. __ ~~.....,,,,·~L· ,_~~r.,.j',~l!'J"'!',1~·-;-1'V"-

4.2

It is against this background that the phases of development

of Black education and in particular parental involvement, will

be viewed •

.The Role of the Black Parent in Traditional Education

In looking at the role of the Black parent in education the

writer will use the past tense. But some of the things that will

be said about the BlackS in this chapter are as true of the

Blacks of today as those of yester years.

The government of the Black people was essentially patriarchal

comparable to the ancient 'state of the Europeans (Molema:l920:113).

The elementary group was the family connected by common allegiance

to the male descendant. The aggregate of families formed the

house or clan. The aggregation of clans made the tribe and the

aggregation of tribes made the commonwealth. It is true, ho~ever,

as Vllakazi (19112:3) says that the African people did not dub

themselves "tribes" but that they referred to themselves as

"peoele" or "nations." . Th,ts_Blackconcept.,of.,.natlonhoodcould.be_·

considered! •••••
•
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considered narrow today as the elements of nationhood, namely,

territorial attachment, common language and common government

may imply either common descent or historic consciousness.

Holema (1920:114) points out that the Blacks in South Africa

never dreamt of a highly centralised form of government. Each

village was more or less an entity, independent of other Villages

soclany,.econbmical~dA'tg'~~·rn~~if'i;;!'=if~~:a::POlitis~i~:·{

One of the.outstandlng."features of Black life which also determined

in a large measure t~~ behaviour of the individual, was the

emphasis placed on the family unit. The behaviour of each

individual in relation to the rest of the unit was governed by

elaborate'rules (Celfand, 1965:9). Each member of the Black family

had his own well-defined duties which were laid down by the

tradition, and.were virtually impossible to change so long as the

Black lived in that atmosphere. Bryant (1967:177) emphasises

that in the Zulu social system, every kraal was self-contained

and Self-supporting, and by a tradition that bore the force, was

more or less equally apportIoned between its male and female

inmates.

The Black family was, as a rule, composed of many families.

Sons and daughters, whatever their age, remained subject to their

parents. If they married and had children their families did not

become separated and, independent but formed part of the original

family! .....
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family (Molema, 1920: 114-115). In st.ort, parents, their children

their grandchildren and their great-grandchildren, all formed one

joint family. They all lived together in one part of the village

their houses being continous anu interrupted by houses of other

families, and disposed in simple geometric figures - circles,

semi-circles and quadrilaterals (Molema 1920:115). In this

village there was a brotherhoood and a noticeable degree of social

and economic equality. Shimkin (1978;v) in referring to the

extended family structure among the Black Americans describes it

·as,

"a multi-household descent group which is the

co-operation child care, social regulation, and

other functions in many Black communities."

The strength of the family was fortified by intimate bonds existing

between the living people and the spirits of their departed

relatives to whom they looked for protection, support and guidance.

The older the person became, as his span of life drew to an end,

the greater the respect and consideration he received. The effect

of this outlook had a special bearing on social relationships,

for instead of becoming a burden to the younger members of the

family, each .ageing man or woman felt secure in the knowledge

that he or she was respected and revered by the young (Gelfard,

1965:10) •

The Black people did not have different, well-defined socialising

agencies! •••••
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agencies pursuing set aims. In Europeancsociety the home, school,

church and peer group may all have different Ideas about what

constItutes suitable behaviour. In the Black society all IndIviduals

.and groups concerned with socialisation worked together within a

homogeneous framework to prepare the ideal member of the community

(Hammond-Tooke, 1974:211).

According to Mot~ouni (1968:15), traditional education in Black

Africa has been characterised by the following:

(a) The great importance which is attached to it and its

collective and socIal nature;

(b) Its Intimate tIe wIth social life, both in a materIal and

spiritual sense;

(c) Its multivalent character both in terms of its goals and

the means '.employed, and

(d) Its gradual and progressive achievement in conformity

with successive stages of physical, emotional and

mental development of the child.

In Black society the birth of a child was hailed with great joy

as an event of Importance to the whole village. Care of the

infant was in the mother's hands during infancy. She fed him for

a long time, cared for him, calmed him, put him to sleep beside her,

singing/ •••••
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singing soft lullabies and carried him everywhere on her back.

After weaning, the child became one of the group of many toddlers

to be seen about every Black village. Toddlers were looked after

by their mothers and elder sisters who took great pride in teaching

~hem the correct ways of greeting their elders, of receiving

gifts, of dancing to the clapping hands, and countles~ other things.

When naughty the toddlers were frightened by mOnsters who, in

Black folklore, carried off disobedient children (Krige, 1956:96).

The cultivation of good manners was greatly encouraged among the

Blacks, and every mother was careful to bring up her children

in accordance with the accepted laws of good breeding and politeness.

No child was permitted to be rude to his father or mother. He was

strictly disciplined and severely punished by bis mother if he

showed lack of consideration to his parents or failed to carry out
_':.:~~';';i '0 __ ,'~_~... _;;;';;;- 0:";';;;;:-:;~:S:;:;::';~:~--t-~--::;.. _-d. "r:'-'.---;:;:;r-·~;:~·-' n"'~~~~,:-S;i_

their instructions. According to usage everybody employed the words

"father" and "mother" in talking to elderly people.

-'.i' - ,U4 a, .. * • : ;;11 -' ,
&J- .".~

By'the time he was 7 or,S the child knew that certain members of

the family had a special place in it and they had to be accorded

the respect due to them. The younger obeyed the older and the

older helped and protected the younger. The child was not handed

over to the specially trained few, but rather his models for •

behaviour were all around him. From his immediate family as well

as the whole community interested in his progress, he learned by

emulating their behaviour. By percept and example the child was

led into innumerable ways of proper behaviour. Emphasis was

placed on/ •••••
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placed on pleasant character consideration towards others honesty,

kindness, generosity, sociality and readiness to work in the family.

To these attributes were super-added the manlier virtues of love

of freedom, self-reliance, trustworthiness and self-defence

(Bryant 1967:187). Gelfand (1965:122) stresses that the Africans

looked for virtue and, therefore, beauty in a deeper metaphysical

sense than the European. All people were essentially beautiful and

what mattered was their character.

The child was taught how he should take pride in the personal

appearance in cleanliness and neatness, to wash hands before taking

a meal and to rinse his teeth after each meal. When a person was

given food or anything whatsoever, good manners required that he should

receive it with both hands regardless of its size. To use one hand

was extremely Dad form of Dehaviour and was indicative of low birth

or discontented nature. Greed~ne~s was another quality much disliked.

Any child who was inconsiderate or greedy was given a beating by

his mother. But when a Black accepted fQod after he had had his

meal it was not a sign of greed but ~f appreciation (Gelfand, 1965:120).

from that of the European. European education was conceived largely

as the handing down to the next generation of a system of knowledg~ for

.overcoming the difficulties and solving the problems of adult life.

It is true that traditional education involved some intellectual

training which touched upon a limited areas: history, geography,

knowledge of plants and their attributes, development of reasoning Hnd

the acquisiton of elements of abstract thought in admittedly limited

way/ ••••••
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way such as riddles and proverbs and discussion of various problems

(Moumouni, 1968:23-24). In Black society success and welfare were

not bound up with knowledge but with morality as well. Therefore,

what man knew was less important than what he did, how he lived

and how he behaved (Schapera, 1956:98).

At the age when the children of western nations began to attend

school the Black children began to attend their "school" by helping

p~rents in order to learn things required of them in later life.

Girls of six or seven of age were inducted into the mysteries of

household work and somestlc duties such as the fetching of water

the tidying of the house, the "stamping" of corn and the preparation

of food. The boy helped father by looking after domestic animals;

watched and helped the father make or repair domestic appliances,

ornaments, assegais and Other equipment. Cross-cultural data

presented by history of African traditional education shows that

African societies excluded direct.influence of father on their

sons in early infancy, but compe~sated in pre-adolescent years,

when the boy teamed up and worked with the father until the breadth

of experience bestowed manhood upon him (Moumouni, 1968; Molerna,

1920). The father taught his young how to become a man, just as

the mother taught her daughter everything relating to the role'of

the woman and mother.

As soon as the child was old enough to leave his family and run

errands/ •••••
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errands it was considered very natural for him to be sent away by

any adult, to be scolded, corrected, advised, consoled and rewarded

by h!~ er her. Through his daily activities the child in his

.successive stages was gradUally made aware and came to understand

the material and spiritual fundamentals of social life, values,

CUstoms, traditions and world-view. The Blacks also tended to

conceive of the individual in a series of stages clearly marked off

from one another not only in terms of physical, social and emotional

deVelopment but also in terms of the learning content appropriate

·to the level of intellectual development. It was usual, therefore,

at times to have some ceremonies by means of which a break with

the faults and weaknesses of the previous stage was 'effected.

The individual was instructed in the duties and privileges he was

about to assume as well as In personal hygiene and the mysteries

of human anatomy•. These rites emphasises change that was taking

place and helped give a lasting effect to the precepts inculcated.

The organisation of Black traditional education was embryonic and

localised, rarely operating outside the village framework. The

system of education was a reflection of the economic social and

political structures of Black Africa. Education embraced character

building as well as the development of physical aptitudes an~ the

acquisition of those moral and intellectual qualities that were

felt to be an integral part of manhood and womanhood. The

features of traditional' education in its method, content, processes

and outlook on life, highlight the social and human content of

education/ ••••••
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education and the involvem~t of parents in it. To the extent that

the child learned everywhere and all the time, instead of learning

in circumstances determined in advance as to place and time outside

of the productive and social world, he was in the school of life in

the correct and real sense (Moumouni, 1968:29). let us now look at

the origins and development of formal, western-oriented education

for the Blacks.

4.3 The Westen-oriented Educational System before 1910 and the Role

and Place of the Black Parents.

4.3.1. Introductinn-
Jones (Rose, 1970:38) says that a reasonably clear perspective of

Black educatfonis contingent upon an understanding of the political,

economic and religious developments which have shaped the country

and ·theattltudes of"ts'people.'The history of forma"! 'school ",.~"
.... t"-_~

education fort/{e Blacks i';-'S~uth Africa has been written by various

autbors, all of whom show that in the early phases of Black education

the religioUS element was the most important. The period from 1850

onwards was marked by the gradual-intervention of colonial, republican,

provincial and Union governments in the field of Black education.

This intervention brought with it certain economic and political

considerations. This section of the chapter will, therefore,

examine the state of education at different stages in its development

and the role and place of the Black parents.

--.
The evolution of responsibility for and control of Black education

<-.- -,-J ,,- -.-' ''''.-'- ~.... - ;".

has been marked off and summari!!.es.by_the...&!.s_~)..so...l;,Q!llfI!.f,.ssion •,
(U.C. 53/1951:33) as follows:

Page 114/•••••
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(a) purely missionary responsibility and control;

(b) Recognition and subsidising by colonial, republican and

provincial governments (1850 - 1925);

(c) Joint control exercised by the provincial governments and

the Department of Native Affairs (1926-l945),and

(d) Joint control exercised by the provincial governments and

the Department of Educaion Arts and Science (1946-1949).

4.3.2 The Missionary Enterprise and Education

The missionary enterprise in th~ field of Black education

in South Africa is for practical purposes, regarded as dating

from the occupation of the Cape by the British in 1795 and

finally in 1806. The first mission school for Blacks was

opened in 1799 near the present site of King Williamstown
.

in Ngqika's territory by Or Johannes Theodosius van der

aim of this missionary was to provide elementary education to

facilitate the teaching of the Word of God. This attempt met

with little success.

The final passing of the Cape Colony to Britain coincided

with the wave of philanthropy and ultruism that was sweeping

over the United Kingdom, soon to be followed by the missionary

~eal and activity. At about 1820, the time of the coming

of the British settlers, the missionary movement began to

be earnestly and systematically directed to work among the

Black communities! •••••
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Black communities in the Eastern Province (U.G. 29/1936:9). History

presents an impressive record of missionary societies who, from

1816 onwards established mission stations first in Cape Colony and

l~ter in Natal, Transvaal and the Orange Free State. This track

record will be dealt with in broad outline with reference to the

education policies.

Missionary societies such as the Wesleyan, London, Glasgow, Rhenish,

Paris and Berlin Societies, all interested themselves in the mission
.

work and the education of the Blacks. The foremost aim of the

missionary societies and of the churches, to which all other

educational aims were subservient was the evangelisation of the

Blacks. Because of the nature of the tas~ the means to carry it

out and the aim set for it, the Black parents were not actively

,-involved except in so far as they could show their willingness and
x

co-operation in sending their children to school. With no fees

being charged the training was in most cases similar to that

given in the schools attached to the churches in Europe ( Loram,

1927:48).

of the English Missionary, AlIen Gardiner,who had resigned frlJ!ll the

active naval service and had been imbued with the missionary spirit

(Emmanuelson, 1927:~). However, the success or failure of this

English missionary cannot-be ascertained. In the same year 1835,

the American Board of Commissioners for Foreign Missions sent out

Or Newton/.....
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Or Newton Mams and Messrs George Champion and Aldin Grollt. They

were followed by Reverend Daniel Lindley and an Anglican bishop,

",oo">Bishop,Colenso.g'~It·isarguedthat"the American missionaries ,', .".. '.

exercised a great influence among the Zulus in Natal and by 1850

they had established twelve mission stations (Coetzee, 1963:15-16).

Missionary work in the Orange Free State dates from the 1830's.

Missionaries of the Berlin, Paris and Wesleyan Societies' undertook

mission work from 1835 onwards. But very little progress was made

b~ the missionaries largely as a result of the hostilities among

the Black tribes as well as between the Voortrekkers and Basotho.

In the Transvaal missionaries were working among the Black people by

1842. But the foundation of educational work dates back from 1857

the time of the Hermannsburg Evangelical Lutheran Society (U.G.

53/1951:33). The missionaries carried out the educational work in

these areas without active involvement on the part of the Black

communities except as recipients of education.

>.3.3 The Missionaries and White Governments in Black Education

The attention of the White government to Black education was first
. .tJ. i.,',' J~~~~~>- •. "". ,"'~-'

shown in 1841, the year of the first grants-in-aid of schools in the

Cape (Pells, 1970:131; U.C. 61/1955:26). As conditions for subsidies

schools had to give secular instruction,use English as the medium

of instruction, and provide capable teachers, school buildings and

furniture (Pe11s, 1970:131). Fixed at R30.00 per annum the subsidy

was extremely inadequate to meet the needs of the school. The

superintnendent/ •••••
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Superintendent General of Education claimed the right to inspect

the schools and to call for returns (Muriel, 1963:4). Many

missionaries, fearing interference, preferred not to accept the

~onditions and continued to neglect secular instruction.

In 1854 when Sir George Grey arrived as Governor,he decided to

establish institutions for industrial training of Black children.

As an official of the British government Grey is reported to have

declared,

"Natives are to become useful servants,consumers of

our goods,contributors to our revenues; in short,

a source of wealth to this Colony such as Providence

designed them to be" (Pil1ay, 1982:2, De Kiewiet 1960:85).

Grey regarded education as a prime factor in the peaceful subjugation

of the Blacks (Behr .and MacM1l1an 1966: 331). He~ therefore.:sought

and obtained from the Imperial Government a large annual sum for the

purpose of subsidising mission institutions that would undertake

to train Black youths in industrial occupations and to fit them to

act as interpreters, evangelists, school masters, masons,

carpenters, blacksmiths and. wagon-builders (Behr 1966:328-331).

Grants were consequently given to a number of institutions, inclUding

lovedale of the Glasgow missionary Society and Healdtown of the

.<'-F_".

In 1854 the Cape Colony received representative government and in

1861 a Commission was appointed to inquire into the system of

education and to suggest the revision of the scale of grants.

The/ ••••
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The Commission's recommendations resulted in the continuance_of grants-

in-aid of mission schools and the official recognition of a new type

of schools in the Eastern parts of the colony, namely, the Aborigines'

Schools (Loram, 1927:49). The imperial grant ceased after ten years

and in 1865 the Cape Government passed the Education Act (Act 13

of 1865). By this act the state sanctioned the inclusion of the

Aborigines' schools Inthe',educational systl:lll of the colony as.aideu
,!~·'l·,. ·-·,th~:~t~lf-;'~~,:~i..,~.:,.•t ~ ·~~;;~l ~~';i~~" "'~"~'

mission schools. This contr~l overiUack education remained the same

until the passing of the Union Act in 1910. Black education, therefore,

was·the work of the missionaries conducted outside of the participation

of the Black community in its control, and with the qualified support of t~
•

Cape government. The British philosophy of trusteeship coupled with

the missionary idea of social responsibility was at the basis of

education.

Until the year 1848 there was little to record regarding Black education

in Natal. Politically Natal was part of the Cape. Few missionaries

who were at work among the Zulus in Natal maintained schools. The policy

followed by the White government aimed at preserving racial and tribal

characteristics of the Zulus. In 'Letters Patent of 1848 by which Natal

became a separate colony, it was laid down that there should be no inter-

ference with the laws and customs of the Blacks except in so far as these

were repugnant to the principles of humanity (Behr and MacMillan~ 1966:

333). The leadi09 denominations working in Natal were the Methodist,

American Board, Roman Catholic, Anglican and Lutheran churches including

Norwegian, Swedish, Berlin and American lutherans.

"""""'··.·}·c'£r '·.>Pt'f'i1t j '+,j<.'1f'··:·Wili'··~;FlIliIU.t~ ·· •. ·n.. .fI '"
In 1852 the Natal government appointed a Commission to look into the

state! ••••
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state of Black education. One of the Commission's complaints was that no

general systematic attempt had been made by the government to

educate the Black youth (Emmanuelson, 1927:39). The Report of the

Commission advocated measures which loram (1927:55) summarises as

(a)' compulsory school attendance for three years of children

between seven and twelve;

(b) the teaching of English and Dutch languages, and

(c) the establishment of industrial school in every village.

The Commission reported that the Black parents were usually

.d,is.i,n,cVn.r,d... t,o... '!lt,ow.theif..cLti.l,.d.reP.to.~b.e~~iJ!lij;r;\IP.t~~issi.on......_,

schools as they dreaded the breaking down of their customs. It recomrnende<

that the government should lessen the size of these communities and

thereby break down the Black clanship and nationality and bring

the youthfUl Black into daily personal contact with Europeans to

facilitate. the educational efforts of the missionaries (Emmanuelson,

1927:40).

None of the Commission's recommendations were carried as no government

machinery for providing aid to missionary endeavour existed. In

1856 largely as a result of the influence of Bishop Colenso in

collaboration with the Cape Governor, Sir George Grey, the Natal

legislative Council passed Ordinance 2 of 1856 regarding Black

education. This legislation made it permissible for the Government

of Natal both to establish and maintain schools for the education of

the Blacks, and to contribute to the support of schools otherwise

established lloram, 1927:55). This ordinance, however, remained

inoperative. But the number of Black schools increased as a result

.,
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of the missionary activity and from 1856 onwards small grants-in­

aid were for the first time made available to assist mission schools.

Meanwhile the Natal government continued with its policy to "no

interference" by creating mission reserves as trust lands where the

Blacks were to be settled and missionary activities carried on

(Behr and MacMillan 1966:334).

From 1856 until 1884 Government and Government-aided schools for

white pupils were open to all other children who could "conform in

all .respects to European habIts and customs" (Horrel, 1963:19).

In 1884 a system of state-controlled schools was established with

the passing of the Education Act (Act 5 of 1884). In terms of this

Act an all-White council, the C~ncil of Education, which since

1877 had been entrusted with the administration of education for the .
;""'--"'~::i.-AU';';",*;~~~-""-~ '",~-.J~: i:~'~it-i;~-~'" -'''"'~; ".,.,.-.' "'" ."',> .- ...,' ."","~~>--

Whites, was given the powers,

(a) to appoint teachers in the government Black schools;

(b) to pay grants to mission schools subject to certain require­

ments such as the inclusion of practical subjects;

(c) to appoint inspectors for Black schools, and

(d) to submit annual reports to the Legislative Council (Loram,

. 1927:56).

No clergyman could become a member of the Council of Education

(Emmanuelson 1927:97).

