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FOREWORD

some preliminary remarks must be made
about the problem and the organisation of this
study .

The central problem of this study is that of
the role of the major south African group
jceolozies - Apartheid and Integration = in the
tdefinition of the situation" for the relationshir
of the  frican educational system to the south
African social system, in terms of the principle
o "social parallelism.”

Qur theme is that these ideologies furnish
the persomnnel oi this educational system with
two conflicting definitions whigh are consistent
with the compeliing interests ol Lhe groups
that uphold these ideclogies: nanely, the
nite group's interest in dominati ny and the
Africun croup's interest in self-emancinration
from domination.

Le conceptualise these definitions of the
situation in terms of ideclogical role=expectations,
anu proceed to inguire into their implications
for the orilentation of one c¢lass of personnel
‘the .frican educators) to one sector of the
_frican educational system (the end-sector), in
relation to the oouth African social systems

Ve attempt/. TEX]
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We attempt to show that these implications
involve, for the African educator, a series of
dilemmas of orientation to the objectives of
education, These dilemmas involve crucial
problems of evaluation and choice by the African
educator before his orientation to and pursuit
of the objectives of education, in South
Africa, can be determinate.

In fine, we seek to show that the role
which these ideclogies perform here is to make
tle relstionship between the African educational
system and the South African social system
acutely problematic., Our main interest is
precisely this: to highlight some of the
problems implicit in the ideological definition
of the situation for the functioning of the

African educational system in South Africa.

Our organisation of this study is, at least
in one respect, unconventional. Ve have deferred
the full statement of "The Problem" to the end
of Part I. This arrangement has been dictated to
us by our interest in placing this study on a
broad base of sociological theory of institutional
systems and of systems of ideas - including the
interrelations between the two types of systems.

Hence/ eeeee
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Hence, in Part I we attempt to show the trend of
development in sociological theory with which this
study is in line and to which it may make some
contribution - the "voluntaristic" trend.

In Part II, we undertake an analysis of the
educational system as an institutional system.

We have deemed il necessary to do s¢ in order to
clear the ground for an analysis of the problems of
the African educaticnai system (as a type-case).

liany concepts, tenetis of educaticnal theory and
interpretations occuring in this Part are used to
advantage in Part IV. Hence, this Part is not
intended to be altogether gemeral. At various points
we bring the discussion down to the particular
Vestern or South African theories, interpretations
and emphases. Admittedly, this does scome violence to
the norm of systematic developmeni in the ireatment
of a subject. However, it would gppear to us that
the major concepts in this Part are of comfortsble
generality, differences between societies being
largely those of emphases on or interpretations of
certain concepis or aspects of them.

In Part III, we make an outline of the South
African social system, with special reference to
t.C Vhite and African groups, their system of

relationships/.....
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relationships and their ideologies. This social
system must be viewed as the social base of the
African educational system; and, in one sense,
as the social base of the two ideologies. Neither
the educational system nor the ideclogies can be
"understood" without reference to it.

In Part IV, we concentrate on the analysis
of our central problem as outlined sbove and at
the end of Part I. Ve end with a short "Summsry

and Conclusion',

X



PART T

INTROCDUCTORY




CHAPTR:. I

THE  INSTITOUTIONAL APLRUACH I SUCIULOGY

IHE FIELD JF  SUCIOLOGY

Auguste Comte earmarked "society" as the
general field of sociology, In his system of
sociology, however, "society" wss a grandiose
concept taken over from the philosophico-
historical tradition of social thought from which
sociology, as z science, emerged, It was
synonymous with the concept of humanity -
"humanity-at-large," As such, the concept of
society constituted a broad deductive base from
which later Socioclogists were to work out
empirically manageable interpretations and
implications, some of these have been broad
enough to constitute fields of sociological
specialisation.

In his treatment of society, however,

Comtel

had an insight into two "principles™

of the organisation of society. These have
proved to be invalusble in lawer egnalyses of the
concept and in empirical studies of various

forms or types of society. The first, which

he called/.....

1 A, Comte, The Positive Fhilosophy, (1853),
translated by H, Vartineau, (London: John
Chapman, 18¢2), Vcl, 1T, p. 140 rf,
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he called "the elementary principle of general
society," was the principle of "distribution
of employments" or "division of labours" -
based on the complementarity of individual
differences, The second, he czlled the
principle of "sympathetic instincts" - based
on psychic likcness, chiefly affective and moral.
However, he limited the scope of relevence of the
second principle to what he called "association"
(such as "the family") which he sharply distinguished
from "society," and, by implicstion, excluded
from the scope of sociology as "the science of
society."

These two principles have been taken up by
Emile Durkheim¢ who has shown, in effect, that the
dichotomy made by Comte between society and
assoclation, in terms of these principles, was an
unfortunate confusion of the general category,

"society," with its two particular polar types

to which these two principles apply. Hence,

in Durkheim's system of sociology, both the
principle of "division of labours" (that is,
interdependence) and the principle of "sympathetic
instincts" (that is, likeness) are, in effect,
principles of society and, therefore, equally

relevant/....

¢ L. Durkheim, The Division of Lsbour in cociety,
(1893), translated bv G. Simnson. (lew Vark: Tha
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relevant to the scope of sociology as a sciemnce
of society.

Durkheim distinguished his two polar types
of society on the basis of the nature of solidarity
characteristic of each from tﬁe social-developmental
point of view. The first, which is typicz2l of
‘elementary forms of collective life, is characterised

by "mechanical solidarity" - based on primary likeness

arising from familial or kinship bonds and commonly
shared sentiments and values, (cf. Comte's
"sympathetic instincts" predicated of the family,
for instance). Such solidarity is characteristic
of the "undifferentiated" type ot society. The
second type, which is characteristic of industrial

forms of collective life, exhibits "organic

soliderity" - arising from considerations of
interdependence and complementarity oir action
among unlike social units, (cf. Comte's "division
of labours"). Such solidarity is characteristic
of the "differentiated" type of society organised
primarily on the basis of individual differences
intc an organic functloning‘societary whole.

It should be pointed out -that the distinction
which Durkneim made between the two types of
scciety is by no means sbsolute. It is relative.
One of his outstanding contributions to sociology
is that he drew attention to the intertwining, in

empirical/- s s 006
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empirical forms of society, of the elements of
mechanical solidarity - especially common value-
systems, and the elements of orgsnic solidarity -
especially difference and interdependernce, Vithin
the milieu of the mechanistic solidarity of
undifferentiated or elementary forms of societary
life, he saw the development of elementary forius
of division of labour (for instance, as between
the sexes). And behind the orgsnic sclidarity
of differentiated or modern industrial society,
he saw an underlying integrative system of
comiionly shared sentiments and values - "the
non-contractual element in contract" - making for
social order, So that, ultimately, the distinction
between the two forms of socicty is one of relative

primacy of the common and the comp.ementary elements

in social organisation.
It is clear from the preceding that whatever
society is, it nevertheless invclves the principles

of likeness and interdependence. liacIver, who has

contributed much to systematic sociological theory,
suggests that society is "a highly interwoven series
of relationships issuing from the wills and purposes

of beings/cessses
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of beings who recognise their likeness end inter-
dependence...."3 Rasic to his system of sociology,4

are the considerations that:

(a) "society involves both likeness and interdependencey’

(b) "society is a web of social relationship;"

(¢) "the relationships which are central to sociology
are those which involve, in addition to mulual
recognition, the sense of something held or
shared in commonj" and

(d) basic to sociazl relationships, are '"the wills
and purposes" of the interrelated human units
(individuals or groups).

If we follow MacIver's interpretation of society,
several importsnt considerations emerge. It is

clear that, in his interpretation, this concept has .

.largely shed its eerlier metaphysical trappings and

has a decided empirical reference. It is no longer

synonymous with Comte's concept of "humanity-at-large."

It presupposes the presence of human units-in-aggregates,

enmeshed in mairices of relationships based on

mutual recognition of their likeness and interdependence.
The empirical study of human units-in-aggregates

with respect to certain characteristics and their

numerical/....

3 R.M,., MacIver, The Elements of Social Science,
(London: lethuen and Company, 1952), p. 2.

4  RK.u, Maclver, Society: A Textbook of Sociclogy,
(New York: Rinehart and Company, Inc., 1947),pp. 6-8.
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numerical variationé znd in various geographical
environments is thus basic to sociology. It
constitutes the demographic and ecological
emphases in sociology.

In relatively permanent aggregates, the
human units cannot be expected to be interrelated
at random, iather, they may be expected tc be
in determinable vertical or horizontal (or both)
relationships to one sznother. Hence, social
relationships may be expected to be structured
along these glanes, The solidarity and stebility
of' the structured social relationships (or society)
may be a function of an emphasis on the elements
of "likeness" and "a sense of scumething held or
shared in common," (cf. Durkheim's "undifferentiated"
Scciety and MacIver's "community"); or it may be
a function of an emphasis on the elements of
"interdependence" and comp lementarity of services,
(cf. Durkheim's "differentiated"” society and
haclver's "association"). In the first structural
type of social relationships, the criteris for
Status-role allocation would tend to be primarily

particularistic - thut is, focussed on the

attributes or qualities of the interrelsted human

units, In the seccnd, these would tend to be

Primarily/..ccee-u.
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primarily universalistic - that is, focussed on
I P

complerentary performances or abllity to perform in

the web of social relationships, irrespective of the
attributes of the performing units.s The study of
social relationships (or soclety) in this perspective
constitutes the social=-stiructural emphasis in
sociology.

lowever, the structured nature of social
relationships does not imply that society is a
static phenomenon. On the contrary, it is, within
limits, dynamic. It may be viewed, as lacIver
sugzests, as "a changing equilibrium of social
relations," and may be studied as "a changing pattern
of these relations.” That is, it muy be viewed and
studied as social process, in its many forms of
being and becouing. The strongest proponents of this
eumphasis in sociology have been, inter alia, Von Wwiese,
Vierkandt, vimmel, Alfred .eber, hWard, Koss and
dlaclver.

Yaclver's interpretation of society as "issuing
from the wills and purposes” of interrelated human

UNitS/ eeevee

5 The two types of criteria referred to here and
the terms denoting them are borrowed from Parsons
and cShils who have treated them comprehensively.
vee: T. Parsons and E.A. whils, Toward a General
Theory of Jocial Action, (Cambridge: Hamard
Universit; Press, 1851), pp. 81 - 82.
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units lends a ”voluntaristic”G and teleclogical
characiter to sociaty. This quality of society
was net adequately appreciated in the earlier stages
of the development of socioclogy. In an attempt to
break away from its embryonic shell of philosophy and
theological mysticism amd to emerge as a "positive
science,"” early sociology tended to taboo, from
sociological relevance, the volitional and purposive
elements o1 social action ~ whether as data Lo be
analysed or as eflective factors in causal or
functional imputation. under the influence of the
models of the mechanical and orgunic sciernces,
sociology took a swing in the direction of environmental
ceterminism and behaviourism of the positivistic type.
Of the subjective factors, only the rational factor
had any aporeciable degree of recognition. This
was largely due to the influence of classical
economic theory on sociology, and the fact that this
factor lended itself more easily to study from the
objective point of viewe.

But the disillusionment ot later sociologists

with the inadequacy of mechanistic, organic and
classical-economic/ee..

6 IThis concept is borrowed from Parsons, and is used
here in the sense in which he uses it t0 connote the
objective-subjective reality of society. Tts
me thodological implication is that socliety cannot
be adequately treated without reference to both points
view. ee: T. Parsons, The structure of social
Action, (llew York: McGraw-Eill Book Company, Inc.,
1937).
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classical-economic trends in sociology has made

¢

.

possibls an insight into, and an increasin

Y

I3
recognition of, the role of volitiocnal and purposive
factors in social action, in the emergent social
relationships and, hence, in society. This
constitutes a wajor milestone in the aeve lopuent

ol sociologye. It indicates a synthetic phase

in the development of this Science, involving a
ccnception of society as both an objective and a

subjective order of reality which can only be

adequately treated from both points of view.
Perhaps the pioneer-work in the recognition
and systematic treatment of volitional and
purposive factors in sociclogy was done by the
German sociologists of the second half of the
nineteenth century. Lels is not surprising in
view of the fact that these sociologists were
heirs to an intellectual heritage of sociul thought
which included two gigantic anu conf'licting
deterministic theoretical systems o which they had
to react. These were: (a) Hegel's aialectic
spiritual-emanationisn and (b) Marx's dialectic
historical-materialism. To Hegel,7 human (social)

action/eese.

7 GJU.F. Hegel, The Phenomenology of Mind, (1807),
translated with an introduction and hotes by
Je3. Baille, (London: Allen and Jnwin, Ltd., 1931).
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action was determined by the spirit or "geist" of
persons or groups, or by the "weltgeist" of their

time o Action was thus an expression or "objecti-
fication" of such “geist" or "weltgeist" which was
ultimately recducible to the (metaphysical) "Absolute
Mind." To Marx,S hunan (social) action was determined
by the material situation of the pursuit of economic-
class interests. It consisted in rational accomnodation
of interest-oriented action to the "given'" material
sitvation and was, thus, reducible to deterministic
situational terms. These two radically eterministic
theories represented a ocylla and qgrybdis. On

the llegelian theoretical position, man was a pu?pet

of the sbsolute iiind; and on the Marxist position,

a creature of material circumstance. The two
theoretical systems left but little room for
sponteneity of will and purpose in social action.9

And the development in sociology which leda to the
recognition of volitional and purposive factors in
social action and relationships may properly Dbe
described as a result of an intellectual revolt and
gquest for a way out of the impasse which Hegel and
Marx created.

In the/eeeees

b3 Ko Marx, Capital: A Critical Analysis of Capitalist
Production, (1887), translated from the third German
sdition by 5. Moore and E. Aveling, and edited by
F. Lngels, (London: Allen and Unwin, Ltd., 1949).
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In the co-existence of these two theories lay
an intellectual challeng: to a critical examination
of’ both positions with a view to Salvaging what was
valuable in them and rejecting the untenable residue.
In this way social action and the theory of social
action were to be enzancirated from the rigour of
both spiritual anue materialistic determinism. This
is the task to which many sociologists of the
period applied themselves.tO The net results of
this re-examination have been: (a) a rejection of
the ueterministic terms in which lHegel and Marx
Stated their respective theoreticsl positions; (b)
a critical limitation or extention of the scope

of generality of some of their tenable postulates;ll
and (c) a perception of the role of volitional and

purposive/cees

10 We may mention especially, Toennies, Burckhardt,,
Jans Freyer and the Vebers.

13 t 1S now clear, for instance that arx's

"economic situation" is not the only relevant
Situation in social action and that, therefore,
any generalisation (shorn of racical determinism)
which may be made from observation of social
action in this situation, must necessarily be of
highly limited generality. It is also clear
that Hegel's postulate about the "expression'" of
the "volksgeist" or ethos of a group must (shorn
of radical determinism) be extended to cover the

expression of -incividual affect anc moral sentiments

in social action.
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purposive factors in social action which makes any
radically deterministic theoretical position untenable

in contemporary sociology. Ferdinand Toennie312

i3 saw these two types of factors

and Max ‘eber
(respectively) with admirable clarity and gave them
the most systematic treatment at the time. Perhaps
the commnon denominator in their perception of these
correlative subjective factors was that they were
both reucting to the same deterministic theoretical
system - Marx's dialectic historical-materialism.

It was in the course of his re-examination of
larx's position via the study of the structure and
fundanentals of capitalist and non-capitalist social
systems that Toennies cume to recognise the place

and role of volitional factors in social organisation.

He identified two types of social structures in

history - Gemeinschaft (or "community") and

Gesellschaft (or "society"). Fundamental to these,

he recognised two modes of will-relationships - the

natural will-relationships (kurwille) and the rational

will-relationships (wissenwille), respectively.

The natural/ececescosccececsass

12 F. Toennies, Fundamental Concepts of wvociology,
(Gemeinschaft und Gesellschaft, (1887)), translated
anu supplevented by C.P. Loomis, (New York: American
Book Company, 19405.

13 . weber, The Protestant ithic and the opirit of
Capitalism, translated by T. Parsons, (Lohdon and
New York: Allen and Unwin, and wcribners, 1930).
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The natural will, according to Toennies,

consists in the non-conscious and sentimental bonds

in social relationships. It is characteristic of
primary group relationships and establishes itself
through such integrative sentiments as loyalty, piety
ailu obedience to authority. wihat Toennies saw in
natural will may be interpreted in contemporary
parlance as the non-rational affective ana moral
value-sentiments fundamental to comnunal relationships.
In their enduring aspects, these constitute the
basis of communal stability; and in their subtly
changing modes of expression, the motive forces in
social change. However, he Jdid not commit himself
to the dogmatism of the Marxist type. He saw these
as subjective volitional factors that are in constant
interplay with the objective non-volitional factors,
including those identified by Marx.

The rational will is also a subjective categorye.
It consists in the conscious and raticnal bonus in
social relationships. It is characteristic of
secondary group relationships anu estavlishes itself
through rationally planned, legulistic and contractual
relationships - Such as those characteristic of urban
and capitalistic organisation. In Marx's gystenl,

the scope/ecececees
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the scope of operation of this volitional factor was
circumscribed by the situation of socio-economic
organisation. But in Toennies' hands its telic and
Gynamic role in the voluntary manipulatiocn of the
situation of action comes to the fore. Jan~in=-
action, in these terms, does not only accommodate
himself rationally to a set of determinative conditions
of his action but also actively changes these in
accordance with his will ana purposess vhat Toennies
did, in effect, was to point out a reciprocal relationship
between the subjective (volitional) factors and the
objective (non-volitional) factors in social action
and social relationships. ilence, in the light of
this insight, the organisation, stability and change
of society cannot be adequately understood without
reference both to "the wills" of its members and to
its "material conditions."

lle have suggested that the pioneer-work in the
recognition and firm establishment of the purposive
(or vulue-goal) factors within the scope of sociological
relevance was that of Max weber. leeting iarx on
his own ground of mouern capitalism as a distinctive
historical-economic system, .ax weber contended that
the larxist "materialistic" factors were inadequate

ZfOI‘ the/occ..o-o
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Tor the explanation of the genesis of this systeme
He put forward the thesis that this system was
primarily a product of a set of subjective (volitional
and purposive) factors which existed in and operated
through the medium of Protestant ethical ideas
current at the time; and not a product of an inescapable
historical necessity. From the Marxist point of view,
Lire genesis of modern capitalism consisted in the
rational pursuit of economic interests as definec vy
the material situstion of action and in a way which
it would be rational 1o adopt if the actor must not
act contrary to his interests.l4 An ihportant
coaponent of the situation here is the complex
systen of action of the myriad other actors - which

constitutes a compulsive and deterministic mechanism -~

for individuals or groups of them within the Systeme.
Against this deterministic point of view,
lex Veber posited the thesis of (potential) freedom
and teleology in social action and in the emergent
social relationships. On the basis of a comparative
study of' velirions, 'ax Veber observed that certain
types of iueas were causally assoclated vith certain
types of attitudes towards secular (including
economic) activities. e noticed that sixteenth anda

seventeenth century/ees.e

14 ~e¢ Appendix B.
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seventeenth century Protestantism emphasised the
transcendental purpose or value-goal of "salvation;"
and t.at the Calvinist brand of Protestantism prescribed
impersonal labouring in a secular "calling" as a means
of "proving" to oneself that the goal of salvation
is assured. In the light of Protestant teaching,
the rrotestants wanted to be men of salvation -
this was a desirable goal, a worthwhile and compelling
purpose . In the light of the Calvinist brand of
Protestant teaching, the Calvinists wanted to labour
in a "ealling" to prove their salvation. And,
according to Max Weber, the capitalistic (compulsive,
acquisitive, competitive, rational and bureaucratic)
character that labour in a "calling" assumed was not
a result of ratioral accomnodation to inexorable
demands of the material situation but an essential
part of a process of dynamic manipulation of the
secular situation in the course of personal
adjustment to or pursuit of a non-secular purpbse.
This purpose was, itself, not a function of the
material situation but a function of religious or
ethical ideological factors and non-materiszl neeqS.lS

It WaS/.....

15 1In fact, Max Veber showed that material conditions
in Protestant lestern Europe were, at the time,
relatively less favourable to the development of
the capitalistic spirit than in the other non-
Protestant societies, like India, which he used as
"econtrol"groups in his mental experiment on the role
of (religious) ideas in social action.



- 18 -

It was a subjective and transcendental purpose.

From this work of lax Yeber's two categories
of purposes emerge clearly: namely, (a) the category
of rational purposes - for instance, economic success
in the sphere of secular activity as exemplified
in capitalistic action and its emergent relationships;
and (b) the category of non-raticnal purposes - fop
instance, spiritual Salvation in the sphere of
religicus activity as prescribed in the irotestant
ethic and the relationships issuing from such
ethical prescriptions. The first category of
purposes or vulue-goals is immediate; the second,
ultimate. However, iax leber's insight went further
than this dichotomy. One other subjective factor
(in addition to the rational and non-rational factors)
which he took into account in his general theoretical
system was that of tradition. In brief, its functional
significance in sociological_theory is to invalidate
(except for heuristic purposes) the myth of the "rational
man" rationally pursuing rational goals or ends.
The factor of traditi n introduces a third category -

the category of irrationality. This includes those

purposes or value-goals imposed by the tenacity of
traaition and, hence, can be shown to be out of

COrreSpPOonUence,/ ceee .
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correspondence with empirical reality. they

are not a function of the empirical material
situation, or else they woulu corresponu with it
and, therefore, be rational. 4t the same tine,
they are not non-rational or trunsendental because
they have a distinctive empirical reference: but
in so far as this is defective, they are
irrational.

Hence, from the works of these two sociologists =
Toennies and leber ~ emerge two sets of non-"materialistic"
factors in social action and relationships: (a)
the volitional = natural will anc raticnal will -
from Toenniesy and (b) the purnosive = rational,
irrational and non-rational purposes = from ' eber.

‘hese may be regarced as subjective factors

constituting a rauicul bresk with ldarx's historical-
materialistic determinism in the directicn of a
non-deterministic theory of social action.

‘aken in conjuction with the objective

situational factors, incluuing those analysed by
sarxy they constitute the components of what

™

Parsons has called the "voluntaristic theory of

social actign."l6

The recognition/ecee

16 For a concise statement of the elements of
this theory, see: T. Parsons, The .tructure of
social Action, (Mew York: WcGraw-fill Book
Company, 19373, De 21l
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The recognition of the role of '"the wills and
purposes" of participant social units in any given
system of social relationships implies recognition
of the fact that such a system may be viewed as

one choice that has been'purnosiVely willed out of

several possible systems of social relationships.
The same may be said about the purposes which
persons or groups pursue or ought to pursue,
Separately or collectively, within a given system

of social relationships. They are a selected set
of purposes out of several conceivable purposes.
And, seeing that choice implies that some evaluation

has taken place, it is clear that evaluation and

choice are basic to social interaction and to the
emergent relationships - in a word, to society.

Some of the most frﬁitful questions raised in
contemporary sociological theory, in this connection,
may be stated as followssl7
(a) Vhat is the nature of evaluation and choice in

social action and relationships? Is it, for
instance, random (ad hoc) or systematic (non-
ad hoe)?

(D) HOW/eeoose

17 Our indebtedness for an awareness of these
problews is primarily to T. Parsons, op. cibe.s

L. Parsons, The social oystem, (Glencoe: I11.,
The Free Press, 1951 ;3 and T. Parsons, mssays in

wociological Theory, hevised Ldition, (Glencoes Il11.,
the Free Press, 1954), p. 232.
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(b) How are the effective evaluations andg choices,
in society, cosr.inated and ordered into a
functioning system in oruer to make possible
the existence of Society? This raises the

problems of Social Norms and pvocial Order in

sociology.

(¢) How is the ordered System of effective evaluaticns
and choices maintained in a State of social
effectiveness, and how are those evaluations
and choices which deviate brought into line with

the ordered system or prevented from disrupting

it? Here the problems of soeial Yotivation

and Jocial Control become crucial in sociology.

(d) How is the ordered system of effective evaluations
and choices protected from the ravages of time,
and how does it adapt itself to change., This

raises the problems of the Mechanisms of Jocial

Persistence and Adaptive social Change.

It is not our task here to attenpt to ansver
these guestions. “€ merely want to inuicate theip
central position in contemporary sociological theory
and to indicate a particular sociological approach

to them - the Institutional Approach. This approach

has been fruitful in the sociological analysis of

SOCiety/oo LRI
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soclety, considered not only as an gbjective order

of comitive social activities in adaptation to
+the social and non-social environment but also

as a subjective crder in which "the wills anc

nurposes,’ evaluations an choices, of social Deings
5 & ? ?

nlay

a significant role.

e INSTITUTIONAL  aAPPROACH

Taking his departure from selected works of
areto, _urkheim and Vax . eber, Parsonslg emphasises
the role of evaluations ana choices in social
action ang raises the basic problem of their nature -
vhether they are systematic or random. e
concludes, with Durkheim and ‘eber, that evaluations
and - hoices in social action are essentially
systematic, thourh there may be some latitude for
random evaluations and choices within determinable
limits of social integration anc stabllity. o
in lcate their systematic character, he nlots out
'ive vairs of alternative normative courses or
choices yattern‘variables"lg along vhich evaluations

-‘U’ld/- R R

18 7Te Parsons,
Nev York:s MeGraw-li l 500k Lompany, inc.s lu3?)-

1y e Tarsons and e ohils, Loward a General iheory
(Cambridge: Harvard University I'ress, 195lJ,
pPe /6 = /8
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and choice may run, anc¢ three types of evaluative
and selective norms or "value-orientation“gﬁ
standards in terms of whiclh evaluaticns and choices

i r

aay be madee ‘le reaches this phase in the levelopment
o1 kis theory oi social action b, foliowing
~urkheim's insight inte the “non-contractual element
in-contract" whicl: revealeu that the ap areni al hoe
contract (for instance, in econoaic action) was
in izcet ctherwise. ne exposes many iuwplicit
normative assumptions whicl, are acceptea without
beinys made expliclt in contractual rc<lationshipse

These are pre-patterned anu preferrec vays of
evaluating and choosin -in-action and are characteristic
of euch type of web of social relationshipse. They

constitute for “arsons the Institutions - that is,

the comnonly shared adjustive ratterns of action
cormitive, affective an. moral) definins, motivating
and rerulating incividual and gr up action and the
emercent social relationships or societys [ence

the evaluations anc choicesy "vwills and purposes,"
given web of soccial

=)

of the interacting uhits in a
relationships anu the further relationships that
issue frou suci evaluations anud choices are uade
ans structurced cor systematised in terus of the
institutionse.

It would/n.. 200

It Thaa A e 7y 7|
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It would appear, therefore, that the rest of
the questions raised above could be effectively
approached through the concept of institutions.

The problems of the ordering of the effective
evaluations and choices and the emergent social
relationships are problems of institutional inte-
gration. The problems of the motivation of
conforming evaluations and choices are problems

of institutional motivation and control. And

the problems of resistance and adaptation to change

in the effective evaluations and choices are also
essentially problems of institutional rigidity and
adaptabilitye. Vhile ve do not suggest that the
concept of institutions is the open sesame to all
problems sociological, we do suggest that institutions
constitute the structural=-functional backbone of

any on-going system of social relationships or society;
and th«t the institutional approach is strategic in
the analysis of social systéms.

The place of institutions in systems of social
relationships is so central that to some sociologists
society or the web of social relationships may be
equated with the web of institutions.

"They/eecesoncss
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"They (institutions) thus represent the more
steady and fixed fundamentals of society......what
is not in institutions is essentially individualistic,

and not comprised in the communal life."21

Hence
to Hertzler the social and the institutional are
one: the two concepts imply each other.

"In institutions, which are.....centers around
which society congregates and from which its
influences radiate, the ages themselves may be
studiede. vociety, in a measure, is concentrated
in them, ana an interpretation of them is an
interpretation of society."22 And thus, if
sociology is the science of society, it follows
from this point of view, that it is, in other words,
the science of institutions. %

There is in contemporary sociology, a decided
tendency towards this conception of the focal
subject matter of sociology. This, however, is
not a new developmente. It may be notea in
explicit form as far back as Lester F. Vard who
regarded sociology as the science of human achievement.
"All achievements are institutions, anu therc is
a decided gain to the minda iﬁ seeking the true

Subject/oc--oono

21 J. O. Hertzler, ~ocial Institutions, (New York:
McGraw-Hill Book Company, Inc., 1929), p. 31l.

22 J.HeW. otuckenberg, Introduction to the otudy
of Sociologv. (New York: Armstrong. 1898). pe 177,
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subject matter of sociology to regard human
institutions and human achilevements as sysnonymous
terms; and as constituting, in the broacest Sense
of both, the field of research of a great sci&nce.”gs

In contemporary socioclo -y, Parsons has also
auvancec the concent of instituticns not just as one
asoroach in socicloy but as the subject matter
oi' soclolosye. ilencey to him, sociology, in the
1inal analysis, is "a sclence of institutionseses
or more specilically, oi institutdional structure.”24
inis, he points out, shuuld not mean a Liwitation
oi sociclogy “to purely static structural analysis."
Dynamic problems of "structural change" and functioning
would still fall within the purview of sociolosy.
@ outlines a set of five fundamental problems
that wouhu co-stitute the focus of sociolosy as
"a science of institutional structures:" mnanmely,
(a) "structural differentiaticn ana integration

o institutional patterns,

) "eynamic interrelationships of institutl ns

arn: culture,
(¢) "motivation of institutional behaviour,

(d)/o.o-o-o

25 LieFe ward, rure sogiologx, (New Yorks ‘lhe
Jacuillkan Company, 11)y pe 31

24 U's Parsons, "The Present “osition and 'rospects
of uystematic Theory in vociology," in Lssays 1
sociological Theorys Revised tdition, (Glencoe:

TSR

e wass o o o 3RAY . vl Das .
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(d) "motivation of dewiant behaviour and the problem

of social control, and

(e) "institutional change."25

e justifies his conception of the field of sociology
and, by implication, the institutional approach as
the only strictly sociological approach, as follows:

"It is of course possible to consider sociological
theory as concernec with the total theory of social
systems in general. It seems, however, undesirable
to do this since it woula make of sociology such an
extremely comprehensive discipline, including as it
would have to, for instance, botn the major part of
psychology and all of economic theorye. The most
important alternative is to treat sociology as the
science of institutions in the above sense or more
specifically of institutional structure. This
would, as here conceived, by no means limit it to
purely static structural analysis but could retain
a definite focus on problems of structure, including
structural change. Uyramic, particularly psychological,
problems would enter into sociology ip terms of their
specific relevance to this context."

It is our view that institutions are central in
society and its sociological studye. But concerning
Parsons' attempt to restrict the field of sociology
to institutional structures, we have some reservations
arising from two considerations which he raises
elsewhere. Firstly, not all cultural patterns in
terms of which persons or groups interact in social

relationships/esece.

25 T. Parsons, "The Position of vociological Llheory,"
in Essays in wociological Theory Pure anu sApplied,
First wmaition, (Glencoe: Ill., The lFree Press,
1949), pp 10 -~ 12. '

26 1. Parsons, "The Present Position and Prospects
of oystematic Theory in vociology," in Lssays in
vociological Theory, Revised hdition, (Glencoe:

—_—re— _—




- D8 -

relationships are institutionalised. And to treat
them merely as residual categories in sociology would
be to under-estimate their role in lenuing a measure
of flexibility.to the rigidity of institutionally
patterned social action. wveconuly, within the scope
of institutionally patternea social action, there
is an appreciable area of permissiveness or insti-
tutional indifferernces This area is a source of
variety and complexity of social action within the
same institutionalised system of social relaticnships.
And for these reasons sociology cannot afford to
ignore this relatively unstructured area.

Vhile we do not accept Parsons' implication
that the institutional approach is the only strictly
sociological approach, we do maintain that this
approach is very strategic in sociological problems
involving structural-functional analysis; and that
as the problems we propose to discuss in this study
are essentially institutional problems, the

instituticnal approach is important here.




INOTITUTIONAL  wo¥YoTEMo Al TUxA-SYoTRMS

T MY YT TITUT SN T SRS T T MG TIOT
INSTITUTICNAL  oTHUCTURE

«e have referred to institutions as comnonly

shareud adjustive patterns of social actions Like
all social constellations, institutions are more

g |

the comaion adjustive patterns

[ R TR B . VY B I Fa
tohan the sum-tohals of

that constitute them. They are not just gtructured

collectiins ol patterns which sociaul action follovse.
Juty over ani above this, they are types of functlioning
systems of social action systematically organised
around certain distinetive group needs and enus or

values. ‘hey are organised into what we shall

hereatfter call institutdional s stems.  ouch,

for instance, is the case with political institutional
systens - that is, comuonly shared adjustive patterns
of social action systematically organised around

the group need for the alloc«tion of power, and

the groud end of social ordere. such aiso is the

]
[

case with educational institutional systems -
that 15, commonly shared adjustive vnatterns of

social action orgunised around the group need for

the initiation of every nevi gencration into the

group's way of life, and the group ena of the

pl‘e»:‘el;vatiﬂll/ sn0 00



preservation and perpetuation of its soeciazl

nerituge . Thus instituticnal systems may be
g nay

viewed as systematic constellatiocns of insiitutions
geared to social group needas and endse They are
institutions viewed as particualr systems of social
actian.l

Hertzler has pointed out perhaps more convineingly
than anyone else, the confusion and divergence that
exist among social scientists regarding the usage
of" the coucepty institution. Borrowing definitions
from a number of social scientists, he ultimately
Sets up a composite conclusion on the present

' <

usuge of this concept.” ve have selectea from
his composite conclusion those statements which
poth emphasise anc Jocument the sense in which we

shail use the concept of instituticnal system here.

o8 already implied, we shall cousider institutional
systems as: (a) "systems of (social) action,"

(b) oriented to "the fulfilment of socially necessary
or uesirable ends," (c) thus “governing certain
social relationships of men or organised foras of
social activities,” and (d) made relatively

rernanent/ececee

1 It is our view that the definitions (especially
of the functional type) of the concept "institutions,"
currintién iontemporary sociological literature are
really implicitly or explicitly definitions of systems
of institutions in the sense in whieh this concept is
used here - except when institutional traits and
patterns ure specificullv referred +n.
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permanent and formal "by some comnon will" and
"overt activities."" In @ word, institutional
srstems are the more or less permanent, formal and
norn: tively structured functional systems cf social
action geared to group needs and ends or valies.

In one sense, they are the promoters anu guarantors
amdi, in another sense, the creators and mouifiers
of group needs anu ends or vul.es = including the
social relationships toat euerge in the pursuit
ol such endse In brief, they are mechanisms of
social stability as well as of social cirange .

ve may now inquire into the ordered content
of these structural-functional Systemns of actione
Grahan Sumner4 has suggested that an institutional
system consists of (a) a co: ceptual aspect and

5

(b) a structural aspect. vimilarly, I'inney® ecalls

these (a) the "mental capital™ aspect and (b) the

"objective structural" aspect, respectively.

—everal other social scientists have recognised
these two component aspects of institutional
systems. Park and Burgess have identified

l\a) "thE/.-.o..

3  JeU. Hertzler, loc. cite

4  Geuws cumner, Folkways, (lNew York: Gunn, 1007),
pps 173 = 174, 521 fTe

S Lele Finrey, 4 o ic: hilosophy of ‘
Lducsationg (New York: The lae lllan Company, 1u928),
De 20 ff.




- 3D -
(a) "the idea" and (b) "the structure" in institutional
systems. “The structure," they say, "embodies the
iuea anu furnishes the instrumentalities through

n6 Hertzler is

which the idea is put into action.
even more explicit: "their (institutions’ essence

is ideas or other concepts, intercsts, attitudes,
lraditions and other psychic uniformities that dominate
our social behavioure In a very real sense,

institutions are really in our heads.... But

institutions are unavoidably also societal structures,
they have an objective existence in order to operate
effectively and regulate the behaviour of men.7
Bernard, however, tends to emphasise the conceptual
aspect at the expense of the percertual aspect.

"The institution," he suggests, "has primarily a
gonceptual or abstract rather than a perceptual or
corncrete exiatence."g Suty as Hertzler emphusises,
"something in the way of siructure seems Lo ve
necessaryy in the sense thoti paper anu binding are
essential in a boak."g

Ve may/u......

6 Helis Park and wmeVe Surgess, Introduction t the

seience of coeciology, (Chicagos TUniversity of Chicago
Press, 1021), pe 79%.

7 Jele Hertzlery e citey, pe 35.

8 L.L. Bernard, Introduction to_Jocial "sychology,
(New York: IHolt, 192G)y pe 566e

8 J«C. Hertzler, loc. cit.
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ve may proceed to outline, in schematic form,

the content of the conceptual and perceptual aspects

of institutional systemnse.

Institutional oystem

The Conceptual isspect

N . ) O
‘“he Perceptual nSpectl’

A. vystems of _escriptive
and Prescriptive ldeas
referring to the Insti-
tutional otatus-fole
structure:

l. Roles -~ actual and

ideal.

“tatuses = actual and
ideal.

3. nole=-ixpectations -
actual and ideale.

2

l. otatus=role incumbents -
individusls or assSo-
ciations.

2. status-symbols =
attaching to individuals
or associations.

Be wystems of Uescriptive
and Prescriptive lueas
referring to the Insti-
tutional oituation =
Internal anc wxternal:

le Conditions = sictual
ana iceal.

2« lLieans - actual and
ideale.

3e iethods = actual
and ideale

l. The social organisation
and heritage of the
ceneral soclety.
Institutional social
orgunisation.

e Imstitutional non=-
physical equipment -
selected portions of the
social heritages

©
La ®

procedures and practices.
5e« Institutional physical
equipment.

Ce wystems of Jescriptive
and Prescriptive Ideas
referring to the Insti-
tutional Endds - Actual
and Ideals

le Individual -centred
ends.

2o (Group=centred ends.

1. Individual needs
pointirg to actual and
ideal ends of institu=-
tional actione

2e Group needs pointing
to actual ana ideal ends
of institutional actione.

10 cee Apperciix Ce

4. Institutional standardised
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+e¢ a0 not propose to engage in an extended

discussion of the content of the perceptual aspect

of the structure of an institutional system here.lL

vwe shall devote the rest of this chupter to a dis=

cussion of the conceptual aspects The main reason

for this bias is that systems of ideas = especially

of the ideological type - are crucial to the central

problem of this study.

It is clear that systems of ideas are fundamental
to the structure and functioning of institutional
systems. "There is a concept or set of concepts,
articulate or inarticulate, at least an implied
system of ideas or principles, an underlyinz assumption
of order alonz some line, at the heart of every
institution.";z Vhere does this "line" lie¥
It is our view that the students of institutional
systems have generally limited the role of ideas to
the end-sector of such systems. Hertzler, for
instance, is of the opinion that "the real essence.
of institutions is the system of ideas and principles
behind it... a more or less conscious recognition
by the group or society of the need or some notion
regarding the fulfiiment of function anﬂ‘purpose."13

"v’;hile/o coevvo0

11 Pertinent refercnces will be made to it at
various points in Chapter IV.

12 J.0. Hertzler, op. cit., p. 35.
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‘hile we realise that the recognition of the
relevance of systems of ideas to the end~sector
is fundamental to a study of problems of institutional
systems, we view idea-systems as being relevant to
the .ctor-situation sectors as well. In
general, systems of i.eas are funcamental to the
structure and functioning of each entire institu=-
tional system, including the ngefinition of the
situation” for institutional action.
Hamilton, however, points out th.t ordinarily
the structural contours and components of institutional
systems are not generally perceived cwing to the
heary frost of tradition, custom and age-old usage
that generally accumnulates on these systems of
social actione 1Tt is only as stability gives
way to change," he says, "that the lines of an
institution stand out in sharp relief. -0 long
as a people is able to do as its fath rs did, it
Lanifests little curiosity about the arrangements
urxier which it lives and WOrKSeseoo For such casual
glimpses of the intricacies of institutions as men
are permitted to see they are indeoted to the stress
anu strain of transition.” 14

In Hamilton's/.........a

14 Weile iiaﬂlilton’ l’lrlﬁtitutions e in angclgggedia
of the oocial veiences, Vole VIII, ppe 87 - 88«
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In Hamilton's times of "stress and strain of
transition," it becomes clear that there are two types
of iceas that bear on the structure and functioning
of an institutional system, namely: ideas that have
become an integral part of a given institutional
system's conceptual content, for instance, by usage
and tradition; and ideas that are not an integral
part of its conceptual content but are part of the
Social heritage of the general social organisation
of which the institutional system is part. Ve
Shall refer to the former as internal ideas; and,
to the latter as external ideas, that is to say,
from the point of view of the institutional system
under observation at a given time.

There are three degrees in which ideas may be
treated as external from the point of view of an
institutional system. Firstly, ideas may be
external when, from the point of view of institutional
system A, they are embodied in institutional system

B and / or C...4, within the Same social grovp, Aand

are intentionally or unintentionally brought to bear
on institutional system A. wecondly, ideas may
be external to institutional System A when A belengs
to one exclusive social group, and ideas embodied

in./i'ooo'-».
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in institutional systems af another exclusive social

group, within the same plural society, are intentionally

(for instance, by legislation) or unintenticnally

(for instance, by culture diffusion) brought to

bear on institutional system A. This degree of

externality may be expected to be well illustrated

in societies like our own. Thirdly, ideas may be

external to institutional system / when A belongs

to one exclusive gociety, and ideus embodieu in

the institutional systems of another exclusive socicty

are brought to Lear on ite This degree of externality

may be expected to?zxemplified in imperial colonies

when ideas internal to the institutional systems of

the colonising societies are brought to bear on

the institutional systems of the native societies.
Both the internal and external types of iceas

may each consist of three systems of ideas, namely:

(a) the scientific or empirically verifiable and

verified system of ideasj; (b) the unscientific or

empirically verifiable but unverified s stem of

ideasy; and (¢) the non-scientific or empiricaliy

unverifiable transcendental system of ideas. sach

of' these three systems of ideas may have a ﬁescriptivels

an. a prescriptive reference to reality or states of

affalre/conmsunsa

15 This term is used here in the wider sense which
includes analysis and interpretution.
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affairs. In institutional systems, ideas that
nave a descriptive reference to reuwlity become
relevant in the cognitive understancing, Dy the
rersonnel, of the institutional system's status-role
structure, its situation of operation (incluaing,
conuitions, means and methods), and its ends in so
far as they are given factors to the persomnele.
Prescriptive or noruative ideas become relevant in
the evaluation and choice of conditicns, means, methods
and endsy and in the motivation and regulation of
the pursuit of ends.

thile institutional systems do not seem to
vary considefably in their internal stock of
ideas of both modes of refer nce, they vary consi-
Jerably in their relative content of scientific,
unscientific and non-scientific ideas. This
may be illustrated with reference to two polar casesSe.

Jodern technolozical institutional systems tend

to have a high content of scientific iceus in teras

of which the conditions, means, immediate ends

and processes are handleds st the opposite pole

are the religious institutional systemse These

have a high content of pon-scientific ideas =
dogmatic and ethical - in terms of which they describe
transcendental reality and prescribe moral actione

'\;iore/......-.
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‘lore or less between these two are the
political instituticnal systems which tend to have
a high content of unscientific ideas in terms
of which they operate in the theoretical or policy=-
making and electioneering proces.es. The
technical or routine processes of political insti=-
tutional systems, however, are subject to the
norm of rational efficency and hence scientific
ideas become relevant here. In some sub-systems
of these institutional systems, such as the judieial,
where a "higher moral law" is superimposed on
celiberately established law, one may sense a
non-scientific element. ‘lence political institutional
Systems tend to occupy a central point between the
technolozical ana the religious.

vhence comes this varying incidence of the
three systems of ideas in the content of institutional
systems¥  Le suggest two sources. lirstly, the
creative genius of the personnel of each institutional
system is one source. lHere we have in mind the
ability of the personnel to create an internal
stock of: (a) scientific ideas by validating the
internal trial and error activities of the
institutional system; (b) unscientific ideas by

"apologising”/eecscoene
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"apologising" for the tradition=-bound and vested-
interest-bound activities (oveat and covert) of the
institutional system, when these can;ot Stand the
test of seientific and/or moral defensibility;
(¢) non=-scientific ideas by formulating conceptions
of ileal states of the institutional system in
terms of appreciative and moral noruse wgcondlys
t.e relative receptiveness of each instituticnal
sy/stem to external ideas is anotner source of
variation in their internal stock ol ivea~sysiens e
This source is particularly relevant to the present
studye

The receptiveness of any given institutional
system to the impinging external ideas depends,
inter alia, on two factorsj (a) the type of
primary norm operative in the structure and
functioning of the institutional system; (b) the
potency of the impinging i«ieas.16

Tachnological institutional systems {(whiech rre
instrumental) operate primarily on the norm of
rationality. Tor the action of a technolo ical
institutional system to be consistent with this

HOI’u ’B.l.'t..

16 we shall take up this second condition in a
later section in this chupter, with special
reference to ideologies_and institutional systems.
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norm, empirically verified knovledge must be admitted
into the conceptual content of the institutional sSystem
and be used (a) in the "definition of the situation -
internal and external - and in the cogmitive
unierstanding of institutional ultimate enas, (b)
in the definition and prescription of the immediate
ends vnich are pursued or rationally ought to be
pursuec, and (¢) in the motivation and regulaticn
0" rationally appropriate institutional action.

Hence technological instituti-nal systems tend to be
relatively unreceptive to unscientific and none
Seientific ideas, and these tend to be reduced to the
minimume A minimum of non-scientific nomative
ideas of the philosophical order, however, would seem
to be an indispensable factor in the definition and
prescription of the ultinate endsy for instance,
in terms, of "the gre..test goou of the sreatest
number."  3But such issuesy as the Latter, are
generally raised externally to technological
institutional systems ang are, for them, Piven data."
Aesthetic instituti nal systems (which are
expressive) operate subject to the norm of symbolic
appropriateness for the expression of sentiment or
affects -The relation of objective means to objective

ends/............-
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ends is only significant in so far as it affords

an appropriate channel for the expression of
afiective appreciations. lience such institutional
systems tend to be relatively less receptive to
scientific and unscientific ideas because such

iGeas are relatively irrelevant to the primary norme
nd sweh instituticnal systems are more receptive

to an guided by non-scientific aprreciative ideas
that need no empiriecal proof and cannct be provede

As indicatec earlier, political institutional

s stems {(which are integrative) occupy an interesting
position. They embrace technicul administrative
problems and functions subject to the norm of
rational efficiencye This lends them an instrusental
character. «and they, therefore, tend to require

a stock of scientific ideas anc to be relatively
receptive to them at this pointe bul these
institutional systems also embrace affective problems
of the aprropriate expression of & population's
naticnal sentiments of attachment and belongingness
to the ostate, as well as moral problems of seccial
order, Justice and falr-playe. These problems
require to be handled chiefly with the aid of
non-scientific normative ideas subject to the

affective/sescnses



affective and moral norms. Hence the receptiveness

or, at least, sensitiveness of political institutional
systems to ideas that appeal to these norms.

It cannot be claimed thut the personnel of
political institutional systems have at their
disposal all the scientific knowledge necessary for
the rationally effective administrative functioning
of such institutional systems; mnor that, if such
knowledge were available, the personnel would be
in full comrand of it. Jence in such institutional
systems there is always a considerable margin for
ignorance and error = intentional or unintentional =
and room for unscientific ideas. And that room
is never emptye. Further, non=-scientif'ic ideas
are not subject to any universal and objective
criteria of verification. They arise from the
affective and moral sentiments or value-attitudes
regarding what is desirable or desired and wha;
ought to be desirable or disired. 1In brief, they
are relative to persons or to social groups; and
there can be no "given" unanimity on them. Hence
it can be expected that any social group on behalf
of whom a given set of personnel operztes such an
institutional system will tend to equip, support
and maintain such institutional system with its

OWIN/ eevecccsssne
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own non-scientific ideas, including its own
conception of norms of aporeciative and moral
appropriatenesse.

3ut for the reason that they are integrative,
political institutional systems cannot continue long
to operate on a sectional group=-basis leaving the
rest of the population's national and moral sentiments
unintegrated with the political institutional system.
In this case, the social group which controls
a given political instituticnal system tends to equip
its personnel with fabricated "explanations" or
political apologetics in order to achieve a general,
if not universal, sympath,, tolerance or acceptance
of the non-scientific ideas in terms of which it
runs both the techniczl and non-technical aspects of the
institutional system and defines the situation of
its operation. Counter to this, those social
groups whose intercsts, aspirations and outlook are
not adequatel catered for by the existing political
institutional system tend to evolve, severall.y or
coli.ectively, their own "explanations" or political
apologetics in ord<r to achieve a general, ii{ not
universal, sympathy, tolerance or acceptance of the
non-scientific ideas in terms of which they feel
the institutional system should be run and its

situation/eceecsscces
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situation of operation, incluuing the ends, definede

IOEOLOGIES

These politicul fabricztions or social
apologetics aspire to be scientific but fall short
oi the rational norme inhey refer to empirical
reality but do not entirely corrcspond to the factse.
They have a tendency to be either relatively behind
the facts of a rapiuly changing social scene, or re-
latively ahead of the facts of a scciety that changes
too slowly from the point of view of those who see

anead of the facts.17 In a word, they are ideologies,

thit 1is to say, systems of iceas which depart fronm
reality by distoerting it under the stimulus of
group inherests. They are "the more or less
consciousd deccptions and disguises of humnan

interest groups, particularly political parties;“lg
and "include all thcse utterances the ‘'falsity! of
vhich 1s due to intentional or unintentional,
conscious, semi-conscious, or unconscicus, deluding
of cne's self or of others, taking place on a
psychological level and structurally rcsembling 1163."19

Jdeolories/ecscessse

17 -ee: KXo lannheim, Tdeology and Utopia, translated
by L. 4irth and E. shils, (Loncon: Lontiedge and
Kegan Paul, Ltd, 1852), pp. 86 - 87.

18 Ibido, De 238,
19 Ibido’ lOC- Cito
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Ideologies are essentially unscientific.zo
This may be in the sense that they are systems of
apologetics for group interests and aspirations’

that can no longer be fully reconciled with the

facts of a changing situation. Or, they may

)-«‘

o unscientific in the sense that they are systems

~f apologetics for group interests that canuot vet

be fully reconciled witnh the facts of the existing
situstione Thus seen, iceologies have, as their

point of reference, the stulus cuoj but they may

differ as to whether they arc fabricated to stabilise
the changing status quo so as 1o ensure the continued
realisation of , otherwise, antequated group interests;
or to transfora the status quo so as Lo ensure the
realisation of, otherwise, utopian group interestse.

1&@01031@.5/0 seoccew

20 Mowever, in their departure from reality
(which makes them unscientific), ideologies may
incorporate some seientific as well as some
non=scientific elements. The scientific
elements enter when an ideology describes
certain facts of the situation (which are
g . " 9 )
consistent with group interests and values)
sceurstely. But, in so far as it capitalises
on such facts at the expense of other facts which
woulc invalidate its premises, it becomes
unsecientific. The non-scientific elemenits may
enter vhen an ideology (in its pre-occupation
with group interestss makes an appeal to transcende=
ntal concepts like "the ~ivine Fight of Kings," or
"Goa-nade differences" or inegualities in soclety.
in so far as it thus weds the "sacred" to the
tprofane,” it may not be saild to be essentially
non-scientific: but in so far as it attempis to
validate its empirical premises with non=-scientific
tproofs,” it remains short of the empirical, scientific
norm of rationality and, hence, unscientific.



Ideologies of the first type may be called reactionary.

These are "ideologies" in the strict sense in which
Mannheim uses the concept. #There is implicit in
the word 'ideology' the insight that in certain
situations the colleciive unconscicus of certain

groups Obscures the real condition of society both

to itself and to others ana thereb; stabilises it."Zl

The secord type of ideologies may be calied revolu=-
tionarye Functicnally, they correspond to what
Mannheim calls "counter-ideologies' = which 'by
their tendency to break through the limits of t he
existing order cause the conservative mentality

to questicn the basis of its own dominance, and
necessarily brings about among the @ nservatives

historical-philosophical reflections concerning

S.“22

themselve At the same time, this type of

ideologies corresponds to0 what Jannheim culls
"utopias" = both structurally and functicnallys

"Ihe concept of utopian thinkin: reflects
the opposite discovery of the political struggle,
namely that certain oppressed groups are intellec=
tually so strongly interested in the destruction
and transfornation of & given condition of society
tiiat they unwittingly see only those elements in
the situgtion which tend to negate ite Their
thinking is incapable of correctly diagnosing an
existing condition of society. They are not at all
concerned with what really existsjy rather in their
thinking they already seek to change the situaticn

thfit/-ocooo.o

21 K. Mannheim, ope. cit., pe 36.

22 Ibid., pe 207
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that existse. Their thought is never a diagnosis of

the situation; it can be used only as a guide to action.
In the utopian mentality, the collective unconscious
guided by wishful representetion and the will to act{on,
hides certain aspects of reality. It turns its back

on everything which would shaEg its belief or paralyse
its desire to change things."

The essential point about these two types of
ideologies is their preoccupation with the status quo:

its maintenance versus its transformation. In this

ideological conflict, they tend to divide it between
themselves. The reacticnary ideologies, on the

one hand, embrace only those facts of the status quo
which can be used effectively "to prove a case" for
the maintenance of the status quo and, hence,

subtly for the continued realisation of the
interests of dominant groups under camouflage.

The revolutionary ideologies, on the other hand,
embrace only those facts ofhthe status quo which
can be used effectively "to prove a case" for the
disguised ascendency of the interests of subordinate
groups . The het result of this ideological selective
approach to reality is the distortion of the total
situation - in the direction of conformity with
group interests.

Owing to the integrative strategy that lies in
ideclogies in the operation of political institutional
systems, ideologies tend to be the most elaborately
formulated and vocalised systems of ideas in these

institutional/,...
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institutional systemsSe They may be sald to be
45 characteristic of political institutional
systems as scientific jieas are charucteristic of
the technological, anu as non-scientific ideas are

characteristic of the religious institutional systemse

ID

i3

OLOGTES

AND  TiSILTUTIONAL oYSTEMS

The poteney of the ideas that impinge on
institutional systems depends primarily on the strategic
pover-position of the influencing group or
institutional systeme A single institutional system
that is in such a position in mocern society is
the political. I+ comnands the last and
strongest sancticn, force. Cn the whole,
howver, this sanction is more of a final safeguard
for the maintenance of peacey order and security
in critical cases and at criticali tLines. To @
large extent, & political nstituti.nal system
must aepend, for its normal day~-by=-day functioning,
on the willing conformity of the governed. This
presupposes a measure of consensus in a society
on fundamentals oi values, legitimate interests and
aspirations, and outlocke. In so far as a given
political jnstitutional system in a society

represents/seese



- 50 =
represents these fundamentals from the point of view
of one group - the dominant group - it becomes a
functional necessity that the dominant group-
ideology, in which they are couc'hed, should have‘
a general working-measure of acceptance in the
society. That is, short of the use of force, its
conceptions on these fundamentals = including
matters of policy anl social order - must be
generalised ani impressed on those whose social
action and relationships it integrates and regulatese.:
Gerth and kills make this point poignantly when they
characterise "the ideas of nationalism and racism
as Jjustifiecatory ideoiogies used by the ruling class,
and their hireling publicists, to beat their
impositions intc the weaker members of the polity."24
This ideological impositi-n may be carried out or
achieved through propaganda or throush legislation,
which is a form of force.

It is our observation th:t in so far as the
ideologies, thus imposed, are of the second and

25 the affected

third degrees of externality,
institutional systems exhibit a measure of

resistance/sececes

24 Heile Gerth ana Cels [iills, From lax .eber:
sssays in —ociology, (London: Kegan Paul, Irench,
ifrubner and Company, Litd., 1847), pe. 25.

25 Vide suprae (In the rest of this section
"externality" refers only o these two degrees).
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resistance - at least, initially. Thié resistance

is particularly noticeable if the ideoclogical

impact occurs on the end=-sector by way of a definition
or re-definition of the ends that the nersonnel

pursue or ought to pursuee. This resistance may,
hoviever, be considerably mitigated oy ;;c0685ful
iceological deception of the social group vhose
institutional system is ijmpinged upone  That

is to say, unless the group can gee through'the
impinsing iueology and discover the polite "lie"
fmplicit in it, there may be little or no resistance
(except that which is due to the temacity of tradition)e.
The ability of a group to "see through" an impinging
ideology would depend to a lurge extent on the
analytical and eritical perception of its legitimate
leadershipe. Tn this connection, it is our view

that the leadership of‘minority eroups in various
societies is becomin; more and more analyticualiy

anc eriticul.y incisive towards impinging majority
group ideologies: and that the leadership of majority
groups is also alert to the impact of minority

group iueologies whicn threaten to undermine the
status quo in vhich they have vestcd interests.

50 that, in these terms, such resistance may be
expected on both sides. whence comes this resistancef

v;arly/ TR
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Many possible explanations may be made in
terms of such concepts as vested interests and the
erust of custom and tradition internal to
institutional systems. Hamilton, for instance,
is of opinion that "as it crystallises into reputable
usages; an institution creates in its defence
vested interest, vested habit and vested ideas
and eclaims allegiance in its own ri;ht."ge This
mayvhelp in the eAplan&tion of the resistance of
an old institutional system to any new type of
external ideas impinging on any sector of its
structuree. But the problem we are posing here is

that of the resistance of any institutional system

to the impact of ideologies on its end-sSectors

le suggest that a more adequate explanation
may be sought in the social origin and character
of institutional systems and the conceptions
vhich their personnel have with regard to the
ends that they pursue or ought to pursuee. 3y
origin institutional systems are social functional
Orguns » The conceptions which their personnel
hold regarding their ends are, thereiore, 4 social
trust, issuing, like the institutional systems
themselves, from "the wills anu purposes' of the

s80Cial/ecovccscs

26  LeHe Hamilton, ope citey pe 87
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Social groups which gave them birth, which they
maintain and which maintain them. The ends pursued
through institutional sction are sociul value=-
products of the evaluati ns ani choices of the
social groups that support them ana which they
Sup orte ‘Behinﬁ institutional systems are social
groups; anu between the two, yet penetrating both
Lo the core, are the social values which give
eaning and vitality to both. And it would
seem that the personnel of any institutional system
are under a dual moral obligation to the social
£roups supporting and supported by institutional
Systems, (a) to take institutional s stems as a

social trust and (b) to take, in particular, their

end-sectors (vhich are the devository of soeial

group values) as a "sacred" social trust. such

& trust is necessarily tied up with the sociazl
groups' conceptions of group-welfare, group-survival,
group-progress, and group=-cestiny.
This coneception of the social=group orizin
anu character of the ends that institutional
systems pursue or ought to pursue is supported
by Hetherington and Muirheid in their characterisation
of an institutional system. They view it as

HaN/ eesnnssssese
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"an objectified purpose, the embodiment in
external form of an end whicn Some Zroupses.nas

27  .nd this is truer of the

proposed to itself."
end=-sactor of institutional systeus than of any
of their other sectors. Hayes alsc expresses the
same conception when he defines an "institution"
as "the idea of a set of overt activities together

with a two=-fold judgment locged in the popular

mindgy namely, a judgment that the result which

institutionalised activities attain is necessary

or gre.tly to be desired, and that given activities

are 50 well adapted to securing the result that
they should be prized, uefended, perpetuated, and,
if necessary, enforceu.“28

Thus it would appear to us that it may be
legitinately expected that any external system
of iueas purporting to affect the end-sector of
an institutional system will not be likely to
receive willing acceptance by the personnel unless
it bears the social stamp of approval of the social
group to which the institutional system is
"responsible.” The problem of the impact of external

idea{;‘)/o ssvrve

27 HeJ. Hetherington J.He. Muirheid, Social Purpose,
(I.ondon and Hew York: Allen and Unwin, Ltd.,
1818) g Do 1l8.

28 weC. Hayes, Introduction to the otudy of
wociology, (Mew York: DJ. Appleton ana Company,
19157, %%
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ideas lacking the social group-stamp of approval
on the end=-sector of an institutional system is
likely to be more acute if the impinzing ideas
are, (a) of the ideoloricul type, (b) in a stratified
society, and (c¢) the impact oeccurs across social
group or class boundaries. How do these three
factors combine to deprive impingsing ideologies of
the soclal group=stamp of approval for acmission into
the end-sector of an institutional system?

%e have indicated earlier that ideologies as
effective social forces are essentially group
possessions. iWhether their inception is a result
of the intuitive acuteness of a single charismatic
person vho sees beyond his time and senses latent
values and ideas to which his contemporaries are
as yet insensitive, or of the synthetic genius
of a single social philosopher who is exceptionally
senstitive to the manifest interests and aspirations
of his gzroup, ideologies ultimately become social
Zroup possessionse Through the . eberion process of
"routinisation,” they become attached to group
interests, aspirations an. values; andy in their
maturity, they become not just apologies for this
or that set of social group interests, aspirations,

and values, but a whole conceptualised social

group/.........o
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group world-outlook.

In a society which is stratified - either on
a class or social group basis - any single ideology
may be expected to be a sectional group possession.
It may not be expected to be coterminous with the
whole society, in the sense that the interests,
aspirations, values and outlook of the several
strata are different or opposite.29 Hence, it
is our wmiew that, just as the end sector of an
institutional system may be, at least initially, re-
sistant to external ideological influence because
of the social group-origin and charactér of its
vilue-content, ideologies in such a society where
their impact occurs across social class op group
boundaries tend initially to lack approval as a
result of their social group or class origin and
character. They are initially viewed as alien and,
tierefore, suspect. It is only when (”false” or
“correct") "affinities! are perceived between an
impinging ideology and the interests and values of the
soclial group whose institutional system is being
influenced that the "routinisation" of the ideology
or "selected" elements of it takes place.

But as an external ideology impinges, initially,

on an instituti nal system, it arises from a sectional

gI‘Oup/..-......
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group base. Hence, in such a society, it may be
expected that such ideologicul impact occurs with
relatively greater regard for the interests,
aspirations, values and outlook of the influencing
group or classj énd with relatively les: or no
regard for those of the group or class whose
institutional system is being influenced. Ilence,

in so far «3 it is not cveceived, tne latter group

may be expected to withhold its approval for the
incorporation of such an ideology into the system
of iceas internal to its institutiondlsystem.

In such a case, when an external iceology is
brought to bear on the end-sector of an institutional
system of such a group, the ideological impact is
viewed as involving meddling with '"the wills and
purposes," evaluations and choices of the group
enshrined in its conception of the ends that the
personnel of the institutional system pursue or
ought to pursue. AS a result, there arises a
tendency to meet the impinging ideology by appealing
to a counter-ideology. cuchh an ideolozy becomes
not only a system of social apologetics for the
social group's interests but also a re-affirmation
an¢ further clarification of its opposite conception
of the ends of the affected instituticnal system.

I_n./oo-o-o.obo-ao
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In such a case, the persomnel of the affected
institutional system are confronted with two
conflicting systems of ideologies descrihing its
end-sector and prescribing for the personnel two
conflicting orientstions to this sector. In
other words, the "definition of the situation®
for the pursuit of institutionalised ends - including
the personnel's orientation to such ends - is
provided in conflicting ideological terms.
Whether or not the two definitions of the situation
are mutually reconcilable, this creates, for the
personnel of the instituticnal system, crucial

problems of evaluation and choice between the two

definitions of the situation. If the two are
reconcilable, evaluation and choice involves the
adoption of one or the harmonious synthesis of the
twoe. If they are irreconcilsble, evsluation and
choice involves the adoption of one an the rejection

I

of the other. However, in view of the sectional
nature of ideologies - and in the a2bsence of
ideological deception on the part of the personnelao
the two may be expected to be irreconcilable anc ,
hence, the choice woulc involve the acoption of one

and the/eceesas

30  This phrase is meant to be conditional. And
aust be read in that sense.



and the rejection of the other. The central
problem of this study arises in such a context

and is precisely of this nature.

THE PROBLEM

The broad sociological problem with which we
are concernec here is that of the role of ideologies,
in the "definition of the situation" for
institutionalised social action, as affecting the
structural=-functionul relationships between
institutional systems and the social systems of
which they are part. For our case study of this
general problem,'we have chosen the ~outh African
social system as our empirical situation. 1In
this situation we have singled out (a) the
Africun educational system, as an institutional
system, and (b) the ipartheid and Integrationist
ideologies of the Vhites and the Africans
(respectively) in their "manifest function" of
defining the situ: tion for the action of the
personnelgl of this institutional system.

Ve have set ourselves the special task of
ingquiring into the nature of the definitions
of the situation offerea by these two ideologies

L0 Lhie/ esesssen

31 The personnel will be conceptualised here in
terms of “the African educator.” This concept

covers the africun teachers - not as Classroom
roantinacra hitt aq ardnecatara in the hroad oanse of
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to the African educator, and their effects on his
orientation to the ultimate end-sector of the /frican
educational system. In handling this problem, we
propose to show the following:=-

(a) that the definitions of the real and the ideal
situations provideu by the two ideologies assume

the charactor of conflicting role-expectations;

(b) that the effect of such conflicting ideological
role-expectations is to create, for the African
educator, a series of dilemmas of orientation to

the ultimate ends or objectives of educdtion;32

(¢) that these dilemmas involve crucial problems

of evaluation and choice, for the African

educator, between the two sets of role-expectations;
(d) that these problems are not only cold matters

of rational calculation by professional technicians

but they are also, and moreso, warm matters of

affective and moral evaluation by persons who have

compelling group loyalties and obligations; and
(e) tnat the analysis of these problems has
significance.

e may take up the last point immediately
seeing that an outline of it will cast necessary
light on our choice of this problem.

The/.....'.‘..

32 This effect may be described as a "latent
function.”
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The problem of the role of ideas in social
action cannot be overemphasised. The sciences
of social action are incr. asingly recognising this.
in sociology, this insight may be traced in the
works of such authors as Vilfredo Pareto, Xarl
ijannheim, Karl Marx, Max leber, -mile Durkheim,
orris Ginsberg, Jeis oprott, GeJe Cole, Htrim Sorokin,
R.K+ Yerton, Talcott Parsons and many others. In
any system of social action, Such as the educational
svstem, ideas furnish the actor with a particulr
niefinition of the situaticn,” a particular orienta-
tion towards his system of social actione. In so
far as ideas are shared in comuon by members of
certain groups interested in or responsible for the
system of social action in question, suech ideus
are not individual but gocial phenomenae  Ihey
are in the Durkheimian sense "external" and
their "definitions of the situation," rationally
and/or morally "constraining" to the actors

The oouth African social system has in it
two gigantic ideological systems of’ ideas whose
implications for social or group action in this
society have not been (sufficiently) explored - at
least systematicallye. These ideological systems

a.I'e/........
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are staunchly entrenched in the "wills and
purposes” of two social groups = one being a
socio-economic power-majority groups the othe ry,
a numerical power-najority group = standinz at the
opposite poles of the social systeme

The recent legislative imposition of one of these
jdeological systems = Apartheid - on the African
educational system has given the problem of the
jdeoloziecal definiti.n of the situation for
jnstitutionalised social action in .frican
eauecation much prominence. It has also made
south Africa a particularly fertile fiela for
the investigation of the probleme. Add to this
the fact tiat this ideological imposition has
been made over an educational system which has
previously been permeated by a liberal tradition
of educational theorye. This tradition is now being
eliminated and an ideclogical tradition
substituted in its place.

In the lizht of these three considerations,
it is our hope th:t an analysis of the problem
we have chosen will be a significant contributicn
tot=

"(_a)/.....--.....
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sociolorical theory of the role of iceas in
social action by uncovering some of the
implicati-ns of the role of ideas - especially,
the ideologies = in a special situation of ideolo-
~ical conflict = the -wouth /fricanj

sociological theory of institutional systems

in their strictural=functional rclationships

to their social systems by exposing some of the
strains between tihe two, which may result from

an inuerterminate definition of the situation

ana principles for this relation in a social

system which inherently lacks consensus on
basic values witn regard to social organisatiocny
sociological theory of evaluation and choice

in socizl action by uncovering problems of this
type impliecit in the cilemmas confronting the
African educatory

educational theory by drawing attention to some
of the problems that may be expected to arise
when an ideological tradition is superimposed
over a liberal traditisn in educaticny and
some of the reactions of the educators tout may
be expectec in such a situation;

social pratice, in oouth Africa, with special
refercnce to some of the implications of the

teChrlique/ eseeo
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technique of engineering social change =
in group relations « through the manipulation
of minority-croup institutional systems Dby
legislation rather than by consultation
and mutual consente.

In our analysis of the problem of this study,
we shall view the educational aystem33 as an institu-
tional systeme This is consistent with the
institutional approach adopted in this study and
the social action-relationship scheme implicit in
this apuroachs From this point of view, the

educaticnal system may be regarded as "a recognised

and established embodiment... of some systemn of

relationship,..s« some method of social action;"34

or as "a set of activities which a society adopts

as its deliberately accepted method of attaining
some deliberately api roved end."35 |
Idke all instituti nal systems, the educational
system is distinctively social both in its origin
an¢ setiinz and in its function and orientation,
the latter beinz cerfineu in terms of some conception
of the social oraer - actual or ideal, but oftemn bot
Hence, in terms of this ap roach, the educ.tional
system may be considerea as (a) set on some

iuentii’i&ble/ ceovses e

33 Here this term refers only to the formal
educational systeme.
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identifiable social base, (b) structured,
(e¢) functioning, (d) oriented to some social ends,
and (e) related to its social base in some
determinable way.

In our immediately following characterisation
of the educational system as an instituﬁional system
(in Part II) we shall devote a chapter to each of

five characteristics and in that order of sequence.