The passing of this Act gave impetus to Black education. In l8R5

an Inspector of Black education was appointed and in the ~ame year

seventy! •••••



-121-

seventy Black schools enjoyed grants-in-aid (Coetzee, 1963:438).

In 1894 the Council was abolished and Black education fell under the

control of the Superintendent of Education as a sub-department. In

190~ follo.ing upon the Zulu Rebellion of the previous year, the

Native Education Advisory Board was established. Its members who

included two Blacks, comprised mainly missionaries ° (Behr and HcMi11an

1966:334). For the first time the Blacks got representation on an

education advisory body in Natal. From 1908 the Provincial Education

Department pledged itself not to issue any notice or regulation

concerning Black schools without the advice and knowledge of the advisory

board (Emmanuelson, 1927:224). This position remained the same until

the establishment of the Union.

_,,",=~"""""_""' ""_~_l. - ,.. ~o, ,,,_~,_~,c __,,,__ ~~_",,,,,:,~~,,~,~,,

The missionaries who initiated educational work in the Transvaal went

on without official support or regognition by the Republican Government.

School education for the Blacks, therefore, remained the private

undertaking of missionaries. Pe11s (1970:144) maintains that the

majority of the White inhabitants were opposed to the education of the

Blacks. After the Anglo-Boer War the Government made a survey of the

schools conducted by the various religious bodies and in 1903 it

instituted a scheme for the payment of grants-in-aid (Loram, 1927:62;

V.G. 53/1951:33).

In the Orange Free State the Republican governments established in

March 1854 had neither money nor time to pay attention to Black

education (Coetzee, 1963:439). It was only from 1878 that small

grants to mission schools conducted by the Dutch Refonmed church at

Witsieshoek/ •••••
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Witzieshoek were made•. But very litt~e progress was made

and education was often of an extremely rudimentary kind (Loram, 1927:

63).

The system of formal schooling for Blacks at its inception was, therefor

almost entirely the p~oduct of missionary enterprise in its conception

and execution. The different govenrments offered grants-in-aid which

.. although were steadily increased, remained insufficient for the

needs of the schools and had to be supplemented by donations from. .

mission societies in South Africa and abroad.

Ross (Duminy 1967:4) has pointed out that to the missionaries as

pioneers of Black education the question of wider and more general

aims did not arise. Their main purpose was the evangelisation of the

Blacks. The sociological.perspective that the school is part of

There was no way in which the family, like in the traditional

education~would be the prime mover and final arbiter in matters with

which school education was concerned. The absence of this

consideration made the Black parent more of an outsider in the

determination of an educational programm. More than that it was to

be expected that in a new order the Black parents, being tradi;ionally­

minded and unlearned, would cling to old ideas about child up-bringing

and Black ethos. The norms of behaviour were now to a great extent

to be determined and promulgated by outsiders who took it as a self-

appointed task to persuade the family to oblige and send its

.,

children/ •••••
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children to school.

Thus Black education, receiving qualified official support, was

sustained chiefly by the devotion of the missionaries and the

determination of those Blacks who wanted to get as much education as

they could. The establishment of the Union of South Africa ushered

in another phase of Black education.

4.4 The Administration of Black Education and the Nature of Parental

Involvement, 1910-1949

The control and administration of Black affairs was, in terms of the

Union Constitution, vested in the Governor-General-in-Council. The

Union government placed the control of matters affecting Blacks,

except for education, 'in thehariUs of Minister of Native Affairs.

Black education, being treated as education, was under section 85(3)

of the Union Constituion Act, left under the control of the

Provincial Councils. As Pells (1970:136) writes,

"Thus did Pontius Pllate in the person of the Union

Government once more washed his hands of Native education.

Heretofore the responsibility had been the churches';

now it was to be shared with the provincial administrations."

Pelis (1970) further states that this sub-division was nonetheless a

blessing in disguise as opposition to the provision of education for

Blacks was strong in the Transvaal and the Orange Free State.

In all provinces of the Union the Provincial Councils were the., ,

legislative! •••••
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legislative authorities in regard to Black education. In 1915 the

Under-Secretary for Education submitted a recommendation that

Parliament should consider the advisability of assuming control of

Black education on the following grounds:

(i) that as four independent administrators were at the time respo-

nsible for Black education, there was no unity of policy

(ii) that if education of the Blacks came under the control of the

Union Department of Education, Black Education and other Black

affairs would be under the same ultimate control, with the

..•: ~.~s.u~,t,F,!l~. '!,.<s.0'l~!;!~~.nt"p~:LJ,~y coullt be,a(joPted for the. wt\ole",

Union and grievances and anomalies would be removed (Emmanuelson,

1927:311). Nothing came of these recommendations, however.

In each Province there existed an Advisory Board for Native Education

representative chiefly of the missionaries controlling schools in the

Province. The Boards consisted of 12-22 members each. They had to

advise the Superintendent or Director of Education on such matters as

he might report to them, and might on their own initiative, bring
rh

before the Department their views ~n any topic affecting Black education

(U.C. 29/1936:36).

Initiative in starting schools of various kinds in the province rested

largely with religious bodies. Although the Provincial Educational

Departments initiated schools of their own, the number of their schools

was relatively unimportant.when compared with the very.large nu~er of
_ ,... ~._¥, '~.~" .. '.- ..,...- ----..., ~ ,- '. ~-. ,

schools which year after year had been established by religious bodies.

1nl..... ~
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In appraising the part played by the missionaries in this respect

Evans (Molema, 1920: 97-98) had the following to say:

"It will come as a surprise to many to learn that

missionary effort is the only force which has as yet,

in any direct way,attempted the education and

upliftment of the Bantu people over a large portion

-~of South Africa; ,,-

On the 'other hand Black communities were showing a growing tendency

to initiate schools of their own more especially in the Transvaal.
- ..

A great many of the schools classified as government schools in the

Transvaal were in fact established by religious communities and had

been taken over in so far as financial responsibility and control

were concerned (U C 53/1951:44).

There were, in general, four categories of schools, namely, private

schools, subsidised mission schools, government schools and community

schools. Private schools were started Vy religious bodies or

communities or by individuals. These schools were under no

obligation towards a governmental authority, but if they so wished

they might apply for recognition by the respective provincial Education

Departments and be registered. Subsidised mission schools were schools

founded· by·· church· organisations or mission societies and operating.· ..
--'-~'.'~';''''~~"",,,''MA._.' all-'.ft::f.$-.n-p $. . _ . >c' ~.,,_. -,..~ Q'1" r~"..,..... . ; ....... , .,.,.." .•

according to the syllabuses prescribed by the education department

concerned. Government schools were schools which had either been

started by the Department or had been taken over from a mission or

some other body. Community schools were schools which had either been

initiated/ •••••



initiated by communities or had evolved by the amalgamation of several

previously existing schools into a school for the ~~aintenance of which

the community had assumed responsibility (U G 53/1951:44).

The forms of local control exercised in the difference provinces and

applicable to different ~ypes of schools reflected the underlying

differences between the categories of schools mentioned above. In the

Cape Province there were three types of local control of Black schools,

n~mely, control by school committees, school.boards or manager.

Training and industrial schools were controlled by managers. Any

representative of a mission school nominated by the mission station and

approved by the Superintendent-General might be recognised as a manager,

and many managers of schools were Black ministers(U.G. 29/1936:36).

The control of high, secondary, and primary schools was in the hands

of either school boards,school committees or manager. The controlling

bodies were directly responsible to the Cape Department of Education

and their duties and functions were the same, namely,

(a) General supervision of school buildings, grounds and equipment

, under their control;

(b) Selection and nomination of teachers for appointment;

(c) Dealing with and SUbmitting reports to the Department on all

matters affecting members of the staff of the respective.

schools;

(d) Investigation of complaints against members of staff and reports

to the Department thereon, and

(e), Acting generally as the correspondent in all matters affecting

the school (U.G. 53/1951:45). '

1nl .
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In Natal government schools were administered and controlled

directly by the Department. Each school was required to have a

school committee whose chairman was nominated by the Director of

Education for Government schools. In the case of aided schools the

chairman was the manager of the school. The principal was the

secretary of the school committee but without voting rights. In all

provinces except the Cape, it was ordinarily: required that managers of

schools should be Europeans nominated by the mission concerned, and

only in special circumstances might the Black representatives of a

mi~sion be officially recognised as managers.of schools (U.G. 29/

1936:36). In Natal the members of a school committee were four

parents elected at an annual meeting (U.G. 53/1951:45). The powers

and duties of the committees were:

(a) To advise the manager or Director, as the case might be, on any

matter affecting the school;

(b) To investigate complaints by parents;

(c) . To offer suggestion for the improvement of the school premises,

equipment and general work of the school;

(d) To assist the principal in maintaining a good spirit;

(e) To arrange satisfactory boarding accommodation for the teachers,

. and,

(f) To arouse the interest of the community in the welfare of the

school (U.C. 53/1951:45).

In the Free State certain schools in the urban areas were classified

as departmental but they were in reality amalgamated mission or

ii'QI~!P~¥:t.@!ts:c5lio!i:J"§Bu~!i!JiY:tli~afpn~t1F.Th!;,..tijcilir&..,

in these/ •••••
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in these schools were not civil servants '~ut were regarded as employees

of the management of that particualr school (U.G. 53/1951:44). The

free State regulations concerning school committees recognised only

-two categories of schools, namely amalgamated and denominational

schools.

In the Orange free State practically all urban schools were amalgama­

ted schools, the local control of which was in the hands of a

committee on which served representatives of two or more

denominations and also Black parents (U.G. 29/1936:36). The duties

of the school committee were concerned with the welfare and efficiency

of the school, conditions of the school buildings, discipline and

complaints against teachers. An executive of the committee, composed

of the responsible ministers of the denominations concerned in the

amalgamation, exercised the functions of a manager. Other denomi­

nations had the right to nomi~te teachers for certain designated

posts (U.G. 53/1951:44).

.
In the Transvaal the distintion between deparmental and community

schools was very slight. There were a considerable number of

community schools some of which were amalgamated community schools.

Such schools fell under the superintendency of a departmental official

in the same way as a departmental school but the responsibility to

provide and maintain buildings, and to pay for a considerable number

of teachers, rested with the community (U.G. 53/1951:44).

Provision was made in the Transvaal for school committees for three
,

~~ "''#'Z'l''t''"' '"f"':"."'
: .. ;!'.
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types, namely, community schools, mission schools and amalgamated

schools. The only real difference in the constitution of these

committees was that the Superintendent of community schools was

nominated by the Director of education whereas managers of mission
and amalgamated schools were nominated by the managing bo~ies concerned.

The duties of the school committees were very simIlar in all three

types of schools. In the case of mission schools the duties of the

committees were to help the superintendent in specific duties, With

regard to two other types the duties of school committees were:

(a) To make provision for the necessary school accommodation;

(b) To make provision for the necessary school furniture;

(c) To submit financial statements;

(d) To make recommendations in regard to appointment of teachers,

and

(e) To help maintain' a good tone in and out of school (U.G. 53/

1951:46).

Representation·· of Black parents in the control of education under

Provincial administration was, therefore, limited to the school

level, was of a purely advisory nature and had to do with the provision

and maintenance of school buildings. On the other hand there was a

growing interest in education on the part of the .Black community.

It is estimated by 1949 community schools in the Transvaal comprised

forty percent of all schools (U.G. 53/1951:44).

In 1919 the Cape government appointed a Provincial Commission to

look into the state of Black education. The Commiss~on recommended

. that/ •.•..
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that there should be:

(a) More government and less missionary control of education;

(c) Better salaries for Black teachers, and

(d) A radical change in the curriculum with emphasis on hand work,

such as weaving, mat-making, beadwork, carpentry and agriculture

(Pells, 1970:137).

One of the first results of this commission's work was the

appointment _in 1921 of a Chief Inspector of Black education. Under

his guidance the Cape Government endeavoured to follow step by step

the recommendations of the Commission. Other changes were introduced

in the curriculum which was gradually broadened to include the three,

R's,moral instruction, hygiene, African languages, nature study,

handwork, agriculture and domestic science. The Provincial Administratio

was gradually made more and more responsible for salaries and school

requisites. Nevertheless the churches remained the guiding and

quickening spirit and an important controlling force in the.sphere

of education (Pells, 1970:137).

In 1923 the Natal Advisory Board for Native Education had the

following as its main subjects for discussion:

(a) Increased salary for Black teachers

(b) Black representation on the Advisory Council for Native Education;

(c) The appointment of Black supervisors

(d)~ Compulsory education· for Blacks and

(e) Black taxation.

,
Page 131/ •••••
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Enrnanuelson (1927:300) made the following assessment of the existence

of the Board in Natal:

"This list gives some idea of the usefulness of the

Board of seventeen members in keeping the Education

Department in direct touch with the wishes of the

missionaries and the Natives they represent."

Black supervisors in Natal were first appointed in 1923, one for the

Northern Districts and one tor the South and Midlands. Two more

s~pervisors were appointed in 1926, together with an extra inspector

for Zu1uland (Emmanue1son 1927:301-302). By 1924 each of the four

Education Departments had employed a staff of Black supervisors of

schools. Their functions were in general to assist under the direction

of a White Inspector ·in the conduct of the inspections and in

improving the methods of instruction of the primary schools

(U.G. 29/1936:37).

Until 1925 the four provinces each made separate provision from their

own resources for Black education and were left to spend as little

or as much as they could. In 1924 the Provincial Governments sought

to impose Black tax to me~t increasing liabilites n respect of

Black schools. The Parliament would not allow this move. in 1925

the Union Government undertook responsibility of making gran~s to

the Provinces on the grounds

directly (U.G. 61/1955:23).

that the Provinces could not tax Blacks

As a result of the passing of the

Native Taxation and Development Act (Act 41 of 1925) a new state

account was created called the Native Development Account.

A sum/ •••••
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A sum equal to the amount being spent by all Provincial

Administrations together on Black education was to be paid into the

Native Development account annually. This sum was to be suppleme­

nted by one fifth of the yield of a new tax called the Native

'General Tax or Poll Tax of R2.00 per annum per adult male. The

expenditure on Black education was then to be a minimum of

R680 000 based on 1921 - 1922 Provincial expenditure which

Brookes and Webb (1979:298) give as follows:

PROVINCE AMOUNT SP8JT

Cape 480000

Natal 98 000

Transvaal 92 000

Orange Free State, 10 000

TOTAL 680 000

To this amount was to be added as much as forty cents in two rand

from Ceneral ,tax.
-, . l.;""~,.~

• r' -_ .. <....
...., .. >-•.. '-

The Poll Tax proved difficult to collect and the money collepted

was quite inadequate to provide for any sort of real progress.

Pells (1970:139-140) tacitly describes the financing scheme as

having been too inelastic. By fixing the basic grant at the sum

spent/ ••••••• "
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FIGURE 2

NATI\~ DE~lOPMENT ACCOUNT FOR THE PERIOD 1/1/26-31/3/36

RE~NUE

YEAR
General tax £1 per annum. 4£ due to Development Account,
from 1/1/26 to 31/3/35; 7$. from 1/4/35 to 31/3/36, and B~

from 1/4/36 onwards.

Caoe Natal Transvaal O.F.S. Union

£ £ £ £ £
1926-27••••••• B7,000 64,917 60, 614 20, B17 233, 348
1927-26 ••••••• 85,802 61,161 63, 913 22,.070 _232, 946
1928-29••••••• 88,917 62,799 21, 323 21, 323 237, 263
1929-30 •••••• 90,B41 65,051 67, 145 22, 267 245, 304
1930-31••••••• 92,718 65,181 69, 419 21, 338 248, 656
1931-32••••••• 82,472 56,034 67, 143 21, 449 227, 098
1932-33 ••••••• 77,815 51,360 61, 667 19, 821 210, 663
1933-34••••••• 80,647 53,741 63, 208 16, 992 214, 588
1934-35••••••• 93,021 60,775 70, 057 22, 559 246, 412
1935-36.: ••••• 147.500 114.000 103. 500 - 30. 000 395. 000
TOTAL -.••••••• 926.733 654.444 -- .. 1;91.465 218. 636 2.491. 278

EXPEI~DITURE

EDUCATION GRANTS TO PROVINCE

YEAR

Caoe. Natal. Transvaal. O.F.S. Union.
£ £ £ £ t;

1926-27•••••.• 298,385 71,561 61,450 18,313 449,709
1927-28••••••• 303,324 79,428 . 70,998 21,142 474,892
1928-29••••••• 319,067 91,963 ~~',~~\

30,405 520,3r
1929-30••••••• 331,155 103,118 35,999 562,3 3
1930-31••••••• 342,687 110,018 98,978 39,223 590,906
1931-32••••••• 342,985 .107,324 100,888 39,372 590,569
1932-33....... 334,976 104,002 92,728 39,892 571,598
1933-34••••••• 333,573 104,559 92,202 36,950 567,284
1935-36••••••• 368,535 128.191 123.725 46.650 667.101

TOTAL 3 311.622 1.007.581 909.172 344 892 5.573.267
.

SOURCE:

Report of the Inter-departmental Committee on Native Education,

1935-36 (U.G. 29/1936) Government Printer, Pretoria, p.133



spent by the ProvInces In 1921 the ParlIament Inaugurated a perIod

of complete stagnation. Brookes (1927:127) drew the followIng

parallel wIth the fInancIng scheme:

"Its absurdIty b seen If we take the analogy of the

Poor WhItes. To fInance theIr educatIon out of theIr

contrIbutIon to revenue would mean excludIpg theIr

children from the schools."

In 1935 the UnIon Government appoInted an Inter-departmental Committee

on Native EducatIon In terms of Government Notice 978 of July 12

1935•. This ccmnlttee, otherwise known as the WelSh ConmIssIon, was

. ,_.,~.the;,first:of;,its;"kind;;J,n;.the:..Unio~to .·Investigate·;the~problems:: In;'

regard to Black education on a national scale. The committee pointed

out that the government contribution to pupil for the educatIon of

the Whites was ten tLrnes as large as that for the education of
I •

Blacks (Behr and MacMillan, 1946:346). It also deplored the fact

that much rivalry existed among different religous denominations

and as a result a multIplicity of schools had been establIshed

often without regard to the need~ of the community and the financial

implicatIons involved. The CommIttee nevertheless praised the

sterlIng work whIch had been done by the mIssIonarIes over the

years (Behr and MacMIllan 1966:346).

The CommIttee recommended that the control of Black education be

transferred from the ProvIncial Councils to the Central Government.

The Report stated that the Committee, in proposIng the administratIve

machinery for educatIon, was guided by the underlying idea of

central! ••••



-135- ~

"central determination of policy with decentralisation of

administration" (U.G. 29/1936:6l). Accordingly a recommendation

was made for the creation of Union or National Board of Native

Education, consisting of,

(a) The Secretary for Education;

(b) The Secretary for Native Affairs

(c) Union Director of Native Education

(d) The four Provincial heads of the European Education

Departments;

. (e) One representative form'each of the"four Provincial Advisory

Boards;

(f) The principal of the South~ African Native College (Fort Hare),

and

(g) Two Black members'to be nominated by the Native Representative

,Council established the same year, 1936 (U.G. 29/1936:6l).

The four Provincial &Jperintendents of Black education were to be

attached to the Board as accessor members without vote. The functions

of the Board were outlined as to advise the Minister; to consider

the needs of the four Provinces~ to determine the conditions of

service for teachers,and to consider any other matter referred to it.

As regards the administration of education within the province the

Report proposed the retention of the post of chief Inspector in each

of the Provinces. With regard to the bigger matters affecting the

policy he would be under the Union Director of Native Education.

In matters of detailed administration, he would be allowed a

fairly/ •••••
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fairly free hand within the powers vested in him by the Union

National Education Act and he would further have the benefit of

advice and guidance of a Provincial Advisory Board (U.C. 29/1936:

36) •

In order to secure adequate interest in Black education within the

Province and a sensitivity of the administration to the peculiar needs

of the Province the Report suggested that there should be a

Provincial Advisory Board to advise the Provincial Superintendent on

all matters pertaining to Black education within the Province. The

Constitution of the Provincial Advisory Board was suggested as follows:

(a) The head of the European Education Department of the Province;

(b) The Superintendent of Black education;

(c) A.representative of Native Affairs Department;

(d) One or two Blacks representing Black opinion

(e) One representative of the Black teachers' organisation(s);

(f) One Provincial, representative nominated by the Administrator
...... 1 ,,"' , 1"-" Mr"- ~'". - kf,,0' "~ko'

to represent European public opinion;

(g) One representative of the European teachers' organisations;

(h) One representative of'the Universities in that Province, and

(i) Eight members representing the missions controlling state­

, aided schools (U.C. 29/1936:63).

The functions of the Board would be to:

(a) Advise on matters pertaining to Black education with regard to

the adjustment of curriculum, language medium and problems

in connection/ •••••
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in connection with the establishment closing and amalgamation

of schools;

(b) to advise on such matters as might be referred to it;

(c) to represent to the National Board the needs of the Province

and to make recommendations accordingly (U.C. 29/1936:63-64).

The Welsh Commission upheld the view that Black education was an

integral part of education generally and should therefore be treateri as

a national undertaking rather than a provincial matter. Secondly,

working on the principle of central determination of policy with

decentralisation of administration the Committee went on to propose

the introduction and broadening the base of representation for the

Black community at the Provincial level of educational administration.

Thirdly, the Commission thought that it would be wise to have a

board which did not qnly have Black representatives, but would advise

on the content of education. With regard to the aim of education the

Committee (U.C. 29/1936; paragraph 467) had arrived at the following

definition:

"It is the effective organisation of the Native

experience so that his tendencies and powers may develop

in a manner satisfactory to himself and to the

community in which he lives, by the growth of socially

desirable knowledge attributes and skills."

The Committee, therefore, came out in favour of a centralised system

of education for Blacks, a matter that had been studiously avoided

by the Union Government 1n 1910. (Brookes (1930:21), writing in

the/ •••••
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the similar vein, contended,

"There is no special philosophy of African education

differentiating it from the rest of the

world. That it has been possible to suggest the

contrary is due only to pressure of political and

economic considerations on the pedagogic

conscience of the community concerned."

Whatever philosophical groundwork it could have used, the Welsh

Commission definitely addressed itself to some practical problems

attendant to the diversity of control in Black education. On the

,0_t.~H•..h.W)~"Ro~!l••{!lI.u!1tny.: ~!il:6,..7),.Jn referring to the.... later' ..."'· P

developments within the framework of the separate development policy,

declared:

"The maln weakness of the recommendations of the Welsh

Commission seems to be that the Commission did not see

Bantu Education as an integral and functional part of

a larger and planned and co-ord!n~ted development

programme for the Bantu Communi ties from the cultural,

the social, the economi~ and the political point of .

view."

Be that as it may, legislation for the transfer of control of Black

education was in the course of preparation when the Second World

War broke out in 1939, with the result that the matter was shel'ved.

Between 1925 and 1943 an i~creasing proportion of Black taxes was

devoted to education. For example, by 1945 four-fifths of general

tax/ •••••
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tax paid by the Blacks were already being devoted to Black education

(U.G. 61/1955:23). In addition voluntary cnntrib.tions'were made by

missions and by the Black people to their schools. But the sum

available remained much low. For twenty-three years the sum voted by

the state had been restricted to an amount of R680,OOO a year plus a

proportion of the money paid by Blacks in direct· taxation. Towards

the end of the Second World War General Smuts came to realise that it

was necessary to make some concesions to the growing aspirations of

the Blacks. A major reform in Black education from the point of view

of the state took place in 1945. In that year a deviation from the

principle laid down in 1925 took place, when it was provided by the

Native Education Finance Act (Act 29 of 1945) that Parliament would

·---annt.lal'lY"'V6te"'"fiilids-f"til"'''BI'llck·ei:lt1cation·;"·~· """,,"'.' '-"'p ',,_. ,.".""

In terms of the Act-all funds for Black education would be drawn

from the Consolidated Revenue Fund, to be financed from the general

resources of the Union Treasury, expansion no longer being dependent

on the amounts Blacks paid in direct taxation. The Provincial

authorities would retain administration and control of education.

The Native Education Finance Act took effect on 1 April 1945. As a

result the expenditure rose from R4,4 million in 1945 to RA,7 million

in 1947-48 and RlS,7 million in 1953 when the system of financing was

again changed (Horrel, 1968:2; U G 61/1955:23). Pells (1970;145)

'~akes the following assessment of the new financing policy:

"In the hands of benevolent authority this would mean

more liberal endowment for Native Education. On the

other since expenditure was no longer linked up with the
,

specific/••••
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specific revenue from the Native Tax, a reactionary

government could starve Native education."

The Native Education Finance Act also called for the establishment

of an advisory body to advise the Union Government and the Provincial

Administration on matters relating to Black education and its

maintenance,extension and improvement. The Government Notice R137,. of

3 August 19,.5 br~lght about the Union Advisory Board for Native

Education, whose membership was as follows:

(a) The Secretary for Native Affairs who was the ex officio

chairman;

(b) The Secretary for Education Arts and Science who was vice-

chairman;

(c) A representative of each Provincial Administration,

nominated by the Executive Committee of the Province;

(d) Two representative of the Native Representative Council

appointed by the Minister in consultation with the said

(e) A maximum of three members nominated by the Minister of

Education Arts and Science (R1374, 19,.5: 4-5).

In 1947 the Board decided and made recommendations to the Minister

with regard to the folloWing matters:

(a) The budget submitted to it for consideration;

(b) The establishment of school committees;

(c) Subsistence allowance for Black supervisors, and

(d) Recognition of previous service of Black teachers in the

•
neighbouring/•••••
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neighbouring territories (U.G. 42!1948:3}".

The Union Advisory Board for Native Education, however, relied on

the staff drawn from the Union Department of Education, Arts and

Science which had no experts of first-hand knowledge of Black education.

Secondly, the Board was composed of persons either directly

responsible to the Provincial Administration or representing other

bodies concerned with Black education rather than Black parents.

Thirdly, the Board was a statutory body and in terms of Section 3

of the Act, could only act in an advisory capacity to the Union

Government and the Provincial Administration.

The Board was empowered to:

(a) Give consideration to any matter relative to Black

education Clnd referred to it by the Secretary;

(b) Advise the Minister of Education on the provision of

funds available to the Provincial Education Departments;

far as it affected Black education, and

(d) To submit to the Minister its recommendations on any matter

dealt with by it. It could

(e) Appoint committees of one or more of its members for the
.

purpose of enquiring into, investigating or reporting

upon any matter falling within the scope of its functions

(Rn74, 1945:5).

In addition to the Union Advisory Board for Native Education there

were! ...••
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were Provincial Advisory Boards,:which had modified their member­

ship since the~ l'ZO's and were constituted to represent somewhat

narrow range of interests, :concerned for the most with purely
. ",,;

school aspects of education. Of the twenty-two members of the
"!();

Natal Advisory Board fifteen represented religious bodies
,is ~

conducting state-aided schools, two represent~d Black· teachers, one

member represented the Black parents· association and one Ilember

represented the Black opinion generally (U.G. 53/1'51:114) •

. In the Free State, of thirteen members of ·the Board one member was

nominated by the Black teachers' association, two members represented

the Provincial Administration and the rest were nominated by

religious societies. In the Cape Province. of the seventeen

members of the Board ten were nominated by religious bodies controllin~

twenty or more schools. The other seven members were nominated

as follows:

One each by Ca) The Superintendent-General of Education;

(b) The Universities and University College;

(c) The Association European Teachers in Black Schools;

(d) The Black teachers' association.

The Superintendmt-GenergUn.,.q,gnsl.l1.tation.with..theichf.ef..Native'-s---"

Affairs Commissioner and the Chief magistrate of the iranskei

appointed one representative for the Trenskei and ~~ fo~ t~~~,e~.••.__.&~

Ciskei (U.G. 53/1951:114).

The Transvaal Advisory Board was made up as follows:

(a) One member representing the Transvaal Provincial

Administration;

(b) One/ .....
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(b) One member representing the Transvaal Education

Department;

(c) One member nominated by the Native Affairs Department;

(d) One member nominated by and representative of each of

, with the Education Department

(e) 'One member with expert knowledge on Black affairs

to be selected by the Director;

(f) One member representing the Transvaal Missionary

Association;

(g) Two members representing the Transvaai and the Native

Representative Council, and

(h) One member representing the Transvaal African Teachers'

Association (U.C. 53/1951:1).

As can be noted, with the exception of Natal none of the Boards

provided for the representation of the Black parents, although all
_,._'~". ''''-" "",;. .. .,. '.,""",0"','-'-"'" ...•. :,_.,r,,_""""""-:"'" • ,~_.. ,._,.~,.,., _.- -.','

four Boards'included representatives of the Black teachers'
association. The Eiselen COIIIDissi.on (U.C. 53/l951:~5) rightly

, pointed out that apart from school cOIlIIIittees there was no other

form of local control which served as link between the Department of

Education and the school manager on the one hand and the school and

parents on the other. The Union Advisory Board for Native Education was

purely advisory and it could do little to achieve uniformity of policy

and clarity of aims (Horrel, 1968:3). Although the central government
.. " ,"»c' • __ • • _ __• • -,-

proviaed t~emalor portIo~ or the' funds, it had little-~ont~' ofho;"""

money/ ••••• '.
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money was spent. Consequently each P~Qvince had its own policy.

Administratively, therefore, the Black CCllIIllllnity had little say over th

management and conduct of schools although some influence might be

exercised through the local school cOllIDittee, if one ~xisted. On.

the other hand many Black school communities were taking a keen

interest in their schools and were prepared to make considerable
."ern 11' i1 Pil' .".,'.' la· 11' •• IlL '

sacrifices in time, labour and money to provide buildings and

extra teachers.

The absence of a greater measure of local control of school affairs

among the Blacks should be seen in a latger political context in

South Africa. As has been mentioned earlier, the Union Constitution

Act of 1910 excluded the Black people from direct representation

in the Central Government of the Union. In terms of Native Administra-

tion Act of 1927 (Act 13 of 1927) with its subsequent amendments,

the Covernor~Ceneralwas the supreme chief of the Black population

in all four provinces. Although the tribal· system was recognised

and used to a great extent as the basis for administration, civil

liberties for Blacks were ~rastically curtailed in favour of

control by the public servants (Brookes and Webb, 1979:293). In

1936 an attempt "as made to accanmodate the political asplr~tions

of the Blacks "hen Hertzog government passed the Representation of

Native Act (Act 12 of 1936). The Act led to the establishment of

the Native Representative Council on which figures like Or J.L.

Dube, Prince Mshiyeni kaDinuzulu, A.W.G. ~ampion, H.S. Msimang

and/ •••••
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and Chief A.J. I..uthuii served at some stage (Brookes and Webb 1979).

From 1946 onwards the Native Representative Council took a firm stand

against all the discr1minary measures directed against the Blacks.

The Secretary of the Native Affairs Depatment (U.C. l4/l9~8:l~)

reported in 1947 that the Native-Representative Council, having

thrown a gauntlet to the Government in a demand for political rights

similar to those enjoyed bY Europeans had ceased to exist. The report

depicted the situation as follows:
'r"

"The weakness of the system, however, has been
er

the fact that the Council has little responsibility

to carry. It has little or no executive function.

In other words. 1£, has been an advisory body. As
•

its requests, particularly in the political sphere have
c'

not been a~cededto, it not unnaturally became

disgruntled and queried the reason for its

existence" (U.C. 14/1948:2).

Through this Report the Department of Native Affairs advocated for

the establishment of a fifty-member council, all elected, with the

power of subsidiary legislation for Black areas in matters approved

by the Central Government, and the power to impose personal tax

upon Blacks, and the establishment of tribal councils consisting of

chiefs and a small number of additional members (U.C. 14/1948:15).

These developments outside the sphere of education are referred to

in detail because they are t..i,;torlcal antecedents to a political

alternative/ •••••
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alternative which was subsequently designed by the Union Government

as a framework for the new system of Black education called "Bantu..._ _.._~.,:.,..".,,...,_~"". __.""._."_".,.~_., _ _,,,. . ' c",~,_" "~'_" .. _.. """' , ,.,~"". ,~__ -'r..'.~ ~_,.

--......---Educatiol'l'l"'-Thl.,..,.~1!'1.SlP 6it1e.:ml!l!ti6Wfu''ll*tl!!!hlft'Sl'"the tlit -, .. ~

acce~sion to power of xhe Nationalist Party and the Eiselen Commission's

Report whose origins, contents and significance will now be considered,

in particualr with reference to Black parent participation in education.

4.5 The Eiselen Commission's Report: Its Origins, Contents and Significance.

Duri~g the period of the Second World War and immediately thereafter
~..~ 1

South Africa experienced a tremendous industrial upheaval which

brought about a great degree of urbanisation and resulted in changes

in the economic and social life of its people (Horrel, 1968:4; Behr

and MacMil1an 1966:348). As a result of these developments there,
J.j:..'.

began a debate among White people as to the future position of Blacks,
fSf

namely, whether the latter were to be part of a common integrated
'''!J1 1

westernised society, or they were to be segregated. Questions also

arose whether the aim of education for Blacks would be to assist them
t t·.

to adjust to a western environment ~r it should be to lay the founda-

tion for separate- communi ties •

When the Nationalist Party came to power in 1948 it found itself

committed for the time being to the administration of the Native·

. Education Finance .Act which had been introduced in 1945. The t~tionalists

determined the policy,towards Black education on the basis of the

Christian National Education Policy which is elaborated in the

follOWing statement:

"'Ne believe the calling and task of White So~th

Africa/, •••••••••••
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Africa with respect to the native is to christianise

him and to assist him culturally; that this calling

and task has already found its clearly defined

expression in three principles: guardianship, no

levelling and segregation. Therefore, we believe

that any system of education of the native should be

based on the life and world view of· the European,

more particularly that of the Boer nation as the

senior European guardian of the Native and that the

native should be led to a mutatis mutandis but

independent acceptance of the Christian and National

Principles in education " (Jones, 1970:56).

Having adopted the principles of ~Jardianship, no levelling and...
segregation, the Nationalist Party government decided to establish a

separate educational system for the Blacks. In January 1949 the

Governor-General appointed an eight-men commission on Native Education,

in terms of the Government Proclamation Number 4116 dated March 4,

1949. The following were the terms of reference:

(a) The formulation of the principles and aims of education

for Natives as an 'independent race;

(b) The extent to which primary, secondary and vocational

education system for Natives and the training of Native

teachers should be modified in re~pect of the content

and form of syllabuses;

(c) The! .......



(c) The organisation and administration of the various branches

of Native education;

(d) The basis on which such education should be financed, and

(e) Such aspects of Native education as might be related

to the preceeding.

The Chairman of the COlIlIIIission, Or W.W.M. Eiselen had been Chief

----.--3""IIM~di""tl1""Nat~i!"Eadeatibn. "'HrW'as"prof'essoi-af""Anthropm;. -,,,

at the University of Pretoria and was later appointed Secretary of

Native Affairs. The commission decided at -its first meeting on the

10 February, 1949, to draw up a questionnarie for completion by

the education departments, church bodies, universities, teachers'

association, principals of Black education institutions and other

interested persons like chiefs, public servants and parents

domiciled in towns, rurul areas and reserves (U.C. 53/1951:7).

After three years of investigation the Commission presented its

findings and recommendations to the Covernment as 233-page Report.

This document was divided into three parts, namely,

(a) The Black and present system of education;

(b) Critical appraisal of the present system of Black education,

and

(c) Proposals and recommendations (U.C. 53/1951:3-5) •.

The Report clairned that the Commissioners had made full use of

previous reports including that of the Inter-departmental Committee

on Native Education (U.C. 53/1951:8).

In dealing with the airns of education the Commission did acknowledge

that/ .....
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that Blacks who had given evidence showed an extreme aversion to any

education specially adopted for the Blacks (U.C. 53/1951:43).

Nevertheless the Commission's Report expressed the view that Black

education did have a separate existence. In paragraph 765 of the

Report the Commission proposed the following definitions of the

aims of Black education:

"Ca) From the viewpoint of the whole society the aim

of Bantu education is the development of a modern

progressive culture, with social institutions Which.

---....------~w!!!I,..iJ.~·r"'~b~e~4~h~rmon;·witho~e -a~~th~ "arid with th':"-

evolving conditions of life to be met in South Africa,

and with the· schools wihich must serve as effective

agents in the process of development."

"(b) From the viewpoint of the individual the aims of

Bantu education are the development of character and

intellect, and the ~quipping of the child for his

work and surroundings."

The first part of this definition highlights three important points

that relate to education as a socio-cultural activity, namely the

dynamic nature of culture, the adaptability of social institutions

to changing situations, and the role played by education in this regard.

In the second part of the definition the "surrounding" could be

given a broad definition in the context of a wider South Africa. This

concept of "surrounding" nowever, was clarified by Or H.F. Verwoerd

CU.C. 53/1956:3) who as Minister of Native Affairs made the following

utterances/ •••••
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utterances:

"It is the policy of my Department that Bantu

Education should have its roots entirely in the

Native areas and in the Native environment and

Native community. "There Bantu education must be able

to give complete expression and ,there it will'

perform its real service. The Bantu must be

guided to serve his own conmuni ty in all respects.

There is no place for him in the European community

above the level of certain forms of labour."

The Commission'considered'that there were certain weaknesses in the

prevailing system of Black education. Briefly these amounted to

the following:

(a) The educational programme was not an integral part of a plan

of socio-economio development.
(b) It was split with a bewildering number of different

agencies, and

(c) It was conducted without active participation of the Blacks

as a people either locally or on a wider basis (U.C.

53:1951:129).

Accordingly the Commission proposed that in.dealing with Black

education the Covernment should following eleven guiding priQciples

some of which related to Black involvement in education, namely,

(a) Schools must be linked as closely as possible with the

existing Black social institutions and a friendly though

not necessarily uncritical attitude maintained between

the/....
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the schools and these institutions;

(b) Black personnel should be used to the maximum to make

the schools as Black in spirit as possible as well as to

provide employment.

(c) Black parents should as far as practicable have a share in

the control and life of the schools. It was only in this

way that the children would see that their parents and the

schools were not competItors but. that they were
complementary. Similarly the schools would educate the

parents in certain social values (U.G. 53/1951:131).

The Report (U.G. 53/l95l;}2-13) appraised traditional Black culture

in terms of its ability to make ample and sufficient provision for

the education for its youth. Secondly the Report emphasised the

disruptive nature of the influence of western culture and stressed

the tribal nature of the life of the Blacks. Accordingly the Commission

based the content of Black education on what it termed traditional

culture and education." The Commission (U.G. 53/1951:131) emphasised

"Educational practice must recognise that it has

to deal with a Bantu child, that is a child trained

and conditioned in Bantu culture, endowed with a

knowledge of a Bantu language, and imbued with

values,interests and behaviour patterns learned

at the knee of a Bantu mother."

The Report, while making references to progress and development,

put a great emphasis on the conservative nature of education and

attached/•••••



-152-

attached importance to what it regarded as the natural basis of

Black tribal tradition.

In line with the guiding principles the commission recommended that

the Central CoverlYllent establish a framework to administer Black

education as well as Black development. The commissioners suggested

that Black education should fall under a Union Department. In

addition the Report stated that active participation of the Blacks

was required not only within the educational matters but also in

local government and in the management of schools in order that these

institutions might be developed to reach social significane (U.G.

53/1951:133). To achieve the active participation of the Blacks

in carrying out the educational plan, the Commission suggested that

Black local authorities should be created.

The Commission recommended that the Blacks be not held solely re~ponsible

=~.._.. M ......l!tirwth-.f.!natlcfl'lgJbJl:'FtJflr.tAedi1elfft01'llJbu'f'*felt~tfi'RIl;neY'shc:il.ll~~ .A

a direct part in providing a certain proportion of the funds used for

that purpose (U.G. 53/1951: 159 )._ The LocalAuthorities., made up

of the local chiefs, if any, and elected and nominated members, would

collect Black taxes and use this revenue along with a fixed scale of

government subsidy, to administer all local services including

primary education (U.G. 53/1951). More broadly Black regional authori-

ties and boards of education would handle the conduct of secondary

education.