PART II

THE  EDUCATIONAL OYSTEM A5 AN

INOTINUTIONAL  OYUEM




CHAPTER _III

" O CCIAL BAsE  O°  THE EDUCATIONAL SYSTEM

TiL.  SOCIAL GROUP

in his discussion of social organisation
anu institutions, :lorian .nan ecki posits
vhne concept of soclal group as a general
frage oi reference ior an inductive stuuy of
institubions."l The methodological import
of this suggesticn is cleara. . or any treutment
of inshitutional systems that goes beyond
the facile theorisation of soclal philosophers,
institutional systems cannot be treated in
abstraction from the social groups in vhich
Lhey are ro ted without loss of vital insights
into their structural-functi nal characteristics
ain. problemse.

ence, the clarificaticn ol our
concer ion of & social group in this study
is o basic prioritye. 8y social group we
MEally LEeLe, what-?ursons2 means oy a
"eollectivitye'  His conceptivn of a
collectivity is that of an aggregate ef
persons exhibiting a characteristic sollcurity

of i‘t}S/o-ooqcoooo

1 F. Znaniecki, "Social Crganisation and
Tnstitutions,” in Ge Gurvitch and . Noore,
iwentieth Century wocioloo {(New York: The
Philosophica brary, £453, p» 208,

2 ‘s Parsons, The oocial u¥stem, (Glencoe:
T1l., The Free ress, ltoll)y, De 193 T
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of its members, arising from the

3

institutionalisation® of individual and

collective goals, shared goals, shared value-

% and a general participation in

orientation,
"a single system of interaction with boundaries
defined by incumbency in... roles;" '"so thatl
the whole ag regate tends to act in concert.”
This is precisely our conception of & social
g oupe

It should, therefore, be clear that, for our

purpose, a social group is not a mere arithmetical

entity; it is essentially a social entity,
defined in terms of some 'interhuman reality"s
on the basis of which the aggregate human units
interact in roles and establish solidary
relationships. In the preceding paragraph

we have highlighted a few fundamental components

Of this/."....

3 That is, the systematisation, stabilisation
and generalisation of the elements of social
action so that they are commonly shared within
the social group or societye.

4 That is, collective reactions to social group
values or to situations that require the exercise
of evaluation before action can be determinate,
80 that the members of a group may be said to
share a characteristic outlook on such values
and on such situations.

5 This concept is borrowed from L. von Viese.
vee: L. von Wiese and H. Becker, oystematic
Sociolo%x, (lew York: John Wiley and w-ons,

32 9 hap. I.
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of this "inter~human reality" which makes
possible the solidarity and action-in-concert
which defines social groups. These components,
however, are part of the larger totality of
components of the social heritage = which is the
"inter-human reality" in its broadest dimensions.

< classifies the social heritage into

Maclver
civilisation and culture. The former includes
the elements of the utilitarian order, subject

to the criterion of efficiency and comparable in

terms of superiority and inferiority. The
transmission of the elements of the civilisational
aspect of the social heritage is universal,
rquiring no particular type of people or peoples
to acquire, produce or use them. Culture, on

the contrary, includes the elements of the normative
order, raising the ultimate unarbitrable problem
of' values - appreciative and moral. W/e have no
universal measuring rod by whici to assess or
compare them. Their transmission is selective
and only to the "like minded'": we inherit only

mose/.-..‘...

6 R.d. MacIver, Society: A Textbook of Sociolo s(ew Yovk:
Rinehart and Company, Inc., 1947), p. 272 ff.
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those elements of it of which we are worthy: but
each generation must vin these elements for itself
afresh and according ® its own "lights.”" He
rightly qualifies this distincticn by stating that
it is not absolute and that there sre important
inter-relations between the civilisaticnul and
cultural aspects of a soclal group's social
heritage. +#n object may have, eﬁbgied in itself,
something of pvoth aspects. Civilisutional elements
often have cultural embellishments, while many
cultural elements have utilitarian media.
Furthery when we view these two aspects from the
dynamic point of view, we note that culiural deve-
lopments are responsive to stages of technological
development. For instance, the literary arts have
been responsive to the development of the printing
apparatus; styles in musie, to the variely of
modern musical instruments. “n the other hand,
civilisational elements, mechanical inventions,
industry, pover ana devices "cannot escape
altogether from the influences of t he creeds,
stardaras and styles of the age' in which they
develope i‘he cultural aspect of the soclial
neritage consists of the final evaluations aund

St‘(;ﬂl(iardS/. secevee
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standards of evaluation, other than the utilitarian
standard of efficiency, in the 1lizut of which
civilisational elemerits must be evaluateds In
social-group terms, tue culture contains the
vuluations thut create group loyalties and group
unities th.t narrow or widen the runge of social
groups, and that organise the wmeans and powers
of social groups to the service o: the common
and shared-ends.

Finney7 also makes a classification of the
social heritage which cuts across faciver'se.
He distinpuishes two aspects viz, the mental
capital or intellectual resources of o social group,
and the objective structuresg vhich embody the
mental capital in terms of which they are operated.
The mental capital nay be viewed as held in the
medium of systems of ideas within anc without the

objective/ secscee

7 ReFe Finuey, ope cile, po 20 £f.

8 Under this concept he includes, the Church,
the otute, the Family, the ochool, the lndustries
and so forthe To these he gives the naue,
"institutional structures." If his institutional
structures are regarded not purely from the
physical point of view, but as functional systems
of soeial action-relationship, this concept of
his coincides with ours of "institutional
systems."



objective structurese. it consists of tLie

comnonly shared symbols of comsunicution,

techniques of industry, the sciences, amnuseients

and the {'ine arts, popular beliefs, prevailing ideab,
folkways and mores of a social groupe. From this
short list of exumples, it is clear that Finney's
concept of mental capital includes the cormitive

and evaluative corceptual resources of a social

ZPOUDe and in so far as these resources are pre=
dicated of solidary social groups in which they
are comaonly shuared, it is our view that their
component elements can .ot ve viewel as heing in

a state of ranacom relationship to one another and
to the socizl group; nor can they be viewea as
being in a state of extreme transicncye In

other words, they tend to be patterned, relatively
stabilised, and generalised in the social groupe.
Ihis process we have called "institutionalisation."
In solidary social groups the elements of the mental
capital tend to be increasingly institutionalised
and, hence, emerge as what we shall call

institutional nagterns. ¥ithin the social

heritage of a social group the institutional patterns

are f»'leld/. evssace e



are held in and generalised through the medium

of systems of ideas, and stabilised and symbolised

in institutiona;ksystems.g Hence, for us the

social heritage is a complex of a social group's

institutional patterns plus its institutional

systems plus its srstems of ideas and a residuum

of alternatives to which the social gZroup is

instituticnally indifferent.

It is important for this study to draw

special attention to the relaticvnship outlined in

the preceding paragraph between institutlional

patterns, systems of iceas, and institutiocnal

systems e The first two concepts, in this trio,

imply each otinere Institutional patterns are

viewed as held in the medium of systeas of

normative ideasj and these systems of ideas are

viewed as vehicles of institutional patterns: in

the use of either concepty the other is implicite.

’."--Iﬂj/otoo-oo-

9

The concepts may be iliustrated with reference
to a political institutional s stem: here the

iﬂg&i&g&%onal patterns which are prescrivtions
of legitimate action of the personnel and of the

institutional system as an "on-going concern®

and also prescriptions of legitimate relationships
between the persomnel and the citizerry, and between
the institutional system as a whole and other
institutidnal systems may be largely embodied in

the (written or unwritten) Constitution. These
patterns may be contained in or drawn from soae
sy-tem of political theory or philosophy (which is
their medium): and this system may cousist of
scientific, unscientific and non-scientific elements
of systems of ideas current in a particular societv.
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And the first two concepts are further implied in
the concept of institutional s stense. the latter
embody, stabilise anu symbolise particular sets of
institutional paiterns and the situabion of their ope=
ration is cognitively anu normatively defined in the
light of particular systems of icease. ihis
complex plus the residuum of alternatives constitutes
the social heritages the objectivity of institutional
systems, as a result of their perceptual or "structural"”
aspect, makes them more noticeable than the other
two components of the social heritase. fence
Finney ultimately describes the social heritage as
a complex of "institutional structures." This,
however is no more thun a short-hani description
of this far more complex anu involved "interhuman
reality." The essential point here, however, is
that a social group, as a social base of any
particular institutional system = in this cuse, the
educutional - is a solidary aggregate of persons
ag regated around a complex of othor instituticnal
systems, interacting and interrelgated in terms of
commonly held ~istitutional patterns which are gene=
ralised through the medium of commonly held systenms
of idease.

The C:}ncept/o..o-oo
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The concept of institutional patterns occupies
an important position in any thorough-going treatment
of social groups, the social heritage, institutional
systems and systenms of ideas (especially in their
nornative aspeets)e. Tor that reason, this corncept
deserves further treatment in this discussions
Also, as shuirply implied in the concepts of institutional
systens and systems of ideas, which are central to
this study, it merits further treutuent in
preparation Br a closer discussion, in Part 1V,
of the relationship between one institutional
s,8tem = the educuational - ana one system of

ideas = the iueologicale

INGTITUTIONAL PATTERNS

e have indicated in a preceding paragraph
that instituticnal patterns are commonly shared
patterns of social action=-relationshipse Thus
viewed, institutional patterns arc important factors
in social action and in social relationshipsSe.

They motivate and regulate the social action of
individuals and of groups, and they pattern their
relationshipse. Their patterned character implies
a measure of deliberateness and system about the
selection, out of the Shupeless mass ol group

experience/ccceccese
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experience, of the elements thut go to form
theme.

| In the structural aspect of a social ZToupy
institutional patterns functiocn in what Parsons
calls the "allocative" process - in social strauti-
ficationy involving the definition# and systematic
ordering of roles and statuses within the soeial
Eroupe In other words, social groups are internally
differentiated in terws of the prescriptions of
institutional patterns. In spuch cases, inuividuals
and sub-groups may be cognitively located
(through structural analysis) at various levels
and seciions of levels within the social groups.
And, in general, individuals and sub=-groups may
be evaluated as to their social importance in terms
of the institutionally patterned cognitive, appre-
ciative and/or moral standards attachins to
incumbency of certain status-roles in the soeial
groupe From the relational point of view,
individuals and sub=-groups may either asscciate
or dissociate themselves with the incumbents of
otiher 'positions' or strata in the social group
according to the real or imaginary social
distance allowed or prescribed by the institutional

patterns/secsscecs
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patternse.

From the point of view of the functioning
of a social group, institutional patterns function
in what Papsons calls the "integrative' processe
{hat is, they play the important role of ensuring
orderliness, harmony or, at leasi, synchronousnesse
They ensure this by defining reciprocal role-
expectations among incumbents of pafticular roles
and positions in the social group, SO that social
actisn and social relationships may not be expected
to be at randome And by prescribing and legitimising
certain reciprocal role-expectations, they make
possible the very existence and solidarity of the
socizl sroup = and hence, action "in concart.”
In this sense, they constitute tte co-ordinating
and regulating machinery of a social zZroupe

The alloeutive and integrative prescriptions
of institutional patterns are not confined 10 the
role=structure of a social groups they apply
also to the legitimate goals or ends, the
legitimate means for pursuing those goals, and the
legitimate evaluative standards (rational,
aporeciative, and moral) for assessing the
leritinacy of particular chains and systems of
social actione Failure of the incumbents of
certain roles or positions, in & social group,
to pursue the institutionally presceribed ends,

+o emplov the instituticnally prescrised means or
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to respect the institutionally prescribed norms
regulating social action, may have a number of
socially dysfunctional results. Tor instahce,
it may result in (a) the weakening «f the solidarity
of the social group through the frustration of
the expectations of incumbents of the same or
other positions in the same cr in another social
groups (b) the development of two or more competing
systems of social action (governed o different
norms); and (c¢) the emergence of social conflict
and problems of seleciing those elements of the
group's social leritage that must be transmitted
o posteritye. |
In addition to their alloucative and integrative
functions, institutional patterns have a motivational
function. They do not only distribute status-roles,
personnel and possessions, and regulate the legitimate
pursuit of goals in social groups, but also
provide for adequate motivation of individuals
and s@%grou s to conformy largely by delimiting
legitimate goals and infusing them with aflecte.
‘iotivation in social acticn however may be
without or with the inveocation of evaluative
standards (cognitive, aporeciative and moral).

:hxrld.,/. se 268 0000
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/nd in so far as social action is essentially
evaluative actiony motivations of this trype
must be provided for. Moreover, action in
social groups involves the interests,y suscenti-
bilities and expectations of other members of
the social group vwhich must be reckoned with -
and this calls for motivation invoking moral
evaluative standards. Institutional patterns
provide for thise. &amile Jurkheim rightly
realiséd that the non-moral norm of rati nality
compelling respect for economic contracts is
inadeguate for the motivation of such respect.
He pointed to the existence of a "non-contractual-
element-in-contract." This, on analysis, turns
out to be the institutiocnal patterns whose
preseripti ns and patternings of relationships
tend to be respected not as a matter of cold
rational calculation of the consequences of non=
conformity, but as an act of moral obligation.
such motivation is guaranteed in-two major

wayse lirstly, through the intermslisaticn

of the institutional prescriptions: that is,
their incorporation into the personality-structure
to form the super-ego of the individual - the

"COHSCieilce/a secescces
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“conscience individuelle" - so that they become
an internal compelling force to conformitye

—wgcondly, through the institutionalisation of

the prescriptions to constitute tue "conscience
collective" which exerts "external® pressure on
the aection of individuals and of groupse In
Lhis way, institutional patterns constitute an
"external" "constraining" order on which man is
dependent not only for his occupancy of roles
but also for his enjoyment of the statuses and
revards attaching to those roles. lence, the
individual is not only accorded a particular
"position" within the social sroup, ani his
means,y goals and regulatory norms prescribed
for him, but he is also motivated not only to
act but also to act in conformity with the insti-
tutional patterns of his group.

It is therefore essential for the orderly
functioning of any social group that the
institutional patterns, which play so important
@ role, should not only be highly integrated to
form a functional system but that they should

also be commonly shared. Closely related to

4

b‘
fte

S8 is a third requirement for an effective

Systeﬂl/oo ssene
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system of institutional patterns: that is, it
should be sym@trical or proportionate in its
emphases. e have in mind here Merton's concept
of "social anomie"lo with regard to individual
@s well as social group actione. If the institutional
patterning and emohasis are disproportionate social
dysfunction must occur so-ner or later.

Thus, on the institutional patterns deéﬁd the
integration and solidarity of a sveial gr UpDe
and on their symmetry depends its balanced functioning.
That is, the econcept of insitutional patterns makes
possible the analysis of a social group as a
structural=-functional entitye. lrom the structural
point of view, trey constit .te the normative or
evaluative framework of a soeial 3roupy in which
80¢cial action takes place and stable social rela-
tionohips take shape. .4nd from the functional
point of view, they constitute the "eommnon sensorium"
of & social group, co=-ordinating social functiocning
and providing a normative frame of reference for
the operation of the "conscience collective® in
the censurings of deviant forms of social actione.
In this sense, the concept of institutional patterns
makes possible the analysis of problems of motivationr

am tl'l@/...-..o-o

10 R.C. Merton, social Theory and Social Structure,
(Glencoe: Ill., The Free Press, 1949), pp.

125 - 149.
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and the dynamics of the balance between institutional
and deviant action. This furtier implies a
necessary connection between institutional patterns
and problems of social control and soecial change «

The concept of institutional patterns is thus
the final answer to the Hobbesian problem of the
basis of social order, in its structural and fanctional
a8 ectse It is also tne interpretation of _urkheim's
conception of society as a "constraining” order that
is a "reality sui generis." Hence the’care with
which social groups elaborate and preserve their
institutional patterns in the medium f normative
Systems of ideas: and hence the elaborate
arrangements they make for the careful anc systematic
transmission of institutional patterns to posterity
through institutional systems - especially, the
educationale It is this all-pervading relationship
of the social heritage to social groups that makes
it so indispensable to the understanding of social
Zroups as solidary and functioning entities; and
so indispensable to a thérough-going conception of

the educational system as an instituticnal Systeme




HAPTER IV

THE _OoTRUCTURE OF THE  BDUCATIONAL SYSTEM

In his treatment 6f "institutional structures,"
Fimey sugge-ts th.t the word “structure" is a
metaphor th.t is intended to express the element of
habit and custom, anu, therefore, of some fixity
of action involved in institution structures. To
us, however, the term “structure" as used with reference
te an institutional System = in this case, the
educutional sy stem - has more than a temporal
reference to fixity. It signifies an inherent
and indispensable tendency for the component eleuents
of an institutional system to be in a relationship
of systematic orderliness and neat coherence, 80
thiut the whole institutional system may Ee considered

as a structured system of social action.
1

~@ have imdicateu earlier™ that the leading
sStudents or institutional systems have identified
two broad categories of the structural components
of these systems; nanely, (a) the percepﬁual or
objective category and (b) the conceptual or
ideational category. This is no less true of the
educatl nal system than of other instituticnal
systemss In accordance with the social action=~
relationship scheme adopted here, the structural

units of these categories may be trested in terms

Of the/ seessses

1 Vide anrmae Mhordnn TT
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of the mctor-situation-end frame of reference.

THE PERC:EPTUAL ASPECTS
The perceptual or objective category of the
educational system consists of (a) the actors,

(b) the situation and {(e) the ends adjusted to

needs. e shall treat each in turne.

(a) Tre Actors

The actors here comprise the personnel or
functionaries who are directly responsible for
the internal organisation and operaticn of the
educational syutem. They are (a) the administrators,
and (b) the educutorse.

Tne administrators of the educaticnal system
include a wice range. In couth sirica, for
instance, the administrators include the winister
of ~ducationy the ~ecretary for woducationy the
virectors of cduextion, the Inspectors ami the
supervisors of ochoolse  ouch administrative
personnel are systematically owdered within an
instituticnally patterned status-role structure
with specifiable role-expectations attaching to

T
4

incumbents of the wvaricus status-roles. 0o a

lar}f’:e/".""
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large extent, this institutional patterning is in
terms of State legislation, Provincial Oruinances,
and Departmental regulations and directives.

“o that the relationships of the administrators among
themselves and to the educational system as a whole
may not be said to be at random; they are essentially
Structured or institutionally patterned.

The educators alsc include another 1 range of
persomnel, thou;h not as wide ws that of the
administrators. To refer to ~outh Africa again,
the educative personnel include the Principals
or Governors of schools, the Principal teachers
or Head teachers, and the assistant teachers.

ﬁgéf; again, the institutional patterning of the
status-role structure is in terms of State

legislation, Provincial Ordinances, and
Uepartmental regulations and directives. And
hence, the outlines of the status-role structure
in this case, are more or less straight-forward.
The institutional patterning of their role-
expections is, however, considerably complex.
This complexity arises Irom the fact th:t tn

edUCAtOr 'S8/ escceconens
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educator's status-role structure is institutionally
set at a marginal point where the educational
system touches its social base, namely, the social
group(s). To be sure, therc are State institutional
patterns, of the types referred to above, prescribing
what expectations may be entertained, from the
point of view of the -tate, with regard to an
incumbent of the status-role of the educator.

sut the social group with which the educator,
by virtue of his status-role, is immediautely in
close touch, and which constitutes the social
base v I the educational system, may be expected
to entertain certain socially significant expectations
regarding the educator's performance in his status-
role. And iﬁ 50 far as the educator is at the
Same time a member os such a group, he cannot be
expected to be indifferent to the role-expectations
of his group. These two sets of role-expectaticns
may Oor may not harmonise: at least there is no
"ziven" harmony between them. A further
complic:tion of role-expectations may be expected
where the social group tends to be internally
diversirfied into sub-groups with civergent value-
orientations. In briefy the area of wole-expectations
in & study of the educational system or any other

institutional/‘ % & 0 09O 6 e e we
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institutional system cennot be taken for granted,
except theoretically for heuristic purposes.
How do sociwl groups get involved in the
patterning of role-expectations attaching to

he statué~role of the educator in the ed.cational
system? Thié brings us to the second set of

components of the perceptual or objective aspect

the situational elements.

(b) The situation

The elements of the situations may be divided
into three classes: (a) the conditions (b) the
means (c) and the methods. ‘e shall treat each
in turn.

The conditions of the educational system may
be divided into the external and the internal
conditions. VCf the external conditions the most

important is the socizl croup or groups amidst which

the educational system is set and operates. They
constitute, for the educational system, a set of
environmental counditions thit has no parallel in
the physical s stems. they are dynamic and
v-lue-oriented social realities, continually making
demands, in terms of chunging group values, on the
institutional systems that sustain them and which

they ® 5 ® 0 9 6 v 0% ® O
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they sustain. If for no other reason than for
the seke of their survival, they cannot be indifferent
to the performance of personnel in institutional
status-roles: and the personnrel cannot, for the
same reason, be indifferent to the demands of such
social groups on them, made in terms of role-
expectationse. There is a reciprocal dynamic re-
lationship between institutional systems and
their social group=-environmental conditions.

Of the internal conditions of the educational

system, perhaps the most important arc the
schools - the physical structures and the organised
social relationships that cluster in and around
theme The design of the physical structures is
patterned in terms of housing and health
reguiations; and is therefore more or less
straight-forward.2 But the organised social
relationships within the physical structures are
considerably complex. They involve inter-educator
relationships and educator-educand relationships.
ie have indicated above that the inter-educator
relationships are organised in ﬁerms of the

institutionally/eceee

2 However, in course of time, the physicsal design
becomes more than a particular arrangement of bricks
and mortar, but an embodiment, an expression, a
symbol of values, loyslties and a characteristic
social structure which modify and are modified by
the changing personalities that pass in and out of
the buildings from generation to generation.
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institutionally patterned status~role structure,
except perhaps for the incidental day-by-day
problems that are not provided for in the patterning
of the stutus-role structure. Important though
such'problems are for the structural staubility of
the school and the educaticnal system as a whole,
we cannot follow them up here. they would
constitute a study of their own.

The organisation of the educator-educand
relationships, as a set of internal conditions
under which schools operate, consitutes another
problematic area in the perceptual aspect of
the structure of the educaticnal system. It
cannot be taken for granted from the relevant
legislative and reculatory presﬁripticns which
are ahout the minimum requirements from a working
school structure. within the limits of such
minimum prescriptions applying to the whole system,
the personnel of each school may organise their
educator-educand relationships at any point along
an Autocratic-Jemocratic-Laissez-faire continuum.
The point at which thesc relationshins are
organised depends partly on the educators themselves =
especially the educational tradition an? the
personality structure of the educator(s) occupying
the key status-role(s) in the school structure,

and partly on the relevant

v Taan s /
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values of the social group(s) in which the school
structure is situated and operates.3 The
essential points here are (a) that the internal
organisation of the educator-educand relationships
within the school structure, as a unit of the
educational system, consfitutes an important set
of internal conditions for the oper:tion of the
school unit and of the educational system as
a whole; (b) that this set of internal conditions
is not a "given factor" to the educational system =-
it is problematic and the personnel of the edu-
cational system have to reckon with it; and
(c) that in their reckoninz with it, the personnel
cannot afford to ignore the institutional patterns
as well as the relevant values of the social
groups that constitute the social hase and the
most important set of external conditions of the
educational system.

The means with which the educational system

operates may be divided into the material

equipment4 and the non~-material equinment.
The mn-:nitefial/. ® ¢ 2 e 09 0@
3 Ve shall pursue this point further in Chapter VIII.

4 This is unimportant for this study. It may
be important in an economic study ot the
educational system.



The non-material equipment of the educational
S/stem comprises the curriculum-content in terms

of which the educand is introduced tc the social

héritage of his social group and adapted to

its life. The curriculum~content itself consists
of selected. portions of the soclal heritage which
the social group conmsiders most fundameatal and
thus must be transmitted to every new m€mber of
the social group. It tends to be graded,y in
order of complexity, into several levels or
"standards," so that, in its acquisition, the
educand proceeds more or less from the simple to
the more and more complex. It is not easy to
indicate the initial institutional patterns
operative in the selection of the curriculum=-
content out of the vhole mass of valuable group

experience. It would apnear

cr
ch

that both the inte-
llectual traditicn in which the adminictrative
mersonnel have heen brought up and the v.lues

of the social groups concerned have the mos
prominent role in the selection of curriculum=-
content. However, contemporary educatiocnal
sociologists are engaged in notable worx involving

the setting up of rational eriteria for the

8election/essscecess
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selection of curriculum content.® It would appear,
however, that, once set up, the curriculum-content
tends to develop a hoary crust of tradition, which
is a sign of rigid institutionalisation, 50 that

it remains as part of the educationsl System, in

its own right.

The methods6 used by the edue-tors to transmit
the curriculum content to the educands constitute
another important set of components of the
situation of the educational sjstem. They
consist of systems of orocedures and techniques.
Here, again, it is not easy to refer to any basic
institutional prescriptions of methods of teaching.
On looking back to the method-aspect of the history
of' education one observes a series of trizl and
error methods., However, out of such Pseudo=-
experimentation, there has emerged a body of
pbrodecures and techniques that have become more
or less established, formalised and generalised,
that is, institutionalised, in the educational
System. 20 that they m2y now be said to constitute
technical patterns within the institution:z1 svstem.,

Cr'efiit/oc--.---o

S ©cee, for instance: C.C. Peters, Foundations of

Lducational sociolos s (New York: The Haciillan
Company, 19257, Chapter IV.

6 In fact, these are an aspect of the means gng may

be thus considered by the reader. However, we have
elected to give them’a senamatie. sw.. . oWeVe:
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Crecit ought to be given, in any case, to educationists
andg educational psychoio ists who have contributed
imuensely to the stock of methods that is now more
or less institutionalised in the system and forms
part of its perceptual stmucture.

(¢) The Lnds adjusted to :eeds7

The third set of components of the percentual
or objective categors of the structure of the
educ=ztional system are the ends or objectives
pursued in the educaticnal sy stem. The elements
of the ends of edneation are, in essence, the values
of the social group(s) which the educational system
sustains anc which suctein it.e By definition,

a social group is an ag reogate of rersons

exhibiting characteristic solidarits, arising

from the iustitutiwna.isation of individual

and collective goals, shared gouals, sh.rec v.lue-
orientations, and a general participatin in a
single system of interaction with boundaries defined
by incumberncy of rolese. These commonly=-shtiared
goals are social group values. In so far as

they are commonly sharea and are conducive to

group solidarity they canrot be viewed as

random/........

7 The structural components here are needs and
ends. They may be referred to as needs
pointine to ends (& phirase used in our schematic
outline of the structure of an institutional




random but as systematically ordered or
patterned so that they provide a definite focus
of loyaltiese And those of them which may best
be pursued b the sociul group through its
educaticnal system are entrusted to it. Hence,
the end componernts of the educ:tional system
may be referred to a8 « patterned social trust
of value=goals vhose succes.ful purcuit
satisiies some incividual ana group nheeds.

By reason of their origin from social groupS,
tiey may be divided into two types: (&) those

focussed on the needs of the inuividusl aembers

3

of the social group, ana (b) those focussed on the
necas of the sociul group itself. witnout
attempting to revive the age-old futile sociological
controversy of the individual versus t e social
group, we may mention that, in practice, every
social group tends to strike some working balance
between the two types of ends adjusted 1o needs,

so that neither is absolutely neglectel or
sacrificed without adequate compensati n to provide
motivaticon for sustainea eftort in the direction

of the other. The eficrt of the inaividual members

m&y/.........
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may be harnessed for the nursuit of group ends and
the satisfuction of rroup needs by mean. of an
emphasis on individuazl achievemernt an. competition,
for instance, in economic acti n organised to satisfy
the economic needs of the “roupes In this cuse,
the pursuit of inuiviaual self-intercst becomes
a means for the inuirect pursuit of group ends
ana the satisfuction ol group needs. Ur,y the
pursuit of group-interests may be directly
enjoined in terms of "service" to the social
groupy the community or the country and, at the
same time, the individual's needs and ends be
catered for by the groun through a satisfactory
system of rewards and status-symbols ior ''meritorious
service." In this case, the pursuit of group
ends focussed on ~roup needs becomes, from the
point of view of the individual, & means for the
indirect pursuit of self-interest, such as recogniticn,
faney, a place in the history-bocks or a Jtute
buriale Orften the two social techniques of
balancing the two types of needs and ends are used
simultanecusly in the same soecial =zroup in the
aifferent spheres of its life.

duch/........'...
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suech @ balanced pattern of individual=~
focussed and group-focussed goals is entrusted
to the educ.tional system to promote, generalise
and stapilise. Any particular emphasis of the
social group on these two types of goals tends
to be reflecteu in the end=-sector of the
eaucaticnal systemy and any particular emphasis
of the educational system on the two tends to be
reflected in the values of the social group.s
This is substantiated by “gburn and Nimkoff with
reference to the reflection, on the simerican
educational s-stem, of the particular emphasis
of that society on individual-focussed 7ouls or
values.

"In the (American, schopl one {inds very
little emphasis inceed on serving the class as
a whole. The 'progressive'’ schools have
encouraged coemmon projects, upon which all
co~operate, a confession that this is not our
common traditional practice. ilore usual is
the plan of having each child work by hiuselr,
and in his own intercsise. The better students
do not help those that are deficient, but rather
gepend for their superiority on the inferiority
of the others. cach child is pitted against
all the others. 4s in the larger society, there
is intense competition to nake the grade, at the
very least, and, if possible, to win honours."

Ye/.--oo.-o

8 This point will be pursued further in Chapter VII.

9 We Ogbhurn and ".F. Mimkoff, .ociolopgy, (lew
York: Houghton Mifflin Company, 1946), p. 360
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ve have attempted in the preceding paragraphs
to outline the major structural components of thé
edacational s rstem's perceptual aspect. “hese

components we have terned: (@) the status-role

structure - consistiar of patterned roles,

Statuses ard role-expectations; (b) the situation =

consisting of (i) the external coniitinns, chisfly
the social groupn(s) vith a socisl heritaze, (i1) the
internal conditi-ns, chiefly the school-organisation
in terms of ed.cator-educend relationships, (1ii)
the means, chiefly t.e curriculum~content or
selected fundanental portions of the socia

heritage, (iv) the wethods, or procedures and
techniques for transmitting the social heritege

to posterity; and (c) tie ends - consisting of

a social trust of social group values, focussed

(i) on the needs of the incividual and (ii) on the
needs of the social group itcelf.

che Conceptual .spect

The conceptual wspect consists of systems of
ideas whose referents are tle componerts of th
perceptual aspect of the educaticnal s stem.
oystems of ideas are vital structural-functional
components o &ll institotionsl systems off social
action. Their stetus s structural components

a%ﬁﬂ/ucc-.non»o
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and their role as functional components are
closely intertwined and im»ly each other.
tlence their "place" in the structure of the
educaticnal system may be indic:ted either in
structural or in functional terms. A5 the
educational srstem is here viewed as an on-zoing
institutional concern the place of Systems of
ideas in it may best be indicatec in a functional
perceptive.

droadly speaking, in their functional relevance
to the structure 6f the educaticnal system, systems
of iceas furnish the actor or educu«tor with a
particular "definition of the situation," in the
light of which he views or‘ought t0 view his
system of institutional action and its environuaent .

In their prescriptive reference to the

educational system, they prescribe or proscribe the
normatively lesitimate or illegitimate status-role

structures, conditions, deans, methods and norms,
and they regulate the vhole educ%tioﬁal system
in terms of social-group normative patterns.

In brief; they provide the prescripticns or
"rules of the gume." And this may be in terms
0ol actual or of iueal educational practice. ‘Ihe

prescriptions or rules ax, be salid to be
sclentific/eeessece
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scientific, unscientific or non-scientific if
the norms on the basis of which they are made are
rational, rationally-defective, non-rational (that is,
appreciative or moral), respectively.

In their descriptive reference to the educational
System, systems of ideas describe the status-role
structures, the conditions the means and methods,
and norms of educatiovnal action, as sets of
cognitive data. In brief, they provide the
descriptions or "rationale of the game." And
again, this may be in terms of actual or of ideal
educational practice. The descriptions may be
said to be scientific, unscientific, or non-
scientific if they demonstrably correspond to the
facts, demonstrably fail to correspond to the
facts, or transcend the facts of the educational
s}stem and its social base, respectively.

bLarlier, we quoted, with approval, Hamilton
as saying that the structural contours of
instituti nal systems are not generally obvious
except in times of "the stress and strain of
transition."” This is no less true of the
conceptual structural contours of the educational
System - especially uescriptive systems of ideas.

The educational system exhibits an appreciable degreé

of ® 95 00 80 00 08060



- 100 =

of explicitness with regard to what ought to be done

as a matter of actual practice or of ideal practice
in educution.  But the raticnale uncerlying such
prescriptions, though always implicit in such
prescriptions, is rarely given explicit statement
unless the educational system or a particular
sector of it is brought in to question by
argument, by soecial change or by scientific
researchs But there is no doubt that systems of
ideas of both modes of reference are closedy
involved in its structural content. It could
not exist or operate without theme.

In modern educational systems, the
scientific system of iueas = of both modes of
reference = are drawn increasingly from the
seiences of ﬁsychology and sociclozy. wocientific
iceas drawn from psychology enter the educational

system from the point of view of the individualj;

those drawn from sociclogy, from the point of view
of society. In their relévance to the educational
system these two disciplines and the systems of
scientific ideas they have developed are far

from being divergent. Cn the contrary, they are

mutually complemnentary. They cast two indispensable

I'ayS/no-oo---oo
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rays of light on the two co-ordinates with which
the educational system is most vitally concerned -
that i1s, the individual and society.

An expansive stock of secientific literature
in the fields of Psychology and mducational
Psychology is now in the hands of educationists
and educators, and the scientific ideas it contains
are, in varying degrees, b.ing applied within the
system; so that they may be said to constitute
a significant proportion of the structural=
functional components of its'cohceptual aspectls
In their descriptive mode of reference, they
describe the types and psychological efiects
of various stutus=-role structures, conditions
(organisational), me«ns, methods, objectives
(with special reference to the pupil), and some
norms of the educational system. In their
prescriptive mode of reference, they prescribe,
on the basis of the rational norm of efficiency,
the optimum and ideal orgunisation and operation
of the educuticnal system, with special reference
to the individual as a psychological unite.
Perhaps, the elements of the educational system
that have received the greatest scientific attention

Of/ssesecnsee
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of psychologists and educational psychologists,
from both the deseriptive and the prescriptive
points of view, are: (a) the pupil, as a
psychological unit; (b) the learning process,
including the methods or facilitating it; (e)
the personality-formation process, and (d) the
curriculum, especially its gradation to suit the
developmental stages of pupils at various
chronological and mental ages.

»ince the 1920's of this century educational
sociologists Lave also been rapidly accumulating
a Steadily growing stock of scientific ideas which
Seck,y, as Payne puts it:

"tlo explain social forns, social groups, and social
processes, i.e., the social relationships in which
or through which the individual gains and organises
his experiences or behaviour, in their relation to
the school as a co-ordinating agency." (Educational
sociologists have interested themselves) "in the
principles underlying, and in reserch into a snecial
set of problems of group behaviour which elusters
about the school;y in the way the child acquires
and organises his social experiences; or in what
vay the group of which the child is & member patterns
his attitudes and personality; in the analysis of
behaviour situations, apart from the school; the
analysis of efforts of the school, in the 1light
of the influence of the outside-of-school behaviour
patterns, to adjust the child to the social situation
in which he dives, and in surveys for pur:oses
of measuring the efi'ectiveness of the school and
50 adjusting the child through modificutions of
his behaviour."10

From/......-.