With/ .....
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With strong emphasis being placed initially on the attainment of

universal literacy, and thus on the primary schools, the Commission

recommended a trl-level school system:

(a) A lower primary school to provide minimun literacy for

all children;

(b) A higher primary school which would not merely serve to

combine the work of the lower primary school but would sort

out the children most suited for further education and

begin to lead them in appropriate directions;

(c) A series of post-primary schools w~ose functions would vary

but which would provide the types of educated Blacks necessary

for the development of .the Black society (U.C. 53/1951:140 ).

The Commission brought out its Report in 1951. It proved to be one

of the most controversial documents on Black education ever produced

in South Africa. While the Report was still in the hands of the

Department of Native Affairs the Union Parliament passed the Bantu +

Authorities Act (Act 68 of 1951). This act provided for the

establishment of the tribal, regional and territorial authorites.

The plan was that these bodies gradually take over the local control

of schools run by mlssionary·societies, Provincial administrators or

Black communities. Such transfer of control would not take place

until the local Black governing_bodies achieved threefold list of

cash competence and consent, that is they were able to collect

school fees, capable of administering schools and were acceptable

+ The term "Bantu" has been removed from the statutes and since

1978 "Black" has been regarded as an official term.



to the local inhabitants (Behr and MacMillan, 1966:349). In the course

of the same year,1951 the Department of Native Affairs (U.G. 37/1955:13)

reported;

"The Bantu Authori ties Act is in no sense a return to

primitive tribalism. On the contrary in devising a new

system of local government the Department has drawn freely

on the rich experience of the older organisation of

counc!ls and will continue to do so."

The principle underlying the establishment of Black authorities was that,. -

"The tribe should accept an ever-increasing measure

of responsibility for its own development •••• At a later

stage when Territorial and Regional Authorities are

established, development will probably be accelerated without _

any material enlargement of staff" (U.G. 53/1956:9).

The Report of the Department of Native Affairs (U.G. 53/1956: 9) identified

the following culture groups on the basis of language:

FIGURE 3

CLASSIFICATION OF BLACK CULTURE GROUPS

-. '1'=\4; ....# ..;..• eh hS; ~ame'·.9- Ub4$'tAtasu a .. -E§"t'rmated"Numbel"'!"'

Xhosa 2 486, 163 .
Zulu 2 205, 756

. Northern Sotho 941, 297

Southern Sotho 917, 030

Tswana 703, 152

Tsonga 406, 051

Swazi 292, 511

Ndebele 211, 985 . .
Venda 146, 317

'-.-' -_.~~,,,,,,~.- .... , .............,-.J,__.•.. ~.-.,...'"~ •. _ .•.•_ .. _ ~'"'. __ -- _.•._",~ .. ; _._._,.c
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Source: Department of Native. Affairs. (U.G. 53/1956), Goverrvnent w ·•

Printer, Pretoria 1956, p.9.

4.6 Overview

A survey of traditional Black education reveals that education was

primarily the function of the family whose task was to inculcate in

the individual certain personal and social attributes that were

required of'him as an educated person. When the missionaries came

to South Africa they viewed education to be offered to Black children

as a handmaiden of evangelisation, which was carried on with or

without official assistance and without active involvement of the

Black parents. Even after 1910 Black education was largely a missionary

undertaking. The years from 1910 to 1945 may, therefore, be regarded

as the period of adjustment during which the Union Government, initially

unconcerned in the control of Black education gradually regarded as

its obligation to extend and develop it.

Kgware (Duminy 1967:60) stated thaf education under the missionary

influence was not only christian in outlook but also western in

content, and was completely divorced from the institutional life of

the people. According to Kgware it was to counter. this develo~ent

·that·the.E1selen Commissionoformulated its aims of education. But

the resemblance between past and the present that was alluded to

by the COllJllission may be quite deceptive. The traditional Black

family was a large stable and poweful body and it was the principal

instrument/ •••••
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instrument for the transmission of culture from One generation to

the next. The community trusted it and looked up to it for the

performance of this noble task. The family's responsibility towards

younger member was assumed and there were no demands of tribal life

in the sense that an outside tribal authority existed whose business
_-../-"-_.., ,' .. ",_.__.. -~i'i" .. y." r -m 11( '" • ,-~,,- r ..__~ ~_.,_.• , ......~-.i""""", .. -{O ~'."'. '-t~f!""'" -""",~ ..,y

was to ensure that the internal obligations of the home were being

fulfilled.

The Eiselen Report made ample reference to traditional culture as

the basis of a new educational plan. However, without elaborating on

the relevant elements of the culture in questions, the Commission

assumed,

"The degree in which traditional culture is able to

develop and meet the needs of the Bantu under present

and future oircumstances, and the manner in which it is

pervasive and influential largely determines the extent

to which the education of the Bantu child should be based

on idioms of Bantu culture" (U.G. 53/1951: 9 ).

Whilst it cannot be denied that contact between Europeans and

Africans as well as Black education that ensued had a somewhat

disruptive effect on the cultural life, such contact nonetheless

occasioned a shift towards a new gestalt of the institutional life

of the Blacks. This change was characterised, inter alia, by

adherence to some religious denomination; pecuniary value of time

and labour; awareness of.rights and obligations outside the narrow

family circle; the demand for civil rights in a common South Africa;

.,
~""""'-""""''''''''_''''' __''''''''''''''''__·'.'it ._·....._,and/....·•·• UT _~~ .--~~- ~'"\-''''''
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and the acceptance of the value of school education. Without this

shift it would not make sense for an Afrikaner to talk of

guardianship. The crux of the matter in the determination of a

new educational system was not what culture dictated as educationally

sound but what the people themselves considered.to be sound

education for their children. However, the recommendations of the
•

Eiselen Commission were accepted in principle by the Union

Government and in 1953 the Bantu Education Act was passed by

Parliament. This historical survey has clearly demoBstrated, first,

that in the precolonial educational arrangement of the Black there

was a close relationship between educational practice and life at

home. This education was adapted to the local needs of the time.

Secondly, this survey has shown that whereas parents were totally

involved· in the edu~ation of their children in the Black traditional

society, this involvement was almost totally eliminated during the

various periods in the historical development of Black education

when school-based education was introduced to Black society.

In the, next chapter analysis will be made of the developments in

Black education, following the passing of the Bantu Education

Act•.
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FIGURE 4

FOREIGN EXPLORERS AND MISSIONARIES UNTIL THE BEGINNING

OF THE TWENTIETH CENTURY.

SOURCE:

AFRiCA: . A"Rodern HIStory (18'00":1975) 1978) by J.O. Sagay and D.A. Wilson,

William Clowes and Sons Ltd; Great Britain, p. 180.
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FICURE 5

WHITE AND BLACK SETTLEMENT IN THE EIGHTEENTH CENTURY

SOURCE: A History of South Africa, Social and Economic (1957), Oxford

University Press, London, P. 286.
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. 5.THE'BANtU EDUCATION ACT AND THE 'BLACK COMMUNITY

5.1 Introduction

As a result of the work of the Eiselen Commission the Minister

of Native ~ffairs presented the Bantu Education Bill to the Hous

Assembly in Aygust 1953. The Bill dealt with the broad outline

- 4_;of~the.proposed-systein· of""edtlcation; 'c It-wcluld"be leff"io th~- v

responsible minister to make regulations covering all other

matters. Under Section 12 of the Bill the Minister was granted

the power to establish various types of Black Advisory boards

or councils at the national, regional or local level. The Bill

provided that if he wished the minister might transfer control

to a local authority.

, In his introductory'remarks the Minister of Native Affairs

(U.G. 53/1956:3) reported in 1953 that the Government policy

of "autogenous development" accompanied by the assumption by ..
' __ ~',"",,"-"<-~~'_-"_"_'~''''''''''''''''--~ __ ~'-''~C'''-' ,_ ".-~",,_, ..', '··~'~'h .' .",,~-_.' ."""",. ""'''',_. ..""

the Blacks of a larger measure of responsibility for.their own

progress had been pursued consistently during the year. To

implement that policy the Department had taken the necessary

measures, amongst others, to integrate education in the pattern

of community development.

"With, the aim of replacing the feeling of frustration

so prevalent among the Bantu in the past with a sense

of fulfilment, the Bantu are now being asked to

participate in a programme of work leading to

autogenous development"(U.G. 53/1956:3).

1nl •...
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In the preceeding two years the Department had had the Bantu

Authorities Act passed by Parliament which according to the Minister's

utterances meant an assumption by the Blacks of a larger measure of

responsibilit)' fOr their own progress. Bantu education dccording to

the Nationalist policy was, therefore, looked upon as a viable tool for

such progress. It had been stated by the Eiselen Commission that

education should assist the Black people in the development of their

own semi-autonomous societies, such development beginning from the basis

of tribal tradition. The policies suggested in the Report the great

nUMber of which was adopted in the Bantu Education Act clearly reflected

the attitudes of the Nationalist Government towards Black education.

5.2 The Central Department of Education

The Bantu Education Apt (Act 47 of 1953) was passed by Parliament in

1953. Following upon the passing of the Act the control of Black

education on 1 January 1954 passed to. the newly instituted Division of

Bantu Education by the Department of Native Affairs. This Department

soon proved too large for effective operation. ·After·the general electior

in 1958 the Department was divided to form two separate departments namel)

th~ Department of Bantu Administration and L>evelopment and the Department

Bantu Education. It had the Minister, the Secretary and the Deputy Secret

under the Department of Bantu Education. In addition there were two undel

secretaries, one deaIlngwith the professional, the other with the admin!·

strative aspects of Education (Harrel, 196A:23).

Under the Minister, the Secretary and the Deputy-Secretary at the
~

I &
Department's/ •••••

It •



---~"----------------------

-167-

Department's head office in Pretoria there were, in 1966, the Chief

of Planning and Control, two Under-Secretaries, one professional and

the other administrative, the Chief Accountant and the Personnel

Manager (R.P. 45/1968:3-5), Although there were three hundred and

sixty-six members of staff, all were White except for one Black

Inspector of schools, eighteen assistant Inspectors, one "Black tyDist

and twelve Black messengers or labourers (Horrel, 1968:23; R.P. 45/

1968:5).

5.2.2. Financing of Education

The Union Covernment felt that Blacks should make a bigger

financial contribution. it was estimated in 1954 that the

Blacks paid R5 million in direct taxation of which one-fifth

was diverted to the Native Trust Fund. The remaining R4 million

could be regarded as their contribution to their education

(Horrel, 1968:29). When Black education was taken over by the

N"centrargovernmerit";itwas decided to create'ii Black education

account. In 1955 the Exchequer and Audit Amendment Act (Act 7
.

ot 1955) was passed by the Union Parliament. The purpose of

this Act was to give effect to the policy that the Blacks

themselves should contribute in an increasing measure towards

. .

the cost of expanding their educational and other soc~al service,

(Kgware 1967:64). The Act repealed the Native Education

Finance Act of 1945 in terms of which Black education was

regarded as an integral part of the education of the entire

South African COITIlIUnity and was, the:-efore, financed in the

same manner although not to the same degree, a~ the education. " .
other/ •••••••
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population groups in the country•

• $ pu,g-

The, Exchequer. and Audit Amendment Act.,created a Bantu Education.

Account into which was paid,

(a), A fixed amount of R13 million annually from the consolidated

Revenue Account;

(b) Four-fifths of the amount collected from Black taxpayers

plus such other miscellaneous amounts as might accrue to the

schools from fees or other sources. One-fifth of the Black

tax was directed to the Native Trust Fund, and

(c) Such money as Parliament might make available in the form

of recoverable advances to meet any deficit in the Black

education account (Behr and MacMillan 1966:354; Horrel,

1968:29) •

.
The new legislation meant that expansion in the provision of educational

facilities for the Blacks was dependent upon an increased contribution

by the Blacks in the form of taxation. But the funds were not sufficient

to provide for the expansion of educational services. In 1957

the Department of Native Affairs decided to call for a greater contribu-

tion by the Blacks parents. School Boards would have to raise the capital

costs for higher primary and post-primary schools and then apply for a

Rand for Rand subsidy (Horrel, 1968:44). The Government Notice,R25l

of 22 February 1957 set out regulations for school-fund in Black

community schools to be applicable to all schools in a particular

area if the relevant school board so decided.

funds/ ••••
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funds would be derived from bazaars, concerts, sales of handwork and

so on, and in addition, pupils of secondary schools might be required

by the school to make compulsory contributions amounting to not more

than one rand per pupil per quarter. Voluntary contributions might be

stipulated by the Government Notice R217 of 21 February 1964 as ten

cents per quarter in the lower primary. schools and thirty cents per

quarter in the higber primary classes.

In o 1958 another means was devised by Parliament to increase the direct

tax payable by the Blacks. This was done by way of the Native Taxation

and Development Amendment Act (Act 38 of 1958). The Act provided that

as from 1 January 1959 every male Black of the age of eighteen and over

domiciled or resident in the Union of South Africa would have to pay

basic general tax at ~he rate of three rand fifty cents a year instead

of two rand as previously. During 1959 the Minister of Bantu Education

announced before the Senate that if the White farmers wished to make

use of school children on their farms under the supervision of the

teachers to assist with farm actiYities this could be arranged to fit

in with the school schedule (Hansard, 3464-67).

As from 1 January 1960 the Black male and female whose taxable income

exceeded R360 per annum would have to pay an additional general tax

starting at fifty cents for men and two rand for women and rising

according to the income level. But even this measure failed to bring

in the money required for education (Horrel, 1968:33).
"'."" .. -

As from/ •••••
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As from 1 April 1963 the full amount collected by way of general tax

of Blacks was to be paid in the Black education account and not

only four-fifths of it as had been the practice earlier (Kgware,

1967:~). In addition large sums of money were contributed by Black

parents to building funds and towards the salaries of privately paid

teachers. Pupils might be asked to buy their own materials for handwork

classes, to pay for readers and textbooks, and in post-primary schools

. .....:~to .~~re,gi.;.t~a,tlo~,.ex~l~ail-0n a1d.sportso,~ees,._~~e arJJ()lJ'J,t;. of_..

money contributed towards education still proved inadequate and had to

be sopplemented from the ceniral funds and accounts. Consequently

the Bantu Education Account was abolished in 1972 as a result of the

passing of the Bantu Education Account Act (Act 20 of 1972). In abolishing

this account the Government proposed"to make alternative provision for the

financing of services with which the Bantu Education Account is charged, an,

to make provision for the payment of certain moneys into the Consolidated

Revenue Fund" (R.P 93/1973:85).

From 1972 onwards the Central Government had to foot the bill of Black educ.

tion in the White areas from the cehtral Consolidated Revenue Fund. All

tax collected from Blacks was to be paid into the Revenue Funds of their

homelands (Rupert • 1976:66, R.P. 93/1973/85). Each of the Homeland+
Governments had to submit estimates for its own education according to its

own education finance policy. During the 1977/1978 financial year the

following amounts were set aside for expenditure on free issues in the

white area (R.P. 14/1975:104):

+ In 1978 the work "homeland" was eliminated from official terminology and

replaced by "Black national state."



-
-171-

School furniture

Teaching aids, requisites and materials

Readers

Crade Text books

Bibles

School libraries

Manual training centres

TOTAL

1 500 000

466000

469 000

1, 457000

40 000

106000

840 000

4 878 150

The apjustments in the financing policy for Black education followed a long

period during which the Government pegged its contribution at R13 million.

However, it remained the Government policy that Blacks should as far as

possible finance their own education. For this reason the great majority

of Black schools are aided community schools. Following the introduction

of sales tax in July 1978 the Black general tax was abolished by the

Central Government.

5.3.3•. The Types of Schools.

In order to further elucidate the extent of Black involvement in the

management of their education, the type of schools will be discussed

hereunder. The following types of schools were created in terms of

regulations framed under the Bantu Education Act and its amendments:

5.2.3.1 Government/State Schools

The Government schools were placed under the direct control of the

Oeoartmen.t of Bantll Education. All existinQ orovi[lclal schools wo'

become qovernment sChQols and. further, oov~rnment schools would b

established. The government school~ were fo~ tHe most part

•

teacher/ •••••
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establishment of a community school or not.

(c) Other subsidised schools; The mine, factory, farm and

hospital were the third category of government-aided schools.

Aided mine or factory schools were situated in the mine or

factory property and conducted for the sole benefit of

Children of Black employees of the mine'of factory. The mine

or factory school'is state-aided and controlled by a school

manager appointed by the proprietors of the mine or factory._. -_.

A farm school is established, maintained and controlled by, .,
a White farmer or-farm owner, and conducted for the sole

,,-

benefit of Bleck'employees or labour tenants of the farm

owner. Black children from the neighbouring farms where no

schoOl exists may-be admitted to an established farm school
i . 1 I - I I I - Lt . ; .MidI!:

subject to the consent of the onwer. Aided hospital schools
- r

are established ~nd controlled by a hospital or convalescent
r,

home for the purpose of-providing primary education to Black

children of school-going age in hospital or convalescent home.

S.2.3.3 Non-Subsidised School!-

Unaided schools were the schools established by Black communities

farmers, mine or factory owners or mission stations and were without

subsidy until a subsidy was available. A matority of these schools were

mission. In 1954 all ecclesiastical bodies which at that time controlle

and administered Black schools were given the option of transferring

the control of their schools to; the state or retaining such control but

without any financial aid from the state. Of some,fotty ecclesiastical

bodiea ten percent retained their institutions as private non-subsidisec

schools (Behr and MacMillan; 1966:353).

Paqe 174/ •••••
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t
SCHOOLS ACCORDING TO CONTROL, 1962-1975

I

.~.f I
'<t....
'1

-
CONTROL 1962 i%3 1964 1965 1966 1967 1968 ,.!.969 1970 1971 1972 1973 1974 19/5

Government/
Territorial 1,707 .1,693 1,663 1,678 1,679 1,679 1,719 1,756 1,798 1,830 1,874 1,952 1,994 2,104 •
Schools ,.

t •
COl111lunity 3,565 3',658 3,801 3,883 4,039 4,177 4,297 4,470 4,612 4,807 5,001 5,193 5,538 5,926
Schools i

Farm I'

Schools 2,042 i,213 2,430 2,521 2,622 2,696 2,857 2,96R 3,061 3,207 3,362 3,579 3,815 3,996

Mine/Factory

1116Factory 12, 116 113 116 111 113 107 108 106 108 III 114 114
Schools ·, - ·Hospital ~~ •

Schools - . - - - - - . 11 12 13 13 14- ,-
Private

"746
-I ii.> ....

& Church 108 ' 586 563 547 534 :., 501 484 46~ "438 416 402 306 230
Schools ,-
Night I- . ,.

- . . ... 75 77 97 67 102Schools and - - - - -
Continuation . ·classes ..

.,

Specials I, - : :
y

schools
. - - - - - .. - 11 12 13 13 14

4_·'

Scheduled 33 I 7 16 13 23 24 26 28 25 29 29 33 34 37Schools

TOTAL
~

6,610 9,257 9,551 10, 12~6,429 6,463 8,636 9,061 9,653 10551 10,946 11,427 U,947 12,573

I
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~u~ Department of Bantu Education: Annual Report for the year 1972

(R.P. 93/1973). Government Printer

Pretoria, p.no

: Annual Report for the year 1976

(R.P. 27/1977) Government Printer,

Pretoria" p.143~

The development of the school;system depicted by figure 3 shows that

between 19G2 and 1975 the majority'of Black schools were communIty
._~ ... - ~~. -

schools. This shows 'the measure of involvement of the Black

5.2.4

community in the establishment of schools and local provisIons for

education. 1n 1975 of 12 573 Black schools, about 50% were communIty

schools.

Regionalisation of Control in Black education

.
5.2.1 ~gional Divisions i

At the same time as centralisation came into being in 1954 a

preHiiiinarY'decentral1satioit.of the Pretoria head office took
. ....1:"

place. The country was divided into six regions on a more or less

ethnological basi•• ,eSix regional offices were established by

means of a,further delegation of authority. At the head of each

regional office was the Regional Director responsible tq the

Secretary for Bantu Education. The following regions were

created (Horrel, 19G8):

Region/ •••••••
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·£IGURE 7
~GIONAL DIVISIONS, 1954

Reoion

Northern Transvaal

Orange Free State and

Northern Cape

Southern Transvaal

. Natal

Ciskei and Western Cape

Transkei

Ethnic Grouo

Northern sotho, Venda and Tsonga

Southern Sotho and Tswa~n~a __

Mainly Tswana

Zulu

Xhosa

Xhosa

Each region was in turnl divided into inspectorates or. inspection

circuits, with a White inspector of schools in charge assisted by

Black sup-inspectors and supervisors. The headquarters of the six

regions were established respectively at Pieteraburg, Bloemfontein,

Pretoria, Pietermaritzburg, King Williamstown and Umtata.

As a homeland developed, the decentralisation of Black education in

the.,remaining areas .intp..six gradually disappeared. For example,

in 1963 with the passage of the Transkei Constitution Act ~Act

48 of 1963) control of education in the Transkei was transfered

to the Legislative Assembly of that territory. By 1966 there were

five regional divisions in existence with forty-nine Black

inspectors and one hundred and fifty-eight Black inspectors as the

only highest ranking Black officials in the Department (R.P. 45/1968:5

Kgware/ •••••
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Kgware (Dum1ny, 1967:58) viewed the appointment of Black

inspectors and assistant Inspectors, the Black school

Board Secretaries and Clerks as "another effort to involve the

people in their education to make them more education-

conscious than they have ever been before:' By 1971 nine Territorial

Authorities had been established. In the White areas four

regional offices were in exiatence, namely, the Transvaal, Natal,

the Cape and the Orange Free State. Each one of the regions had

a number of inspectorates all with White inspectors at the head

(R.P. 31/1973:4-5). In 1974 the Department's Report (R.P. 45/

1975) announced the division of White areas into five regions,

namely, the Southern Transvaal, Northern Transvaal, Orange

Free State, Natal and the Cape. By 1976 Johannesburg had been made

a separate region. Today the following divisions are to be found:

Highveld, Northern Transvaal, Natal, Orange Free State, Orange­

Vaal, Cape and Johannesburg.

Homeland Divisions

From 1954 Black education in South Africa was controlled primarily

by the Central Government Department of Bantu Education and

directed along the lines of segregation. The term "apartheid"

was applied as a generic term to the policies~practices,andideolo~

of the Nationalist Party sioce'its accession to power in 1948

(Rogerson and Pirie,' 1979:323). While the terms "separate develop­

ment" and "multinationallsm" are also used, "apartheid" has remaine·

widely used especially by the international community to designate
, .

the present system in South Africa. In 1954 the Government

appointed/ •••••
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appointed the Commissinn for the Sodo-Economic Development of the Bantl

within the Union of South Africa, otherwise known'as the Tomlinson

Commission. The appointment of the Tomlinson Commission was a major

step in the implementation of the Eiselen recommendations. The

Tomlinson Report, presented to the Government in 1955, recommended that

the Black reserves be developed so that territorial segregation might

be increased. In justifying the ethnic differentiation of the

population in the country the Report (U.G. 61/1955:2) stated,

"Culturally there are points of similarity as

well as difference between the various groups

and their sub-groups. These resemblances and

. contrasts are clearly visible in the various tribal

institutions in vogue, such as the social system,

economic actiVities, religious conceptions, the

trainin~ of children, education and the political

structure. "

Like the Eise1en Commission, the Tomlinson Commission did not

elaborate on the distinctive characteristics that justified ethnic·

differentiation of the Black people.

The Report mentioned· that on the one hand the Commission had listened

to evidence from the Blacks seeking their salvation in the ennoblement

and enlargement of the traditional tribal structure; on the other

hand, there was evidence which clearly pointed towards a desire for

participation in the administration of the country by representatives

elected from their ranks to the Union Parliament on the basis of a

conmon/ ••...
,
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common electoral roll (U.G. 61/1955:15). Nonetheless the CommIssIoners

stated that the purpose behind the Government measures was to create

a national home for the Blacks for at least each of the bigger ethnic

cultural group, whlle at the same time limiting their rights in the non-

Black areas (U.C. 61/1955:101-106).

With the passage of the Bantu Education Act of 1953, therefore, the

NatIonalist Government embarked on a course which followed quite closely

the one mapped out by the Eiselen COlllllission and further refined by the

Tomlinson CommissIon (Jones, 1970:66). Between "1952 and 19~ there was

a series of campaigns launched by the African National Congress, the

South African Indian Congress, the Congress of Democrats and the

Coloured Peoples' Congress against the

Authorities and the Group Areas Act.
Bantu Education Act,the Bantu

However, the Secretary for

Native Affairs (U.G. 53/~956:l5) reported in 1954 that the Bantu Education

Act was gaining increasing support among the Blacks especially since the

prospect had been held out to them of obtaining direct control over
r""-.·.,.,.....,._,·.~_,-·"'__<>- .. - _'····.·-...,·_·"-,co._..,·.-,,.. :.-···· <_·•.~e.__~.-' .. '""" a;':'" -.,-"",.,

their schools by means of school boards and school cOlllllittees in collabora-

tion with and under the supervision of the Black Authorities to be

established. The Report described opposition to the Act as being of an

isolated nature and not being representative of the Black opinion"

(U.G. 53/1956:21). From the point of view of the Report the new

educational policy was a striking success and a blessing for the'Blacks

.(U.G. 53/1956:4).

The Native Affairs Department (U.G. 37/1958:4) reported in 1956 that no

less than thirty-three tribal authorities had been established in that
,

year/ ••••••
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if •
year. According to the report this showed more clearly than words to

what degree the Blacks actually subscribed to and helped in the

extension of the state policy in that sphere. In 1959 the Promotion

of Self-Government Act (Act 46 of 1959) was passed and in 1963, with the

passage of the Transkei Constitution Act control of education in the

Transkei was transferred to the Legislative Assembly. It was decided,

however, that for a certain period White educational officers seconded fre

the Department of Bantu Education would assist the Transkeian author!ti es

where necessary (Behr and MacMillan, 1966).

According to the Editorial in the Bantu Education Journal of September

1967, the Department of Bantu Education planned to separate educational

facilities in Black areas from those elsewhere, creating five regional

organisations in the White areas and six in the Reserves. Each of the

latter'-wCluld .serve studenfs'of aspectfic language group and in time

would become the department of the relevant territorial author! ty. The

Black areas were considered true homelands of the Blacks where they

settled originally and where they acquired their rights to the exclusion

of other races (R.P. 41/1965:11). - In pursuit of this idea the Department

of Bantu Administration and Development (R.P. 41/1965:11) gave the

following list of the Black authorities established since 1953:

FIGURE !!.-
THE BLACK AUTHORITIES IN 1963

Description Number at 31/12/62 Established during 1963 Total

Tribal

Authorities 290 9 299. .
Reginnal

Authorities 39 3 42

Territorial
.,~-.._"""~.,..---.-",., ..,~-, .•,,,..-. '-"""",,,;~"': :~""'>c:-- '....," ......:'-
Authorities 5 - 5
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The fiYe territorial authorities were Ciskei in the Ciskei, Tswana in

the Western areas, Lebowa in the 'Northern Transvaal, Hashangaoe .

(Gazankulu) in the North-Eastern Transvaal and Thoho-Ya-Ndou (Venda)

in the Northern Transvaal.

Elaborating on the Government's' policy Hr H.C. Botha,then minister of

Bantu Education (Ouminy 1967:Xlll) stated the following:

"It is the intention ofthe government to place responsibility

for the everyday administration of education increasingly
"

in the hands of territorial authorities with the present school

boards acting as their local agents. Central control will

be maintained in such matters as professional policy

standards, courses, syllabuses, examinations and certification

So that the quality of education for the Bantu throughout

the Republic w111. be maintained at the highest possible level."

According to the Central Government's policy, therefore, territorial

authorities as representatives of the Black community, would be created

and be responsible 'for such procedural matters as the construction and

maintenance of school b"ildings; the provision of school furniture,

books and. other equipment; employment and salaries of teachers, and

the control of school boards and of hostels. The substance of education

would be determined by. the Central Government.

At the head of each territorial depar.tment of education there would

provisionally be a White director assisted by White senior inspectors

but Black inspectors would be in charge of inspection (Horrel, 1968:21-2).

The existing central department would remain catering for the Blacks

in the/ •••••
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In the annual report the Bantu Edllc.ation Department pUblished in 1968

(R.P. 45/1968:1) that the Department had taken over schools that had

evolved from the missionary activities of various churches; that

the schools under the control of the Department were by reason of," .
-'

historical origin essentially community schools, and that the Depart­

ment's primary task was to ensure that the Black population groups

were led to independence and self-reliance. In 1968 the Government's

plans were taken a step further forward when proclamations were

gazetted providing for the newly constituted authorities in the Ciskei

for the Xhosa and Bophuthatswana for the Tswana people, each to have an

Executive Council ~'thority service. The latter would be assisted for

some time by officials seconded from the Republic's public service.

Among the departments to be created in each territorial authority area

would be a Department of Education and Culture. Other Black areas

followed on the steps of Ciskei and Bophuthatswana. on 11 June 1970

Kwa-Zulu Territorial Authority'was inaugurated at Nongoma.

In 1971 the South African Parliament passed the Homeland Constitution

Act (Act Zl of 1971) providing for the assl~ption by the territorial

authority of the same status as that which had been assumed by Transkei

in 1964. With the granting of internal self-government status to the

homelands/..... •



homelands the Legislative Assembly in these territories set up

Departments of Education and Culvlre. By 1973 there were eight self­

governing homelands each with a department of education. A department

of education in a self-governing territory is independent administratively

and with its own minister of education but remains closely linked

professionally to the central department.

FIGURE 9. . .--.--
HOMELANDS: DEPARTMENTS OF ~TION AHii-CtllTURE

Homeland Headquarters Directorlll White Profe- White Black In- Black
Department Secretar!es ssional Inspec_ spectors Assistant-

of Educatinn Assistants tors and Educa Inspectors
tional
Planners

Basotho- Witsieshoek 1 - - 1 1
Qwawa .
Bophuthatswa r-Mafeking 1+ 2 - 15 33
na I

Ciskei King Williams's
Town 1+

.2 8 22-
Gazankulu Ciyani 1+ 1 - 5 17

Kwa-Zulu Pfetermarltz- 1 3 - 22 48
burg

Lebnwa Seshego 1+ 3 - 13 30.
Transkei Untata 1+ Ib 2 28 46

.
1+Venda Sibasa 1 - 5 16

.
TOTAL 8 13 2 97 213

+ - Secretary for Education

b - Assistant Secretary

c - Including Supervisors

Source/ ••••••
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Source: Department of Bantu Education: Annual Report for the Year 1974.

(R.P. 75/1975) Gowernment Printer,

Pretoria, p. 31

Administration and control of Black education therefore, is vested into

two authorities

(i) Those in the white areas under the direct control of the Depart-

ment of Education and

(il) Those in the homelands under the control of the Homeland Depart­

ments of Education/'" Four territories, namely, Transkei,

Bophuthatswana, Vendaland and Ciskei are now treated as independen

republics with their own systems of education.

That the homeland governments exist with their~departments set up in accor­

dance with the stipulations of the Homeland Constiu·tional Act of 1971,

is now an accomplished fact. The annual reports of the Department of

Education and Training give long lists of high-ranRing officials of the

Homeland Departments of Education who are drawn from the Black communities

to serve in various capacities, foi example, as Ministers, Secretaries,

Directors, Chief Inspectors, Educational Planners Bnd Inpectors of scbools.

The Department of Education and Training reports with appreciation on the

co-operation that exists between the central department and the Homeland

Departments of Education on the one side and the central department and the

statutory organs' on the·other side. In addition, the self-governing

homelands may legislate for their territories. in matters of education

and other fields including the levying of taxes For ~xample1 in terms of

Section/ •••••
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Section 3S( 1) of Kwa-Zulu Education Act (Act 7 of 1978) the Bantu Education

Act was repealed for Kwa-Zulu s{nce 1978.

On the other hand the homelands were devised as a political alternative

to Black participation in ruMing the affairs of South Africa

generally. The homeland policy is ~ased on the belief that·community

development for the Blacks as well as their political aspirations can be
_r-

realised within the framework of the tribal political system which can

exist in a racially segregated social and political space. Therefore, in
11" ..

keepi.ng with principles of "guardianship, no levelling and segregation,"
-;O~ • t

the homelands are the only legal outlet for political expression for the
l .;:.r

Blacks tn the country.

The Statutory Control Bodies
Ni'

In terms of Section 12 of the Bantu Educatinn Act the Minister was

empowered to establish various types of advisory boards, councils, or

committees to manage or control.schools at the national, regional or local

level. Alternatively the control of schools might be entrusted to a Black

authority in terms of the Bantu Authorities Act of 1951. In 1954 the

Bantu Education Amendment Act (Act 44 of 1954) was passed to make provisinn

for the establishment by the Minister of Nati~e Affairs of Councils, Boards

or other Bodies to which direct control of Black community schoois might

-be entrusted (U.C. 53f1956:24). This legislation led to the establishment

of statutory bodies such as the Advisory Council for Bantu Education at

the central level and School Boards and School Canmlttees at the local

level/ ••••••
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level of educational administration.

5.2.5.1 The Advisory Council for Bantu Education

~:~'C;··,.......The··Government· Noti~B.895 of 21· June ·1963 issued by the Minister

of Bantu Education made provision for the establishment of an

Advisory Council for Bantu Educatfon. The ~ouncil was set up
j

in March 1'164. It was co~osed of fifteen Black members

appointed by the Minister "on the grounds of their experience

and knowledge of administration and edncatlon affairs" (Kgware

1967:57). Seven members of the Advisory Council were selected

. in consultation with .the territorial or regional authorities
fO,", '·'H:,' ·"i,j~i·.", '~~.~.••.-" .. '.-"" _',< -'.'t'.,

concerned to represent each of the main African language groups~

namely, Zulu, Venda, Xhosa, Tsonga, Southern Sotho and Tswana.,
The remaining eight members were appointed to represent the

interests of the Universfty colleges, training colleges, farm and

other schools,

institutions.

dj·

school boards, churches and other educational
O,p.:;

The chairman and vice-chairman who were designated by the

Minister, and one member choseD by the Advisory Council itself

constituted an executive canmittee. The council might co-opt

with the approval of the Minister of Bantu Education, any Black
,

or White person to assist in its deliberation but such a person

had no vote (Behr and MacMillan, 1966:357). In addition the

Advisory Council had the services of seven committees which

were estabtished to deal with the interests of the various

language groups.

The/ ••••••



-187-

The functions of the Advisory Council were, amongst others, to

advise the Minister regarding the policy and other matters

concerning the eudcation of the Blacks, to initiate investigation
-

into educational problems and to uphold and promote the interets

and prestige of the teaching profession (Government Notice R895, 1963:3)

The deliberations of the Advisory Council were, since its inception,

reported upon as part of the annual report for the Department of

Bantu Education.

In 1966 the Advisory Council discussed and reported to the Department

on the advisability of the reduction of the number of school years

for pupils in primary schools, the revision of syllabuses and the

introduction of instrumental mvsic in secondary and teacher training
l

schools (R.P. 45/19p8:22). Apart from the later decision to reduce

: ;-gp.;.~!.!!!':f~-=~r!.ara; t~i;lUPasiofal rtv~s!onaif;Sfl1fbUSejj, '.

it would seem that the D~partment never supported the introduction of

instrumental music in schools. During 1968 the Advisory Council paid

attention to the following issues:

(~) The need for research into general educational problems;

(b) Improvement in human relations in government schools;

(c) Parent committees in government schools;

(d) Improvement of adult education, and

(e) The need for Black representatives on the Department sub-committeE

for school subjects (R.P. 32/1970:26).

The idea of parent committees in government schools has never really

•

taken/ •••••
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taken root largely because the government schools are in most cases

boarding schools which draw pupils from distant places. As far as Black

representation on sub-committees for subjects is concerned the involvement

of Blacks has until recently been restricted to the language boards set

up for different African languages. However since 1981 Blacks have

been_appointed_ chief- examiners+for methcxf"sUbjectsother 'than vernacular

for the teacher training colleges. With regard to adult education it

is remarkable that it was only after 1970 that the number of evening

schools and continuation classes started to grow.

Since 1969 as the homelands, one after another assumed self-government,

they began to feel the need for their own advisory councils. During

1974 the Venda and Transkei governments constituted their Education

Advisory Councils governed by their own regulations CR.P. 45/1975:92).

As a result of these development the existing Advisory Council for Bantu

Education was dissolved and a new council of twenty-four members for the

White areas was established in.;c1975 CR.P. 36/1976:90). The amended

regulation provided for five 7-member regional sub-committees representing

the Cape, Natal, Orange Free State, Southern Transvaal and Northern

Transvaal.

In 1977 an additional sub-committee representing the Johannesburg. .
region was constituted for the Advisory Council for Bantu Education.

The creation of the new sub-committee brought the number of the regional

sUb-committees with which the Advisory Council had to liaise to six. In

addition between 1974 and 1977 the Adv:sory Council discussed and made

its/ •••••
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its sub-missions regarding the following matters:

(a) Apprenticeship for Black pupils;

(b) Granting of bursaries to students in the homelands;

(c) Improvement in the training of secondary school teachers;

(d) The need for the extension of training facilities for Black

medical students and for the admission of 'Black students to all

existing medical sChools;

(e) Compulsory education;

(f) Advisability of establishing a branch university at Soweto and

feasibility of opening White universities to Black students;

(g) Elimination of ethnicity as a basis for admission to university,

and

(h) admissibility or otherwise of ethnic school boards and school

committees (R.P. 45/1975:94; RP 14/1978:98).

This list is indicative of the wide range of issues to which the

Advisory Council had to address'itself. There are definite changes

that have taken place in'regard to these matters although it is not

easy to establish if all Such changes are attributable to what the

Advisory Council originally'intended. However, thet1edical University
< __«" "·.··,,c.·.._.·,·'o_,·.'. '."."""_,_;'.,.",,,-;C.__,_.c "" ",_~~.,,+, '_"_~" ' "'''-PO''

.~..~~~_."".", _ _"__",,,",,_~_~..... ,,,, ~"'.... "."" "_""~' _:~ ~ -~.."......-.,-,-_ ",.,.,."...,... '"""....0. c'C"';

.·~""'()T'Stsli'tfieri\··Afrlea"'fias·6m"e~tmJnsh~d'fiir:l:l!iieR~!~n 19SWhe '. ......-
Department of Education and Training embarked on a three-year-training

programme as minimum qualifications for teachers, while a teacher-

upgrading programme was launched for teachers already in possession

of/ ••••••
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of two-year qualifications. In addition there has been a move towards

enlisting the co-operation of parents in the introduction of compulsory

education in the White areas. lastly, Vista University was legislated

for in 1981 and at the beginning of 1983 it started as a multi-campus

university with branches in Soweto, Pretoria, Bloemfontein, Port Eliza-

beth.

In 1978 when the term "Bantu" was removed from the statutes of the Republic

of South Africa, Parliament passed the Bantu Education Amendment Act

(Act 67 of 1978) in terms of which the name of the Department of Bantu

Education became known as the Department of Education and Training. The

full name of the Council became the Advisory Council for Education

and Training. In the same year, 1978, the Secretary for Education and

Training (R.P. 52/1979:93) made the following reference to the Advisory

Council's work:

"At the Minister's suggestion the Council was afforded

the privilege of perusing the first draft of the education

and Training Bill and suggesting amendments before its

publication in 1979."

In 1978 Kwa-Zulu Government passed the Education Act (Act 7 of 1978).
h.,'

Section 32 (1) of the act empowers the Minister of Education and Culture

to establish an education council for the area in the manner prescribed
,",~.,...._jt-"" ~.·'··""Y·'~ .~"'.I l ..U,.$;>"'.$- uc'",·-· ........ ·... ', -,..,'.....-u,

by the regulation.

J

In 1979 Parliament passed the Education and Training Act (Act 90 of 1979).

This/ •••••
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This Act repealed the Bantu Education Act of 1953. Section 2(1) of the

new legislation grants the Minister total control of all aspects of

Black education by means of the following clause:

"It shall be the function of the Department

under the direction and control of the Minister

to perform all the work necessary for or

incidental to the general administration of

education for Blacks."