10  L.Ge Payne, "The Progress of Lduecational ~ociology,"
in Publications of the /merican wociological wociet ’
Vol. XXI 1927 3 Do 260 = 26l (NeBe Brackets in
quotation are ours).
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From the labours of educational sociologists
(and sociologists) along these lines, there has come

a body of scientific ideas that is very slowly

finding its place within the organisation and
functioning of the educational system. It must
be readily admitted that the greatest bulk of

these scientific ide=s which hold promise of large
dividends to the educationist and the educator is
still external to the educational system. But
their reference to the perceptual components of t he
system may be brief'ly sketcned - with reference to
each set of perceptual components.

In their descriptive reference to the status-role
structure, they provide a scientific analysis of
various types of status-role structures and of the
effectiveness of different ways of organising the
distribution of power and the ordering of power-
relations, functions, role-expectations and reward-
systems within the status~role structure. And, in
their normative reference, they furnish the status-role
incumbents with scientific norms for the organisation
and regulation of the stztus-role structure. It
!?

“uld, however, be admitted that the present normative

organisation and regulation of the status-role

structure/cececcecss .
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structure of many modern educational systems is
Still based on tradition and the crude rationality
of policy-makers and law-makers rather tlhan on
Scientific normative ideas that the educ.tional
sociologists have made available.

These ideas also have a partly recognised
and partly unrecognised reference to the various
components of the situation of the ecucational
system. In their reference to the external

conditinns,ll

they describe the social base of
the educational system, that is, the forms of
social organisati~sn of both an intra-group and
inter-group nature, and their effects on the
Structure and functioning of the educati-nal
system. They also furnish scientific norms for
optimum adaptive relati nships between educational
systems and their socizl bases.

In their refercnce to the means, chiefly the
curriculum, they provide an &nalygis of the social
heritage within which and with which the
educational system operates. “hey furnish an
analysis of the points of functional balance and
imbalance in the sociwl heritage. And, on the
basis of such analysis, they furnish scientific

NOYMS/ esecease

11 Their reference to the internal organisational
conditions is covered in the precedins naracmanh.
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norms for the selection of those portions of the
social heritage which must, in any case, be
included in the curriculum. An example of this
is Feter's norm of demonstruble "relative utility"l2
of elements of the social heritage for the
psycho-social adjustment of the individual to
his social group, assuming this to be the
broad function of the educutional system.

We have suggested that the sector of methods
of teaching and learning is one of the sectors
that have incorporated a large body of descriptive
and normative scientific idewus from psychology and
educational psychology. we should point out
here th:t this has been the cuse in so far as
methods of teaching and learning have been viewed
as "child-centred" systems of procedures and
techniques relative to the acquisition and
organigsation of the child's experiences. sut
this view does not exhaust the sector of methods.
This sector may also be complementarily viewed as
involving "group=-centred'" systems of formal and
informal procedures and technigues whereby the
child acquires and organises his social:
experience in the course of his interaction with

hiS/oo‘.o--c

12 C.C. Peters, op.cit., p. 59 ff.
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his associates and with his total school environment
and the comaunity. w0 that, whereas educational

psychologists have concentrated on the "learning
process" from the individualistic point of view, edu-

cational sociologists have concentrated on what

13 has named the

Spiller, as quoted by Ellwocod,
"inter-learning process." This is the process
whereby man learns from the experience of his
fellows. "The inter-learning process permits

the limitless pooling and the personal or collective
utilisation of the contributions of individuals,
peoples and generationsS.... It provides a new
basis ior a sociology of education."

Working on the precept that educational
sociology should he centred about the process of
"inter~learning, kllwood has done much to cevelop
and advance the study of this process. However,
the study of this process has reccived further
impetus from other students of cultural sociology
under the concept of "acculturation" and from
students of I'ormal Sociology, under the concept
of "interaction" or "social procesu." Hence, it
may be said that a substantial body of scientifie
ideas is awvailable, giﬁing a wider perspective to

the educational/ecccvees

13 C.A. Ellwood, "The Fundamental liesearch in
“ducational wociology," in Publications of the
American vociological Jociely, VOl. XAVILI, NO.Z2,

P ——
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the educational process and demonstrating the vital
Side-currents of social education that flow parallel
to the formal classroom educative process promoted
by means of ideas contributed by educational
psychology. It cannot be claimed that anything
but a negligible proportisn of scientific ideas
contributed by educational sociology to the
educational system, with regard to the "inter-
learning process," constitutes part of the conceptual
components of the structure and fuﬁiionimg of the
system at present.

wociologists, social anthropologists and

euucutional socielogists have Spared no efiort in
their inquiries into the social group values
underlying social organisation and as constituting
the foci of the organisation of institutional systems
and the goals of their operation. we have indicated
briefly that, considered from the point of view

of the individual pupil, the ends or objectives

of educ~tion have tended mere and more to be
handled in the light of scientific ideas contrisnted
by educaticnal psychology. sut these iceas also

do not exhaust the end-sector of the systeme 1t

is a basic consideratién in this study th.t the

educational/ eceese
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educational system is a social institutional

system, that therefore, its ends or objectives

are a social trust, and that ultimately the

educational system is oriented to social group

values. "Education has not fulfilled its function
when it has provided even the oplimum opportunities

for individual development; its greater task is

that of looking throuch and beyond the individual
to the development of the interrelations of person
with person, and group with group, to a new
synthesis in terms of human welfare.“l4 e
have, further pointed out in our introduction
that institutional systems - including the
educational system - "are most intimately bound
up with the values of groups. Through the
(institutional systems) play gre .t life values;
they are in turn the causes of many vzlues and the
guarantors of the values; and, finally, they are
themselves the objects of valuation.”l5

Out of such scientific work there has emerged
a body of descriptive and analytical ideas that
hold promise (a) of ‘emabling the personnel of +the
educeational system to see the most crucial sector

Ol their/ececevaese

14 I'.J. srown, sducational Sociology, (London:
The Technical Press, Ltd., 1947), p. (n) (Preface).

15 J.0. Hertzler, op. cit., p. 140.
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of their system of action and its social context
reflected, as if it were, in a mirror; and (b)
of sensitising them to the lmmensity of the social
trust they hold on behalf of the social groups,
including their "moral" responsibility or
obligetion to them. This must be so, as the
soclal group values entrusted to the educational
systen are closely tied up with the survival,
vevelopment and destiny not only of the individual
pupil but also of the social group itself. They
are 'sacred" to the social group; and hence are
closaly-guarded by it as if itls very life depended
on them; and Indeed it is dependent on them.

In their normative or prescriptive referernce

to the end-sector of the educaticnal system, the

ideas contributed by sociolo:y prescrise, on the
basis of the norm of cemonstrable "cruciality"
for human ancu social welfare, the immediate ends
or objectives of education. These immediate
objectives emerge, a3 we shall point out at some

length in a subsequent section, to be the

inaividualisation and socialisaticn of the

educunds - in a word, personality synthesis or

formation. On the basis of the criterion of

derﬂOnStrable/ seoens e
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demonstrable "eruciality" these two immediate
ends rank highest, in tlhe sense that, without
their realisation, neither personal nor group
life is possible. Without their reulisation
the concepts, "person" and "social group' are
but empty vessels, with no rezl eumpirical contents
or referents.

It is our view that the ultimate objectives
of education, like all ultimates, are non-scientific;
but that they cun be approached scientifically
through a process of inference from the charaecter
of the educutional process ang the logical direction
in which its ianediate objectives point.16 And,
thereafter, they may be Qescriheé and wznalysed
as objective "given data." 3ut no a priori
norms for their selection can be set up froa the
sclentific point of view. They are enshrined
in the non-scientific ultimate-valuations of
social groups; and must be inductively sought
there.

It may be sugiested that in their descriptive
referernce, non-scientific ideas do not figure in
the structure and functioning of the actor-situaticn
sectors of the educati nal systems with the
exception of religious ideas incorporated in he

curriculum content. sut, in their normative
reference/«sesee
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reference, involvin: af ective and moral evaluations,
non=scientif'ic ideas constitute the essence ol ithe

euicational 8 stem as _somethin - more than a

echnolozical system of the adjustment of given
means to given ends on the vasis of the norm of
rational efficiency. «ithin the educational

systeu play and interplay powerful subjective

forces; emotions, sentinents, ativitudes,

prejudices, likes, dislikes, aprreciations,
detestations, frustrations, aspirations, fears,

love., hatreads, ag-ressions and defences, resistances,
submissions - in o word, a vhole medley of subjective
dynamic forces ~ on the nart of the personnel, the
€ ucands and the social group members. wome of

these froces must be develo ed extensively,
others canalised, others sublisate , otlers eliminated,
anu otihcrs, perhaps, suprresseds This sets upy
for the educational s stem, tresenuous and crucial
problems of gvaluution anu choice not Just on the
technical norm of what is raticnally permissible
but on the appreciative norm of what is beautiful

and lovely or

on the morad norm of what is picht and good or

morally desirablee. lere a matrix of non=scientifie

ideas drawn from the noraative crnceptual stock
of aesthetic and ethico-religions instituticnal

systens as vell as
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from the diffused folkways, mores and traditions
of the social group become crucially relevant to
the educaticnal systeme

From our discussion of the conceptual components

of the educatiocnsl Systemy up to this point, the
educational system emerges (&) as naving a comitive
conceptual aspect, involving geserintive and
analytic systems of i .eas - chiefly scientific -
SO that 1t may De suggested thut this system
sh.ws a tendency tovards increwsing scientific

rationality; (b) as haviig an evaluative conceptual

aspect, involving the rational, appreciative, and

moral norms of evaluation and choice of alternative
elements or courses of action throughout the
educational system. Jespite the institutional
patterning of the educational System, the system

is by no means cut-and-dried for the persons
involved in it. Only the broad outlines tend to

be institutionally ploted out. within the scope of

institutional patterns, reason, eévaluation and choice

have an important role to play; but it is a
guarced role - guarded 3y social groups .

Yet ouv treutment orf the systems of Scientific
and non-scientific ideus as structural-functional
components of the conceptual aspect of the educational

Sydtem/....‘....
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system does not exhaust the catalogue of ideas
relevant to this system. Speaking of institutional
Systems in general - and this is no less true of
the educationul system c++y Tamilton says:-

"As 1t crystallises into T
an institution created in its defence vested interest,
vested hablt and vested ideas anc claims allegiance
in its own right....... In its idesl likeness an
institution usually cre.tes its apology. Ls long
a8 1t remaing vital, men accommodate their activities
to its detailed arran‘ements with little bother
about 1its inherent nature or cosmic purpose. As
it begins to give way or is serivusly challenged,
compelling arguments for its existence are set forth.
The picture-as—it—is~painted is likely to be rather
& _WOrk oI art than a representat.on of fact, a product
of rationalisation than of reason; and however adve-
ntious its grouth, disorderly its structure or
confused its function, lines of its deferice lack
nothing of trimness and PUIrDOSCecos As tradition
leaves its impress uoon fact, fact helps to make
tradition. The thing that isy is the thing that
always was. "17

eputable usages,

Cleurly, Hamilton is pointing to the system

of unscientific ideas vhich constitute an invariable

o

component# of he conceptual aspeclt of all
institutional systems. In their relevance to the

structure of the educationsl S, stei, they serve as

(D

props for the tottering aspects of the Structure;

namely, those aspects that nhuve cessed (o correspond

to the faucts but still persiste. “hese ideas can
be shown to correspond to "vested interest! and
"vested hubit" rather than to facts by their very

attempt/ vceeeens

17 W.H. Hamilton, op. Citey ps 87
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attempt to apolosise for the lack of cbrreSpondence
between the tottering structural aspects of'the
educutional system and the facts of its total
situation. The same applies to their relevance
L0 the functional aspect of ¢ he educutional systeme
By serving as "compelling arguments" for the rer-
sistance of certain processesy procedures and
techniques in the educational system, in spite
of the existence of facts that dictate the
contrary, they are "rather a work of art than a
representation of fact." And like most works
of art "they lack nothing of trimness and
purpose."” In fine, we may say, they furnish the
educational system with an artistic insulation
vgainst criticism and change.

In educational systems unscientific ideas or
rationalisations have been most compelling (a) with
respect to the status-role structure, especially
with reference to the retention of the old-time
"general teacher" as against the modern trend of
advocating the increasing introduction of the
"specialist teacher;" and with reference to the

primary criterion for appointment to administrative

rolqﬂ namely acceptance of otate policy versus
efficiency-in-role performance; (b) with respect

to the/.'.....ll
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to the means, especially curriculum content, for
instance, the retention of Latin and the 5.C. =
era History as gener.l subjects; (e¢) with respect
to the formual examination System; and, perhaps, (d)
with respect to the retention of the lMatriculation
examination. Apologies for and defences of
these areas in the educational System have come
from within as well as from without the educétional
System but chiefly from withing so that they can
be described as internal unscientific ideas.

But the internal rationalisations of the
educational system do not exhaust the unscientific
ideas that bexr on the educati nal system. There
are systems of political unscientific ideas =
that is, ideclogies - that are increasingly
impinging on mocern ecucational Systems, and whose
influence cannot be'ignored in @& discussion of the
conceptual aspect of the structure of these
institutional systems. In so far us certsin
ideologies are held in common by members of the
Social groups responsible for or interested in a
given educational Systeuy they are not individual
but social phenomena - “external® and "constraining"
to the personnel of the ecucational system.

The problem/seeceees
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The problem of the impact of ideologies on the
educational system is a general one, and its
déveloPment and spresad has been concomittant with
the rise and spread of modern nationalisme. 1t
involves the practice of employing the educaticnal
System for building up conformity with State policy.
Panunzio points out that:

"From Prussia, where this emphasis more or
less originated, it spread to France, later to
bngland and to other countries, until in
totalitarian States educ:tion has completely lost
the right to teach anything not ap roved by the
State.  Under Communism, Nazism and FasciSm
education is employed to inculcate partisan political
encs. In these .tates, the school is frankly
employed for partisan indoctrination anc all other
doctrines are rigidly sugyessed."lg
Here, in & nutshell, Panunzio iniicates not only
the generality but also the fundamental implication
of this impact, thut is, the use of the educational
system for "partisan indoctrination® in order to
achieve "partisan politicul ends.

It is clear that this process of ideological
imposition is deliberately and parposively
engineered by political instituticnal systems.

This raises two questions that are busie to an
understanding of the process. Firstly, what

makes it "necessary" and possible for political

institutional/eceececess

18 C. Panunzio, lMajor cocial Institutions, (New

York: The MacwWillan Company, 1946), p. 247.
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institutional systems to engineer this process?
And, secondly, why is the educational system the
preferred object of this process?

With reference to the rirst question, we
submit that this process is made necessary by an
ironical combinaticn, in political institutional

systems, of a sectional character anc an intergrative

function; and is made possible b, the strategic

power-position which these instit#utional systems

occupy in moiern societies.

It is a general characteristic of political
systems that they do not eubrace the total
(political) interests and values of «ll the social
groups within their coverage. They embrace
primarily the interests and values of the majority
groups; anc only secondurily, the interests and
values of the minority groups in so far as or
in such a manner that they are compatible with
those of the majority groups.19 00 that,
essentially, political systems are sectional in
character. But coupled with this characteristic,

is the fact that they have an integrative function,

that is, they have to grapple with affective
problems oi the cultivation and appropriate

expression/eececee

19 The terms "majority" and "minority" are used,
in this connection, in the political sense,
that is, as referring to power-grouns. unless
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expression and consolidation of the whole population's
sentiments of attachment and belongingness to the
~tate, as well as moral problems of justice and
stability of the soecial order.

This ironical situation has two important
implications for the functioning of these insti-
tutional systems. Firstly, in so far as any
given political S/5tem must succeed in achieving
and maintaining social Stability, the sectional
interests wnd values which it promotes should be
alsguised and concealed frou the rest of the po-
pulation. this is done by means of an ideology
which is a subtle System of rationalisations
or social apologetics, intenticnally or uninte-
ntionally designed or borrowed to deceive therest
of the population by persuading them that the
political system promotes the interests and values
of the whole society. Or, if the sectional
interests and values which the political system
promotes are already manifest, the ideology is
used to persuade the r est of t he population
that, in any case,y, the pursuit of such sectional
interests andg values, is to the benefit and good
of the society as a whole - hence that they are
not "really”secti nal.

Tl'le tec}lnique/o s 200000 w .
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The technique here is to distort reality or
the factual situation by emphasising those facts
of the social situation which are consistent
with the realisation of the disguised interests
and values of the majority group, and thus over-
looking or suppressing those facts which are
inconsistent; or by deliberately and subtly
distorting the latter in order to makéf?ealisation
of these interests and values appear rational,
empr¥irically possible and moralliy defensible.

20 that, in its existential reference to the social
situation, an ideology is not scientific. 4nd

in its normative reference, it involves the prescription
of these conditions, méans goals and norms of

social action that are consistent with the

interests and values of the majority group and

the subtle regulation of social action in that
direction. The selective norm here is not

scientific; and is defended by means of the
unscientific empirical propositicns contained in
the ideology.

—econdly, the ironical situation in point
calls for the generalisation of the ideology of
the majority group throughout the sociéty. The
purpose of this is to ensure that the majority

of the members of the society see the social

Situation/ecseee
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situation as ideologically descrived and that they
adjust their acticn to it according to the
normative prescriptions of the ideology. In
other words, the purpose is to ensure unwitting
conformity with the interests anc values of the
majority group by eliminating alternative ways of
viewing the social situation and of acting in
relation to it. o thaty the ideological
definiticn of the situation comes to be accepted
as "true" and "right". This degree of acceptance
of an ideology, however_ dysfunctional from
many points of view, means absolute conformity
and social stability which constitute the primary
concern of modern political systeuns, and has been
most closely approximated in totalitarian Jtates.

The generalisat ion of ideolozical propositions
and prescriptions may be carried out through the
usual methods of propaganda anc informal
incoctrination. Buty by virtue of the strategic
povwer-position which politicul S/8tems occupy
in modern societies, this generalisation may be
carried out through force or coercion, legislative
and/or physical. In this way, the basic
ideological conceptions of a majority group may
be imposed on the other groups, in the same society,

thI'OU_gh/o...-..c....
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through legislation based on such conceptions.
And conformity with the ideology may thus be made
a legal and civic expectation and non-conformity
a legal offence. Resort to this method is
exempligfied in totalitarian JStates where difference
or non-conformity with the ideology of the
majority group is countered by means of drastic
negative legal sébtions.

We must now turn to our second guestion and
inquire why the educutional system is the
preferred institutiomal system Br ideological
imposition in order to achieve conformity with
~tate policy. we submit that this i3 because
of © he key position whicu the educational sytem,
in its socialising, individualisng ana telic
functions, occupies relative to the stability of
the social order and the on-going of the social
processe.

The educational system is the only instituticonal
system specifically charged with the functicsn of
systematically inductin~ each new generation
into its social milieu, both as an existing web
of ordered relationships and as a changing
equilibrium of these in time ~ that is, as the

social OI'(ieI‘/' eceoceeo
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social order and as the gocial process. In its

socialisng funetion it ma; either maintain or
disrupt the social order by introjection in the

new generation one type of norm rather than
anothers nd »n the ~erepcctive it presents

to the nev generatior in the course of its sociali-

sation largely depends thé character of the
rerformance of that generation ir thesocuall proces..
n its ingividualising funct iony it nay cither

preserve or disrupt the sveial oruer by

releasing from the new generation energies

ana potentialities which can only be or cannotb

yet be realised in the existing social order.

It may prouuce personalities that will defend

or disturb and re-direct the traditional flow

of the social process. And in its telic function,
it may vreserve or disturb the stability of the

sog¢ial order b directing the newv

s
(o)

peneration only
to those zoals of soclal progress that are
consistent with the structure of the social order
or by firing ‘heir minds with a criticac outlook
and aynamic idealism that brocks no couprouise
with the existing social oruer..

+he perscnnel of politicul systems and their
supp rbting groups, whose nterests and values the

SOCial/OOQOQOOODOOtOCO
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social order reflccts, are vitally concerned
about the stability of the social order and
about the careful control of its change to ensure
‘that these interésts and values are not endangered
by their own new generaticn and by that of the
minority groupse wWhile we recognise the reci-
procal relationship between the euucational
sy;eotem and the social order, we must suggzgest that
the large extent to which tne stability and change
of the social order depends on the educstional
system explains the pre-occupation of the
personnel and supoorting groups of political
systems with the orientation that education gives
to each new generation by defining its situation
of action in one way rather than in another.
It would seem, therefore, that it is in the logic
of the situation that the personnel and supporting
groups of political systems should ensure that the
definition of the situation presented by educatian
to ewuch new generaticn shall not be inimical to
the prianacy oi their interests and values as
reflecied in the social order. Yo eusure this,
- the definition cof the situailion used in education
is not left as & problematic issue with the
persoimel of the educational system. It is made

a ”given/ttuco ® oe
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-~ a "given factor" to be seriously taken into
account but not debated. This is done Dy
imposing on the educational system an ideological
definition of the situation either through a
gradual process of socio-political ecuc.tion of
the public or through ideological legislation

which prescribes a particualr perspective in which

the educutional personnel are expected to view
the social order and the social process and to
interpret it to the new generatiomn.

In the licsht of what we have said above,
this process of ideological imposition on the
educational system emerges not only as a method
of preserving the existing social order and social
process from disruption but also, and moreso, as

a technique of dominance. And, depending on the

rigidity of ideological imposition, tne educational
system may either pgrolong or terminate the dominance
of & social groupe. This potentiality of the
cuucational systemn makes the latter the object of
ideological interest nct only to the ruling groups
(interested in prolon:ing their dominance) but also
to minority groups (interested in terminating that
dominance) Ane in communities where intergroup

Conflict/-o....



- 125 =
conflict is acute the educational system becomes
‘the point of impact for two or more ideologies.

"As a consequence, in almost every (such)
comnunity the schoul is a bone of contention among
warring groups. Moreover, actual authority no
longer rests with the board of educatiocn whose
members are supposed to represent the interests
of the community as @& whole. This body (if any)
is merely the centre upon which the most varied
and conkficting forces constantly play.!20

In such cases, each social group attempts to
make the educational system serve its own
interests by imposing on it its own ideological
definition of the situation. ‘e dominant
groups have the advantage of reinforcing their
definitions of the situution witnh legal sanctions.
ihe minority groups lack these. snd in totalitarian
Societies this enus the conflict. In non- znd
Semi- totalitarian societies this may also end
the conflict - at least on the rational level,
in the sense thut rational criticism of the
ideological definition of the situation after it
has been transformed into law may be futile, at
least for the personnel of the educational system.
But on the moral level the conflict tends to 20 on.
And as a consequence, there is a blurring of 1ssues
and perspectives, for the educators, as 2 result
of conflicting role—expectatiéhs and divided

10,)'&{ltieS/- ® o8 o0 e

20  Ge.o. Counts, "Control of c.ucation in Industrial (
wociety," in Publications of the American vociological
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loyalties. Out of such a conflict emerge some
of the most challenging problems of our times,
that is, problems not of inter-horde relations
involving physical conflict on the jungle level
but of inter-group relstions involving conflict
on the institutional level. This conflict
centers around the definition of the situaticn
for institutional action, the prescrintion of

role-expectations for the personnel wand for each
new generation and thneir institutionalisstion in
societye.

It is with problems of this type that we are
concerned heree. But, before we turn to them,
we must continue our description of the
educational system, as an institutional system,

in its functional aspect.
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Irom the funciional point of view, the
¢ducational system may be described as "a social
process ﬁiréctea by the comunity or by individuals
of the community towara the realisution of sceilally
accepted val&es.”l Its nature may be understood
Iirstly, as a selsctive process, second, as a
controlled ang systemnatic process, third, as a
socialising process, fourth, as an inuividualising

recess andy fifthy as a social telesis-promoting
precesse

Its selective nature may be understood,
firstly, in terms of the expansiveness of the

cial heritage. In ocur preceding ciscussioh of
the social heritage, we pointed oult the masnitude
and complexity of the social heritage; and, by
implication, the practical imposcibility of its
entire incorporation into the curriculume. 1ts
expansiveness and complexity i:c increased as a
result of the fact thaty, in modern tiues, with
modern means of comaunicaticn, the socral heritage
of the worla tends to be pocleds 1his is

p&l"tiCUl&I‘ly/o eeo0s

1 o.L. 2by, An Intcoduction te vestern Civilisation,
edited by CG.h. Hedge, (llew Vork: Doubleday,
Joran and Company, Inc., 1933), pe. 659
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particularly true of .aclIver's "civilisational
elements" anu of the cornitive elements of
Finney's “"mental capital." Hence the curriculum
must oi necessity consist of “selected portions"
of the sccial heritage. wecorily, the selectiive
nature of the educational process is made
necessary by the brevity of the imnressionable
period of youth, during which the educand passes
through the educaticral processe In this case it
would seem to be of the very escence of the
educational system to operate with crucial selected
portions of the social heritage to ensure that by
the time the educand passes from the educational
process né shall have been sufficiently shapec to
fit the social order.

The necessity for selcection, as an essential
characteristic of the educational process, raises
the problem of the norms on the basis of which the
elements of the social hereitage are selected.
we may submit, at this point., the broad principle
on which such selection may be made; unmnely, the
"orineiple of social parallelism"g auvocatea by
I'inney. It is the most fundamental postulate

that educational sociology offers both to the
educationist/seees

2 h.F. Finney, op. cit., D« ¢6os
lere, this prirciple refers to t'e general norm

of compatibility of emphasis on ecrucial elements of
the social heritage as between the social group(s)
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educationist and to the educator: and violation
of it may be expected to result in grave problems
of social maladjustment of graduates, educatioral

dysfunction and social disorganisation. To

anticipate, we may sugrest that the educational

s/otem, a8 a normstive and selective process
would/should tend to select and stress those aspects
or elements of the social heritage on vhie! the
social groupf{s) which it subserves lavs more
value~canital and vhich are most conducive to

social group welfare as conceived Ly the sceial
group(s).

The detailed norms or criteria that may be
used in practical procedures of curriculum-content
selection, within the scope oi' ‘his principle, are
numercus. sSut they may be subsumed under three

3 the

catecories of merms: viz. the raticnal,
appreciative, and the morale. veters® further
subsumes these three categories under the norm
or eritericn of cemonstrable "relative utility"
for the psycho~-social adjustment of the educand or

0f the/esscess

3 Tor an extended discussion of "Rational Jelections,
see: J.A. Kinnewan, "Society ana “Jqutlon," (New
York: The Uaelfillan Company, 1932), Chapter 20.

4 C:Cs Petel‘s’ OEo Cit-’ e 59 ff.

1
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of the graduate to his total environments By

demonsirable "relative utility,” Peters means

demonstrable "vant-satisfying-power”: that is, not
Jjust the satisfaction of material wants but the

=

atisfuction of the sunm=total of wants ol the

o

. personzlity and of the social ~roup, including
the weterial, spiritual, intellectuzl, moral,
enctional, social, etc. Hle sugrests = number of
indices of demonstrable "relative utility," such
as freguency of'recurrenca, cruciality, many=-
sidedness, and ersonal appeal to the learners
inese inuices are arrived at throush the technique
of_ Hjob-analysis" anu also through the analysis of
the elements of the social heritage that are fundamental
to the operation of the major institutional systems.

| Vhile selection is an essential characteristie
of the educaticnal system, from the theoretical
roint of view, we can ot but concede garnes's
verdict thut, from the point of view of educuti-nal
practice, "thus far this4crit10a1 and selective
funcition of eduestion has been npritarily a dreane"
liovever, he rightly admits thuty ™aore snd more
educators and reformers are suggesting that educaticn

ﬁlrlould/ﬁo;oo e e o

5 He. Barnes, vocial Institutions, (lew York:
Prentice-iiall, Ince, 1947)y De 34e
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should not blindly transmit the total szocial heritage,
but should criticise 4nd select from it, rejecting
that which is obviously outworn and errcneocus."

Jecondly, We muy operationally Sefine

¢
<t

e

edueational process as a coutrolied an. systenatie
process. In line with this view, Harolild Jowltt

views 1t as a urocess of' "the effective organisation

of the child's experiecnces so th .t his tendencies
and povers tiay uevelop in a aanner satisfactory to
himself and to the conwunity in which he lives
throuzh the zrowth of socially desirable knowledge,
attitudes and skills."®  The import or tnis is
that the educ«tional process involves the control
and systematisation of both the social heritage

and the experiences that the educand nas been,

e

S or wili De exposed to befor:, during and after
the educstionsel PDI'OCES:E This is in order tc
render them rercentible to the edieand in

reaninsmal connections r relationships - g3

wholes of life situations ang 1lire @xipeiriences.

A

"The- school, ™ Says Feters, "diflers frog Olit=

of=schocl lif'e in its Sustenatic cnaracter.

Lxperiences do not coue WO the pupil in school
a8 haphazardly as they wo out o' schocle  They are

Selected/ eeeesne,

€ Ha Jowitt,‘Pringigles of iduegation for AMrican
y (London: Longmans, Green anc Company ,

Teachers
IltdOQ i%ﬁ), Pe 48,
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selectec, graded ana orgznised. The te.cher so

manipulates ths envirenment of the pubil as to
brinz it about thet he shsll Jet the experiernces
which are most userul in preparing nim for future

w3 =

life ana also that he shall det these in the order

%

. ) ) ., - af .

1n which he ean sest nrofit 2y thema" duwever,

Lo anticirates we nay point ocut here, that this
> g b ?

controlled and systenatic chars cter of the

eddcaticnal system constitutes an important ana

e |
s
Q

necessary qualificution ol the operation o1 the
"prineciple of social parallelis: that is, the
educational System muy not he ex ‘pected Lo be a
verfect microcosm of the Socletur) macrocosm.

‘e may point out here thit hovever much lp.
vecroly and some Tembers of the ey ~ducation
Fellowship Ray advocate ungualific. puirellelism
between th educative funetioning of the
eauc.tionul system and Lhat of the socigl system
in which it Operates, the cre.tion ol controlled
and systematic corditions, mesns goo procedural
techniques in the educational systen iu inescapable.
This is made inescapable by Lhe Very Lature of the
educational e sy8tem, a5 an institutional System.

Th&t iS/---o.-oto

7 C.C. Peters, op. cit., Ppe 40 = 41.
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“hat is, 1t is institutionally patterned to perform
more efliciently, in a systenatie way, ani under
controlied coniitions, functions that the social
group can only perform less efiiclently, unsyste-
matically ana unuer the unwieluly conditions
of the general social milieu. -urtnhermore, the
linited time factor, the economic factor of
expediture involveu in educuation, and the value
placcd by modern socilety on systematic
perforaance in many [iekds oi action make the
controlled and systematic nature of the educatiional
process all the more important and imperative.

“hirdly, we may characterise the educational

process as a socialising process.

"there are two basic facts that run throughout
the whole field of the social sciences, especially
sociologys . (1) th.t each individual is born into
a cultural world createc by his predecessors and
which has a continuity of existence seemingly
independent of the endless succession of individuals
w 0 enter or leave this cultural stream; ami 2)
that the individual becomes indentified with this
vast boay of culture, {irus his role in it, seeks
to medify it throuzh the continuing interaction
of Limself and the world of things an. of people
avout himy anc becomes not an individual, for he
vas that at birth, but a rerson.”

In essence, frum views the socialisiiy process
of euucation as involving the traunsformation of

the individuc

into a pers.n through indent {'ication
of such inciviawual with the social heritage of his
social groupes It is clear that tﬁ; concept of the
individaal is,y according t» Brown (and ve quote him

V. it.h/otn 680
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with approval), fundasental to an unuerstanuing
of the soclalising process of educatione. e points
out that the "individual® is what the human organism
"was at birth:" and, by implication, the concept
"individual" is, thereafter, an abstracti-ne This
is substantially our view here. Ior our purpose,

in this discussion, the concept of the individual

involves abstraction from the ¢ ncent of personality
(Brown's "person').

"Perconality, is a synthesis of individuality
and :social:f.*i:,_;,.-"."9 The individual is an abstracted
complex ol the elesents of individualitye it

consits of the biclozicul orgunism with its

tenuencies, potential powers anu abilities. It

is all thet remains when you abstract iueally from

@ balanced personality (in iaclver's sense) all

the elements of socialitye It is the personality
stripped naxed of its socially bequeathed or acquired
social habiliments. For the educatory it is the

unit "particualr organism" in whie the organisation
of personality occurs through indentification with

the selected portions »f the social heritage. It

is the raw-nmaterial with vhich the educational process

operates/eees

9 R.i. MacIver, zlements of oocial wclence, (London:
Mlethuen and Company, Ltd., 1952), Ds 153.
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operates. It is the unit whose "powers and
tendencies," as Jowitt suggests, the educaticnal
process should "develop in a manner satisfactory
to himself and to the com unity....” Ultimately,
the individual, thus conceived, consists of those
attributes by virtue of vhich, even after he has
passed through the educaticnal process, he is 'yet
more then merely a member of society, is a selfy o
centre of activity and response expressive of a
nature thut is his own”lo - & nature th.t he hac
potentially at birth.

{0 the individual, thus considered, may be
attribured the important social funcion of being
an influential source of differentiation. That is,
certain aspects of his individuality may serve as
foci for status-role allocation, and hence for
the internal differentiati n of a socletye. This
is particularly true of societies in vhich status-
role allocation s effected primurily on the basis
of performance criteria, taking into accounﬂthe
innate abilities and antitudes of the —erson rather
than his lineage, possessions and station in life.
In this sense, the individual becomes an essential
element in the organic Solidarity of his gruup or

comnunity. shis fuet will have much bearing on
0[11‘/.-~.«-.o..

10 R.il. laclver, wociety: A Textbook of wociolo
(New York: Kinehart anu Companv. 1037
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our discussion of the central problems of this
studye

It is important to note that in so far as
personality is a uynthetic phenomenon, it cannot
be fully d%?mined 2y the soclality aspect of its
structures ‘hers is every reason to expect thut
in any social group there willi ve a dalspersed
uilstripbution oi' personality types which are faced
with approxiuately the same specirfic role-expectations,
that 18y in so far as such role=expecctalions have
as their foci the sociality‘componenta ol persons=
in~roles. o that although such persons may be
of more or less the same degree of sovecialisation
yet their respective individuality aspects remain
as variables thut way show out, from time to time,
in the course of role~performance, to the
embarrasment, or jubilation, of collearues and
role-spectatorse. This fact will ulso have much
bearing on our subsequent aiscussion of the
objectives of the educational systemy and
especially witnh regara to variation and deviance
in action, ana with regard to social change s

Another important upshoot o this conception
of the individual in educutional tneory has been
a4 recognition ot the fact that the internalisation

of thE/ao'oooto
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of the same set of institutional patterns by the
Sane set of educands in the same educ.tional
Situation cannot be uniform. there is always
the ‘redisposing factor of individuality to be
reckoned with; and forms of school organisation
and methods of teaching Lhat are cognisant of this
fact have been strongly advocated latelys A
related factor that adds to the variations in
the ultimate personality products of the same edu=-
cationul system is that not all the social heritage
of @ social groun is institutionulised, Z0 that
in the process of personality systhesis, the indie
viduality elements of e uch educand are synthesised
not only with the institutionalised culture patterns
but also with the ”freleloating” uninstitutionalised
elements which may be asymme trical with the
institutionalised culture. this fuct will also
be of great importiance in our subsequent discussion
of the problems central to this studye

Our conception of the individual as the rawe
materi:l on which the educational process operates
(a) with the normatively "selected portions of
the social heritage,” (b) under controlled and
aystematiclconditions, (e) to produce a synthetie
product (personality or “person'), constitutes a

bJSiC /cco-».
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basic step toward our understanding of the
educational process as a socialising process.
According to this conception, the individual is
& bundle of potentialities, abilities, capacities,
needs, and so forth, which may be actualised in
nany ways and directions, vith the individual
thus considered, and if lert to himself, the process
of the actualisation of his potentislities (g)
is unguided by any socially arproved and systens tice
cognitive or mental carital except thut which is
slouly anu painfully acquired Lhroush wasteful
trial an. errory (b) is subject to unpredictable
hazards whic. may result iInthe destruction of
"ego's own organism," and (¢) lacks that necessary
normative regulation which mukes possible the
predictability of actiun and the complementarity
of expectaticvns without which social life would
be impossibles In other words, the inuividual,
thus considered, i& a potential threat to social
group life.