Section 4(1) of the Education and Training Act stipulates that there

shall be a Council for Education and Training consisting of not fewer

than twenty members to be appointed by the Minister. A member of the

Council spoken _to said that it was JaJ;'gely as a result of the earnest

request of the Advisory Council that the change of name was incorporated

in the new legislation. According to the new arrangement the Advisory

Council for Educatio~ and Training established in terms of the old

legislation would continue to function until the term of its members

expired and would during this period be deemed for the purpose of the

new act to be the Council established under Section 4.

The functions of the Council are laid out in Section 4(2} •

Accordingly the Council shall advise the Minister of Education and

Training in regard to the general policy to be pursued in connection

with education in schools and teacher training-in so far as the professi(

aspects and guiding principles of such education and training are

concerned. The Act states that the Minister may after consultation

with or consideration of proposals made by the Council from time to

time' . •



-192-

time, determine general pollcy to be pursued in education within the

framework of the following guiding principles:

(a) The religious convictions of parents and pupils shall be

respected;

(b) The mother tongue as the medium of instruction;

(c) It shall be the aim of and objective with the co-operation of

p~rents to introduce compulsory school attendance and free

tuition including free books in all areas;

(d) Provision of education to take into account the aptitUdes,

interests and the training needs of .pupils;

(e) Co-ordination with other departments of education with regard

to syllabuses, courses and examination standards;

(f) Recognition to be given to the active involvement of the

parent and the communities in the education system through

parent-teacher associations, local or domestio oommittees or

c~lncils or in any similar manner, and that

(g) School health services to be introduced in conjunction with

the Department of Health.

The constitution, duties, powers, privileges and functions of the

Council are prescribed in the Goverrvnent -Notice R957 of 1 May 1981.

The Council draws its membership from a wide range of .bodies and

interests. According to regulation 2(1) the Council shall consist

of,

(a) Chairman of committees appointed for different regions;

(b) One/•••••••
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(b) One Inspector nominated by the Black Inspectors' Association

from their own members;

(c) One teacher who shall be nominated from their own members by

the Teachers' Association recognised in terms Section 30 of

the Act;

(d) Not more than Six persons from the teaching staff nominated

by the councils or governing bodies of the universities,

technikons, training colleges and other tertiary.edllcation

institutions determined by the Minister;

(e). Two persons nominated from such local· governing bodies as the

Minister may determine who shall be members of such bodies

(f) Not more than seven persons to be nominated by such

(i) caltural organisations,

(ii) ecclesiastical-religious organisations,

(iii) profess~ons excluding teaching,

(iv) sport organisations, and

(v) groups of persons engaged in commerce and industry,

As the Minister may determine who shall be members.of the organisations

professions, groups or associations.

The runister has the power to appoint from amongst representatives a

person to be chairman and another to the vice-chairman. Section 4 of the

Act further stipulates that the Department shall place a full-time secretary

.at the disposal of the Council. In terms of its constitution, therefore,

the Council enjpys wider representation and greater input than its predecess
4~

But the interests that are represented fall under the purview of central

administration and the self~governing territories do not have direct

representation/ •••••
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representation on the Council. Secondly the Black parents as a group do

not have direct representation on the Council. Perhaps this exclusion

may be acribed to the fact that the parent-teacher associations

contemplated in Section 4(2) of the Act have not come into existence as

yet.

In addition to the duties laid down in Section 4(2) of the Act the

Council shall, according to regulation 3, initiate investigation into the

education system continuously to make recommendations to the Minister

regarding broad principles of a sound education policy, and to advise

the Minister in regard to any other educational matter in respect of which

the Council may deem it necessary or expedient (R 957, 1981:17).

The organs of the Council include the Executive Committee of the Council,

standing committees of. the Council and Special Committees of the

Council. The Executive Committee of the council consists of chairman,

vice-chairman and three other members designated by the Council. The

Executive Committee assists the Council in carrying out its duties and in

exercising its powers.

Standing Committees are appointed by the Minister for each of the regions

in which department activities are organised. A Committee consists of

not more than thirteen ~embers, of whom

(a) Four members are designated by the Minister from among members of

the school committees in the region where the committees function;

(b) One member nominated by the local Inspectors' Association from

_._~Illong thej.r _own mem_b.~rs ; .."
-,

(c) One/ •••••
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(c) One member nominated by a recognised local Teachers' Association from

among their own members;

(d) One member nominated by such local government body as the Minister

may determine who shall be a member of such body;

(e) Two members designated by the Minister to represent such local

religious-ecclesiastical organisations as the Minister may determine,

and

(f) Not more than four members designated by the Minister on the grounds

of their expertise in the field of education (R957, 1981:20).

The Committee has chairman and vice-chairman appointed by the minister

from among the members, and the secretary elected from among the members

themselves. The Committee's duty is to investigate any matter regarding

education in a specific region and to advise 'the Council of its findings

and recommendations.

The Minister may, after consultation with or at the request of the Council,

appoint a Special Committee which may include persons who are not members of

the Council but who have special knowledge or experience of any aspect of

education, to carry out such functions as may be determined by the Minister,

after consultation with the Council. The chairman of the Special Committee

is chosen from the members of the Council.

Being the only all-Black organ attached to an otherwise white-controlled

Department of Education, the Council for Education and Training has a

tremendous and extremely challenging task to perform. There is hardly any

educational! •••••
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educational matter that does not merit the attention of this body. Informa­

tion gleaned from the confidential documents of the Council shows that the

work covers a wide field ranging from the general policy and professional

matte~s to the concrete operation of the school as a unit and a physical

plant.

Since its inception as a new body, the Council has concerned itself with

the overhaul of the Black educational system in the light of the guiding

'principles enunciated in the Act and with a view to making education

more responsive to the needs of:the Black community and South Africa generally

In its executive meetings and. plenary sessions the Council has paid attention

to, and made recommendations with regard to, the following matters:

(a) The advisability of appointing Black personnel to higher posts;

(b) Improvement of teacher-training programmes, up-grading of in-service
• , -~., .·.·...."._i<·"_'·.,,: .-~"'--7;' .."'_. o."·._,._"'._.· .. :~,.""._......,..._, "'~'. .-~·_·-.~_·,..·_ ..·-'_F. _._.~__~__ .. __,

teachers, further training and conditions of service;

lc) Examination policy including conditions for certification, credibility

and efficiency of departmental examinations;

(d) Career education and school learning content:

(e) Financing of Black education;

(f) Post structures and salaries;

(g) Free and compulsory education;

(h) Rand for raid subsidy and supply of school requisites;

(i) Effective management of schools including community involvement;

(j) School counselling services;

lk) Co-operation with national states, and

(1) De Lange/ ••••••
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(I) De Lange HSRC Education Commission Report.

The foregoing list highlights the importance of the Council for Education

and Training as a regulatory and promotive agency. The Council was instrumen­

in the launching of a three-year teacher-training programme after standard

10 as a minimum professional qualification for any teacher in the place of

the previous standard 10 plus 2 years' teacher-training course (Council,

1981:6). The Council also expressed its considered opinion on the H.S.R.C.

investigation into education. While commending the Education Commission for

its work the Council declared:

"The Council welcomes the more realistic approach to the

financing of education, especially the commitment to achieve

parity of expenditure per comparable pupil pased on a

recognised financial norm. However, a suggestion that parents

will have to carry a great proportion of the real costs of

education is not acceptable to Council representing the

Black community if it is remembered that the Black

community is poor and economically disadvantaged" (Council, 1982:2).

The Council also benefits from the deliberations of the regional committees

from which have come recommendations, for example, regarding the establish­

ment of parent-teacher associations, implementation of the programme for

~ompulsory education, seminars for school committees, public relations

machinery with Black personnel, consultation with the school committees

in the appointment of school principlas, and remuneration of members of

governing councils and school committees for their involvement and sacrifice

(Council, 1982:5). The Council also serves as a forum for 'the high-level

discussion/ •••••



-198-

discussion in the form of exchanges of ideas between the Council members

and the departmental officials, as well as a healthy transfusion of ideas

among the council members representing various organisations and interests.

Whatever the Council may perceive to be its task in relation to Black

education this body remains basically an advisory agency whose decisions

are not binding on the Department of Education and Training. Secondly,

the Council has to make recommendations with due regard to the broad principlf

of education formulated by, and acceptable to the Government of South Africa.

Whereas. the Central Government has responded to the H.S.R.C Education

Commission's recommendations by re-affirming its stand by the principles

of theChristlan character and the broad national character of education

(Republic of South Africa, 1981:4), the Council has given the following

. response:

"In supporting the principle of free association, we reject

the philosophy of Christian national education as narrow and

exclusive and we advocate a broader philosophy to encompass

all citizens of this land with due regard to a health diversity"

(Council, 1982:3).

The Council's deliberations are not reported on separately but form part

of the annual report of the Department of Education and Training. In spite

of accurate reporting and close co-operation between the Council a~d the

Department of Education and Training, the contributions of the Council

are very likely to be misinterpreted or even undermined as those of a rubber

stamp. Nevertheless, with enterprising,reSourceful and perceptive

membership, the Council is tn a position to play a significant role in

. Improving/. • •• '
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improving the quality of Black education and influencing the

official policy towards it.

The School Committees and School Boards

Before the introduction of Bantu Education a large number of schools

especially community schools in the Transvaal had elected school

committees consisting mainly of parents. As "noted earlier on, after

the passing of the Bantu Education Act in 1953 the Bantu Education Amendmen"

Act was passed in 1954 provinding for the establishment by the Minister

of Native Affairs of Councils Boards or other bodies to which direct

control of Black community schools might be entrusted., The constitution,

powers, functions and ~uties of the School Committees and School Boards

were first laid out in the Government Notice Number R61 of 2 April 1955

and again in the GovernmentNotice Number Rl177 of 5 August 1960 as well

as subsequent amendments. ~The establishment of a school committee or

school board was at first an elaborate process that involved the chiefs,

headmen, Native Affairs Commissioners, tribal authorities or other

similar bodies, and the Secretary of Native Affairs, and from 1956, the

Secretary for Bantu Education.

~ ~In rural areas a School Committee was composed of seven members of whom

two were nominated by the Secretary for Bantu Education to represent

religious or other interests. The other members were nominated by the

tribal authority, or if no such body existed, by the chief or headman
, .

*after consultation with parents and the Secretary for Bantu Education.

Two/••••••
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Two of the five members were to represent the authority of the chief or

the tribal authority or headman, and three were drawn from among the

parents. The Chairman and Vice-chairman were nominated from the five

members by the chief or headman or tribal authority in consultation with

the Secretary.

In the urban areas the School Committee was made up of a minimum of eight

members. Two or more members were nominated by the Native Affairs

Commissioners in consultation with the Advisory Council or local authority.

Two members were nominated by the Secretary to represent religious or other

interests. The parents were to elect four representatives elected at a

meeting called for the purpose. The Secretary would nominate the Chairman

and Vice-Chairman. All appointments had to be approved by the Secretary

for Bantu Education who might at his discretion terminate the appointment of

a member or dissolve the Committee. The Committee had the power to appoint

a secretary sometimes on a part-time basis who might not be a teacher or

an officer of the department.

The qualifications for membership on· the School Committee have remained

the same over the years, namely, that

(a) Only Black parents over the age of twenty-five may serve on a school

Committee.

(b) A member must not have been found guilty of any crime or offence for

which he was sentenced to imprisonment for a term of six months

or more five years prior to the date of his election or nomination.

(c) He or she must be mentally normal.

(d) No serving teacher or wife of a teacher or any other Black officer

connected with school matters, might serve on the School Committee.

Page 201/ •••••
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The School Committee had the following functions:

(a) To institute and control funds;

(b) To maintain school buildings and grounds and to erect new

buildings deemed necessary;

(c) To bring to the notice of the School Board any matter which in

the opinion of the School Committee affected the welfare and

efficiency of the school;

(d) For any member to have access to any school or class under the

supervision of the School Committee provided this did not interfere

with the work therein or with the teacher in the carrying out of his

or her professional duties;

(e) To give advice to the Board on the functioning of the school under

its aegis and on the appointment and efficiency of teacher;

,,.
;

(f) To expel any pupil' from school for any reason which the Committee

might consider of sufficient importance to the school, although the

parent would have the right of appeal to the School Board against

such expulsion (Rl177, 1960:6).

The Chairman of the School Committee had the obligation to convene a

. meeting of parents during March of each year, amongst other things, to give

a financial report of the previous year.

The establishment of the School Board involved the same bodies and persons

as in ..the case of the School Committee. In a rural area where no tribal

or regional authority existed, the chief or headman would nominate four

parents/ •••••
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parents from among members of School Committees in the areas served. Two

members were nominated by the Secretary from among his representatives on

School Committees in the area of the School Board concerned. Two more

members representing special interests were nominated by the Secretary

on account of their special knowledge or experience. The chief or headman

would nominate the Chairman or Vice-Chairman.
~

In an area inhabited by two or more but less than five tribal organisations

where no tribal or regional authority had been established each chief or

headman would nominate one member: after consultation with the Secretary.

One parent member was further nominated by each chief or headman from among

such members of the School Committee as had been nominated for the area

for each chief or headman. Two members were nominated by the Secretary

from among his representatives in the School Committee in the area. Two

more members were nominated by the Secretary to represent particular

interests or on account of spcecial knowledge. The Chairman and Vice-

Chairman were nominated by the Secretary.

In rural area. where there wa. e tribal or regional authority that body

would nominate six of the eight members of the School Board subject

to the departmental approval. Two of the members, the Chairman and Vice-

Chairman were nominated by the authority from amongst its members; two

were chosen from amongst the parent representatives on School Committees,

and two were selected on the grounds of their special knowledge and experienc!

The Secretary would nominate the remaining two to represent religious

or other interests.

In urban areas the Secretary would nominate six of the e'igh\: members of the

School! •••••
c •. ~.
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School Boards: the Chairman, Vice-Chairman and four persons to represent

religious or other special interests. The Native Affairs Commissioner

would appoint two or more members and the parent members of School

Committees in the area would elect four representatives from among their

ranks. All appointments were subject to the departmental approval.

In any other instance the Minister would determine what to do. Furthermore,

if there were insufficient schools in the area to warrant the establishment

of a School Board, a committee might be set up to serve the function of

the ~chool Board and Committee Board.

The School Boards were the employers of the teachers in the schools under

their control. Subsidies for salaries were paid through them and might

be withdrawn by the Department on a month's notice without reason being

given (R61,1955). No aepointment of teachers would be finalised or expendit

incurred without the department's approval. Should a Board appoint a teache

or incur any expenditure without the Secretary's prior approval members who

voted for this course of action would be held to be personally responsible

for paying the salary or meeting the expenditure (Horrel, 1968:25).

Other duties of the School Board were:

(a)

(b)

(c)

(d)

To maintain ana control schools in the areas sueject to the departmen

approval;

To plan and promote, in collaboration with the Committees and the

Department, erection of buildings and other accessories to a

school;

To allocate control and maintain equipment;

To seek consultation with the inspectors of schools regarding the

distribution of schools and the erection of new ones;
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(e) To investigate any complaint brought to it;

(f) To consider reports referred to it by an inspector or any officer,

and

(g) To supervise finance of School Committees (Rl177, 1960).

School' Boards might collect up to ten percent of the revenue of each school

Committee in their areas. These funds were used for bursaries, organisations

of little school functions and provision of amenities in the school board

offices, and with the Regional Director's approval, for other purposes in

the interest of education (Horrel, 1968:31-31). Every School Board had the

services of a full-time Secretary.

As a result of the widespread introduction of Black School Boards and

School Committees, the Black community took a greater interest in educational

matters then they had done before. The members of these bodies acquired

a great degree of enlightenment and experience in educational matters. 1 But

~hiS system of appointment of School Board and School Committee members

especially in the rural areas seemed to have been based on the assumption

that local control of education was a tribal undertaking in which the

chiefs and headmen could wield a good deal of power in regulating the

participation of parents. No machinery was brought into existence to

ensure that the parents were consulted in the nomination of their' representa-

tiv~sand that"the.latter.~id.holdtbemselvesaccountable.; The application
•... -..- ,., --~.~_.>~.'-_.. ,--"- ."--' '.' .- ':', < .-,-_. '- ",' - ," .

of the regulations regarding the appointment of School Committee and School

.Board members, therefore, could in practice hardly distinguish between

responsibilities and sinecures. The rural areas were also a striking

contrast to the urban areas where parents had the right to elect four

representatives on the School Committee and be directly represented by four

"0
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elected members on the School Board.

Horrel (1968) has summarised certain criticisms which were expressed by

the Black and other educationists. While they conceded that it was not

only hIghly edllcated people who possessed integrity, common sense and

administrative ability, the Black educationists nevertheless· felt that

members of the School Boards and School Committees should possess some

educational qualifications even only literacy (Horrel 1968:26). The importan

of literacy is seen when one considers that the Committee and Board members

needed. some elementary understanding of financial transactions, working

procedures and the nature of school work generally.

It was also considered by some observers that all members of School

Boards and School Committees should be elected by popular vote. It was

possible for some chiefs in rural areas to appoint their ,friends rather

than persons who would best serve the interests of education (Horrel, 1968:26

Some Secretaries of School Boards, motivated by personal disputes, past

grievances or greed, could abuse their powers by influencing the Boards

against teachers or by extracting ce~tain favours.

At its meeting in January 1958 the Council of the Institute of Race

Relations (Horrel, 1968:26-27) resolved:

"The Council notes with appreciation the establisbment

of African School Boards and School Committees. It

considers, however, that if, as is apparently intended

these bodies are to experience effective control of

their schools:

(a) Their members should be elected by popular vote at

open/ •••••
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open meetings and not as at present, largely by

nomination of officials, chiefs and headmen.

(b) Their appointment and their continued term of

office should not be subject to the approval of

the Departmental official or Minister.

(c) They should be given the powers to co-opt as members

in an advisory capacity missionaries and other Interestel

and qualified Europeans."

These criticisms were to a great extent consistent with the underlying

principles of the Bantu Education Act relating to "the active participation

of the Blacks as a people" at a local level, for there could have been no

genuine participation of this sort other than the one in which the parent

community would elect their representatives. However, the Department of

Bantu Education (RP 26/1963:1) stated in its annual report for 1961:

"It may re said that with few exceptions, the large body

of Bantu teachers as well as parents have accepted Bantu

education as a unique opportunity for service to the

country and as the most important key to the coming of

age of a nation. S"ch criticism as is still occasionally

heard usually· has a political complexion and seldom a

pedagogical basis."

One of the first acts to be passed by the Transkei Legislative Assembly

after self-government was granted had the effect of disestablishing School

Boards. In terms of the Education Act of 1964 the Transkei provided that

all community schools would become government schools under the control of the

•
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regional authorities. But the School Committees were retained. In

introducing the Bill the Minister of Education (Debates 1964:12.7) stated

that control by the board had not only created a "multiplicity of admini­

strative units with diverse conceptions as to the aims and practice of

education but has also complicated the appointment and control of

teachers. 1t

The Department of Bantu Education must have heeded what it considered to

be occasional criticism for in 1966 a new set of regulations was drawn

up with regard to the operation of School Committees and School Boards.

These regulations were promulgated by means of Government Notice R42.9 of

le March 1966.. In terms of the new regulations the School Committee were

set up as follows:

A School Committee would consist of

(a) Five representatives elected at a meeting of parents at which the

Circuit Inspector or his authorised representative would preside;

(b) Four members nominated by the Circuit Inspector after consultation

with the Bantll Affairs Commissioner and churches on the one side

and the tribal council, or township council or urban Black council

or Black advisory board as locally interested persons on the other

side. The Chairman and Vice-chairman would be nominated by the

Circuit Inspector from among the members of the School Committee.

The qualifications for membership on the School Committee remained the same.

Nomination or election was subject to the approval of the Regional

Director. The term of office for members remained three years, provided that

the Director would extend the term of office or dissolve the Committee

in the interest,of education and the Black community (R42.9, 1966:3). The

regulations! •••••
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regulations spelt out in detail the procedures to be followed in connection

with notice~ concerning meetings, meeting intervals, procedures at meetings

""~" and.liaison.. between the Committee and the principal or'anymember 'of the

staff of the school or any other person. showino I nterest in the school- .

or any other person who in the opinion of the School Committee might be

able to furnish information or give advice on any matter falling within the

powers of the School Committee. The duties of the new School Committee

remained the same except that the establishment control and administration

of school funds were made more,explicit. The Chairman had to ensure that

he convened a general meeting of parents during March each year where,

(a) A financial report of the previous year and estimates of revenue

and expenditure for the new financial year would be presented, and
~ •.•. ,,', ,_ ." ......_ ..., ..... , ..... " -,.>.,,,,._ .'_'<."_'.~" ',~,,;~' '=:', _'.. ' .,,_,.,~.".~ .. ,. ',,_ '.". _,,-.-.' _c~" _ .', .. ".__"

Cb) The prIncipal had to subrriit as compiled by him a general report

concerning the school (Rlj.29, 1966:6-7).

The new regulations required that there should be nine members of the School

Board. Five members were to be elected from among the group of parent.

members elected for the School Commi ttees in the area of the School Board

concerned after consultation with locally interested persons and with due

consideration to "the various national units in the area" (Rlj.29, 1966: 16).

The Chairman and Vice-chairman were to be nominated from among the members

of the School Board. Nomination or election was subject to the approval of

the Regional Director. The three-year term for membership on, and' the

duties, powers and functions of, the School Board remained the same as

before. In addition the School Board had to keep such records and statistics

and to furnish such returns and reports as the Secretary for Bantu Education

,
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might require from time to time. The School Board could authorise the

Secretary of School Board to enter any school for checking school registers

and to make copies thereof or extracts therefrom (R429, 1966:16). For the

first time the School Board was made a juristic person, capable of suing

or being sued.

The regulations gave details of procedures for calling meetings, payment of

travelling allowances and attendance allowances, appropriation of revenue,

methods of financial transaction, types of accounts and accounting books

to b~ kept and the appointment of auditors (R429, 1966:18-19). The

regulations further required that all books of account and other registers

be kept in one of the official languages of the Republic(R429, 1966:22).

The new regulations were a significant improvement on the old system. The

majority of members for each body were elected representatives and this
•

__-- ,"".,......--.--_---. > 4-'·- t ~~,~~, l,..._·'~.,¥j~.':-,·?'''.·,~
t w.
number was also equal to the quorum required for a meeting to be Validly

conducted for each body. In additinn the Executive Committee of each

body was to consist of the Chairman, the Vice-chairman and two members of

whom at least one would be elected from among the parent members on the

Committee or Board. On the other hand the School Boards and School

Committees . were entrusted with a great responsibility of discerning and

meeting the local needs of education and of adapting to the official requir(

ments for conducting their business.

In 1966 the Department of Bantu Education (R P 45/1968:10) reported with

contentment a total of five hundred and nine School Boards on which

five thousand one hundred parents served, and in control of four thousand

one hundred/ •••••
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one hundred and eight schools with twenty-three thousand one hundred and tweJ

two teachers. With membership of School Committees, too, being considered

about fifty thousand parents had been brought into participation in

school affairs. This may be regarded as the climax of the parental involve­

ment at local level. Kgware (Duminy, 1967:57) depicted this participation

rather wryly when he said:

"Any inspector of Bantu schools can tell of the keen

competition in the parent community for positions on School

Boards and School Committees. "

When the Departments of Education were set up in the Homelands the functions

of the School Boards were taken over by the Homeland departments. But the

Homeland departments retained the services of the School Committees while

they made further provision for the administration of education (RP 36/

1076:90). As has been mentioned earlier on, in terms of Act No 21 of

1971, the Homeland Governments were empowered to make their own laws to

cover matters within their jurisdiction. Accordingly Section 38(1) of

KwaZulu Education Act (Act 7 of 1978) repealed the Bantu Education Act for

KwaZulu. Section 33(1) of the same act made the following initial provision

for parent participation in the management of schools:
--

"For the purpose of enabling the parents of pupils at schools

to participate in the management of schools and hostels, the

Minister may in the manner prescribed by regUlation establish

for any school or schools, hostel or hostels, "a board, committee or

other body" (Goverl111ent Notice 23, 1978:20).

In June 1976 a well-organised protest of some thousands of school children

from the Southern Western Townships of Johannesburg led'to'a confrontation

with/ •••••
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with the police. This event sparked off riots, violence and unrest which

spread throughout South Africa in the months that followed. The Government­

appointed Commision of Inquiry (RP 55/1980:42-51) found that the root cause

of unrest was the enforcement of Afrikaans as a medium of instruction on

a 50-50 basis with English. The language question was found to have been

a long-standing problem between the Department of Bantu Education and the

Departmental officials in the regional and inspectorate offices on the one

hand, and the School Boards and School Committees on the other hand.

The de~ails of unrest and the extent to which it affected Black education,

falls outside the scope of this document. What needs to be mentioned,

however, is that the cause of unrest referrred to, had something to do with

parent participation, the Bantu Education Act of 1953 and the regulations

regarding School Committees and School Boards for Black community schools.

For instance, in terms of Section 15 of the Bantu Education Act the Minister

was granted total control of all aspects of Black education, including

the power to draw up regulations, prescribing conditions of appointment

for teachers, the medium of instruction and conditions of admission and

expulsion of pupils. Secondly, Regulation 53 of the Government Notice

R429 of 1966 read as follows:

"Any member of any school board shall have the right of access

to any school under the control and management of such school

board: Provided that such member shall not interfere in th~ work

performed in such school or with any teacher in the performance .

of his professional duties."

According to these stipulations, therefore, it was outside the jurisdiction

of the School Boards as well as beyond the power of the Slack community to

decide/ •••••
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decide on the medium of instruction in schools. The eillie' Conmission

(RP 55/1980:51-56) gives details of displeasures at, and misunderstanding

about, the question of Afrikaans as a medium of instruction, which

culminated in the meeting of ninety one delegates from the School Boards

in Soweto, Pretoria, the East Rand, the Western Transvaal and the Vaa1

Triangle. These delegates met at Mpebatu Hotel in Atteridgeville on 21

December 1974 to discuss the question of Afrikaans as a medium of instrucl

in Black schools. According to the Report the meeting resolved to submit

a memorandum and to request the Department that Afrikaans be not used as

a medium of instruction in ~econdary schools.- In rejecting the request.__

instruction was a professional matter over which no school board had any

jurisdiction (RP 55/1980:58-59).

Although there are several factors both underlying and direct that could

be said to have caused the 1976 outb"rst in Soweto and its environs, the

Cil1i: Commission (R P 55/1980) found that the handling of the Afrikaans

language issued had made an immense contribution. Kane-Berman (1981: 13-11

emphasises,

"Time and again during 1975 and 1976 teachers' organisations,

school principals, school boards (whose members are drawn from

among parents and community leaders), parents and the Soweto Urban

Council sought to persuade the Department- all to no avail."

The Soweto flare-up was indeed a traumatic and shuddering event which saw

the School Boards losing control of the schools and parents losing grip of

their children. Although there is no clearly discernible causal

relationship between this event and the subsequent government decisions

regarding/ •••••
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regarding education after 1976, there was definitely a growing awareness
/

among the government circles of the need to revamp the system of

eudcation for the Blacks. The·Commission (RP 55/1980) found that among the

Black community, especially in Soweto, there was considerable dissatisfacti·

In 1977 by Government Notice R267 of 25 February 1977 the Department of

Bantu Education made detailed amendments to the regulations of 1966. The

new regulations prescribed that the School Committee would consist of nine

parents elected at a meeting presided over by the Circuit Inspector or his

representative. The School Committee would elect one of its members as

Chairman and another member as Vice-chairman. Another member would be

elected as Secretary whose duty would be to take minutes at the meetings

and keep the names and addresses of members. As soon as election took

place the names of the elected members would be announced and a list

containing the names and addresses of all the members submitted to the

Circuit Inspector. The Circuit Inspector would next submit the names and

addresses to, the School Board. The duties and functions remained superviso

and advisory under the new regulations. The committee members were granted

the right of access to the school under the supervision of the school

committee provided that such member would not interfere with the instructio

in such schools (R 267, 1977:8).

A school Board would consist of parent from School Committees i~ the area

of the School Board concerned who would be elected by such School

Committees with due regard to the various national units in such area.

The number of members to be so elected was to be determined as follows:
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6 to 10 schools

11 to 15 schools
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:6 members

:8 members

:10 members

16 or more schools :12 members (R267, 1977: 8-9).

Three additional members were to be nominated by the Regional Director

after consultation with local interested persons. The School Board would

elect one of its members as Chairman and another member as Vice-chairman.

The presiding officer would immediately after the election had taken place

announce the names of the elected parent members and as soon as possible

thereafter submit to the Circuit Inspector a list containing the names and

addresses of all the parent members.

The duties and functions of the School Board .remained the same. But the

Regional Director might at the request of the School Board under which School

Committees fell, order any Committee established In terms of the old

. regulations to be dissolved and reconstituted in terms of the amended

regulations {R267, 19Z7:6}. The quorum for any school board was to be the

nearest whole number above the number obtained if the total number of the

School Board was divided by two. The Secretary of the School Board had to

take minutes at the School Board meetings.

For the first time since 1953 the members of the School Boards and School

Committees were hundred percent elected. There are also indications that

the new constitution of the School Committees was adopted by the Homeland

departments where the school committee had been retained. In KwaZulu,

for example, the School Committee for a community school is elected in the

same way as is required by these regulations except that the Department of

Edcuation and Culture has taken over the functions of the School Board. In

Sowetol •••••
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Soweto there was a departure from the rules. Following upon total

breakdown of conrnunicatton between the Department and the Black

community, the State decided to accept full responsibility for the erection

and maintenance of community schools on the one side, while attempting to

get parents more involved in education by launching parent-teacher

associations on :the other side (Behr, 1978:326-327). From 1 April 1977

some forty secondary schools in the Johannesburg Region were declared

State Schools.

In 1979 the Central Government passed the Education and Training Act (Act

90 of 1979). The new legislation repealed the Banul Education Act of

1953, which since 1978 was known as the Black Education Act, following

the elimination of the tenn "Bantu" fran official terminolo!lll' The Act

lays down seven cardinal principles which form the framework for Black educa­

tion. Of these seven principles, principles (a), (b}, (c) and (f)

respectively read:

n(1) That education in schools maintained, managed and controlled

or subsidised by the Department shall have a Christian

character, but that the religious conviction of the parents

and the pupils shall be respected in regard to religious

instruction and religious ceremonies;

(ii) That the universally accepted principle of'the use af the

mother tongue as the medium of instruction be observed:

Provided that this principle shall be applied at least up

to and inclUding standard two: Provided further

that the wishes of the parents shall be taken into considera­

tion in the application of this principle after . Std. two and

also1 ••••



-216-

also in the choice of one of the official languages as the

medium of instruction where the mother tongue cannot be

used as the medium of instruction after standard two;

(i11) That it shall be the aim and objective with the co-opera-

tion of the parents to introduce compulsory school

attendance and free tuition (including free school books}

in all areas;

(iv) That recognition be given to the active involvement of parent

·and the communities In the educati~n system tbrough the

parent-teachers' associations, local or domestic committees

or councils or in any similar authoritative manner. ".

Section 7(1) of the new Act provides for the active involvement by parents

and the community in education as well as the control and management of

state and community schools through the establishment by the Minister of

councl1s, committees, boards or other bodies as he may deem expedIent and

on which any person may be accorded representation. Section 7(3} of the

Act further provides for the Minister's withdrawal of duties, functions

or disestablishment of such a body proYided that the Council for Education

and Training shall be afforded an opportunity to make representation

relating to proposed wIthdrawal or disestablishment.

.
The passing of the Education and Training Act had as one of its results

the disestablishment of School Boards with effect from 1 January 1980.

The Department of Education and Training + (R P 101/1979:23) reported that th,

change was in lIne with repeated requests from the organised teaching profess

+ The Black Educaction Amendment Act (Act 67 of 1978) substituted

"Education and Training" for "Bantu Education."
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as well as the view of three hundred and i he g ty- three out of fOllr

hundred and fifteen School Boards which had been approached individually.

From 1980 the School Committees have been entrusted with local adminfstra­

tiv~C';;ntroCof"co;m;;';nity' ;chooI; whil~ professional co'ntrol is in the

hands of the decentralised control organisation of inspectors, principals

and where applicable, heads of departments.

Overview---

Having given an account of the working of the Bantu Education Act with

regard to the participation of the Black parents in education, one is

faced with the question as to whether the Black parents have been

accorded optimal involvement in the education of :their children, and

whether such involvement has had a significant impact on the education

policy. This question may at best be answered with reference to the socio­

political climate in which Black education operates as well as the levels
of administration of education at which involvement is possible.

Loram (1927) distinguished three schools of thought on the issue of Blacks

in South Africa, namely, the Repressionists, Equalists and Segregationists.

Under the Repressionists Loram (1927:3) categorised the group of Whites

who saw the Blacks as inferior creatures and a source of cheap labour.

The Equalists were considered to be Whites whose arguments pleaded for

equality based on the belief that Black physical and mental qualities were

similar to those of Whites (Loram, 1927:22). Midway between the

Repressionists and Equalists Loram put the third group, which believed that

a solution of problems attendant to Black-White relations might be found

in/ •••••



opinion

--.;..'

-218-

in recognising the rights of the Blacks to develop, but that any such

development must be a slow progress. The policy had to be separation

of races as far as possible.

Without getting into the details of whether Loram's typologv of White

is still valid today, one nonetheless sees a very close resemblance

betW"e~e"~"""t·he~~gatr;;;;r;t~'attl.~~ct;;'a~d th~"p;;ik;·;r;;p~t~d;~;lopment

advocated by the Nationalist party government. In excluding the Blacks

from representation in the political system at the central level, the

Government of South Africa has devised alternative political participation

for the Blacks, the alternative political engagements to which might

lead the latter into prison. This exclusion of Blacks from participation

in the central government machinery is very significant for education, for

South Africa is a unitary state.

In South Africa the state determines the. broad outline of the national

education policy and all legislation is enacted by the central legislature

which also determines the powers of subordinate law-making bodies. This

does not conflict with the will of the Whites, because as Ruperti (1976:46)

says:

"Enactments by a democratically elected legislature representing

the people are ultimately rulings by the people itself and the

education which it lays down embodies the wishes of the people.

In such cases legislation merely provides a firm foundation for

what is already general practice or the popular will. If

Ruperti goes on to say that even when legislatures are not democratically

elected by popular vote, but are nonetheless accepted by the people, it

still! •••••
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still holds good that education legislation enjoys at least popular consent.

Here lies the dichotonomy between Blacks and Whites. Because from 1953

onwards Black education was planned by Whites on the basis of separate

provision for different racial groups and to the exclusion of Black

persons and bodies representing educational opinion, it follows that

Blacks could have become suspicious of, and resentful towards the

educational system and its intentions.

At the central administrative level, therefore, the Blacks were not a

party to legislation as well as detailed enactments by the implementary

or executive organs of the Black system of education. Their participation

was restricted to an advisory body attached to the Department, and which had

to be constituted and function at the pleasure of the Minister and according

to the Government policy. The lesson which South Africa may have learned

from the ~76 events in Soweto is that a Department of Education cannot

reasonably run education by decree alone but with consultation as well.

-The Council for Education seems poised tp play a more significant role in

Black education than its predecessor, .tudging from the present legislation.

The aim of Black education was similarly determIned at the highest organi­

sational level. As far as the aim of education was concerned the planners

of Bantu Education made ample reference to the social and conservative

nature of education. Although education"serves these purposes amongst

others, official pronouncements went to the extent of stressing that

education had to be furnished to make the Blacks "essentially Bantu."

Black education was taken to be different not only in terms of control but

also in terms of principles, processes, content, aims, thereby guaranteeing

the/ ..
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the perpetuation of separate develppment. luthuli (1978:61) has expressed

a somewhat similar view in discussing what he considers to be a Zulu

personality:

"It is the present writer's interest to point out in this

.1undamental.Ped~gggicalstydy that a Zulu-oriented school

practice will have to be different from that of other

societies like Sotho, Indians and even from that of the

Wltites whom they have all along the years emulated."

It is invalid to think in terms of a type of education specially designed

for Zulus or Sothos as if they exist in a distinctive geographical space

with a fixed set of characteristics.

In rejecting the aim of education with reference to a particular racial

group M'Timkulu (1949:59) declared,

"One might well ask whether it is the business of any

system of education to produce good Africans-or even for

that matter good Europeans. Is not the aim of education

rather the development of good men and women? But supposing

it were the aim of education to produce good Africans, who is

to say what is good African - the African himself or the

. European?"

To those from outside a given group who have a direct responsibility

for planning an educational system there are two possible pitfalls

involved when an assessment is made of the social forces in the

determination of an educational plan. firstly, in the face of the

eXClusion of people for whom the system of education is designed, it is
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all too easy to universalise the educational programme of other

societies and to dismiss as ignorance, reaction, or vested interest, the

resistance to or rejection of unfamiliar ideas and practices. The

missionary education among the Black people is often condemned on the grounds

that it was western, bookish, unpractical and did not take into account the

institutional life of the Black people. The second pitfall is that it is

,easily possible to overestimate the effect of cultural drag and to be so

pre-occupied with the threat to traditional values as to cause stagnation

or induce paralysis. The Bantu Education Act was based on the assumption

that the Black people led a traditional tribal life which had to be

preserved through education; that the disintegration of tribal life had

been caused" by the existing s)(stem of education and not so much by industria­

lisation of South Africa. and that in the determination of local parent

participation in education, traditional tribal leadership had to be used

as far as possible. The planners of Black education were faced with a

dilemma to plan a progressive and adaptive system of education that would

justify the country's use of resources on it, and to foster a social

atavism that would keep the Blacks in their tribal state.

In the determination of their educational system at the central government

level, therefore, the Black people have had no part to play. As South

Africa is a unitary state, the decision taken or policy fOrmulated at the

central level, also determines the mode of parent participation at other

levels. Besides this major determinant of Black participation, the

question of Black education is bound up with the issue of Black-White relatior

which is fundamentally a political issue. M'Timkulu (1949:56) Illustrates

this point very clearly when he says:

"The real crux of the problem of the education of the

African/.· •••
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African is:

"What are we educating for?" Here we speak with many voices

because Black and White are not agreed on the future status of

the African in this country. A really sound and honest educational

policy cannot be evolved until this vi tal question has been settled. 11

The policy enunciated by the Ministers of Education since 1954 does not

,demonstrate convincingly that all the variations in the educational system

for the Blacks have been dictated by purely educational considerations. The

Nationalist Government has constantly stated that policies can be changed

but policy principles remain a matter for the Congress'of the Nationalist

party. Although in practice a distinction is not always easy to make between

policy and principle it is worth noting that a departure from the Government

polic~ has been the qualified opening of White universities to Black students.

But the recent protest of the White students against the idea of admitting

Blacks at the University of Pretoria, is indicative of the extent to which

educational issues can be tied up with race relations.

In the regional control of education Black parent participation has not

been provided for except through the appointment of Black inspectors as

professionals and civil servants. The regional divisions as organisational

uni ts of Black education are manned by White Regional Directors White

Circuit Inspectors and Black inspectors, without an established liaison

with the Black community of the regional unit. Although the Council for

Education and 'Training can reach" for "the re"giOrfal"dfvi'sions through the

; Regional Committees, Government Notice R957 makes no reference to the regional

and inspectorate offices in d~fining_the duties and powers of the Regional

Conmittees. According to Regulation 10 (1) of Government Notice R957, a Regiona

Committee is set up:

(a) To advise the Council in regard to the general policy that should

bel. . ...
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be pursued so far as the professional aspects and guiding

principles of education and train;ng are concerned and on any matter

regarding education in a specific region, and

(b) To continuol/sly investigate the education system and advise the

Council of its findings and recommendations.

In the light of this regulation, there is no way in which the Regional

Committee can serve as a control agency working jointly with Regional

Directors and Circuit Inspectors.

Alongside the regional divisions, Homeland Departments of Education have

emerged as part of a political machinery designed for Black participation.