In view of these potential hazards to the
individual himself and to the social group,
"ununzio suggests that "the primary function
of the educational system is to transmit a

kﬂO"‘ulE(ﬂgQ/u cveveen
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knovledge of the forms and skills society regards
48 indispensable to its survival and improvement.
that system regularises the knowledge-transmitting
activity; inculeates the folkways and the mores;
irains the young to fit into the estavlished
cultural scheme..,.mtt ‘hus, education as g
soclalising process involves whipping the
incdividual into line with the "established cultural
Scheme" of his groupy "so that his tendencies and
povwers may develop in a manner satisfactory to
himself and to the community in which he lives
through the growth of socially desirable knowledge,
attitudes, and skillse..." In this sense, the
socialising educatiocnal process tends to save the
individual from pos:ible self-extermination as a
result of iznorance and error invelved in action
that is guidec solely by orgunic needs anu need=
aispositions, Further by inculcatings in the
individual the selected institutional patterns

of action, the educational process provides him
Qith @ normative regulatory mechanism, involving
cognitive, aproreciative and moral valuece

Standards. In this vay his actiocny in group
life, is rendered nos only “safe" but also more

economical/........

il € Panunzio, op. cite, p. 242,
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economical of efrort and more efiicient or
effective.

For a socialised inuividual (that is, "a
person'), both his situation of action and his
acti-n tendd to be institutionally or sccially
defined in terms of institutional patterns prescribing
role=expectations with respeci to the status-roles
of which he is an incumbent. The goals he prusues
in a given status-rcle also tend to be instituti-nally

Ly the person hinself,

%

defined; or if selectec
the right to exercise such selection is itself
institutionally permitted and limited. the

means he utilises in the pursuit of such Joals

are also not ranQOml; selected, Their

selection is institutlonally regualted in terms

of cognitive standardys of rationality or technical
effiiciency; or appreciative standards of
"symbolic apyropriateness™ for the expression of
affect; or moral standards of rightness. 4And

the content of these normative value-standards
derives from the accumulated soeial group

experiences
tmile Jurkheim had precisely this corception
of education, as indicated in his famous motto:

”;‘;ducaticn/b ctoeo
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npducation is the socialisation of the younger
generation."lz From this premise, ourkheim viewed
education as the process of impressing upon the
individual the theoretical knowledge and practical
experience of the pressures, compulsives and
sanctions that the social group has, in its power,
for ensuring.the conformity of the individual with
the behavioural requirements of the éocial FrOUpP e
To Durkheim, "all education is @ continuous effort
to impose on the child ways ol seeing, feelini,
and actings whico he could not have arrived at spontu-

neously."l3

In this way the institutional patterns
of tne group may o€ gradually internalisec or
introjected into U super-ego of the individual,

50 that the institutionally sanctioned action-
patterns umay be jindentified with the self and be
respected mcre or less spontancouslys

. However, as Jurkheim rightly realised, not

only do many eleuents cf & social group's
heritage remain uninstitutionalised, but also

of
many elements 1ts institutionalised culture may
remain uninternalised in the insividuals The

influence/ ssesnse

12  see: Heie Barnes and He Becker, Contemporary
vocial Theor ‘New York: Y. Appleton-Lentury
Company Tﬁ&%}, Pe &Slloe

13 L. ourkheim, she fules of wociolozical iethod,
translated Dy wehe w0LOVAY and deds lueller,
edited by ~.Ge “atlin, (Chicagos Ill., lhe
miramcitc af Chiraco Press. 1938)« De 6o
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influence of such uninternalised instlitutionalilsed
QQTLninstitutionalised'?lements of the social
heritage, Curkheim pointed out, is not lost to the
individual's action in « social groupe ~uch
elements constitute a muatrix of "external" and
veconstraining" patterns of acti:n which the inuividual
can onl, i:more to his ovwn social peril. In this
case, educution as a socialisin process, functicns
in impressin;: upon the inciviaual conformity with
this matrix of "external’ controls anu directives
ol social action, at least as & necessary part
of the ratiocnality of actione Jhe importance of
this raticnality is impressed by aeans of sanciions,
both positive and negative.

“he net result of the sociulising process of
ed-reution is, for the individual, greater effectiveness

and satisfactoriness of action in future situutions.
“his dovetails with lagley's definiti n of
educution as "the process by means of vhich the
individual aequir s experiences that will

function in rendering more effecient his future

zmxctions.“l“L

For the social group, it resusts
in greater conformity of the wection of constituent
individuals witrn institutional preseriptions and,

henc@/--o.-‘-.. °

14 wee: C.C, Petersy ops Citey e 236
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hence, greater chances for the enrichment of its
social heritage by the contributions of the
individuals whose potentialities or elements of
individuality have been harnessed and channelled
along sociully approved vayss This covetzils
with Jowitt's conception of the guucwtional process
(referred to above) and is the basls ol group
solidarity and an important factor in telic social
changee

When tne individual has his povers and pote-
ntialities, needs and need-dispositions criented to
socially approved goals, and satisfied through
socially approved means, and his action governed
by the social group=-norms we inay consider him as

soclaliseds In other words, he is a synthetic

product of the educational processe e is a
synthetic complex of individuality and sociality:
in fine, he is a "personality" or in Brown's
language, a "person.” In so far as the

educational process is a sociallsing process, it

+elds the individual into a solidarity of purpose
and aection with his social groups

Through this process the socialised individual
(that is, the person or personality) loses his

atomic nature, as merely one ol an aggregate of

individuals/eecses
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individuals and becomes an integral part of his
social group in the sharing of common interests,
aspirations, roles, v.lue=orientations, sentiuents,
knowledge ,and s0 forthe In fine, he becoues
identifieq with his social group anu with its
social heritage; 0 th.t ne canuol be adequately
wnuerstood without reference to his sccial group
and its social heritage; and in so far as he
lives effectively, the annals of his social group
and o its social heritage cannct be adequately
cnronicled without reference to hime. tHe begins
to feel, think and act in ways differ:nt from
+hose that he would adopt in isolatione  ~ence,
i we view ecdueation from the standpolnt of
sociolozy (as we do here) 1t becores "an agency
for establishin~ a correct relationship between

the individual and the sceial order‘"lb

This conception of the educativnal system
as a process of soclalisation is, according to
Houcck, the very substance of educational
socliclogys #ihaucational sociclogy is interested
prizarily in the socialisation process of youthe
It traces the latter's transformation through

SCCial/oc-ooooo

15 T.H. Bode, Modern iducuti:cnal Theories,
(New York: The lacMillan Company, 1C37), De 125
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social contacts and planned social influences,
snd the uransfer of a certain cultural heritage

16 vhile this statenent

to soclal personalities."
covers both formal and informal ecucwtion, it
stresses sufficiently the socialisirg function
of the educational proéess.

An important ilea implicit in Houcek's
statement 1s that the process of socialisation
is endless both in durati n and in extent.
The socialising "social contucts" last throughout
the lifetime of the individual; and the "planned
social influences" are not exhaustec ny the
schools Towever, it is important to re-emphasise
a point we have made earlier; tn t is, socialisation
never goes on uniil the elements of inadlviduality
are completely ulsplaced by those ol suciality =
that 18y until tne individual is reduced to a
social automatone Thus throughout the lifle odf
a person (or a socialised individual), some
elesents of individuality persist as (ree, and
ther: fore, dynamic variables. It is to these
dynamic individuality-variables, orlented to
gocially approved ends as a result of the
socialising function of education, that society

[?.'LLlSt/t EEEEK]

16 Jeo. Roucek, sociolozical 'oundaticn of
bdugation, (Mew York: McGraw=-iill Book Compuny,
EHCO’ IiZZ)’ Pe 13
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must look for the generative power of all forward
social movementss they have a vital social role
to performy anc 1ff the sccial group muct escape
from stugnation, these dynamic indivicuality-
varizbles must be developed.

This brings us to cur fourth characterisation

of the e.ucational syotem as an individualising

DPUCESS o <e have pointed out th-t in the process

of versonwlitvy synthesis nelther is the individuality
oi' the ed.c.nd completely subjugated adi. crushed
under the sull weiznt oi the social neritage nor

is it lert unregulated to express 1lloedd in any
socially "anomic" anc disruptive acti .n }atherns.lv
On the contrary, according to the conception of
the educmtiQLal systenm under discussion, the
individuality of the educand must be actively and

5

deliberately/ecesecs

17 It must be pointed out, however, that the
emphasis on individuality or sociality in
eduestion is relative (a) to the form of social
organisation and the tradition of educational
theory current in it and (b) the level of
socio-economic development of a socletys

Jemocratic societies, with a liberal tradition
of educational theory, tend 1o empracise the
S cividuslisation of the pupily thile totalitarian
societies with an authoritarian truadition of
educational theor, tend to emphasise wwe
socialisation.

Undifferentiated or traditiun-bound socletiss,
with a conservaetive tradition oi educational
Lheory, tenu to emphasise the socialisation of
the eaugunds while differentiated or industrial
societies, with:prugressive trauition or
mitnmtinnal theorv. tend to emphasise the indivie
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deliberately culiivated in order Lo counter=-

balance the elements ol sociality in a balanced
personality and an integrated societys This
coniception has Deen popularised by contemporary
Jestern educutionlsts and educutional psycholigists
under such slogans ass ''the child-centred school,y”
"the child-centred curriculum," "the child-centred
community" ani -0 {orti.

cne of the basic postulates of the New
mducabion rel;om@hiple i5 that educstion, as an indi-
vidualising or “"chila=centred' process, in &
dynamic socieuy should wwie adequate provision for
meeting the diverse intellectual ana emotional
neeGs oi different individual educ«nds, sl should
afiord constant opportunities for aciive sell=~
expression an. gelf-realisation of the educund's
potentialities and powerse

Harold hugglg refers to the Burk movement
if'or the reconstructiodor he curriculume According
to Rugz,y Surk's plea is for a qhange~aver froa &
ngocial heritape-centred curriculum” to a "chidd-
centred curriculum,” and for the wincividaalisation

of irabruction/eeesees

18 ovee in particular: Beue lalherbe (eGitor),
Ldueablonal sdaptations in & Chan ing —ociety,
(Capetown axd TONGNNESOUr gy cUbLR anG Lompany, Lbde,

L8357 ) e

19 ile Xugy, “The . neorganisation of the Curriculums
Administrative Attempts in smerice," in Zducational
Aok dmme dm o Phancine oneietv. feditea OV
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of instruction." His argument as guoted by Jugg
is that "there cun be no misfit children. There
are misfit schools, micfit texts and studies,
misfit dogmas and traditions of pedants and
pedantrye..s in foct there are all kin's und conditions
of misf{itSees Dut in thne nature of Lhings there
cali D& no aisfit childreana® agcoraings to thils
viewy if the ecuceli.unal system takes int. consiceration
individual variations in talents snd potentialities,
the apparent misrits turn out to be merely
nindividual differences" which, if curciulliy developed
anca properdy narnasse&‘furnish & necessary
basis of social differentistion ana of the
dynamic aspsct of personality and of soclely.

John vewey Jdevelops the same UTheing. ie
describes the educstivnal proces. as o proceés of
growth;y and growth Involves not just the
stimulating action of environmental factors on a
passive and otherwise statie organism, but the
interaction of "mnative inherent forces" (indivi-
duality elements) with the external. & insists
that educstivny as a process of grouth, must take
into account "the diversit,of cupacities und needs"
oi individual pupils and recognise ta«t the

initi ;e.“i;ive/ EEEEEE)
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initiative for growth (of the personulity and of
society) comes from the needs ana powers of the
individuale Dewey posits tnis conception of
tne educational process as @ necessary qualificatory
reaction to the co .ception of eaucation as 4@
socialising procesce nThe firet dep in the
interaction for growth," ne SayS, tcomes firom the
rexching out of the pentacles of the individual,
from an effort, at first blind, to procure the
nmaterials that his potentialities demand if they
are to come into action and find satisfaction."20
T is these "tentables of the individual," his
potentialities, that educ.tiony, as an iniividualising
process,must develope. Jewey, houever, does not
fail to emphasise that this release and development
of the individual's potentialities must be for
social eﬁhs, thro gh socially aporoved means, and
accordinz to social standards or normse Hence g
in his view, the ultimate eriterion even of an
effective individualising educational process is
gggiﬁi- But basically, the native capaclities
for growth and the inherént traits provide the
embryo. What is laéiing cannot interact with

&’-V@n/oo-ooooo-

20 dJe Dewey? nThe Need for a Philosophy of
Lducation,” in Educatio al Adaptations in &
Changing -ocielyy edite I eCie Malherbel,
PPe - e
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even the best conditions: there 15 no leverage,
hothing with which to co=~operate.

Harold Jowitt,Zl in his discussion of "the
learner," emphasises the learner's central
place in the whole educational system. In
spite of the plasticity of his early nature, the
child is not to be considered as mere clay to be
mouldéd in the image of his social heritage and
of his social groupe On the contrary, he
contends, the child's plasticity merely indicates
the presence of a definite power of developing habits
anc dispositions: and it is the function of
the educational process to help "this growlng
iife t0 realise his potentialities and to

acquire for himself habits and dispositions of

the best kinde" The "best kind," we may add,
is preécrigea for him by the social institutional
norms .

In 8¢ far as the educational process is &
socialising process, it reveals the educational
system as an agency of social integration and
soeial controls In so far as it is an individuali-
sing process it reveals the educational system

as e.m/.......-.

21 He Jowitty ope. cit.y ppe 52 « 1l4.
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as an agency of social differentiation?g

and
social changej and in so far as the eaucatioaal
system itself is a normatively selective,
controlled and systematic process such social
change as it promotes cannct be but telice

The concept of telie social change must be
distinguished from the concepl of social change
unquaiified. The latter is a generic concept
coverins all social transformations, in time,
irresnective of whether or not there is the
factor of human intervention in the course oL, sueh
sociul transformations. Telic social change,
on the other hand, is a type of soclal change
involving active huuan interventicn in terms
of rational and purposive planning on behalf of
the social groups Hence telic social change
may be considered as bearing the stamp of
social group ap-rovale

The endorsement of telic social change by
the social group is in order to ensure that
the social group's future developmenis are
not left entirely to the innovatory whims of

the individuality/eeces

20 social diflerentiation is, of course, also
a means of social integration (ef. ‘urkheim's
concept of organic gsolidarity).
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the individuality elements of the persons
engineering such change. Tn acticn terms this
means that in telic social change (a) the basic
motivations of the social engineer arising from
the free-variables of his individuality are
qualified by the socially sanctinned motivations:
(b) the goals and means selected by the soclal
enzinear through the foresizht anc insight of his
individuallity are tested against the cognitive
and normative mental capital of his soclal group;
and (¢) the regulation of his innovatory action
oy norms set up through his own prophetic insight
are qualified by the regualtory norms current

in his social groupe <“nd all along the planned
innovatory process a modus vivendi must be worked
out between the elements ol the individuality of
the social engineer and the elements of the
sociality aspect of his personality. “ction
sponsored by a social enzineer (or a group of
them) by harnessing the elemenis of his
{individuality with institutional harnesses would
tend to craw the sociul group lor parts of it/

to higher goals anc higher levels of zroup livinge.
ihe educational system exists partly as a process

that encourages/ esvessesss
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that encourages purposive and systematic social
change by liberating and developing the dynamic
iniividuzlity-powers and potentialities of the
educand along institutionally permitted or approved
channels: "o that,” as Jowitt says, "his povers
and tendencies develop in & manner satlsfuctory to
himself and to the comaunity in which he lives.”

#11 these considerations give us what we may
call onr soclolo ical concepticvn of the ed . .caticnal
systen as a functioning institutiocnal system.
ie huve described it as a normatively selective
process of the gocialisation and individualisation
of the educand and the promotion of ielic social
change, carried out systematically under controlled
conditions. As the socialisation and individuslisation
of the educand results in a synthetic product,

personality, we may lezitimately say th:t education

is a process of personality fornation.23

;muts/uu.....

23 (a) The educational system as described here does
not exhaust the educational process of personality
formation. For an extended discussion of this
process, sees Ke Linton, Cultural sackgrounds Q%d
rersonality, (London: Routledge and fegan Paul gL td ey

especlally Chapter Ve
(bs The outline of the educ.ticnal system given
here is not supposed to apply to the educational
systems of all socicties as it standse we have
merely sought to expose the important featuresof

its functioning: but in this we recognise that each

society, depending on its social organisation,

developmental level and tradition of educational
theory will tend to lay more or less emphasis on
each of the features outlined heree The differing
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Jiubs also stresses this sociological
conception of the educational system as a sociallsing,
iniividualising anu social telesis-promoting
process of personality formetion tihen he sug ests
as a prograume of principles for the iew Laucztbng

“ghe bullding up of individual personallty, the
encouragement of imagination, not memory, the
feeding of the young mind with interests, ideals
and the joy of life, avoinding repressions, the
cultivation of a love of truth, a broad outloock,
an. objectivenessy a thorough grouniing in
fundamentals, leaving details to reference bouks.
an: the principles of Holism = that in this
universe we are all members one of another and
that selfishness is the ¢rand refusal and denial
of 1life.n24

23 versus an ideological tradition, as exempliified
in oouth Africa with reference to the Afriean
sducaticnal systeme e shall pursue this
problem in the last two Chapters of Fart III
ané in Part iV.

24  Jeoe omuts, "aucation for reedom and

initiative," in gducational sdaptations in a
Chan ing coclety, (edited oy ««G. Halherbe), pede




CHAPTER VI

THE OBJWCTIVES OF THE EDUCATIONAL OYOTEM

From what has been said in the preceding
Chapter, it is easy to see thut the educational

system 1s immediately oriented to the objective

of personality synthesise. But we must inquire

into the ultiimate objectives of education. What
is it expected to achieve by being thus preoccupied
witn the moulding and developing of human
personality?

Brown gives a clue when he suggests that
"educution has not fulfilled its function when
it has provided even the optimum opportunities

for individual development; its greater task is

that of looking throursh and beyond the individual

to the development of the interrelations of

person with person, and group with group, to a
1

new synthesis in terms of human welfare." It is

clear from this that the ultimate objectives of
education may be sought in the spheres of (&)
"individual development," (b) intra-group and
inter-group relationships and (e) telic social
change resulting in "a new synthesis in terms of
human welfare."

In line/.-....-..

1 F.J. Brown, op. cit., p. (v) (Preface).
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In line with Brown and with our preceding
discussion of the functioning of the educational
System, we suggest that in so far as education is
& socialising process, it is oriented to the objective

of Group solidarity; din sofar as it is an indivi-

dualising process, it is oriented to the objective

of Individual Effectiveness and, in so far as it

is & telesis-promoting process, it ie¢ oriented to

the objective of Telie Social Change. We shall

discuss each in turn.

THE OBJECTIVE OF GROUP SOLIDARITY

To a social group, soiidarity is a value of
the highest order - an ultimate value - and the
very life of a social group is dependent on its
attainment. It is also a basic condition for the
survival of the individual and for "individual
development." In our preceding discussion
of education as a socialising process, we pointed
out that socialisation is ultimately a group=
integrating process, which, if effectively performed
. by social agencies, produces group solidaritye.
Hence, we submit that, as a socialising process,
the educational system pursues the ultimate

objective/eescces
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objective of Group solidarity.

Finney suggests th.t the objective of education
15 ".eethe balanced participation of the individual
in all the institutions of society; the institutions
of society are the objectives of education.”z
Comion instituticnal systems are the essence of
group solidaritys If education aims at preparing
young people for effective participation in comion
institutional systems, it aims at t he malntenance
and effective functioning of the latter and
therefore, at group solidarity which they promote.

The British Board of Education® suggests that
the aim of eduecation should be to develop 10
the full the potentialities of every child at

school, "in accord always with the seneral good

of the cowmnity of which he is a member." The

"general good of the comuunity" referred L0 may
correctly be identified with coamunity or group
solidaritye If there is any social group
undertaking which promises a "general good"

for all its unit members and for the soclal group

a8 a whole, it is an undertaking directed towards
ensuring group solidarity. All other "soeial goods"

Se@m/.ooo.o-oo

2 Hel'e Finney, O nCito, Pe D3

3 gpitish Deard of Zducation, Handbock of sugoestions
for Teachersa (London: His ajesty's -tatlonery

6?1?10@. ig% a Do 12,
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seem to be subsidiary to this one. without
group solidarity there can be no society, no
sociel life, no social heritage, no personality.

Cole?

states that the outstanding purpose
of our system of public education should be to
prepare our chil&ren for active democratic
citizenship in an age dominated by the development
of new scientific techniques, which are continually
threatenins to outgrow our collective capacity for
controllings their use. Here again the objective
of group solidarity is implicit, th:t is, the
necessity for the —articipation of youth in the
life and functioning of (democratic) institutional
systems, and in the need for maintaining a salutary
balance between moral institutional patterns and
the r apid technological advances. He perceives
a menacing imbalance between the two aspects of
our culture - threatening to distrupt modern
society. And the restoration of that balance is
a necessary basis of social sclidarity and the
harmonious functioning of the social structural
parts.

It is clear from the immediately preceding
discussion and references that the educational

B‘YSBQM/ s 000

4 G.D. Cole, Essays in oocial Theory, (London :
The MacMillan Company, Ltd., 1950), pp. 67 = 70.
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system, in its socialising,function,'is oriented
1o the objective of Group Solidarity. oome idea
of the meaning of the concept of Group volidarity
has already emerged from the discussione But
for the purpose of our subsequent discussion
we must clarify this concept a little further.

Group Solidarity refers to the internal
integration of a social group or collectivity
so tht each member is in & relationship of
institutional attachment and loyalty Lo the
social groupe. “his relationship may be defined
in terms of the orientation of the Zroup members
to 2 comuion matrix of instituticnalised individual
and collective goals, shared goals, shared value=-
orientations, and & general participation in "a
single system of interaction with boundaries

defined by incumbency in roles," so thal. the whole
social group tends to "act in concert."

Florian Znaniecki points out that group
ngolidarity can be founded on yniformity as well
as on differentiation; on & conscilousness
of psychological similarity as well as on a
consciousness of dependenceﬂ5 Along similar lines,
as we have shown earlier, Zmile Durkheim

distinguishes/esses

5 F. Znaniecki, op. cit., p. 180.
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distinguishes mechanical solidarity from organiec
solidarityy also along more or less similar
lines Ferdinand Toennies distin~uishes the
Gemeinschaft and Gesellschaft types of solidarity;
and Hobert MacIver makes a parallel distinction

betveen community and association as concrete type-

cases of the two types of solidarity. Let these
distinctions be as they are. Our essential point

here i¢ that whatever the empirical types of group
solidarity and whatever the qualities of the
group members, group solidarity essentially
involves comaionly shared institutional patterns
in terms of which social group action and
relationships are systematised, stabilised,
generalised and regulated. o0 that the members
cf’ the socizl group may be said to be in a
relationship of institutional attachment and loyalty
to the social groupe

This attachment of the members to a social group
is promected Ly a system of expressive symbolism
which, in its application toc the members, signifies
com on membership and belongingness, status within
the social group, and, perhaps, meritorious services
on behalf of the social group. Parsons distinguishes

three typeS/oouioo-o..
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three types of expressive symbols: (a) those
constituting "the common styles" (such as,
language, atiire) shared by the members of a
social group, without directly implying the
solidarity of a social group, (b) those consti-
tuting the symbolism of the social group as
such (for instance, flags, national buildings,
emblems), affirming the solidarity of a social
group; and (c) those manifesting and regulating
the common moral sentiments of the members of
a social group. “he latter type involves the
performance of symbolic actions in comnon, £0

that the sharing of common moral sentiments 1.
itself symbolised; and thus sentiments of

belongingness and solidarity are aroused and
maintained.

He further points out that while the concept
of group solidarity has (as implied above) cognitive
aspects (such as, commonly shared language and
material culture), and affective aspects (such as,
commonly shared appreciations of the social
group's institutional systems and their products),
it is a "moral" concept. In this sense, certain
actions are institutionally patterned or defined

aS/noooocooo
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a5 required in the interest of the social group
itself; others, as incompatible with the welfare
and integration of the Social roup ~ nence positive
ana negative sanctions (respectivelJ) are set up
to maintain group solidarity, AS @ "moral"
concept, therefore, group solidarity involves ga
complex of solidarity-obligations or institutionalised
collective~orientations and expectations which
pose, as it were, "the questi n or confidences"
the question of loyalty and attachment; the
question of "morsln respect for and conformingz
participation in the institutional 1ire of the
sociai group.

Implicit in the preceding discussion of the
concept of group solidarity are some of' the
eriteria of group solidarity. However, there
are five major criterisz of group solidarity, as
én objective of education, that we shall make much
use of later: namely, the sharing of (&) 2 common
territoriality; (k) 1 comiion material culture
(or civilisational elements); (c¢) a common
non-material culture (including "morai values);
(d) a comnon web of social interaction and relationships;
and (e) a common responsibility for the weal and
woe of the socigl group. This commonly shured

responsibility/ceves.
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responsibility may take four major forms: (i)
responsibility for the establishment anu maintenance
of the institutional regulatory and integrative
machinery of the social group, for instance, through
the exercise of the franchise, (ii) responsibility

for the running of the machinery, for intance,
through leadership, (iii) responsibility for the

defence of the social group from external invasion,
for inctance, through military service, and (iv)
responsibility for the “"moral! respect and
observance of law and order. A member of a social
group vho is "at one" with his socizl group in
these aspects may be said to be solidary with
Such a social group: and a social group that
commands the attachment and loyalty of the
majority of its members in théfrespects may be
sald Lo be solidary.

We must point out, however, that we are
not comnitted to a sociologism. Even in a
highly solidary social group there is always
rocm for the play of individuality-elements,
resulting in internal differentiation and inter-
dependence within the soecial group. This internal
differentiation on the basis of individuality is,
itselfy, a factor in group solidarity = especially

in l",?h\at/-........
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in what vurkheim calls "organic solidarity.”™  But,
in any case, the institutional factor of cumann
"moral" sentiuments (issuing from and flowing back
to the facts of common territoriality, social
heritage, social participation and responsibility
for the weal and woe of the social group) is
absclutely indisparatle.

“ne of the six groups of needs which Cole6
says an educational system gesred to this objective
of ‘roup solidurity must meet is: "social Morality
or -entiment c¢f Comaunity." If education must
achieve this objective, it must equip all educands
with "a sufficient basis of moral sentiment and belief
10 enable the targest pessible proporticn of them
te live in harmony with the society to which they
belong and to contribute actively to its development.!
He stresses, in effect, the importsnce of the pursuit
wnt achievement of this objective of Group ~oli=-
darity by pointing out that "without this, there
is no ceommunity, no power to achieve collective
greatness, no concerted will to resist attacK on

the essential social values."

TI{E/nooo-.-o-ao

8 Gells COle’ OEO Cit-, PDoe 67"70-
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THE OBJoCIIVE COF INDIVIDUAL s“FECTIVﬂNEdq7

vecondly, we have characterised the educutional
system as process of Ilndividuslisation, that is,
as seeking to cultivate, develop and motivate
those tendencies, powers and potentialities by
virtue of which & member of a sclidary sccial
group is yet more than « mere member, but is
seli’y u cénire of activity ond response expressive
01" & nature that is his oun. vwe sugpest thut
lnaswuch as e socialisation of the individual is
an imgediate end thet ic, wgain, a means to an
ultimate end of Group Jolidarity, so is the
individualisation of the personality an imneciate
end thuat is, again, &« means to an ultimate end,

namely Individual wffectiveness or effective self-

realisation irfroles.  "The concept and ideal of
self-realisation for every person is theerynote
of the new civilisation, the symbolic¢ theme of
the new social order ,"8 which the educational
system seeks to promote in modern societye.
Gerth and Mills pose an interestinz and

fUﬁd:im,entfll/ ss0000 0

7 In American texts the term "efficiency" is
preferred. e have discarded it here because
of its technological coniotation. We are using
the term "effectiveness'" in a broader seunse 1o
cover performgnce, in any role, that is
satisfactory and conducive to individual self=-
realisation and the realisaticn of the value-
goals of the social group.

Q R.T". Winnaxr Ar . At L) [~



- 166 =
fundsmental problem in education that is relevant
to the concept of individual effectiveness and
relative to which we must clarify our position.
"Behind all present discussions of the foundations
of the educational system," they say, '"the struggle
of the 'svecialist type of man' against the older
type of 'oultivated man' is hidden at some
decisive paint. This fight is determined by
tie irresistibly expanding bureaucratisation
of" &4ll public and private relations of authority
and by the ever-increasing importance of expert
aild specialised knowledge. This fight intrudes
into all ultinate cultural questions.“9 Crucial
though this problem undoubtedly is for
differently phrased problems of individual
effectiveness or .self-realisation in education,
yet for our purpose individual effectivéness
is not to be measured in terms of concrete types
of products of the educational system, but in
terms of satisfauctions, to the individual
personality-in~action and to the social group,
accruing from performance in roles. A5 Finney
says, this efrective self-realisation must occur
in the course of "active participation in the
institutions of society" = either by the

“Sp@Ci&list/oooooco-.

9 HeHe Gerth abd C.li, MillS, OEO Citc, P 243
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"specialist man" or by the "cultivated man" or by
both, depending upon the role~expectations attaching
o0 a narticular status-role structure or a section
of it. In any case, even in sz burezucracy-
burdened social set=up there is room hoth for the
"specialist men," the technician; and for the
"cultivated man,"” the man of knowledge, the man
o1 broad intellectual horizons, Merton's
“;uteLLuctual."lO

It is a sociological truism that the social
action cof unit members of a social group is not
inherently or altogether altruistic in nature
and motivation. To & certain extent when persons
participate actively in the institutional systems
of society they do so in response not only to
group institutional motivation or group needs as
such, odut also {(and basically) to motivation
and to needs that are individual (that is, which
are not "common" but which may be "alike" in
MacIver's sense) as they are experienced by each
memoer of Society as a unit of r'eSpoNnse o ~nd
the realisation of their povers and potentialities
in response to such indivicdual motivation and the

SatiSfaCtion/'- so0 e

10  For an illuminating discussion of "the role
of the intellectual in & public bureaucracy,"
See: R.K. Merton, Op. cits, Chapter VI.
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satisfaction of their several needs through individual
or co-operative action holds a rapture and a sense
of satisfaction and self-fulfilment that each meuber
experiences only as a selfy, a centre of activity
and response expressive of a nature that is his
OWne William Jamesll asserts, therefore, that
"to act at the prompting of all our fundamental
needs, to live life to the full, to drink life's cup
to its depths, to rise satisfied from the feast
of life" constitutes the essence of self-reali-
sation, or individual effectiveness as an ultimnate
objective of the educational system.

We must emphasise, again, firstly, that the
individual we are referring to is part of a synthetic
social product. Ve are merely abstracting the
individuality aspect from a synthetic unit -
personality. This implies that vhile the satisfaction,
the self-realisation or the sense of fulfilment is
experienced by the individual as a centre of activity
and response, yet the métiv;tion need not be purely
indivicual. The means and goals may, as is often
the case, be normatively prescribed by the social
Zroup. ~econdly, the action involved in this case

need/.......

11 W. James, Talk to Teachers, (London: Longmans ,
wireen and Company, Ltd.,) p. 235 £f.
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need not be hedonistic. Thus the sense of self=-
realisation and fulfilment comes to the individual
as a result of the expression and use of powers
and potentialities that are expressive of a nature
that is his own, in a manner th-t is largely
sociaily, that is, institutionally patterned.

This implies that effective self-realisation
may be assessed not only through appreciative
Standards relative to the gratification of
individuality-needs in roles, but also through
cognitive standards of technological effectiveness
in roles, as well as through moral standards of
cultural and civic effectiveness in roles. All
these are social. And in so far as ther: are
alternative standards of individual effectiveness
in particular roles, such alternatives arc
themselves socially permitted. o that for a
balanced personality, effectiveness is always
a matter of individualisation within the limits
of socialisation; or, in other words, effective
Self-realis .tion within the safety limits of
group solidarity. Jowitt is stressing this
objective, as thus interpreted, when he states
that education must aim at organising the educand's

experiences/ecscssecces
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experiences so that "his powers and tendencies develop

in @& manner satisfactory to himself and to the

comnunity in which he lives." To have meaning and

enchantiment for the personality, action, even if
dedicated to altruistic societary needs and effected
through socially pfescribed means ana regulated

by social institutional norms, must, in the experience
of tue individual, be "satisfactory to himself."

It should be borne in mind that individual
effectiveness is always relative to a given social
system and to a given stock of social heritage at
a given period in history. That is, a personality
developed in a "primitive tribal" social system
may not be expected to achieve, with ease, immediate
optimum effective self-realisation in a modern
industrial social system with its complex social
heritage of knowledge, skills and values. Thus
it becomes imperative, if the objective of
individual effectiveness is to be achieved, that
the development of the individuality-aspect of the
personality must be carried out in the light of
the social system in which the personality is
participating and is expected to participate
within the span of human perceptione. This is
consistent with the principle of social parallelism.

Failul‘e/.....-....
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.Failure on the part of the personnel of the educational
sys8tem to comprehend and take into account the
nature, possibilities and requirements of the
social system and failure to equip the educand
with the necessary elements of the social heritage
for effective gratifying participation in a known
social system is accompanied byjsocial and personality
tensions, conflicts, and frugstrations to which we
shall refer repeatedly later.

The concept of the relativity of individual
effectiveness throws into hich relief the role
of the social, and that is, institutional factors
in education. To anticipate: 1t does not, hovever,
as it is interpreted in non-democratic societies,
imply that educands must be regimented on an
arbitrary criterion and deliberately moulded to
take specific '"places" within the social system
where and where only they may be allowed to realise
their individuality. It does imply, on the contrary,
as it is interpreted in democratic societies, that
the nature and requirements of the social system
must be known to the educator and that the latter
must apply himself to the task of equipping the
educand with the requisite knowledge, skills and
attitudes that will stand him in good stead in the

S‘bruggle/- secsse
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struggle for self-realisation, thu«t is, enable him

to find his own place in the social structure

wherein he may realise his individuality more effecti-
vely. At the same time, he must not be handicapped
by the "special type" of education meted out to

him in changing his place when it ceases to give

Fah

him optimum satisfaction. this is the democratic
conception of a liberal education: thut is, an
education that equips the educand for optimum
self-realisation at any point in the social system
where his abilities enable him to partici ate.
This is not incompatible witﬂﬁ%oncept of speciali-
sation, provided thu«t entry into a field of specia-
lisation is neither enforced nor bused on some
arbitrary standards that have no reference to the
individual's abilities, capacities and potential
efficiency in role-performance.

At this point we must point out that it
should be clear from what has been said that
these two objectives of group solidarity and
individual effectiveness are not ineompatible
except if either is over-emphasised at the expense
of the other. In asmuch as there must be a balance
between sociality and individuality to ensure a bala-
nced presonality, so must there be a balance

between/esessoe
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between group solidarity and individual effectiveness
as objectives of education to ensure a stable
society. An optimum degree of group solidarity
is necessary to ensure a stable arena for effective
self-realisation; and an optimum degree of
self-realisation, through effective paticipation
in the institutional systems of society, is necessary
to ensure group solidarity, and, as we have suggested
before, to ensure the enrichment of the social

heritage and group life in general.

THE OBJLCTIVE OF TELIC OOCIAL CHANGE

The idea of the enrichment of the social
heritage and group life in general suggests the
third ultimate objective of the educational
system, namely, Telic Social Change.

"The school may be considered not only an

introduction into the already dynamic soclety but

an agency of social change. This intensifies its
connection with other compartments of life.... Of
course " Mannheim counsels, "the political struggle
must not be brought into the school lest democratic
tradition be lost in the course of transformation.
But who would deny that the school should participate
in that process of social education vhich prepares

a new type of man, able to cope with the responsibi-
lities th.t new techniques of social organisatlin,
changing technology and skills put on mankind?nle

\.uhile/o. " 600

12 K. Mannheim, Freedom, Power, Uemocratic Plauni%g,
(New York: Oxford University Press, L950), D
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¥hile we hava said earlier that, in its
soclalising function, the eduexticnal system 1is
"the reproductive ~rocess" of societ;y ve must
point out th t revroduction - both bilologiesl and
social = i not.ﬁuﬁlicntion. Variations an
nutations of the form ani content o “the thine"
that is beins reproduced are recogmised phenomena
voth in biology and in sociology. Gabriel arde's
Laws of Imitation,l3 particularly “the law of
refraction” of cultural patterns by their social
meulay are a case in point. these laws inuicate
Lhat in the course of the "reproauction® of
cultural pattern - over geographicaly, time or social
Space = such a pattern may undergo certain important
transformationsy so thut the "product' resembles
the oririnal patter only in part. again through
Tlasnes of insicht possible combination of existing
cultural traits may occur to a person or a social
groupy and its execution result in a synthethis of
a new variant or uwutaticnal rattern that bears Llittle
0or no resemblance to the original of vhich the
traits were consti.uent parts. Yarde's laws
indicate the possibilities of soeial change as a
result of social anc inuividual factors,

1t i.‘:i/oooooﬁc

13  G. lardey Laws of Imitation, translated by
©els Parsons, New York: Holt Company, 1903),
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It is important to note the usual distinction
made by sociologists hetween Natural (that is,
spontaneous, self-regulating and evolutionary)
changeg and Telic (that is, deliberate, planned
and purposive) change. The latter is rationally
promoted by man, as a member of society, in order
to achieve progress in the dircction of group values
and ideals. "social telesis is the process
whereby groups accelerate their own development
through first working out careful plans and then
carrying these out in an orderly way,"l4 and the
resultant social change is what we call Telic
oocial Change. This is characteristic of human
society, especially the highly evolved and complex
socleties commanding a large stock of knowledge,
skills and technicues with which to manipulate
their total environment. And "one of the ideals
placed before the educational system 1s that of
training the student in the understanding of
present-day conditions and movements; fostering

in him contributive attitudes; preparing him to

participate in comnon welfare activity. Lducation,

according to this ideal, should train a leadership

which seeks service to society rather than

personal/...........

14 E. 5, Bogardus, Sociology, (New York: The
MacMillan Company, 1943), p. 490.
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personal glory or reward; & leadership based on
«bility rather than on opportunism.”l5

The initial impetus to social telesis arises
(a) from the interaction of the individuality =
as pect and the sociality aspect of each personality,
and (b) from the interaction of personality and
societys With regard to the first Source of
impetus, we have to recall th-t socialisation is
never complete (except, possibly, in rigidly tradition=-
bound societies). That is, some individuality ele-
ments‘always remain as free dynamic variables urging
the personality to maximum self-realisation and
sclf-expression within the limits of social
permissiveness as definec¢ by the elements of
sociality in the super-ego of the personality or by
the society itself. In these terms, a person
with strong indiviauality can resist tue follies and
prejudices of his social environment and be highly
critical of itj; not because he 1is alienated from
it but because his personality is such that "its
roots strike so deep within society that 1t
scarcely bends before the gusts that play upon its
surface." Thus, all things being equal, &
personality with such individuality will seek to
realise the latter not by irresponsibly disrupting

the SOCi&l/coooao-oo.

15 C. Panunzio, op. citey pe 262
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the social order but by "first working out careful
vlans and then carrying these out in an orderly
way" within permitted limits. This is the method
of telic social change. It is when opportunities
for contributing to social telesis are denied
to certai members of a social group that tension
arises between their individuality and sociality,
(that is, between the urge for self-realisution
and, for instance, the sociality element of moral
respect for an d observance of law and order).
flere, the personality is faced with the dilemma
of foregoing self-realisxtion and confoiming
or seeking self-realisatiocn by ceasing to coniorm.

The first alternative constitutes a threat o

personality and social group development; the
second, to personality and social group integration.
The essential point here is th.t the conflict
arises within the personality, poses a problem of
personality equilibrium, and challenges the
"econtributive attitudes" of the personality
towards the resolution of the conflict‘and the
solution of the problem. Out of such a conflict
situation, for instance, a "blue-print" for a
reformed educational system better adjusted to the
needs of personality anc social group development

and/.......
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and integration may issue.

The sccond source of impetus to social telesis,
we have said, lies in the interaction of personality
(or personalities) and society. In this case a
society may be so organised as tc accord some of
its members (or groups of them) little or no scope
for the full unfolding or exercise oi both their
individuality and their sociality as constituting
personality-wholes, In other words, not only
may celf-realisation be denied them, but solidaeity
with the society, in terms of our five criteria
of solidarity, may also bz denied them or rendered
difficulte This sets up a strain between such
members (or groups of them) and their society.

A mild degree of such a situaticn of strain

always leaves room for constructive criticism

and th. forwarding of plans and programmes for
social reform by higﬁly gifted members (or

groups of them) in a society. It is, therciore,
in this sense that we suggest that the initial
source of impetus to telic social change lies in
the interaction between personality and the social
order.

It is therefore the third objective of the

educational system to equip the educand with the

necessary/seescsnes
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necessary orientation to these two sets of
votential conflict situnations. "Education,"

says Panunzio, "should inculcate trust in reason...
this means the inculcation of realistic thinking;

he eliminating of fantastic notions and rationa-
lisationsj; the liberation from 'isms,' lubels

and tags of thought; the subjecting of everything
that comes within the purview of the mind tov
examination and testinge... (This) is our only
guarantee against delusion, deception, superstition
and misapprehension of ourselves and our earthly

.
nlS e import of Panunzio's

circumstances.
prescriptions for an educational system geared

to the objective of telic social change is that

he educationél system should prepare educands for
reacting rationally, deliverately and purposively
to problems arising in their total environment

X7

which includes the social order. It is in this

“”'l:\’f/o s 00 0

16  1lbid., p. 261.

17 It must be pointed out that this extremely strong
emphasis which Panunzic lays on the cultivation of
rational reactions to the total environment cannot
be generalised for all educ«tional systems nor for
all societies. It is an emphasis that is characte-
ristic of the most scientifically and industrially
advanced societies and their educational systems.
snother necessary limitetion to this emphasis is
that no society, in fact, allows '"the subjecting
of everything that comes to the purview of the mind
to examination and testing." Every society removes
certain beliefs and practices from critical
examination and criticism. A case in point is
that of religious dogma, ritual and (in a sense)
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way that they will be enahled to formulate or help
in the formulaticn o: plans wnd programmes designed
to ensure greater self-realisation of hunan
individuality and realisation of social group
goalsy and Jreater integration ol humnan personality
(through a balanced synthesis of individuality and
sociaulity) and integration of the social group
(through fuller participation of its constituent
sub=-groups ).

The measure of the adequacy of the preparation
of the educand for this tusk is how far he
tackles it "throush firet working out plans then
carrying thece out in an orderly way,"  This
task, Bogardus says, involves the following steps:
(a) securir~ dat@, such as facts co.cerninc persons
and groups: (b) accurately interpreting these fucts
in terms of personality and group needs; (c) cure=
{ully developing a set of desirable g;oalsl8 and
.4} roing ahead systematically to wchieve and 1o
mocdify these geals in achievement. This is
essentially the scientific methode  And, in
this sense, we may suggest that the opromotion of
telic social change by the educational system involves

the inculcation, in the educand, of the scientific

appr‘oa(}h/novoo.oc

18 This may be done either through vocalising the
unvocalised aspirations, values and ideals of the
anmrisal oranne  thranch nronhetie insicht: or
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approach to his total environment.

Thus it is the task of the educational system,
in inculcating the secientific frame of mind in the
educand, not only to equip him with a general
rational orientation to personality, inter-personal
and intergroup problems but also to equip him with
a knowledge of techniques of securing data and of
how to interpret data; with high evaluative
standards for determining desirable goalsj; and with

a courage to pursue those goals even against the

censure of ill-informed or un-informed opinion.

In this way the educatiorzl system seeks not only

thup tine educands shall be effective in social

participation as members of the social group, not only

that they shall be solidary with their sccial

group, out also that they shall be in a state of

preparedness to contribute raticnally and purposively

towards lifting up the social group (and, therefore,

also themselves) to higher and yet higher levels of

existence, welfare and social progress.19
The concept of socizl progress is not independent

of the concept of personzlity development both in the

sense of individual effectiveness and in the sense

Of/noooooo

19 The concept of '"sociwul progress'" in sociology is
still largely elusive, ill-cdefined and subjective.
However, attempts to develop objective indices of
social progress have been made, inter alia, by Todd.
For our purpose, social progress is the asymptotic

annrnarh nf a annial ornmiim tn anma 1da0al nn 4idoalae
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of social effectiveness. some olaer soclologists
‘1ike Herbert Jpencer and Benjamin Kidd considered
these to be independent of each others  Thus they
sugrested that the welfare and progress of Soclety
could be attained apart from th: welfare and progress
of its members; in fact, thro.gh the sacrifice
of its members tn *he gond of soclety. Our view
on this point should be implicit, if not explicit,
in o:r precedins discussion of the functions and
cbjectives of the educational systeme It 1s that
the two (that 1s, society and personality), though
not reducible to each otrer, are in svuch a stute
of Intimate interuependence *thut Lhey are
insevparable except analytically. / conception
of personality apart from the complex of social
relationships in which it is cradled and nurtured
and in which it participates and unfolds Iitself,
snd & conception of soeciety apart from the
rersonalities that interact within it, are bHoth un-
realistic abstractions. Yo society can be real
unless its constituent members are real; and no
member of society can be real unlesc he is ~rounced
in a real fabric of social relationships, institu-
tional svatems and social heritaze. This state of
close interdependance between these two su;rests

}.'l,"it/oooooou.o
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that neither can progress at the expense of the
other without sooner or later underzoing
retrogression as a resulbe. A society that
attempts to realise its ends by crushing its
constituent versonalities crushes the springboard
of ils own progressy Jjust a;fbeﬁsonﬁlity that
attenpts to realise its individualivy irrespeciive
of © he institutional norms of its socliely cuts
itoelf off from its social moorings as a social
unit..20 In both cases, tne ultimate result is
a messure of stagnation ane retrogressions

In the case of these threc objectiveds
vie may alsc expect differing emphaccs in the
educational systems of various scclietiess In
totalitariun societics, for instance, the objective
of individual ef ectiveness may be more narrowly
definec thafn the other twoj in tradition~bound

societies, the objective of telic social chanwe
9 x

r:‘lé":}'/..t.‘c.....

oC  The latier case may be expected to occur in
@ situation of revolution. flere, hi,hly critical
or c¢ifferently=-oriented perconclities vould appear,
rirst, to unuergo a process of mental anc moral
alienation or unmooring from the status quoj
second, to uevelop a conception of w Status
ideal; ana, third, to destroy the status quo
in oruer to usher in the status ideal. lowever,
this type or method of social change should not
be confused eitner with evolutionary social
chanoe or with telic social changes It 18 a
type or method of soclal change, sul generis =
revolutionary social changes
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may be more narrowly circumscribed thsn the others;
ant in democratic societies, the objective of group

diveet

solidarity may receive lessﬁemphasis than the other
two. However, we have been concerned here with
shouing the ende~components of the ecucuticnal system,
as an institutional system, form the functional

point ol views




CHAPTER _VII

THE _RELATIONSHIP OF THE EDUCATIONAL _oYoThM

ANU_ITS SOCTAL BASE

There 1s a necessary parallelism between the
educational system and its social base. This idea
hag been crystallised by Tinrey in terms of what
e ealls "the principle of social parallelisme.” -

"a striking paralielism
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betreen any ~iven civilisation and the eduocational
system that functions within it.'d Thnis principle
is also implicit in Parsons' concept of “imperatives
ol compatibility." 3y this he means that, in orcer
to achieve structural stability ant functional
narmony, "a social system,” Inter alia, "must

meet certain conditions of compatibility

‘betweon structural parts anc functional systems)

within the sane society."2

In eduecational theory, the prineiple of 'social
narallelism has often been expressed in terms of the
concept of "adaptatlones" This, for instance, is
the cardinal concept in the vork and philosophy of
the New “ducatirm Pellowship.® The rellowship's

concention seeese

1 R. e Uinney, Ope citey s 6,

Je Parsons, ihe voecial oystem, (Glencoe:
Ill., The Free PreSo’ ) 9 Do 177,
(Brackets in quotation are ours).

3 wee especlally: LeGe .Jalherve (ealtor), op. cite
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conception of "adaptation," it must be noted, is
not & static anc one-sided oney in the biological
sense of the adaptation of éﬁé organism o its
environment; it is, over and above this, dynamic
and two=-sidede "It is dogical that education must,
if it is to be a living and dynamic force, change
to meet the needs of a changed world... but some
of us feel that in the critical times a more
courageous and farseeiny attituce is needed and
that education.should be prepared tolead

social chanﬁe'"4

In this sense, the concept of
“adaptation," as calling for adjustments both on
the side of the educational system and on the side
of' society, is synonymous with the councept of
parallelism. leither the educational system nor
the social system can be at variance with the other
for £ long and both still survive. A newv
"adaptation" or "parallelism" sooner or later must
be achieveu on a new level.

‘his necessary "parallelism" or "adaptation"
may be illustrated with refer.nce to several
aspects of the educational system. For our purpose,
we may analyse the latter into the following aspects:
(1) organisation (2) content (or curriculum) (3)

methods/....-..

4 Tbi'u, p' 60



- 187 =

nethods and (4) objectives.  The conception of
nthe school as a miniature community”™ or as a
rancial microcosm"” has oftern bedn upheld in educational
theorys. "his implies a necessary parallelism
between the educational system in its organisational
aspect anu the social organisation of which 1t is
sarte In this sense, the edvecand's experience
within the schooi tgpoeial microcosm' shoula be &
thorou. h preparation for civic responsibilities in
the com.unal or national "social macrocoss"
sutoeratic school organisaticn, for instance, in
a Jemocratic social system or .emocratic scnool
organisation in a Totalitarian social system would,
in terms of the principle of social parallelism,
e "monstrous deformities doomed not to survive long
unless some adaptation be effected.

ne example of the operation of this
priociple, in the relationship betwean school
organisation ani social orranisation, thouzh
in an eperimental stage, is the ‘innetka
wxperivent carried out in the ‘nited vtates.
It represents the iceal of democratic scho 1
or-anisation in a cemocratic societye. .ere
Srdessor narold nugs cives a glimpse or one aspect
of the organisation of a schoul on the vinrnetka
Plan: "The assembly is a sort of forums. one day

it may/......u.
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it may be a business mecting in which all the
local school affairs are discussed and worked out
by the children themselves..., a third grade
child presiding over the assembly of two or
turee hundred of her schocl mates, in good
parliamentary fOrmeces svery chila in the
inietka schools has an opportunity to serve on

some comuittee.” 5

The principle or social paralielism may
also be illustrated with regard to the content
of education, on the one hamd, and the social structure,
on thie othere }inneye cites the threc-class social
system of the Viddle .ges - Clergy, Knights and peasants =
with its corresponding tripartite programe of
trainin for each class. similar examples may be
dravn from Ancient “reek and ioman educatioche
7o ak e reference t these educational systems 1is
not to sugmest that they are uefensible from many
other points of view; it is merely to illustrate

A3

the adaptation of the content of educution to the

requirements o1 social structure. ‘hat isy &
uniform

ecucational/eseee

5 lle Rugygy "The winnetka Lxperiment," in ..
:",;?alher‘Je, OD Qi’to’ De 148.

6 fval'e 'x'inney, ODe gito, De 90
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educational content would have been incompatible
with a soclal system thus rigidly stratified =
the parallelism between the two would be throun
out of balance and a new parallelism would have
to be sought on & new level. <re Harold Jowitt
insists that "the curriculum must surround the
child with an environment of suitable activites,
related to and helping him to uncerstand the
activities of his larger environuente. It must
take much of its material from the actual life
which the children are liming and lead them to
a life which the children‘are going to 1ive."7
Hence it is thut no school curriculum will remain
satisfactory unless it gradually and steadily
adjusts itself to the changing sociusl ordery
and no social order can long survive unless it
is adequately subserved by a curriculum thut is
adapted to the needs of the social order.

vVietor Murrayg claims thut the essentials
of the content ¢f a well balanced curriculum

are more or less universal.9 e mentions fives

{a)/uoo-ouco

7 He JOWitt” OP e Citn’ De 161,

8 Ve Murray,'The school in the Bush, (London:
Longmans, Creen and Company, 1929J), pe 155,
© However, the emphasis on these essentials would

tend to vary from society to societyy and with
spheres of speclalisation in each society.
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(a) The tools @ nan uses: the three Z's. (b)
The world of values and ideals: Jcripture and
Horal Instbucti»n. (e) “he world of things:
Nature tudys (d) ‘he world of people: Literary
studies. (e) Creative .ctivities: Arts, Crai'ts

and danual training. lie rightly points out that

these five essentiuls are aspects of life, they do

not correspond to any hard and fast division
of subjects in the curriculume ihey are just as
much concerned in how we teach as in what we teach.”
The last sentence clinches the issue. ‘hat is, #hi&e
these essentials of “he content of educatlon indicate
broad categories of subject matter that may be
included in a balanced curriculume. Vet the specific
cognitive, affective and evaluative data must be
primarily indigenous and »articular to the society
and its total environment and only secondarily
exozenous and universal as the indigenous ana the
narticular data nave been mastered. this is
consistent with the principle of social parallelism.
It is true as .urray says, thaty for instance,
Y@ primary aim of history teaching in Africa is to
put the african into the stream of history from

10 But in

which he has becn absent for so long."
terms of the principle of parallelism, a history

curriculum/sesee
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curriculum geared to this aim should initially
pecognise that the euucand stands in a relationship
to nis society and to his Limese This necessary
con.ection between the educand anu the soclety
in wnich he lives is one ¢f the fundazental
points that history emphasises. In fact, it is
a point that ought to be clear in all history
teaching, however elementary, and it is the only
legitimate way to study Civics. ne same could
be said with regard to the geograpny curriculume.
"The echild's interest in, and knowledge of,
his immediate neishbourhood should form the
starting point for related knowledse of and
interest in the wider huaan family living under
various concitions, but sinilarly enzaged in
winoin o from their enviromment food, shelter,
clothing anu other necessities.“ll
With regard to teaching methous, this princi-
ples has been advocated in various lerms, such as
the necessity of adapting methouas of teaching to
jmuediate situations (or resourcefulness)j the
necessity of making the presentation of subject
natter rezl (or concrete)j and the tapping of
the educand's exveriences (or proceedins from the

known/onn-uooo.

ll Ibi(lo' De 173‘
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known to the unknown)e This aspect of the application
of the principle has received the greatesi enphasis
from the waucation Fellowship in its designs of
ew Nethodse. Here the emphasis is that the educator
should so set the school stage that the educalor
learns in more or less the sSame Qay as the
human race has learned (or at least in the samne
way as soclety ed.cates informally , thut is,
throuzh "observation,* "activity," "playing,"”

tplannin- own work,” "discussing,” "projects,"

“These techniques," says knsor, "are not purely new
methods of teachingy they are based on « new
coucepticness th.t life and reality are after
all the great teachers" Irom and through whom the
human race itself has learned. In other wordus,
she advocates for a parallelism between the
me Lhods of learning and tesching in school and
those
#inet in the special enviromnment in which the
school is scte

Thus far we have attempted to elucidate and
illustrate the concept of social parallelism by
making speciazl reference tc the organisational,
curricular and method aspects of the educational
sr8teme ‘e have pointed out thut this orinciprle

iﬁ?"OSeS/o cevevse
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imposes a conception of the euucational system as
a structural and functiocnal microcosm of society,
attempting Lo reproduce the human zroup
experience in the educand. [From the point of
view of the educator the sceciul group is the
repository of the social heritage tc be trunsmitted
tu the educande It also prescribes the meaning
anc scope of the objectives of the educwtional
s,6tem; and Is ihe arena in which the ¢lucwnd
must leter take his position-in-role-periori«lce.
The educativual system, on the other hwnd, "is$
the reproductive procesc of societye. it reprocuces
the social heritage into the individualy +e.. it

conserves the social heritage by reproducing it
into the minds of each new quota of the racial

2 And the subsequent performance in,

progeny."l
or psycho-sociul adaptation to, the social group
thet the graduand shows as a result of his
education is the ultimnate measure of the degree
of "soeial parallelism™ between the educatlicnal
system and 1ts soclal Dase.
‘e must point out, however, that this parallelism
cani..ot be absolute, in empkical situwtions. It
can only be relative or approximate. [finney is

Vvell/voc.ooa-

12 ReEo Finney, 0D Cit-, De 100
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well avare of this fact and atributes it to

cultural lagze. [e points out that, on the side

of the educational systewm, this lag may be traced

to: (a) "the traditional hangovers from the old
regimes" (b) "the freaks of ill-considered
innovations and random lunges of irraticusl
experinené}" (¢) "the gaping omdissions or
neglects," such a8 the omission of social studies
and philosophy from our scho.ls, especlally in the
pre=-univeraity curricula. ‘'he social struciure,

on the other hand, may be thrown outl of balance

or parallelism with 1its educatiocnal system either

by too rapid social changes, especially in the economic
sphere, unaccompanied by corresponding re-adjustments,
to meet the progress and innovations made,in the
educatiomal system. Changes 1n the one must be
accompanied by corresponding changes in the other.
lovever, the sources of relative imbalance to which
iinney draws attention mnay be sald o be dysfunctional
or undesirable for a working equilibruim between

the sccial system and the educutional systeme. e
must now draw attention to three functional and
necessary sources of +this relative iumbalance.

These arise from our preceding discuscion of the
functional aspect of the educational system.

I‘iirstly/o sensose
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Firstly, unlike the wider soclely, tlue educational
system tends to present group experience to the
educand in a simplified, planued an. systematic
way; secondly, it tends tu eliminate ihe undeysirable
societal influences from itsell as an environuent
oi the educandj thirdly, it may even tend 1o
undo what the wider comaunity has wrongly done in
the development of the educands Jercy however,
the educational system is in a dilemma: 1t has
to be crnsistent with tae orinciple of parallelism
(that is, set itseli as a miniature society) and
be realistic, not artificialjy but at the same time
it must sbstract certain fu ctional conditions
occurine in the wider comuunity, incorporate them
into its own structure and eliminate the dys-
functional ones. In this way, its controlled,
selective and systematic nature adds to it an
element of artificiality. The ansvwer to Lhis
dilemma, as we have indicatel, is a Limitation
of the principle of parallelismy an unuer=
stanaable and necessary limitatione. .e only have
to n.te that the social system is a generalised
system while the educatiovnal system is a
specialised systemes that the former can do only
clumsily, superficially anu less systematically,

it delegates/seccsss
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it delegates to the specialised s;stem to do
neatly, thorou hly anau mere s;stematically. @
nave to note also thut in the wider society there
are many action patterns that would Le dysfunctional
both to the educand and to the society itself
if transmitted. These must be systematically
left out in the education of the new generation
or, if already trans-itted to the educand
infornally, then they must be formally
eradicated.

It is, however, an open guestion in
sduecational sociologzy Jjust how far the educational
system must be 2 miniature society. Tt would |
aprear that it must reflect and imopress on the

educand the statug guo (of the vider society at

its best - thut 1s, minus its 'evils') an. the
status ideal (as conceived within the status quod.
we shall accept this as a social.y necessary
qualification of the principles of social
parallelism. According to the Decroly 7lan the
formal educaticnal process must parallel the
informal process by which the race itself has
learnede This methced refers the formal
gducational vrocess to the medel of the status

ante/...--...-
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ante rather than to the status quo and status ideal.
It amounts tc a virtual negation or rejection of
modern scientific insights contributed Dy
cuucational psycholojists and soci~logists to ‘the
cuucative process and the methods ot promoting
ania facilitating it Is there any scientitic or
moral justiiiestion for exposing the youn: helrs of
a scientific civilisation to the painful, vasteinl and
costly blunders "by which the race itsell has learned?"
‘5 it not precislly the functicn of education -
45 a2 eontrolled and systematic process < 1o save
Lre rocial progeny the price thst t e race h.as paild
cop its accumulated social heritage” It would
seem Lo us bhat the immensity of the accuaulated
sociac heritage and tihe brevity of the history of
e ircivicual as compared withi that of the human
cace Torbid us frou asking the raclal progeny o
re-tress Loe long and uevicus path t.at e
ruce nas trode .ence bLo us the educational
s, sten musty with the limitati s or gualifications
pointes out above, parallel society botbh as it is
and as it should he vithin the span of huuan
perceptions The educational system must I'uiciion
in, for, and like the wider society, but only in
a aore selective, stream-lined and systematic
nanner, and using cnly the data and me thods that

socie ty/c 2090
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gociety considers most useful and most desirable
for its members and for itself in the opresent and
in the foreseeable future.

This parallelism whidwe have attempted to
i1 ustrate with reference to the organisation,
content, and methed of the edicational system holds
particularly true with regard to the social
structure and . he objectives of ed cation. e
have pointed out, in an earlier section, that
the objectives of the educational system are, in
essence, sceial values entienched in the social
base of the system and entrusted to it {or
systematic pursuit on behalf of the social groupes
‘hey are a social trust. ana in so far as
social values arce “sacred" to the soc:al group
the objectives of edueation are a "sacred" social
trust, entailing definite “moral obligations" on
the part of the educators to the social groupe
ence, the social gr-up may be expected to entertain
definite role-~expectations with remard to the
pursuit and achievement of those objectives hy the
ed.cational system. 'These role-expectations, as
ve have said in an earlier secticn, are held in
the medium of s stens of ideas: and the latter

refer to the educational system not only ieseriptively

b'\lt/.oooolooooo-t
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but also interpretatively and imperatively, in

the light of the sneial structure. In these
terms, the edueational system is seared to no
other objectives excepl those that animate the
social group (or the seneralised social structure)
of which the educational =ystem is a parte
.hen this parallelism is upset, tension arises
petween the two an continues until a new parallelism
is achieved on a new level of objectivese This
tension may be expected 1o be particulardly acute
in plural societies where two or more exclusive social
groups may entertain two or more divergent role-
expectations with regard to the purs.it and achieve-
nent of objectives by an eduecational system serving
one or all of the social groupsSe

This necessary parallelism between a (plural)
social structure and the objectives of an
educational system directly serving one of
the soclal groups constituting the social
structure and the emergent problems of divergent
role-expectutions (of tie several social groups)
with regard to such an educational system consti-
tute the central theme of this studye wuch
divergent role-expectations tend Lo throu the
educational system out of parallelism with its

social Structural/ TYEE K
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sceial structural bases I'he educational system
at stake here is that serving the African social
oroup within the plural south African social
structure. Tn the next chapter, ve present an
outline of this social structure in order to show
the broad social structural context from vhich
tie divergent role-expectations which are

crucial in _his study arise. e shall not
at.empt to give an exhaustive treatment of

this. ve shall mercly outline those asnpects

of it which are directly relevant to our problem,
ana only to that degree of intensiveness that

is necessary to throw light on our probleme.
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CHAPTER VIII

THE SOCIAL _GROUP BASE

THE BROADER BAJE

The broader socizli base of the African
educational system is the wouth .frican social system.
This 1s a plural social system consisting cof four
interrelated social groups - the vhites, the
Coloureds, the asiatics anc the Africans. lhese
differ in numerical, racial and cultural characteristics
as well as in thelr socio-economic positions in
the general social system which they constitute.

The positional set of differences suggests that
these groups are stratified; and the racio-ethnic
differences suggest that they are siratified as
racio-ethnic groups, th:at is, as genetic rather
than as congregate soclal sroups.

In vouth /Africa, it is a fact that needs no
gocumentation that the :hite racio-ethinic gruup
(tho.gh a numerical minority group) is the pover-
sajority group dominating the entire social
systeme JLrom this it foliows thut the three lione
+hite groups (though together comnstituting a
nunerics] majority section of the population) are
a power-minority section. This points to the exis=-
tence of a definite White-lon-vhite bar in wouth
Affica. lioernle, for instance, illustrates this

/ bar clearly/ceeesscsse
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bar clearly with respect t¢ the allocation of
political power between whites and Non-¥hitese.

fIn short, if we look at the Union as a
whole, its political structure is not a democracy:
it 1s aAracial oligarchy, which might even be
described... as a 'pigmentocracy,' if it were not
that the absence of nigment in the skin, rather
than its presence, serves as the test of membership
of the dominant groupe. The franchise and the
composition of Parliament are so arranged as to
embody the principle of the dictatorship of the
+hite minority over the non=ihite majoritye.
Tolitically, wouth Africam, is without dispute,
a 'White man's country&"l

ilowvever, a closer examination of the lion=-
white section reveals that this section is itself
stratified racio=-ethnically. The africans
constitute the lowest stratunm in the Non-white
section and, therefore, in the general social systems
Between the vhite superstratum and the African
substratum the Coloureds and the Asiatics shif€ back
and forth = the Coloureds generally occupying a
higher position. This is also a well~known fact

in/co.oc.oocv

1 R.F. Hoernle, .outh African lative Policy and
the Liberal inrit, (Johannesburg: litvaters-
rand Unilversity Press, 1945), p. 4.
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in wouth nfrica.g iiowevei'y on the vhole, the
+hite group's at;ituue of domination over the
con=\Whites, as a section, has a unifying efiect on
the llon=-rhitese licernle saw this clearly nine
years a:oOs

“This 'hite attitude, if victorious, can i~
the end have only one result, viz., to unite the «s.
lon=muropean groups in commén opposition to the
Luroocan groups as the common enemy: the common
ou, ressor, notwithstanding all its protestations
thit it wants to be their com on 'smardian.!
Attempts to form a 'Nonemsuropean fron' are already
bein;: made."g

fhese arrangenents have since been made

extensively and with justo, despite ihe -hite

technigue oi divide et impera.

THe  NARUOWAR _B/ok

he narrower social base of the African
educational system consits of the vhite and the
«frican groups which are the most interested
groups in the structure and functioning of this

ecducational/esvee

2 Ibidey pre 144 - 147,
3 Ibidt, DDe 146 - 147,
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educational system. There are a numnber of significant
characteristics of these groups which are important for
the central problem of this study. ve shall outline

these with respect to each of the two groups.

THE  WHITE GROUP

This is a relatively small group constituting
only “C.9% of the tdalpopulation. HNumerically,
therefore, it is comnletely outnumbered by the other
three non- hite groups which, between them, constitute

4 n view

7941, of the wouth African population.
of this, the wouth .Jfrican -hites may be expected

Lo be consciocus of their numerical inferiority.

~nd, inceed,y this is the case. +‘heir self-
consciocusnessy in an analysis of their social

actionyg as a group, in plural ocouth frica. "Of
necessity they (have) had to arm and protect
themselves against the evergrovins manace (of
swamping), and how could it better be done than

by throving an impenetrable armour aroundi themselves =
the armour of racial purity and self*preservationi"s

It WaS/c cewe

4 These are the 1951 Census figures obtained from:
1o Tiorrell, "The Population of the Union o7 .outh
Africa," (published by the Jouth .\frican Institute
of ace Relations, 1953), pe 1.

S5 ededs Olivier? "apartheld - 4 Clogan or a .olutiont?
Hace nelations, 90/53, pe 1. (3rackets are ours).
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It was possible for this group to use this
marmour of racial purity" because, -on the vhole,
its members are drawn primarily from tie
Caucasoid racial stocke. But this stock includes
4 wide assortment of sub-races differing signiticantly
in many physiecal racial characteristics except
one, cclours wo that, it woulu be more accurate
Lo refer to this armour as the armour of colour
purity. However, the fundamental point is not
so much the stuff out of which this armour is made =
race or colour = as its alleged purity. 4na this
must be tested against the history of this group
in plural south /frica.

Tn the course of a revealing study of
miscegenation in wouth Afriea, George Findlay
makes this observation about the  hite group under
discussion:

"Wothing 1s more remnarkable than the trend of
ugliness in -outh Africa to take the form of
flzttened, rather, bridge-less noses, thick lips,
heavy jaws and chinsy and innumerable other
Jantu traitse.sss Indeed, this fact is so
ordinary that we do not trouble to observe it, and,

of course, comment is not supposed to be in goca
taste«"6

The history of this group in -outh Africa has
left its ravaging marks on the armour of racial

or/........

6 G. Findlay, liscegenation, (Pretoria: The
"ppetoria News™ and rrinting %orks, Ltd., 1936),

na. 914
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or colour purity. From 1652 to 166C there was

neither public opinion nor legislation against sex

contact between the rhite group and the non-i/hite

L]

group members who were not slaves and who veare

Christians. The distinction for all intimate

contacts was between the Christian master cn the

hand and Heathen and slave on the other. sgainst

a converted heathen and a freed slave there was

no barrier to sex contact with the Vhite groups

Whereas after 1660 White public opinion

gradually rigidified against miscegenation no

over-all legislation was passed to prevent this

between the .hite group and all the other non-

vhite groups until 1949 and 1950.? Hence, for three

centuries miscegenat ion between ‘hites and Non-

Vhites has been an essential feature of the inter=

group sexual life in oouth Africae. iAnd until

19508 there was no legislation to prevent any mixede

blood of acceptably fair colour from Jjoining the

#hite group. It is Findlay's conclusion9 that

there has been a considerable amount of "passing"

of this fairer progeny of misceégenatory sex

contacts/ escecee

7

8

9

This refers to the passing of the Reehibitico ot —he
"rohibition of Mixed Marriages Act of 1949 and the
Tmmorality Amendment Act of lCSO, respectivelye

This refers to the passing of the Topulation
Registration Act of 1950.