The concept of geographical separation of political rights forms the

essential part of the Nationalist Government policy and the self-governing

territories tOday called national states are meant to demonstrate the

feasibility of this geographical separation. The national states are

looked upon by the Government as the only legitimate political forum and

alternative political engagements are very likely to lead the activists
"\ ::-) '.-:"

into prison•. The· homeland system was'devised by the Covernment as' an

alternative to the moribund Native Representative Council, following its

consideration by the Blacks as a shadow rather than a substance of

political power.

Although the self-governing territory may legislate for its own affairs

the central Government of South Africa retains the powers to repeal

the Bantu Homeland Constitution Act of 1971. It may also, without testing

the right of any court, limit the legislative powers of any national

state (Buthelezi Commission, 1981:63). In addition each. National State

submits its budget to the Central Government through the Department of
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Co-operation and Development. But the final allocation between each of

the territories is made without further consultation with them.

Except for the self-governing territories parent participation in the

iocal control of education was up to 1979 limited to the two statutory

organs, namely, School Committees and School Boards. In praising the

system the Departmenfmcl1ntainecf'that this was the best way in which local

parents would be actively involved in the education of their children. The

functioning of the School Boards and School Committees has been influenced

by the manner in which they were established as well as the limited powers

conferred upon them as regulatory agencies. The recent legislation, the

Education and Training Act, provides for the establishment of parent-teachers'

~ssociation in addition to councils, boards, committees and other bodies

contemplated in the legislation. The functioning of all these bodies will

depend on the education policy which is determined at the central level of

educational administration.

The talk on educational matters in South Africa has taken on a new dimension

as a result of the publication of the H.S.R.C. Committee Report on the

provision of education in the Republic of South Africa. The Report analysed

the state of education in South Africa generally and suggested some

fundamental reforms in the various aspects of education. With regard to

the management of education the Report considered education as a fundamental

function of the state. The essence of the proposals is a three-level

pattern of education management with strong built-in structures and proce­

dures for participation, consultation and negotiation at each level (H.S.R.C.,

1981:195). With regard to the first(centra~level the Committee made the

following! ••••••••
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following recommendation:

"It is recommended that a single ministry of education

be created to effectively meet the need for a national

education policy aimed at "equal opportunity" and "equal quali ty

and standards" and relevance to the changing educational needs of

the RSA" (HSRC, 1981:195).

The H.S.R.C. Report recommends the establishment at the first level of a

South African Council for Education representative of all people in South

Africa and at the same time representative of the interest groups among

the providers and the users of education. The Council is to be entrusted

with various functions covering all aspects of education at the macro-level.

In the recommendation regarding the second level the Report calls for the

.establishment of a corresponding statutory Second level Council representa­

tive of all the inhabitan-ts concerned at this level and working hand with a

Second level Department of Education. In the third level the Report recom­

mends the greatest possible degree of freedom to be given to the school~

giving parents and teachers a major in decision-making with regard to the

Curriculun"appointments" associations and other matters (H.S.R.C. 1981:

201-202) •

The H.S.R.C. Reports recommends a hierarchical strucV1re of,community

participation corresponding to, and working closely with the three levels of

education management. Although the Report has been acclaimed as a watershed

in the history of education in South Africa (Gabela, 1982:1) this document

seems to raise as many questions as it attempts to answer. Some of these

questions relate to the acceptability or otherwise, in the South African

context, of equitable infusion of funds and resources in the education for

all, and the feasibility of the proposed system of education without

corresponding social, political and economic adjustments. There have also

been! •••••
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been questions raised about the motive of the Government in calling for an

investigation of this nature. An opinion has been expressed that the

H.S.R.C. Report is one way of meeting manpower requirements for the

country, "an attempt to streamline and modernise apartheid" (Gabela, 1981:8).

The discussion of Black education has also surged to high level of

academic disputation, regarding Black involvement in or reflection on

education. Luthuli (1981) is of the opinion that the Blacks experience

dearth in a properly enunciated philosophy of education:

"As a result of the lack of proper attention to problems

that are philosophical in nature, we are today unable to

discriminate between major and minor issues in education, we
~_ "~_"""""~"''''''''''~''''"""":,",_~",.~:"._,S':,,,.~.-.~.,,- ...-''''''''''.:. ,·,·.<,ic.-.·-'-......~..'· .. ,. "'<--'~

have been rendered unable to structure our system of education

on any basis or foundation of certainty or solidarity. The

result is chaos" (Luthuli 1981:5).

Luthuli is right in implying that the Blacks need to clarify their minds

on educational issues. He goes on to say that because of this lack of

fundamentals in education eruptions similar to those of 1976 will from time

to time plague the Black community and the entire country. What Luthuli

seems to suggest is that the Black people should have embarked on a

metaphysical flight into space in search of a philosophy of education, while

their education is planned outside that philosophy and without consultation

with them.

What the Black people need is the participation in the identification of

the educational needs as part of educational system planning, and an opportunity

to design a system that will effectively meet these needs. A glance at

the history of education in South Africa shows that vital decisions regarding

Black/ •••••
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Black education, its principles, contents, aims, administration and

financing, have been taken outside active involvement of the Black

community on the basis of the eurocentric Christian philosophy of the

missionaries or the Christian National Education philosophy of the

present Government. A philosophy of Black education is no less and no more

parochial than these. In this connection Vilakazi (198l:2) argues:

"In our search for education that leads towards an open

society, one has to move beyond the parochialism of

Black or White education and search for an education

that has its roots in and will enhance our common

humanity and one which takes into consideration our

CaMlon environment and our common South African destiny."

Haasbroek (1982:16) in supporting the recognition of ethnic diversity

argues that "luluness or Englishness seems very important~ for an

educational programme. Drawin~upon historical evidence from North

America, Europe and Asia to support his point of view, Haasbroek (1982:16)

concludes:

"It must be borne in mind that it is a massive administrative

task to recognise the needs of each language group and to

make legislative provision in education and for cultural

differences in spite of obvious similar!ties of homo sapiens."

It is striking to note that inspite of his liberal citation from the

protagonists of ethnic differentiation abroad, Haasbroek does not adduce

a similar evidence from the Black people in South Africa except by referring

to Luthuli's thesis on a lulu~oriented education (1978).

Whether the Black people need a Black philosophy or common philosophy

or Zulus, Sotho - or Xhosa-oriented philosophy of education the fact is

that/ •••••
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that Black participation in the control of the educational system

designed for them has been very limited. This is a South African problem

and as is often stated South Africa I s problems are unt que and cannot be

soived with recourse to some example somewhere or abroad.

Conclusion

There are, therefore, three levels of administration of an educational

system for the Blacks in South Africa, namely the macro-structural or

central level, the meso-structural or regional level and the micro-

structural or local level. These levels which have been referred to in

chapter 3 are all levels where parent participation is possible. From

1953 Black education was planned by the White Government on the basis of

separate provision for different groups and on the terms determined by

Whites. Provisions for administration of Black education have since 1954

been made in accordance with the stated policy of the Government, which has

also determined the nature and extent of Black participation. Since 1979

the Central Government has given greater prominence to the idea of Black

particIpation by legislation. In addition to statutory arrangements of

~arlier times the Government has provided for the establishment of parent-

teachers' associations. The new Council for Education and 'Training'is

entrusted with more explicit functions. However, it cannot be said that

Black participation in the control of education is now optimal. Indeed

the political framework within which Black education operates, it seems,

will continue to determine the nature and extent or level of Black

participation in education. But as Black education will have to go on

in spite of any constraint on participation there is a need for

initiative/ •••••



-229-

initiative to vary parent participation, particularly at the school

level, where parents are in the closest touch with educational practice.

This is a challenge for the school administrators. This brings us to

some findings and recommendations that will be_outlined in the next

chapter.
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SUMMARY OF FINDINGS AND RECOMMENDATIONS- . . ....:.. ---..; -~-=-..:....:..:~..::.

6.1 Introduction

This study is predicated upon educational administration

as a process whereby co-operative endeavour in a human

---- institution is effectively arranged. In this work a study

has been made of education as a human concern in order to

arrive at the essential points about Black parental involvement

in education. In carrying ~It thi~ s~udy the

family, the school and the state or governmental authority

have come under scrutiny and the following findings were

arrived at:

6.2 Summary of Findings

It was mentioned in the introductory chapter that the family

is one of the societal structures which form the educational

.•,. system as an interwoven structure. In addition to parents,

teachers-in-organisations, churches, organised economic

activities, state and other societal structures may find

themselves as components of an educational system. It has

been noted that the mutual relationship in which all these

societal structures exist in the interest of education

reflects their various responsibilities, rights, competencies,

duties and limitations regarding education (S~one, 1981:121).

Griessel and others (1976:43) stress that although these

societal structures are involved in the network, their

contribution! ••••••
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contribution has been qualified by education. Accordingly the planning,

legislation, implementation, administration and organisation, all have to

be decided by the demand of what is pedagogically useful.

~The major thrust in this study has been on the involvement of the parents

in the educational system. It has been established in chapter 2 that our

perspeCttve of what constitutes parental involvement in education can be

broadened by ~st~qy~ng various part-disciplines of Pedagogics. The study

has, therefore, indicated that parental involvement in education has a

pedagogical as well as a moral justification.

An educational system as an institution has an organisational framework

which requires the formulation of policy on a wide range of activities

if it is to function effectively. This formulation of policy takes concrete

form in specific regulations or laws such as those which have made for

Black education. A conventional method of obtaining information upon

which to base new developments in educational policy is through the

appointment of ad hoc committees and departmental or interdepartmental

commissions of inquiry. This brings together experts who can gather

relevant information, obtain opinions and views of interested parties,

and on this basis, advise the government about educational matters.

Bekker and others (1976:136) argue that important legislation an~ major

changes in education have always been oreceeded by careful investigation

of existing facts, situations and practices. In the Republic of South

Africa educational policy for Black education is formulated at a central

government level, leading to specific laws. The history of formal

education! ••••••



-238-

education for Blacks shows that the formulation of educational policy has

excluded Blacks although the administering authority has, through the

creation of statutory bodies and other arrangements, sought to secure the

co-operation of Blacks in the implementation of such a policy.

For the Whites in the Republic of South Africa, National legislation has

determine6 that public schools must be Christian and national in character.

In terms of Section 2(1) (a) and (b) of the National Education Policy Act

(Act 39· of 1967), the ideological convictions of the White in South Africa

are legally entrenched in the schools. Therefore, in an indirect way,

albeit on a democratic principle, the White parent has already had a share

in the establishment of this legislation, since it is the authority of the

parent's vote which ensures an educational policy in accordance with his

outlook on life. The last part of Chapter 4 has demonstrated that this

sort of participation has not been accorded to Blacks.

Another method of policy formulation at the central level is one of appointi

permanent advisory committees, often set up under statute, whose job is to

help the Minister of Education keep abreast of expert opinion and to make

available facts and information relevant to the department. In this

connection Beard and others (1981:6) state that for White education the

overall structure of policy-making is a complex one which involves a large

number of advisory bodies such as the National Education Advisory

Council and the Committee of Education Heads, all of which have interests

to preserve. As has been noted in chapter 5, Black participation at the

central policy-making level is only by way of the Council for Education

and Training, which is an advisory body attached to the central department

of education.

When/ •••••
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When assessing the share that parents ought to have in the administration

of education, it is necessary to bear in mind the afore-mentioned methods

of policy formulation. It is clear, therefore, that the parents'. share in

education may go beyond participation in a given set of statutory bodies

created by educational legislation already in existence, into policy

formulation,~well as formulation of such legislation itself.

A look at the history of education reveals that although the early

missionaries were no doubt motivated by highest spiritual ideas, they made

little or no attempt to understand African culture or IIse local environment

for pedagogical purposes. On the other hand the first European admini-

strators were unwilling or unable to spend much on the education for Blacks.

The White governments were generally prepared to leave education in the

hands of the missionaries. It was when school provision began to take on

a dynamism of its own which threatened to get out of hand, that the White

governments began to intervene actively in the field of Black education by

adapting edllcational policies to administrative policies.

As has been mentioned in chapter 5, Or H.F. Verwoerd, then Minister of

Native Affairs, stated as early as 1953 that the Black had to be guided to

serve his own community. Since 1953, therefore, there has been increasing

emphasis on Black parent participation in the control of edllcation~ If

these official statements about the desirability and even necessity of

promoting Black parent participation has been accepted since 1953, this

leads inevitably to important questions: What kinds of participation

already exists? How effective and satisfacto.y are they? These and other

similar/ ••••
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similar questions have been answered in Chapter 5.

Ruperti (1982: 2-3) says that because a community can take its ground motive

into account better than another comm~ty or individual members of another

community can, an educational system for a separate cultural community should

.ultimately be placed and developed by the community itself. In terms of the

official policy the ultimate take-over referred to by Rupert i may be equated

with the establishment of educational sub-systems in the national states

Ruperti (1982:3) further points out that as far as ground motives are concerned

it is well-nigh impossible for persons from another cultural community, and

and the dissatisfaction. with the educational system experienced in recent times

by many Blacks seems to confirm such a lack of complete understanding. Whilst

the validity of the argument about the ground motives as determinants for educati

cannot be denied, it may be ~rgued that the ground motives as deep-seated drives

and urges behind human thought and action for Blacks have not been well­

documented to warrant the establishment of different educational systems based or

ethnic differentiation. Neither is it possible in practice to isolate the nature

and cultural factors that may be said to determine such sytems. It is striking

that the H.S.R.C's recent investigation has not uncovered these important

considerations. On the contrary the H.S.R.C. Committee (1981:194) expressed

the hope that the needs of education as a functional area might provige

some input into the constitutional deliberations.

The nature of Black parental involvement in the control of education at the

regional and local levels has also been considered in this stu9Y. What

has/ •••••
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has become clear from this study is that there is no Black parent partici­

pation in the control of education at the regional level except the

administration of educati~n by the Department of Education and Culture in

a national state as provided for by the South African policy of separate

development. With regard to participation of Black parents in the control

of education at the local or school level, it appears from this investigation

that there are two main channels through which the parent can be offered

an opportunity to exercise a say in education, namely, by means of the

established statutory bodies and by non-statutory arrangements. It has

been noted in chapter 5 that the nature of Black parental involvement in

statutory bodies is determined by legislation as well as detailed specifi­

cation under regulations made by the central department. On the other hand

the nature and extent of functional involvement in non-statutory arrange-

ments will depend, first upon the co-operation between the department of

education and parents, and second, upon the collaboration between the

teachers and parents.

In the process of parental involvement in education at the school level,

the school may find that it does not only have to receive information

but give it as well. Chapter 3 has established that there are instances

where the school can contribute by way of increasing parents' interest in,

and understanding of, their children's education; by helping parents to

provide the right kind of support for their children during their pchool

years, and by providing as much information and guidance for parents as

possible. On the other hand the teachers' understanding of children's

learning difficultuies and aspirations could be greater if the former know

more abo' It/ ••••
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more about their pupils' home backgrounds and have more opportunity for

meeting parents\and hearing from them some of the questions that particularly

concern them.

As far as the substance of education is concerned, the Black people have

not been given a real opportunity to grapple with curricular issues, such

as the balance between change and tradition contemplated in the Black

Education Act of 1953, referred to in chapters 4 and 5; the central

function of the school, and the objectives to be attained as they relate

to individual fulfilment and social development. According to Bekker and

others (1976:24) a national education is no more strange and inevitable than

a parental educatinn. So part of the question as to the nature of education

~ to be provided can be assumed to have been answered by saying ~ha~ it mus~

correspond to the wlshe~ of the parents. However, this important consldera-

tion does not seem to apply to Black education. Although the policy of the

central department of _education has since 1953 emphasised the need for

participation of Blacks in their own education, the variations in the

educational system for the Blacks has brought about some doubts as to

whether the system has been dictated primarily by educational considerations.

It can be concluded from this study that, apart from participation in

statutory bodies with advisory functions only, Black parents have not been

involved in any significant manner in the planning, organising and admini­

stering the educational system for their chidren.

6.3 ~commendat1ons

As this study has been concerned with the investigation of Black parental

involvement/ •••••
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involvement, in so doing the study has considered the conceptual bases of

parental involvement and the extent to which Black parental involvement in

the administration of education has been provided for in practice. It needs

to be pointed out that if participation of Black parents in education is
.

to be built on a firm foundation it should be based on research. Research

is pertinent in respect of collaboration between the school and Black parents

as well~the enlargement of the place of parents in administration.

According to Coombs (1968:122),

"One root of difficulty is the absence in most

educational systems of strong institutional

provisions for doing creative research on problems

of educational management and for the continuous

development of personnel to secure various managerial

functions in the system."

In some overseas countries such as the U.S.A., Educational Administration

is sbJdied as a science and an academic discipline, even with internship

attached. From a scientific point of view, Educational Administration as

dealt with in this country seems to be largely a conceptually and methodolo-

gical1y underdeveloped field. Bekker and others (1976:136) sum up this

situation when they say,

"There is a definite need for a theory of administration,

because theories help in the identification and clari~ication

of problems in the present and in the immediate future and

serve the purpose of bringing a more scientific approach

to adminis tration."

It is not an easy task to establish what demands society makes on education

and what contribution education can or should make especially in a society

where! ......
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~here vast and rapid changes are occurring. Yet it is precisely in such

a society that a continuous examination of the goals and demands of

society and of the forces operating in it, is necessary in order to keep

) education reality-oriented: to determine what knowledge is most worthwhile,

which skills must be mastered and which values are relevant. One of the

crucial issues in Black education is the determination of whether such

education can be regarded as separate in content and orientation from
, I • I '4. -. r _ -. ¥_ ,;. ; +3 -_'~:c"_4i*,li" __-t~_. g;; ~

Whiteor other system in South Africa. The very complexity of this issue
c

suggests the need for more sophisticated research to establish verified

and adequate knowledge which may serve as a basis for curriculum planning.

On the other hand the development and assessment of the curriculum call

for the involvement of the people concerned with education. The nature

and extent of such involvement is itself a subject of research.

As regards the statutory organs·; in Black education it was shown j n chapter

5 that agencies such as schooL committees are meant for the community

schools. It would seem on the strength of these data that a~ present

statutory channels that have been created for a parent share in the control

of education are inadequate and that there is a need for regularised parent

representaion for other types of schools. On the other hand school committees

do not seem to provide the intimate atmosphere for the parent-teacher co-

operation. Neither do they offer the individual parents the opportunity

to make a contribution towards the educational affairs. Organised parent

and controlled parent-teacher associations may play an important part in

this case. The launching of parent-teacher associations may warrant a change

in the make-up of the regional committees of the Council for Education and

Training; draw the regional committees close to the parent communities in

dlfferent/ •••••
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different localities, and instil a great deal of sensitivity to

educational issues on the part of parents.

6.4 'Conclusion

Education in the broad sense takes place in every human society and pre­

colonial Africa is no exception. The family is a time-honoured educational

agency~ It is the desire of every concerned parent that his child will

receive education and, that. through such education, he will be able to

take his place in society and in the world of occupations as an independent

and responsible person. This study has affirmed that parental involvement

in education can be justified on religious or moral, pedagogical and

democratic grounds.

According to Dewey (1970:190) the keynote of democracy as a way of life

may be expressed as the necessity for the participation of every mature

human being in the formation of values that regulate the living of men

together: which is necessary from the standpoint of both the general

social welfare and the full development of human beings as individuals.

From the standpoint of democracy, therefore, those who are affected by

education as a social institution must have a share in producing and managing

it. The social and democratic dimension of educational administration is

reflected in the involvement of the people who constitute the eduaational

community. It is on this basis that Black parental involvement in

education at various levels of administration has been considred justifiable.

An educational system depends for its effective functioning, upon certain

kinds of skills, knowledge, inputs and management instruments. At the

micro-level this means, amongst other things, that for the construction,

reconstruction! ••••••
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reconstruction and continual improvement of a system of education, the

specific views, attitudes and inputs of parents must be taken into

account. At the micro-level it means that the integration of parents

into the process of directing education, and if necessary, guidance to them

about their meaningful role as parents are of utmost importance.

\
The study has sought to spotlight the nature and extent of Black parental

involvement on the South African educational scene. Even if due allowance

is made for the separateness of the Black system ·of education, Black partici­

pation in administering this system has been very limited. It is a~inst

this· background that the Black system of education is regarded as being

in need of improvement backed b~ research.
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