Ge Findlay, OD e Cit-, Pa 24
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contacts into the white groupe. ifter making
vgome effort to form an idea of the blood composition
of the coloured people at two centres, one in the
Transvaal and one in the Cape Province,"” he came
to the observation that "in both comuunities the
nurbers of those with the smallest admixture of
Luropean blood abound. In the Cape particulady
the very 'darkest' types are by far the most
numerous.”" He proceeds to pose the following
problem:

"The faet thw: the coloured locations practically
speaking contain nothing whiter than half-custes

challenges explanation. On the black side all the
fracti nal admixtures are there just as e would
expect, but on the white side they have vanished.
sither this residue has escaped into the European
category or it becomes necessary to explain_ how it
is th.t they have not come into existences"

He dismisses the Latter alternative as peing 'in the
highest degree fanciful' to any one conversant
with the facts of t he south african situatione.

ind, using the concept of ghe blood composition
bridge" and further confirmatory bbservations,

he comes inevitably to the un-south-African-thite
conclusion that the existing Coloured populationll

is "the compulscry residue of the coloured people,

and all/ooooo.o

10 Ibidd’ Doe 17.

11 This peopulation was estimated in 123€ at
612,000, The 1936 Census figure turned out to
be 769,661 and the 1951 {igure {which included
Mrrme Malara) wae 1109 2A9%.



12 And "on the

and all who can escape do so."
rate of fusion we can say that more than halfl of
the children of the Zuro~eamshave become coloured

13

in our brief period of contacte.” A praveging

revelation to the “"armour ~f racial purity" or
colour purity.

The Cupe Coloured Comuission of Inguiry of
1938 also conceded that "there 1s an increasing
tencency for Cape Colouredsto "pass over the line"
if their appearance enables them L0 40 30
There is ample evidence thut s number of Coloured
cersons have alresdy "passed over' ana been absorved

in the buropean poPuLation."14

Hence, behind
olivier's "armour of racial purity" stands a
reterogeneous racially "impure" = "¢hite" group.
However, the heterogenéity of this group
extends to the cultural aspect as well. The
major cultural cleavage in this group runs along
the Iritish = Afrikaner line of division and this
division has lately been couched in terus of
extreme nationalism. But the cleavage itself is
as old as South Africa. Tt inheres in language,

in the/u'-......

12 Ge Findlay, OD e Cito, Pe 14,
13 Ibid., De 46
14 Usles 30/1939, paragraph 138. ~ge also the

13th keport of the woeial and sconomic Planning
Conneil. U.G. 53/1948. paragraph 2l.
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in the arts, in religion and in political and
torld outlook = including the values enshrined
in all these. Referrin- tothe ascension to
poier by the Afrikaner sub=-group, ‘hyte points
out that this "has appeared to many Afrikaners,
whether of the Nationalist Party or not, to be
the climux to a long struggle - a struggle to
win recognition of an Afrikaner "nationhood,"
a struggle against the self-coni'ident pride and
power oif the "Englishﬁan".... It is the emergence
of a language, a people, a culture...."l5

In the course of this struggle, language
differences have been emphasised and a seraible
for lenguage supremacy set afoot until at present
in wouth Afrieca a language spoken by barely
one and a half millicn individuals in the world
has won ascendancy over an almost universal
lanzuage . Tn the arts, literzture, musie and
s0 forthy an Afrikaner tradition is being
Jjealously cultivated in sharp competition
against anything that tastes LSritish or .nglishe

~na the wouth ~frican inzlishmen seem determined

that thE/ooooooo

15 we Whyte, "Behind the Racial Tensions in
wouth africa," published by the sSouth African
Institute of hace Relationsy 1053, ps 8.
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that the British tradition shall not perish in
south ..frica. 1his is evicenced in the
wnglish ane in the ..frikaner Schools, in the
snglish anc Afrikaner radic programmes, in
“nationalistic’ celebrations aﬁg so forth.
‘he cleavage in religion Laus erystalised around
the Lnglish-speaking and tne Afrikaans-speaking
Churches.

liowever, the climax of the cleavage woudd
seem to have occured on the political level.
Hepe, the differencesin language, arts and
religious outlook seem to get clinched in
Afrikaner nationalism which brooks no compromise
with any'un-ifrikaner aspirations of' those white
South Africans who are of Sritish extraétion.
The victory of .frikaner nationalism over anything
sritish or un-Afrikaner has left the snzlish
only two alternutives; that is, either to
accept the values inherent in sfrikaner nationalism
and be Jjunior political partners or reject these
to their own political dooms  OUn the political
level the divergent values of these two sub=groups
have become evident with respect to their
conceptions of and attitudes to a nuber of basic

political/....u-¢..
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political concepts: (a) the concept of the sovereignty

of Parliament; (b) the concept of the sanctity

of the Constitution: (c¢) the concept of the
independence and functions of t he Courts; (d)

the concept of the Parliamentary Opposition

rarty; and, possibly, aliso the concept of utates=-

manship.l6

In all these the two sub-groups

are poles apart in outiook. And the political
triumph of Afrikaner naticnalism has become the
rallying-point of Afrikaner aspirations and values
in the other cultural spheres. It has become the
concentration point of Afrikaner ethnocentricity
and snti-British sentimente "While there are
many afrikaners who ratienally reject the plans
and policies of the (Nationalist) governuent, even
they find emotional satisfaction and outlet in

the success of those to whom they are united in
blood, in tradition and in history.l7 The
government is really the focal point for the
emotions which date back to the days of vomersetl,
Benjamin D'urban, to the border forays and the

"Kaffir/...-.. *®

16 It must be conceded, however, that many
Afrikaners vithin the United Tarty tend to have
a more or less com on orientation with the
Snglish=speaking section to these pointse.

17 mssentially a history that has been ante-
anything un-ifrikaner in Jouth sfricas
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'Kaffir ¢“ars,' to the 'concentration camps' and
to Milner."l8

But, behind the cultural tensions between
these two sub=-groups, there¢ is a substant;al degree
of cohesiveness based on a number of things that
they, as the +hite group,have in comnon (though
sometimes differentially) in.ccntrast with the other
three non-white groups; namely vhite colour,
economic and political power and senior hierdom
to vestern civilisation. "As vhite men, they
are proud of the ecivilisation whienh they represent
and they view with- foreboding the possibility of
a lower black civilisaticon taking control.

nacial (or Colour) prejudice is their common
19

propertys both are white." Aand "if therc was

one thing on which all vhite wouth Africans were

20

agre«d, unless insane, it w.s white supremacy."

THE AFRICAN GROUP

This is the largest group in wouth Africa
constituting 67.54 of t he total population. it
completely outnumbers the other three gr ups

v hiCh,/cooooo

18 e V‘hyte, Ono Cito’ De De
19 ;bi_dﬂ, pe 12,

20  JsCe omul:, quoteda ins
L. Kuper, “The -outh sfrican lhative: Caste,
Proletariat or hace?', social Forces, Vol. 28,
[ioe 2y Uecembery, 1949, pe. 140,
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which, between them, constitute only 3254 of

the wouth African pOpulation,zl llence, one might
expect this group to Dbe éonscious of its numerical
superiority and to use it to best advantage in
finding for itself a place "in the sum" of plural
Jouth Africa. Buty on the contrary, this is
Largely not the case in facte It does not appear

to be a social fact with the group; but largely

a statistical fact. This 1is particularly striking
in view of (a) the racial homogeneity of this
group and (b) its soecio~-economic position in the
whole social structure.

hacially, this group does not exhibit the
heterogeneity one finds in the white groupe
Its members are drawn from the Negroid racial
stock e snd the number of dark-coloured
mixed - bloo#ds that remain in ity 1f any, must
be v.ry negligible in view of its unatractive
socio=-economic positione.  Hence one would expect
this group to have a developed purist race=
consciousness around vhich the statistical fact
of its numerical superiority is translated into

a "J;OCial/ccloobnu

o1 .ee footnote 4 (supra)e
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a social fact and mobilised, in conjuction with
the social fact of its socio-economic inferiority,
into a dynamic social force. Sut this has not
been the case to any appreciable extent. The
small measure of race-consciousness thst exists
seems to be in the nature of a semi-conscious
reaction to the vhite group 's corroded "armour
of racial purity and self-preservation."

with the white group this consciousness is
a deliberate technigue to uefend a “threatened"
socio-economic supreriority and 1o buttress up
a disquieting numerical-infericrity consciousnesss
But with the african group it is not possible
to justify the proposition thut there is a
parallel psychological technique either to defend
a "threatened" numerical superiority (which is
not threatened) or to buttress up a socio-economic
inferiority consciousness (which cannot be
buttressed up by this technique, in any case)e
~hereas there are many rachonscious Africans,
this consciousness is not yet a social fact on
the group=level at whici: we are discussing heree.
The relative insignificance of racial consiuerations
among the africans isy pernaps, evidenced, among
the -ulus, for instance, by the striking infrequency,

of the uﬁe/oooooooooo
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of the use, in comaon parlance, of the word
muhlanga® (meaniz, racial stock) in comparison
with the quite frequent use of the word "isizwe"
(meaningz, nation or nationality)e

Ope factor (relevant to this study) vhich has
tended to obstruct the development of a virile
race-consciousness in this group is its cultural
netérogeneitJ. In general, the sfricun group
carries a traditional culture and eivilisation
that differ¢s from that of the other three groupses
_ome of its distinctive characteristics are:
its non-literate and non-technical characterj
its subsistence economyj iis lack of a monetary
system of exchangej its lack of the institution
of reoresentative government; and its lack of
a revelatory or prophetic ethico=religious systeme
Sut behind these common distinguishing characteristics
lies a series of finer distinctions within the
African culture and civilisation. These
nanifest themselves in language, attire, customs
and traditional institutionsSe On the basis of
these the african group is diff%%tiated ethnically
into a number of sub-groups or tribes, such as
the .~hosas, 20thos, lswanas, zulus and a small
number of imnigrants from the !orthern Territories.

.;hese/........
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These interna. tribal or ethnic differences
within the Africun group have continued to prevent
the development of sclidarity within the group,
especially among the un~hesternised Africans.
But a growing unity is noticeable among the
122

vesternised“® Africans, the comron denominator

beinz a complex of (a) West-ward acculturation -
including Vestern religious and formal educational

institutions and the values inherent in themy and
(b) a growing awareness of and concern about

their common socio-economic pLicht as /fricans

in vouth Africa. The acquisition of the patterns
of these two institutional systems of Western
civilisation by the Vesternised Africuns renders
them more sensitive and critical of ‘hite domination.
4nd on the basis of their comaon acguired values
and their comion resentment of and resistance Lo
white domination there is a growing spirit of |
unity and an inclusive "we-feeling," within the

g!'oup/oool-o'o

22 The process of Vesternisation in this group
is hoth a dividing and a unifying factor. It
divedes the grcup into the Vesternised and the
un-iesternigsed sectionse. Dut, at the same
time, it unifies the group from the point of
view of ethnic differences by providing a new
synthetie cultural platform on vhich the
members of various tribal groups ¢an interact
with little or no regard for tribal differences.
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groupy that cuts across the internal traditional
cultural differences. 'the com:on factor of
Vest-ward acculturation serves as a common
spring=board from which the facts of the group's
socio=-economic position may be attacked. This
process of vest-vard acculturation has becn
reinforced and facilitatecd by the nrocesses of
economic integration and urbanisati-n of the
Africans. These too have the fucention of breaking
down tribalisme The (partheid policy and programmne
on the other hand, involve an attempt to rebuild
African tribalism and culthral exclusiveness
and isolatione

{o these consicerations, ada the effect of
the levelling pressure of white dominaticn
which bundles into one socio~-economic position
everything africany irrespective of the finer
internal distinctictions that may be founu within
the groupes This casting of the African group
into one inferior socio-economic mould has a
unifying effect which cuts across African traditional
cultural distinctions as vell as across Asfriecan
acguir:sd cultural distinctionse “his 1is
essentially the most poverful unifying factor
in the life of the african group in ~outh ifrica =
in so tur as it ultimately recognises no aifferences,

traditional/eecese
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traditional or acquired, within the soclal groupe

T4 should be borne in mind that this social
sroup which is thus being Torced into an
undifferentinted unitec vhole is (a) numerically
superior an: (b) economically iniispensibie 1o
woubh «frica as a source ol cheap labour.
Herein lies its pouer. sut in @as much as we
suggested that this group is not effectively
conscious of tie strength that lies in its nua-
merical superiority, whyte suggests trat “lne
African has not organised the economic power

.

which he holds as a worker to aay great extent."a3
In the final analysisj

"It would appear that, for the present, the
pover of the African in this field is potential
rather than actual but it is an economic power
vwhich, taken together with the emotional drives
as.ociated with politicalldesires and frustrations,
and given wise leadership prepared to sacrifice
itself, will soon be a factor of priue importance,
hoth economically and politically."24

The African group's semi-conscious awareness
of its potential power which lies it its numperical
superiority and economic indispensability has tended
to manifest itself in a number of /frican nationalist-
liberationist movements and organisations which

have sprung up during the first half of this

centur,y/. EEEEEX]

23 e "u‘-.’hyt.e, OE. Cito, polo
24 [Didsylegs Cites



centucye Important jmong these have bheen tne
Industrial and Commercial vorkers Union (I+C.U.),
the african Hatlonal Congress (Ae2ieCo)y the All
African Conventicn (AeCeCo)y anu the lon=curopean
Unity Hovement (H.L.Q.M.).Qﬁ But the history of
these reveals the semi-couscious floundering of
a people that is half-aware of its full strength
and, hence, of the efiective methods and techniques
of using 1t to full advantage. “he problem
1a8 consistently been that of leadership - the
pettiness and intellectual myopia of the leaders.
In his conclusien to an incisive discussion
of the evolution of these movements and orzanisations,
Tabata,26 makes this cencure on the /ifrican leaders

of t}lE/’o-ouooooo

o5 To anyone conversant vith these organisations,
it is clear that the conception of nationalism
they embody is not a prototype of «frikaner
nationalisme It is an inclusive nationalism
envisaging the ultimate establishment ofiSouth
African Nation = based on equalitarian principless
With some, individual membership is open Lo

members of any racioc-ethnic groupy with others

an invitation to afiiliate is constitutionally
extended to organisations of other racio-ethnics

(¢specially the Non~whites) who share similar

principles. However, minority-tendencies towards

exclueiveness have not been absent in the history
of these organisationss

26 1.B. Tabata, The /Awakening ot a Peo§le, (Johannes=-
bui‘gs The Peoples Press, 1930}, p. .

(It should be noted, however, that in this
reference Tabata's position is partisan - pro-
heAesCe and WeEeUsiey and sharply anti-A«N.Csj
and exhibits the dogmatism that is characteristic
of the organisations with which he sympathisess
However, if his castigation of the older .frican
leadership is extended even 10 his pet eevecece
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of the fist half oi this centurye

"Having failed to analyse the nature of society
ana discern the motive power driving the various
forces in it, the old leaders were not able to take
their positions. They were unable to fix theirp
bearings in the vast sea of political cruss-currents
and steer a straight course towards their goale
iheir failure to grasp the nature of the conflicting
forces in couth African society, and therefore to
understand the destiny of the national movement,
robbed them of the possibility to embark on a
serious struggle.

(Again)s

"The failure of the leaders to see the struggle
in its entirety has given rise to a certaln
parochialism. The various loeal leaders lived in
an isolated existence each one pre=~cccunied with
petty local reforms without relating them to the
rest and losing sight of the fundanental cuestions.
This in turn has tended to reinfornce the organisational
exclusiveness, the rivalries, etc. 711 these, then,
are some of weakness inherited from the paste"

Whyte, also, cealiny with the lack of auvequate
arareress and ability of the African group to exploit
the economic pover tuat lies within itself, comes
te a sinilar conclusions

"(The) Africans have not produced that leaderdhip
which one woulu have expected after such long contaet
with suropean civilisation and the educative processes
consequent upon such contact. The absence of dynamic
leadership in the past is Something which psychologists
must explain. Today Africans are still seaking it .27

TTO\“.’EV@F/O esves e

26 organisations, it has an eszential eélement of
truthe. It is our view that the problem in the
Afriecan group is more that of the inadequacy
of leadership rather than that of lack of
political consciousness in the Masses. The
masses ape ripe and require effective organisation.
; a3 Lof 5
“hen this,been provide = spor=dically = in the
pasty the mas.es have largely responded to the
consvernathn of many).

27 OEO Cito, p0'2.
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Lowever, whereas the problem of leadership
in this group has undoubtedly been acute during
the past half-century, the .frican group is
gradually pirodueing leaders of sufficient
stature to stride over these pitfalls - both in
the sphere of theory (such o5 theorcticians of
Tabata's calibre) and In the sphere of action
(such as practieal lezders of Luthuli's stature).

But a series of recent lerislation hus been
devised tc cope with this emercin~ le aership =
Lo muzzle 1t and hence, amputate its tentacles
vhich may ultimately help it reach tovarcs
uemocratic freedom. It is, however, iuaportant
to note that even in the albsence of ..rican
lead.rship, there arc powerful economic, social
and political forces in the wouth African sccial
system to keep the /frican group intensely focussed
on the goal of an equalitarian oouth airican societys
This is not likely to be lost sight of as a result
of lack of guldance by African leaders. The vouth
Africun soclal system exerts sufficient pressures
on the African to make him keep aware of the

differcnce between what is and what ou-:t to be -

between the stitus guo and the status ideal. These

pressures, which are inere~singly gainirg pover,

are/-.........
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are sufficiently efrfective in motivating African
group action towards the attainment of t he status
ideal of an equalitarian soclety.  And in the

absence of legitimate and prineipled lzadership,

frhich has been muzzled vith revressive lesislation)
is group action mayy in Lhe logic of the

1

ve expectsd to be 1liegitimate and

unprincipled.

In the lisht of the preceding skeleh oi the
tvo groups which constitutes the darrover or
imaediate base of the african Cducativnal system,
it is clear that, as & resuit of thelr polar
positi.ns in vouth ~fricay they have two uivergent
and compellin: interests. The vwhite group has
a compelling interest in maintaining its dominant
position; the /frican ET0oupy a compelling interest
in emancination from the subordinate position,
which it now occupics. These interests will
be importont in our succeeding discussione

In the next chanter we shall inguire into
the prineciple that underlies the relationships
between thnese two Sroups - aMQ,'hence, Lhie
immeciate social base of the sfrican evucatvional

system vhich these two groups consbtitute.




CHAPTER IX

T PRINCIPLE O VHITE=RLACK* STRATIFICATION

From what has been saild,y it should be granted
that the hite group constitutes the upper
stratumy the .JIrican group, the lover stratume
Implicit in the concept of stratification is the
fact o unequal allocation of status-roles
soclo=-economic power, facilities and rewards - in
briefy unequal allocation o1 positionse ‘his
raises the question ot the pattern according.

%o which this allocation takes place in Jouth
sfrica with respect to the Vhites and the lacks.
Parsons has distinguished tvo allocative

patterns that may be folloved in social systemsg
the achievement pattern ‘involving universalistic
ecriteria of allocation), and the ascrintive

pattern (involving ~articularistic criteria).

-y The former, he means

“the normative pattern which prescrioces that an
actor in a given type of situation should, in

his selection anu difrerential treatment oi social
objectsy zive priority to treir specific performances
\past, prosent, or prospective) over their given
atirioutes (incluuing memberships anu possessions),
in 5o far as the latter are not significant as 1
airect conditions of the relevant performarces."
By the ascriptive pattern he means

"the normative pattern which prescribes that an

actor shouldy in a given type of situation, in his
selections/eceeee

# Black here refers to Africans.

1 T, Parsons and -4 chils, Toward a Ceneral
“heor off Jocial jetion, (Cambridge: Harvard University
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selections for differential treatment of social
objects, give priority to certain attributes that
they possess (includin, collectivity memberships ana
possessions) over any soecitic performances (past,
present, or prospective) of the objects,"2

These atiributes may be age, sSexy race,
culiure, kinship-membership or other group-mesibership,
in so fur as these are not direct conditions of
th. performances.

"hile the mode of stratification wi-hin
each racio-ethnic sroup is primarily on the
achievement pattern, thus allowins for socic-
¢¢ nonic class mobility; the mode of stratification
0r these racio-ethnics within the soeial systenm
is primarily on the aseriptive pattern, the

prisary criterion being

she crucial questi.n witiregurd

Lo allocation of personnel in status-role catesories

is "who are you, in terms of racic-ctihnic orisirn and
affiliation?"  Lach individual beurs this racio=-ethnie
group labely and by it he is either exalted to

"lap the fat of the land" in “he highest status-role
catejgories or condemned to wallow in the shallovs

and miseries of the lovest status-role caterories.

-0 be sure, he can raise his head

a little/-....

2 iuiﬁog locCe cite
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a little to catch a glimmer of sunshinej but
his ceiling is fixed by his immutable racio-ethnic
origzin and affiliation. Thus it is that members
oi’ each group tend to accwaulate on successive
levels in the Black-:hite system of stratification.
It is only when he has taken his "place" on the
ascribed level thut the question of past,
present and potential perfornances, &chievenent,
training and so forth arises.

mplicit in this system of racio-ethnic
stratification on the ascriptive pattern is a
rrinciple of fundamental importance for the rela=-
tions of lacks and hites within the .outh /frican
soclal systemy tn.t is, the Caste Principle.
" henever status is cetermined by birth, whenever
one's colour or ethnic origin or religion or
'name' automatically assigns one sSpecial prestige
or privileges or special sccial handicaps, the
principle of caste is at work."S  The Caste
‘rineipley ilaclver and Fage hold, involves a
nunber of "caste elements'" the major of five nf which
may be made out, from the definitios of Caste
offered by a numnber of authors? on the Caste and by

themselves/swves

3 _ e MacIver and A.V. Page, Soclety: An
Introductory Analysis, (London: The Vac'illan
C Om?an:l/’ Ltd. 9 52 9 Do 358,

4 For instance, Ce Bougle, ... Kroeber, G. Heers

nnr s
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themselves: namely, (a) hierarchical arrangement
(b) endogamy and hereditary perpetuation of
population segments (¢) social exclusiveness
(d) occupational specialisation and (e) a pre-
determined standard of stratificstion or status
allocution and fixation. This standard, according
to faclIver and Page, may be racial or cultural.
In addition to these five invariable caste elements
there may be a number of caste elemnents which
characterise specific empirical sccial systems.

The application of the caste concept to the
analysis of contemporary vestermsocieties is
controversial in present-day sociologzical
circles. Thus ve must ¢larify our standpoint.

Two mutually oprosed Caste Schools exist in
contemporary sociological literature. One is
historically oriented; the indu Caste ochool,
as represented, inter alia, by Cox, Gurye, and
Huttone The other 1is theoretically oriented:
the ~merican Caste .chooly as represented, inter
alia, by Maclver and Page, -ollard, Pilerson,
myr&al, Hose anu Berrye. The foimer Jchool
conservatively restricts the caste concept to a
single, unique, polar anu disintegrating historical
case,y the traditional hindu Caste oysteme.  This,

to t,he/o.oooocoon
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to the Hindu Caste .chool is the standard
measuring rod of caste structure, it is the final
tribunal before which any social system which
claims caste organisation may plead its case =
in vaine Only what confors to the Ilindu type
norm cun lesitimately be called custe; or else
it is ciass or race.

The snag with the standpoint of this school
is that no two empirical situations can ever be
identical and if one such situation is posited
as the norm for all others, the result is either
the prolongation of the controversy or the loss
of a useful coneept in sociological analysis.
This loss becomes more imminent should the position
now held by the /merican Caste .chool be abandoneds
for the Hindu type norm, Cox himself admits, is
fast crumbling down under the impact of vestern
iceologies and institutions, especially the
economic; and, with the empirical Iindu type
norm gone, all else will be class, race or
pseuao=caste.

Un the contrary, the /merican Caste .chool
views caste as a general abstract theoretical
concept - of the "Ideal type," one would say =
not as a concrete form of social organisation,

not/..-.......
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not, as Cox thinks, as a whole system of social
orzanisation so far found only in India.5 This
general ideal type concept, as iaclver and Page
waintain,y should in order to meet the needs of
scientific inquiry, be such that it is applicalle
to a variety of situations. Thus this school
secs in the Hindu Caste system only one empirical
type; one of a variety of situations organised
on the caste princirle and vhich, to be sure,
comanes the invariable caste elements in a very
ri-id manner and thus illustrates the Caste
rinciple at its efreme. iut this .chocl holds
that while many social systems may not be caste
sytems, in terms of the Hindu type norm, yet the

Caste Principle is of wide occurrence. "The

&l

~

aste Trinciple is one th:it in some degree is

C

manifested in all societies including our own,"6
in ©outh fricas.

This ideal caste~-type concept, as formulted
in Maclver and Page's Caste Frinciple consists
of the {ive invariable caste elemnents. ~hese
constitute the sine Qua non of caste as an ideal

typi‘./oo-.ooo

5 0.Cs Cox, Caste, Class, and Rag%i A Study in
soegial D ic 3 zﬁew York: Doubleday and Company,
I§§§5, especia%ly Chapter 21.

6  ReMs MacTIver and AWy Page, Ops cite., p. 359.
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type concept. These (and not an empirical case)
must be the final theoretical norm, the tribunal
before which empirical cases may lay their claims
to caste~character. It can be reaéily granted
that while two empirical situations may qualify
for caste character on this normy yet they may
differ in varyinc degrees with regard (a) to
the specific predetermined standard of stratification
and (b) to many particdar variable caste elements
occassioned by empirical differences in historical
and soci -economic conditions.
The concept of Caste adopted here may be outlined
schematically as hereunder. Note the theoretical
or ideal type bifurcating on the predetermined
standard of stratification, into two possible empi-
rical types - the cultural Caste Type and the
Racial Caste Type. Note also the five invariable
elements occurring in both types.
THE TIDEAL/ee¢ssace
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THE _IDEAL _TYPE

CASTE _CONCEPT

(Invariable Caste Elements)

~

Hierarchy: Csbougle, A«Kroeber, G.leers, 0.Cox.
tndogamy: CeBougley AJKroeber, Gl.lleers, O.Cox.

I

social bkxelusiveness: C.Bougle, G.leers, 0.Cox,
Maclver % Page.
Occupational _pecialisation: C.Cox, CeSougie.
Predetermined Jtandard of Ctratification: G.Meers,
CeCoxy "acIver and Tage. '

CULTURAL  STANDAED

RACIAL STANDARD .

7e
8o

£
°

10 e

Vaviable Giste Kjewmenrs

R[] Cultural Caste Type e.g.

§|| Hindu Caste Type (empiri-

§|f cal)

q

vil le iierarchy.

~§1 2e €nuogamy .

v|l e wocial exclusiveness.

3|| 4+ occupational specia-

3 lisation.

s\ 5. predetermined standard

of stratification.

(6. force of tradition.

intense contamination-
ideas.

feligious reinforce-
ment of caste.

welf satisfaction

and “"rightness" of
caste.

consensus % stability.

s

haclal Caste Type e.ge
south African Caste Type
(empirical)

ierarchy.
endogainy .

wocial exclusiveness.
occupational specialisation.

preuvetermined standard of
stratification. '
force of power (physical,
economic, political).
Absence of intense conta-
mination-ideas.

ielligious condemnation of
custes

oissatisfaction and
""wrongsmness™ of castee.

Conflict and instability.

The question whether racial sesments are castes

or not has been forestallied by the princinle as

stated here.

sececording to this principle racial

segments are not necessarlly castes, but they_may be

castes, ify, in terms of the dominant group mores,

they are defined as involving

o |

predetermined criteria

of status-role allocation, and are hierarchically

ar‘i"angeci/-........



- 232 -

arranged (as racial segments), are endogamous,
socially exclusive and occupationally specialised.
when these cacte elements do not attach to racial
segments (as in Hawaii and Brazil) it would be
incorrect to designate the latter as racial
castes, and their relations as racial caste
relations. On the other hand, whenever, in
empirical social systems, race ié socially
defined (in terms of actual or imputed differences,
physical or otherwise) and the racial factor is
used, as it is almost invariably used, in such
cases, as a predetermined standard of stratification,
status distribution and fixatioin, then we have
racial castese Hence all active racial situations
thatlis, where race is socially defined) tend to
be racial caste situations.

T'nere is no dearth of evidence to the
effect that the osouth African Black and white

racio-ethnic segments are hacial Castes: that

their mutual rclations are Racial Caste Relations:7

and that their system of relatiinships is,

therefore, a Hacial Caste system. ~The decisiveness

Of the/....-.;-

7  The conception of "racial caste relations we have
in mind is that formulated by Dollard* in terms
of his concept of "barriers:" namely, barriers to
sex-conutoct, legitimate descent, social contact and
social advancement. Vhite-Black relations in
—south Africa are characterised by these barriers
both on the legal and the non-legal levels.

* Je Jollard, Caste and Class_in Joutherntown, (New

k[ SRR ; < -
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of the racial i‘actor8 in the South African
Slack-ihite relatiens has been ably pointed out
by Professor “uper. In an incisive quest for a
concept that best descriuves the Louth African
"Native," he ultiuately contrasts the concept of
"race"” and that of "proletariat,® He concluaes
as follows:

"Race, not propertylessness, is the primar)
causal component in the life chances of the Native.
It 1s by virtue of race that he i5 not free to Sell
his labour where he will, that he is subject to
criminal sanctions in the ecarryins out of his
employer's instructions, and that his efforts
to organize for improvement of his conditions of
service are humpered. The scale of remuneration
for unskilled work is influenced by standardsof
uncivilised labour, which is specifically a_race
criterion. The opportunity to take up both semi-
skilled ani skillied positions and the educational
faeilities which would eguip the worker for skilled
occupations are ugain limited by race factors, not
Dy non-ownership of productive propertys  /nd,
finally, the lack of productive proverty is itselfl
a4 consequerce of race criteria vhicih determine
the distributicn oi the available land in woull
~frica and rigorously control the right to acquire
property."?

wheny according to the caste principle, a society
"assigﬁs status on the basis of predetermined differences,
cultural or racial," we have castess And in so
far as Frofessor Kuper aptly emphasises the primacy
of the racial standard in ‘hite-Black relationships

in/"i..'on.

8 That is, "race" as socially defined by the
group mores on the basis of any differences, innate
or acquired, and this definition beinr~ followed by
diseriminatory inter-group action.

Le Kuper, "The south African Native: Caste,
Proletariat or Hace?M. inndal Damanc 721 ;e

[{n]
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ir wouth /Africa, the social system which they
form in a racial c.ste system.

ce must point out that while “rofessor “uper's
isolation of the factor of "race" as the "primary
causal component” enables us to Gescribe these
racio-etihnic segments us racial c.stes and their
Sy8tem of relationships as a racial cacte systen,
rofessor Juper is leu by it to uescribe our
"white=-ilack" population se.qnents as races not
castes, and the structure of their relationships,
lmplicity, as a racial structiure not a racial caste
structure . This difference must be accounted
for. It lies chiefly in his sympathies with the
liindu Caste uchocl as against our sympathy with
the imerican Caste Jchool, "There is little
qoﬁk,” he says, "... that even for the 'caste
School,' of race relations, the Indian s stem is
the ultimate norm-selected analytical ehements
Gerived from it provide what may be termed seconday
norm elemernts. It seems to me lo:ical therefore
to tgst caste against the ultimate norm the
empiricai Hindu system and on the Q35U LioNes s
Lt group ine uality in the caste system rests
in consensus, to apily this as a weans of ew
determining whether the conilict between racially
divided groupshas been resclved into caste

relations/. ses060e
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relations.”

One characteristic of the Hindu Cultural
caste system on the basis of which the Hindu
Caste .Jchool has persistently sought to restrict
the caste concept to the Hindu case is that of
Consensus, reinforced by a religious ideology
and resulting in a high degree of social soiidarity.
Group inequalities ir the Iiindu caste systen,
Cox says, are a social virtue appreciated and
accepted by the whole hierarchy of castes: the
system as a whole is "beyond questioning,"
it is "right," just" and "sacred." In Hindu
Society, he says, there is no such phenomenon

as "the social" as distinet from "the religious."lo
And as the vouth African (White-Slack) and the

American (khite-Negro) social systems lack this
characteristic they are not caste systems, 80
they say. In the light of what we have said
~above, the verdict of the "indu Caste .chool
can-ot be upheld. “hese social systems are all
variations on the theme of the caste principle
which have developed under different historical
and socio=economic conditions: through their
core runs the comson caste principle and +he five

inViaPiabIE/Q seseas

10 OeCe COXy Ope CitO, Ppe 21 =~ 46,
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inviariable "caste elements” of . he ideal caste
type .
“he Jouth Afriecan racial caste system, like
the -merican, by its very nature, lacks consensus
as formulated by Cox who says 'the castes as a

whole are ‘'socially satisfied.‘"ll

That is,
wWhite=Black group inequality in oouth Africas is
pot a social virtue appreciated by the whole
hierarchy of racial castesjy racial caste rela=-
tionships are not only not right but also not
sacred;y racial caste rivalry always brings
the system itself into questionjy and finally
the racial caste system is not self-regulating,
that is to say, it is policed. TProfessor “uper
brings in a weight of evidence to indicate this
lack of consensus in these respects within the
Jouth Afriean situation, with s»ecial r-ference
to “hite-idlack relationshipse lie explains the
maintenance of t hese relaticnships in terms of
economic intevdep&ndence ard social and political
forces

“"The form of this economic interdependence
and t he framework of differential rights and
obligations within which it operates are secured
in the final analysis by force. lioreover this
force is not in the nature of extra-legal violence:

it 1s the day=-to-day enforcement of discriminatory
laws and regulations.!"l2

“

Racial/n.u..

11 Ibid-’ De 14.
12 Lie Kuper, OEO Cito’ Do 151,
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Racial caste systems have this inherent
instability; because by their very nature, as
racial not culturul caste systems, they have no
necessary legitimate claim to ecomnon institutionalised
cultural reinforceuents and sanctions necessary
for their stabilisation - excey® sectional ones
occuring in the dominant racial caste which carries
out the "definition of the situation' as a racial
or racial caste situation. (If there is anything
comrnon among the members of the Lurcpean racial caste
it is t he ldea that this caste must dominate the
soclal structure). But in so far as such elements
of the group-mores are secti-nal, they cannot
adequately uphold and stabilise a racial caste
system against incessant bombardment from the
lower racial caste strata. This inherent
instablility merely distinguishes this type of
caste system from the cultural caste type: it
aoes not preclude the claims of racial situations
to custe=-characters. The wouth .frican White=-3lack
social systemy despite that it is controversial andg
unstabley is a caste system, a racial caste
Systc Le

dowevery this discussion of the South African
scclal system (especially its White-ilack relational

aSpect/....u.......
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aspect) as the social base of the African educational
System cannot be complete without a discussion of
the major Jouth African group iueologzies, that is,
the vhite group's spartheid ideology and the African
group's lntegrationist ideology. There are two
points at which these ideologies become hizhly
relevant to this studys irstly, they are
relevant to the problem of social stability-
instability referred to in this chapters and,
secondly, they are relevant to the problem of
"soeial parallelism" between the African educational
system ana its (broader and narrower) social base .
The first problem will be taken up in the next
chapter by way of an outline of these ideolories
as stabilisins and unstabilising forces in the
social systeme The second problem will be taken

up in Part IV.




CHAPTER X

IHE MeJ R OOUTH AFRICAN GROUP IDsOLOGIES

THE _SOCIAL BASE

The sApartheid and Integrationist ideologies
must be seen against the background of the wouth
African social system - especially the positions
therein of the groups which expound theﬁ. It
is one of the most significant postulates of the
wociology of knowledge that ideologies have their
social base in their respective soecial systensy
and can only be "understood” through a process
of "ideologiczl analysis"l which refere them to their
social base. Yhis implies thst ideologies, in
Zeneral, are a {urcti n of the social syutem as
a broad social environment; anu are in particular,
a function of a social group's social position -
that is, the totality of its statuses and roles in
thie social systeme 4 group's social position enge-
nders certain characteristic interests, fears,
values and outlocks 4And aporopriate ideclogies
are fabricated or borrowed to camourflage theses
and to make social aciion oriented to them
appear rational, altruistic and empirically

pOSuible/o veoesvso0

1 K. Mannheim, Ideology and Utopia, (lLondon:
Houtledze and Kegan Taul, Ltde., 1952), Chapter 7.
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possible. Wwith reference to a social group's
social positicn, an ideology may either play the
role of consolidating it and the general social
System, through rationalisations and social
apologetics or it may take the form of representing
a collective mental and moral revolt against the
group's social position and the general social
System.

The respective compelling interests of the
¥hite and ihe African groups that may be traced
to these groups' social positions are: Vhite
dominance and emancivation from Vhite dominance:
their respective compellingﬁears, "swamping" and
perpectﬁal enslavement: their respective values,
inequality ana equality: and their respective
outlooks, racial Separation and racial integration.
These lie behind the two groups' conflicting
ideologies.,

However, these ideologies are not simply one-way
effects of a racial-caste social system which we
have described ag inherently unstable. They are
also dynamic factors in the intensification of that
instability. This is so for several reasons.
Firstly, for each group the racial caste system is
a "given factor," a broad social environmental

fl’amewOI‘k/. $e02 800080
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framework to which it must adjust itself, inter
aliay ideologically. That is, in the absence of
a "'consensus universel" each racial caste must
work out its own system of ideas defining
its own orientation to the social system, in general,
and to its own position, in particular. There is
no "given" harmony or compatibility between such
ideological orientaticns. And in so far as the
social positions are hierarchical such ideologies
are bound to ve in a state of conflict, thus
intensifyin;: the instability of the soecial systeme

wecondly, the wouth Africun groups are Jjointe-
heirs (differing only in aga) to a social heritage
which includes the Uemorratic Creed. The values
of this Creed point t¢ a status ideal which is
incompatible with the status quoy as outlined in
the preceding chapters This creates a lozical
and moral "strain for consistency" which, inter
alia, calls for ideological formulations designed
to relieve the strain on the part of each raeial
caste. Professor Luper has taken up this aspect
of the instability of the Jouth African social
systeme In his penetratings analysis of "the

background to the pas.ive resistarce" movementz
he S'tI‘UCk/o es 0o

2 ~This movement was an unmistakable symptom of the
instability of the social systemes It was a
dramatic expression of a collective mental and moral
revolt of the Non-Whites against the discriminatory
institutional prescrintions nf the cnnint.
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he struck the bed-rock of "democratic values."
fere lies the problem of consensus on the scope
of relevance of democratic values in Jouth Africae.

"They are deeply rooted in the political
thought and practive of Vhite -outh ..frica for
regulating their own relationshipse. Vet the
realisation of these values throughout the society
vould be subversive of the existing social structure,
since the effeet would be to liberate the None-
"hites from domination."3

Sut as a result of three centuries of
acculturation, democratic values have become just
as "deeply routed in the political thousht" of
of Non=-wvhite wouth Africae.

"It is among the Non=-ihites, the borrowers of
this culture pattern that we find the staunchest
and most uncompromising upholders of democratie
values."

Whereas White south Africa secks to limit the
soope cf relevance of these values to the “hite
in-group, the Non=-Whites seek the generalisation
of these values throughout the social structure.
“hs Whites' effort is a necessary condition for
the perpetuation of ‘hite cominances; and the
Hon=-ihites' effort is a necessary condition for
their emancination from Vhite domination. In
the conscience collective of each section such an

efffii‘t/o eveves

3 Le Kuper, "The osackground to Passive Lesistance
(bouth iAfrica 1952)," Race helations Journal, Vol=
XX, 0.3, 1953, p. 18.

) Ibid-, loce cite
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effort is closely bound up with considerations of
group-survivals  On the art of the hites these
corisiderations are often phrased, positively, in
terms o1 the concept of group identity ang,
negatively, in terms of the concent of "swamping.”
Andy on the part of the Hon-Vhites the considerations
of group survivual are often phrased, positively, in
terms of equality ana, negutively, in terms of
enslavement.

ihe ultimate antithesis here is between demoéracy
and oligarchy: and the conflict is ultimately
focussed on the democratic value of eguality and the
oligarchic value of inequality « with special refe-
rence to the problem of the distribution of political
and economic bover between groups that are already
pcwerngraups.s The White group holds political
power and the capital and land aspects of economic
power: the Hon-ihite group holds numerical power
and the labour aspect of economic nover. nd
each group seeks to throw the welisht of its pover
on to the side of the equality - inequality balance
in which it is interested. It is against this

general/..-....

& Ve have indicated earliep hovever, that with
the lon-White groups, eap:cially the Afriecen group,
this power, is largely potential - hence, “.his
group may be more accurately referred to as g

potential ROWEI=&roup
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general back-ground that we shall now outline the
ideologies of the “hiteg and the /African groups in

—south Africae

(IHE _APARTHEID IDEOLOGY OF THE UHITES

The ~partheid ideology is only a contemporary
variant of a series of ideclogical constructs that
the whites have had to divise from time to time in
the history of wouth africas “he entire series
has had one persistent source. That is, the
incompatibility of democratic values (to which
the VYhites are senior heirs) with the -outh
African racial-caste s, stem (which the Whites
have created and seek to maintain without admitting
arostacy to democratic values)e This situation
lmamediately creates a "strain for consistency" on
the rart of the ‘hites: and this strain is intensified
on three levels. Firstly, on the gsroup level -
that is, by the thinkin- and moral sensibility of
the «hite group, including its awareness of the
incompatinility between its profes.ed cread and
its practice in oouth africas -econdly, on the
inter-group level that is, between the vhite and
Non=Wwhite groupss. ‘he latter are consistently

bl‘inging/....-........
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oringing the contradiction between the democratic
creed and oligarchic practice to the consciousness
of the "hitess .nd thirely, this strain for consige
tency is intensified on the international level,
that is, betwwen oouth Africa and world opinione
The perennial impeachment oi “hite south Alrica
before the United lations fop her apostacy to the
demoecratic ereed and ideals in favour of expediency
is a case in point. The organised anc almost
unanimous voice of the other Nations of' the world
againet “hite .Jouth Afrieca canr.ot but have the
effect of intensifyings this strain for consistencye.
Phus, this grovp is faced vith the choice between
being demoeratie and, therefore, non=-cominant,
on the one handy or continuin: to be dominant,
by forece and fraud) and, therefore, being unedemo=-
cratice It is subject to pressure on all three
levels to choose the first horn of the dilemma
and, at the same {1lme, it 18 subject tu the pull
of its own seif-interest in dominace t. ¢ling to
the second horn of the dilemma as long as it can.

the ideological constructs of this group,
therefore, have developed in this context as rationa-
lisations of or sceial apologies for the status quo

to r'ender/. sev0vsp



-~ 246 =

to render it not incompatible with democratic valuese
They have been attempts to bridge the gulf between
the democratic creed and un~democratic practice
in south Africae And the aim has been to relieve
the sirain on all three levels. sefore ve deal
with Apartheid, as suchy it is necessary to outline
briefly a few oi the esrlier Vhite ideﬁlogies.s

rirstly, “rofessor Kuper menti-ns the
"Fundamentalist'" ideology. This rested on the
assumption of' a fundamental and —ermanent racial
or biological inferiority of the Non-Vhites.
This ideology drew its justification of the raciale
caste structure fron the Uld Vestament texts, with
tuc uel-effect of excluding the Non-Lurcpeans
altogether Ifrom the scope of democratic values.
“Slnce democratic values had no relevance for
tue Non-ihite sub-stratum of huuanity, this
ideology was logically consistent.”7 It resolved
the strain by declaring it as non-existent. Dut
this iceoclogy and its resclution of' the strain
could not stand in defiance of (a) objective
scientific facts on the biological evoluticn of

znan/........

6 MAn extended)ana Systematic treatment of these is
%gggnéby Pioi§§$§§ fuper: and our indebtedress in
ase 18 1o hime wee: L. Kupe .
b ma » Rupery, op. cit.,

7 Ibidey pe 20.



- 247 =

man pointing to the contrary, (b) egualitarian
texts of the New-Testament postulating the
essential equality and brotherhood of man under
the Fabherhood of God, and ‘e¢) the virtual
inclusion, therefore, of the Non-thites into the
scope of relevance of dcemocratic values. Hence,
the strain vas exlistent once more anc called
for resolution: +the gulf between crecd and
practice was ga~ing once more anc needed bridging.

Another bridge vas found in the "Trusteeship"
ideologys Vhereas the fundamentalist ideology
rested on the assumption of the raciul inreriority
of the lion-thites, the Trusteeship ldeclogy rested
on e assumption of the gultural infericrity of
the Non=whites. It was therefore the moral auty
of the whites, by virtue of their assumed
cultural superiority, Lo dominate the soeial
structure, until the NVon=Whites were sufficiently
developed culturally to be able to stund as
equals and partners in the maintenance and
advancement of a common cultural heritage.
"The liberal ideology of trusteeship... effects
a reconcilation of hite dominance and democratic
values by a projection of the equalitarian idea

intO/ou--oottc-



into the infinite future."g This ideology too
enuld not stand against scientific and other facts
of the chanzine oouth Afriean situation.

"The commonplace assertion that Natives will
require centuries of contact with . estern Civili-
satirn before attaining intellectual parity with
Luropeans is scientifically untenable and
furthermore disproved by successful careers of a
nunber of individuals. sanother comon argunent
taat Yative Inferiority is proved by the failure
of the Jantu to euerge from savagery by their own
unaided efforts would have applied with equal
force to the :estern people of 2,000 years ago 9
and must therefore also be dismissed as spuriocus.m

Hence, the Trusteeship ideology was disqualified,
as a bridge by the facts of the situation -
¢apecially the fact of the increasing acculturation
of the Non-lhites in the Yestern direction. This
undermined its basic assumptinn of the cultural
inferiority of the Non-Whites. The ward grew
too fast and ancther rationalisation had to be
sought for denying him the full status of adulthood.

Defore we take up the next ideology - .ipartheid -
we nust pause to make a few observations abouh
the precedinge Running throush the ideologies
referred to above is one recurrent nog = expediency.

~hey show no trace of foresight anue dynamic

ide&liszn/’n seecoeas

Ibidey pe 19,
@ wellelie Lislen, "The lieaning of apartheid,®
Race Relations, 90/53, p. 3.
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idealism involving a conception of the social
order 1n vhich the "strain for consistency” would
not only be relieved but abolished. Perhans
this is a level of ideologieal fabricatiocn that
is reached as a result of the experience of a
group with a persistent and rapidly complicating
problems ot this level a group seeks not only
Lo alleviate the present strain but rather to
strike at its roots in such a manner that 1t does
not arise altogether. 4nd this calls for an
element of idealism involving a conception of the
soclal order in terms of which the social system
vhich 1s plagued with sueh a strain is to be
re~-organised.

It is our view that the .Anartheid ideology
has reach d this level of ideolosrical evolution

in oouth /frica ol(‘;

In so0 far as the .‘partheid
ideology also deals with the immediate problem

of the gaping gulf between creed and practice in
~outh nfriéa it may be said to include an element

of expediency. 5Sut, in so far as it involves

a conception of the social order in ths light of
which the osouth African society must be re-organised

in Order/oooono

10 Yie shall indicate in a later section in this
chapter that the Afriean group's Integrationist
ideology is also on this level but for different
reasons.



in order not only to relieve but also, .nd moreso,

tc abolish the disquieting "strain for the consistency"
on the part of the white groupy it may be said to
include an element of idealisme It is important
to note here that from this dualism of expediency
and idealism in Aprtheid issues forth a parallel
dualism with which we shall be more concerned

here = that is, the dualism of ideclogical

practice and ideologicul theory, respectively.

ihe idealism and theory of the /Apartheid ideology
lacks nothing of neatness and trimness. In

this aspect ~apartheid stands as an admirable work
of intellectual craftsmanshipe “ut the expediency
and practice «f this ideology gives the lie to

its theoretical ideclistie formulation.

In theory, the /partheid ideology rests on
three logicaliy consistent goncepts:s (a) group
differengeg - racial, cultural, aspirational and
numericaly (b) group self determination - economic,

political and culturalj (e¢) group separation =

territorial and/or socio-economic. ie must point

out at the outset that, using these three concepts,
this ideology seeks to bridge the gap between creed
and practice in Jouth Afrieca, not through a

generalisation/. s0ss0s00
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generalisaticn of democratic values in an integrated
society but through the idea of their realisation
by each group within itself - as a different,
self-sufficient and separate community. It seeks
to atomise the social structure and then to
democratise each atomie unit social-group - but
not the whole.

"Apartheid rests on an absolute timeless
sacred differunce."ll The preservaticn and
perpetuation of the "God-made" differences =
the racial - is consiuered as something of a
"gacred" duty oi the «hite groupy if not of every
south African groupe These differences must
not be merged and obliterated in an integrated
equalitarian societyes The groups must move
apart in order not to undo what God has done.

The "man-nade" cultural differences too must be
preserved and perpetuated - each group developing
"along its own lines." There should be no aping
of one group by anothere. That obliterates the
cultural landmarks, uproots cultural distinctions
and opens cultural flooizatese The proces: of
assinilation in an integrated society is detrimental
to the preservation of these differencess With

regard/.......

11 Lie Kuper, 0D« Cito, De 21
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regard to asplrations, the groups are viewed as
nationalities with different and irreconcilable
aspirations. fvery group, it is acknowledsed
has an indisputable right to pursue and realise
its aspirations - but "apart" from the other
sroups,y ory at least, apart firom the «hite
groyp or nationalitye with reference to the
nunerical differenceslz especially between the
shites and the Africans (the ratio being 4 to 1)
Olivier says:

"iith this set-up, it is understandable that
White wouth Africa views with scepticism suggestions
concerning their racial policies put forward by
countries where the problem does not existeese
No Luropean com unity in oouthern Africa would
e willing to comnit suieide by following a policy
which would lead to their political, economic and
social subservience with eventual and ultimate
virtual extinction, either by force or by
assimilation."13

with regard to the concept of self-_etermination,
Olivier succinctly cryatallises the crux of the
problem which .ipartheid seeks to resolve in the

fOPM/uoooo.o.

12 The role of numerical differences between
shite and African in .outh Africa is very crucial.
In these differences lies an explanation & why
the African group is the main target of the
Apartheid ideologye The other two groups, by
themselves, are numerically insi mificant and
provoke less fear of "swamping."

13 Ned od o Olivier, CD e Cit-, PDe 3 - 4,



form of a dilemma:

"(a) The European population has the unalterable
and indomitable determination (i) to preserve its
identity and continued existence as a separate,
aistinctive entity; and (ii) to retain and
exercise its right of politicul self-determinaticn
at all costs.

"(b) The Bantu population must be afforded the
right of national self-expression in respect of
politics, economics, etc: in other words, it is
igpossibie indefinitely to follow a policy by which
the Bantu or at least the educated and civilised
section of it = would be denied political rights
and economic opportunities."l4

He ‘finds "the only possible solution of these
two apnarently irreconc{%le principles” in Apartheid
which "aims at the gradual and systematic disenta-
nglement of the two groups, making it possible for
each group to exercise political rights and enpy
economic oprrtunities within their own
territoryﬁls

The concept of group separation constitutes
the icealistic element in and the crux of the
Apartheid ideology.  However, whereas on the concepts
of grcup differsnces and group self~-determination
the protagonists of the ideology speak with one
voice, yet on this concept they speak witn the
tongues of Babel. This may be expected because in
its geparture from the reality of the <outh African

situation/.e......

14

4

bidey Do 4o

e

15 Ibid-, locs cite
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situationl

6 it carries with it far-reaching
practical impligations for the ivea of group
self=determination and for the envisaged social
order in which that will be possible.

The South African Burea of Racial Affairs'
conce -tion of Apartheid, in this respect, is
that of:

",,.the territorial separation of Luropean
and Bantu, and the provisicn of areas which must
gerve as naticnal and political homes for the
different Bantu comaunities and as rermanent
residential areas for the Bantu population or
the major portion of it."l7

The icea of tervitorial group separation 18
the pinnacl e of ‘hite ideological idealism. It
is a liveral pinnacle reached via the facile route
of the theoretician vithout due appreciation of the
practical obstacles involved in its realisatione
llence ir nractical politics this iuealism has
often been betrayed by the White groupe The leader
of this group and the Priwme Minister of oouth
Afrieca (Dr. Malan) has, in Parliazment, repeatedly
disclaimed this idealistic element:

"The principle of Apartheid... is that we have

two separate spheres, not necessarily with an
abSOlute/oto se00

16 ‘e have in mind here the reality of group
economic interdependence and integration, and the
reality of the acculturation of all the groups in
the ‘estern direction. All this stands in sharp
conflict with the ideal of group separation and
self-determination or self-sufficiency. The
south Afriean groups stand together, facing Hhe est.
17 oouth African Sureau of wnacial ~ffairs, "Inte=-

S U S S-S o tiavenl Anmmand O HFallarihnaonh
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absolute territorial dividing line, not separate
territorial areas."l8

On another occasiin he explained thut:

",..total territorial separation was
impracticable under present conditions in Jouth
Africa, where our whole economic structure is to
a large extent based on Native labour.... One
must found one's policy on what is possible oi
achievement.y19

An unmistakable element of expediency in

Apartheid

Lislen, one of the foremost idealistic
protagonists of the Apartheid ideology, has
eriticised this expedient version of the ideology
"because it obeys the dictates of the moment,
because it has on occasions lent itsell to serve
as handnaiden of industrial enterprise in securing
gquick returnse Its main defect is that it has
never yet produced a genuine long-range programme.“zo
that Lislen means by a "genuine long=-range programume"
is presumably wh:t Hoernle (whom Lislen quotes
with approval) means by "a long range programne
- for liberals,“?l aimed at what he calls "total

separation"... that is, "literally a sundering

or dissociation/eesesce

18 House of Agsembly .ebates (Hansard), 2nd .eptember,
148, Col. 14886,

19 liouse of ..ssembly _ebates (Hansard), 12th April,
1250, Cols 414l - 4142,

20 Wallalin EiSlQn, OpD e Cito, R 7o
21 Hel'e Hoernle, Ops Citc, De 157«
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or dissociation (of groups) so complete as to
destroy the very possibility of effective domination."22
Tt is presumably in this sense also that Trofessor
Xuper suggests that "in theory... Jpartheid
incorporates some elements of a liberal creed -
the recogniticon of differences, not as a basis Hr
subordinaticn, but as the Touniaticn of varying
potentialities for development an. self—expression."zs

sefore taking up this ideology in its reference
to the ..frican educati nal system, we wmust taper
aown this general outline of the ideoclogy by raising
three relevant questions. Firstly, why does this
ideology fally in practice, from the level of
ldealism to th.t of expediency? vgcondly, what is

ne significance of this ideology on the level

of expediency? Thirdly, what is its significance
on the level of icealism?

Witi: reference to the first question, it is
our view that, in practice, the ideology - in the
flight of its idealism = crach s on the rocks of
the realities of the Jouth ‘frican situation.
Most prominent among these are: land, industry
and white dominance. On these three the liberal

iuealism/. sevecaes

22 Ibid.s pe 168

23  Le Kupery, op. cits, P 21l
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jdealism of Apartheid is shattered to pieces.

The Vhite group omns by far the greater
proportion of the land in .outh Africae This
has been largely won over from the ifricans by
force and fraud. There is nothing to indicate
that the 'hite group is in a state of mirc
wherein it cun release more lana for airican
ocupation even if to impliment an iceoclojicul
policy that it considers inextricably tied up
with the inuispensavle conditions of its own
survival, self-determination and ldentiitye. AL
the same time idealistic spartheid wilhout an
adequate and equitable re-dist ibution of land can
be no praztical solution to south africa's inter-
group problems.

The industrial structure of this country
rests squarely on two corner-stoness "the Vhite
man's brain and the Black man's brawn" - and these
form an integrated sub=structure.

"The recent expansion of secondury industries

in south Africa has led to a yet closer integration
of lative and suropean in the same economic system.”

24
In their state of dispostession of land, the

Africans are obligec to seck vork in white primary

ane secondary inaustries. and in lheir commnand of

all the/..-......

24 GelieMe ﬁiSlen' OEC Git', De 4.
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all the ecconomic resources of the country the
‘hites are obligec to se:zk (and even compel.
afric o labour. he twe are interdependent.
reealistic .. arthelc secks to dissolve this
interdependuence in favour of group inuepenience
anLe self-sufilcilencye To the . hite group whilen
as enjoyeu 'white-collar economic status for
tihree centuries in his couniry, this fuea entails
heavy sacrifices of the iecake' oi privilege
and prestige for the nplack=pread” of toil and
a lowered standard of livinge lor tie fricans
v ho have lived on "the black-bread of starvation"
for more tnan half a century uncer the new economic
facilities and pover and its attendent r vards, a
zain that the hites cannot be expected 1o allow.
the ~lricans unzrudgingly e iné idealistic . .cartheid
can be no pragtical solution without the accentance
Uy tie hites group of this implicit new balance of
economic pOWer. “he third impediment in icealistic
spartheic is the idea of white dominance entrenched
in the -hite group mentalitys In iuealistic
Lpartheia this idaea nas oiten been c¢ouchew in
liberl terus of the self-determination of the
_hite anc lon-white groupsSes

-'v"ith/oooio.loo
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vith respect to the self-determinaticn of the
Non-vhites groups, the rrime inlster has spoken
in these termss:

"We wart to have sApartheld between auropean
and Non-Luropean in so far as the legislative bodies
of the country are concerned, not that ve vani to
deny the Non=-.uiopeans any Say i deprive them of
thelr rightse But instead of their sitting with
us in the same legislative asseuby we want to
build up for them their own self'=governing
institutions in their own territory.”gS

Ve have already drawn attenticn to Olivier's
submission, with respect to the ¥hites, that "the
LZurovean population has the unalterable and
indomitable determination (i) to preserve its
identity and continued existence us a separate,
distinctive entity, and '1i) to retain and exercise
its right of political self=determination at all
costse vhat is the meaning of tuis idea of white
anu Non=-white group self-determication which
Apartheid postulates’

Frofessor Kuper, in a critical examination of

this icea in Apartield, comes tu this conlusion:

""f».hat/...un

25 louse of Assembly Jebates (Hansard), 2nd
oeptember, 1948, col. 148l.
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tihat is involved in .partheid is not self-
determination of nations, but the self-determination
of the vhite groupe And again, pecause of the inter-
dependence of tLhe groups, the corrolary to the
self-determination of the “hites ig the otner=
determination of the Non-ihites."26

"his idea of Wwhite dominance which Professor
Kuper points tc behind the apparently utopian
jdea of group self=-determination hés been blatantly
admitted by the Prime Vinisters opeaking in the
Youse of issembly, the Prime liinister (Dr. Malan)
said:

nie will sive them more and more self'=governing
povers in their cwn areas gradually and slowly as
they achieve the ability for such powers and get

the sense of responsibility they need. (But) in
their own areas they will always have to stand

tnder the Fuardlonship and domination of the rhite
man _in -outh Afriqg.“§7

Nothing could be clearer! B3ehind gll the

peautiful and apparently altrulstic reasoning on
nGodenade" and "mane-nade" group diffierences, on

group self-determination and self=-sufiiciencyy on
group separation = soecio~economic or territorial =
gtands “the unalterable and indomitable determination”

of the white group to Cominute -Lhe ron=uwhite groupse

"we Nationalists believe thal we must maintain
vhite supremacy for ail time. /- policy of
partnership must lead to nlack dominationesss Ve
Want/toconotonn

26 Le Kupery ope Cito, pPps 22 = 23

97 House of \sseubly ‘ebates (Hansard), 16th lay,
1951, Col. 6820.
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want the Lantu back in the reserves where they come

into their own and where they will be given selfw-
sovernment - uncer white trusteeship. e _cannot

have i%dependant Bantu otates to threaten .hite
south slrigcge'«d _

This is the meaning ol the Apartheic ideology

when stripped naked of its idealisme when faced
with the three fealities of land daistribution,
economic integration and the .hite superiority complex,
aApartheld is necessarily foreced to dispense with

the ideal of group-self-sufficiency and self=-
determinaticn in apartness. It comes to mean
unequivocally just one compellincs fact:"white
dominance at all costse." lHowever, it is ¢lear
from the last statement cited above that the

~hite group is determined to see group seraration
through to the extent to which it is compatible

with anu conducive to white dominance or to the
extent to which it does not "threaten white -outh
africa" Lut ministers to fher compelling interest

in dominance. in ot@gr words, this group seeks to
impliment the policy of group separation in so far
as it is expedient to do so. Here ve are faced with

the iApartheid ideclogy on the level of sheer expediency.

VI‘e/.‘....O‘IQ

28 sbtatement by the former Director of the Jtate
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we must now take up our second guestiony namely,
what is the significance of t he sdpartheid iceology
on the level of expediency? Cur answer to ihis
e té8 questiion has obvicusly been anticipated
in the immediately preceding comuentss  On_this

level the Apartheid ideology emerges as a technigue

of Vhite dominatione

"From the point of view of the perpetuaticn of
~hite domination, the reduction of the Non-Whites
into & nuaber of mutually exclusive units is a
functional necessity.ese"2?

‘hereas on the iiealistic level Apartheid would
sees Lo mean anc even ¢all for the dissolution of
the unstable wouth African racial caste structure,
yeb on the level of exredlency it emerges as an
unmistakablie policy or technigue ol civide et
iwperas It is a technique £ r breaking down the
emergent Non-white unity which threatens to meke
thite comination impossible and exposes the white
group to the danger of being "swampeds" It is a
subtle technique to avert this danger, presunably,
in time. For this reason consclousness of
differences. in race and culture must be vhipped up

among the other three racio-ethnic groupse. snd,
seeing/eeeee

29 Ibidc’ loce cite
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seeing that the afvrican gro . p is a far superior
numerical majority-group, it must receive special
attention. The tribal institutions - such as
chieftainship - must be Pe—enfercedgﬁ(but always
within limits of caution)j language differences
among the African tribal groups must be accentuated
and promoted31 and liberalisingy influences = such
as Missionary-sponsored Churches and educational
institutions for Africans must be discouraged -
all in the interests of ' hite dominati on. This
then is the signilicance of the apartheid ideology

on the level of expediency: a technique of vhite

¥

dominatione. iut this technique, unless accompanied

by force, can: ot be effz=ctive without some
persuasicn and a minimum degree of consent of the
dominated Africanse
This brings us to our thira question: namely,
wWhat is the significance of the «partheid ideology
on the idealistic level? It is our view that on
this level Apartheid is significant as a_deceptive

technique of persuasion. It is also our view that

this technique in Jouth Africa is two-edged. It

OperateS/ooontooo

30 see the Rantu ‘futhorities' Acte

31 see the lantu “ducation Acte
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operates on the dominating Whites and on the
dominated lon-¢hites. In the thinking of both
groups, it seeks to reconcile democratic values
with the group=~inequality th t it promotes on the
level of expediency = but in different ways.

For the +‘hite group, as Trofessor Fuper aptly
points out,

"Apartheid provides the moral Jjustif'ication
for counteraction against an emergent Hon-White
Unity."32

This Hon=white unity, as we shall indicate in
the next sectiuny is a technique of struggle against
White domination which is undemocratic and aims at
the generalisation of democratic values in oouth
Africas Its counteraction by the /Zoartheid
ideology on the level of expediency may be
legitimately evaluated not only as undemocratic
in technique but also undemocratic in its end
aspect. This grand denial of the universality
of democratic values on the level of expediency
by a group that has not ceased to believe in them
on the idealistic level sets up a strain for
consivtancy in this group's thinking and moral
consciousnesse This strain must be relieved.

In Other/-n-o-.

32  Le Kuper, ope citey p» 23,



In other words, this group must persuade itself

to a point of conviction (even if it is a
basieally a false convictien) that:
(a) Its motivation is altruistic:-

"In practice tie Hative finds his freedom
of movement and action severely curtailedy.e. in
his efforts to rise to a higher level he {inds
nis progress in the economic, the social and
the political fields barred by the vhite man, who
claims permanent superiority by virtue of this
coloure'

(b) Its method is rationaly anc morally defensible:-

"The policy aiming at separation is the only
sane, unbiassed and honest policy. It is sane
because it recognises the natural and not man-
made differences existing between Luropean and
lative, it is unbiassed because it advocates
civilisation in general and not the type of
eivilisation which happens to be one's own and
it is honest because it is constructive and
enburages the Natives to seek development in
a Tield where the Zuropean will naturally drop
out as competitor.”

(¢) Its utopian goal is rationally and morally
desirable:=

nJust over a hundred vears ago the Voortrekkers
cdeeided on a tremendous venture, they gave up home
and hearth and economic security in order to
achieve independence. The time has come for
another momentous decisionj the sands are fast
runnings outy another Great Trek must begin, away
from caste-society, which is our undoing, and
towards areas of liberty." "The ultimate goal
should be seen clearly namely the separation of
vhite and Native into separate self-sufficient

socio=economic units, a grocgss which must be
spread over many yearses
low re-assuring! This, in our view, is

‘l’he/....‘...

33  WeVell. Eislen, ope citey Do 4o
34 Ibid-, De 1l.
35 Ibid.o’ p‘ 8‘
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the function of Apartheid on the idealistic
level with regard to the -hite group, to a group
that may be expected to be aware of the fact that
in its practice it is playing truant to its
democratic heritage.°¢ It should be gratifying
to think, on the idealistic level, that, after all,
in its truancy (a) it is altruistically motivated
(b) the course of its truancy is morally justifiable,
is "the only sane, unbiassed and honest'" course
and {(¢) its utopian goal is noble and desirable -
"areas of liberty" (a value-goal that sounds
genuinely democratic). Perhaps, on the idealistic
level, such ideological rationalisations do
bridge the gulf, relﬁ%e the "strain" and sear
the "conscience coliective" of the "hites to the
grand sacrifice of demoeratic values on the
alter of expediency. Ilowever, our point is that
idealistic spartheid perfoims this function -
that is; the udeceptive selfepersuasion of the
vhites th.t Apartheiu is well motivated, well
pursued and wellemeant. And if the guld
between democratic values and undemocratic
practice happens to gape toov disconcertingly at

any pain‘t./' seveen

36  oee Appendix E.
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any point, it is immediately pateched up with the
further re-assurance that the pursuit and achievement

of' the ultimate utopian goal is "a_process which

must be spread over many years." Put, on the level

of expediency, this ideologically efiective
patch-statement has a special proviso that is
always missing on the idealistic levels That is,

in oruer not to jeopardise 'hite domination.

ve must now turn tc the significance of this

ideoilogy, on the idealistic level, for the lon-

¢

.hitese« Its operation, in this group, as a ceceptive
technique of persuasion is, of necessity, different.
vhereas, with the vhite group, the strategy is to
appeal to "altruisitc" motives and to make this
group believe that it is thus motivated; with the
lon=ihite group, the sirategic approach is to
appeal to the motive of '"self-interest' and to

make this group believe that its interests will

be promoted by its acceptance of the ideology and
Prograine » ‘he central idex is to persuade this
groun into a false belief that Apartheid is a
liberat ry ideologs by Tocussinz its attention on
the iueolozical utopia of "the areas of liber y,"
vhose margin, of course, fades for ever anu ever

in the light of the reality of ®uhite supremacy

for all time."
I'he technigue here is an interesting one.

.a) It involves a pretence  sympathy with this
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group in its plight in a caste-ridden society:=
"Qur present system of domination tempered

with trusteeship nas proved irksome to the Native
comaunity and is becoming more irritating."37

(b) It involves an infusion of a sense of
despondency in this group about the prospect of
bettering its position in an integrated wouth
African societys:= ‘

"It should be clearly understood thatse.. the
Government is not prepared to grant the Bantu 28
political equality within the Luropean comaunity."

To say, "within the Zuropean comnunity" is
but an elliptical way of sayins where Zuropean and
Non-Euronean live in an integrated societye.

Perhaps Hoernle has made thils interpretation

clearer: '"So long as Yhites and NVoneVhites are

unitec in the same socio=-politicul structure, the
former will not be keen to surrender their dominanceeses
It should be clear that there is nc escape from

white doemination by way of parallelism or

agsimilationy but only by way of tonl separation."39
kislen has also contributed to this step of the
technique of deceptive persuasione.

"Gradually/.......-

37 WelWe Mo EiSIGH’ 0D Cito, Pe 4,

38 rrime Minicter (Dr. Malan)y in a letter to the
African National Congress daaed the 22th January,1952.

35  L[+l"e Hoernle, ops citey pe 9o



"Gragually it will dewn upon the Natives in
general that the task of raising 8 million Natives
to a higher standard of living will never be
undertaken with enthusiasm in a caste=-ridden society
and that it would in any case be an onerous task
for the two million whites to accompliah."40

{c) It involves a glorification of the ideological
utopia before a group that has been made despondent
by ideological sugrestions of the type exemplifiéd
in (a) and (b) above:

"It (the Government) is only too willing
to encourage Bantu initiative, Bantu services and

Bantu administration within the Santu community,
and there to allow the Bantu full scope for all

his potentialities."#L

(d) a form of subtle flattery, presumably,

calculated to induce ultimate accentance of the
iliusory utopia.

"The Bantu too have pride of race and tradition
and as soon as they see that within areas of their
own tney are offered more...y that trades and
occupations and positionsof trust and authority
which in the suropean towns were the monopoly of
the «hite master, are open to them, they wil. not
fail to respond.”

The manifest persuasive function of Apartheid
on this level is evident in the biassed contrast
it places before the Non-thites between integration =
which can only offer them frustration (in view of
the "unalterable and indomitable determination" of

the VlhiteS/c s000000

40 WMo Lisleny ope citey pe 9

41 Prime “inister (Dr. ¥alan) in the letter cited
above: (Jee foot~note 35).

42 Vel oMa .mislerla Ope Cit’" pe 10.
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the Whites to dominate in an integrated Jouth Africa)
and separation = which can offer them “full scope
for all (their) potentialities" in their own

nareas of liberty." The decentive nature of this
persuasion is evident in the fact (admitted on the
level of expediency but not on this level of

jdezlism) thst even "in their own areas they will

alwavs have to stand under the eyardianship and

the d-mination of the ‘hite man in south Afvicag!

and that, as Frofessor Kuper points out, "from
the point of view of uLhite comination, the
rednciion of the Non=vhites into a number of
mutually exclusive égig% is a functional necessityees
for counteraction against an emergent Non-white
unity." These grim facts are suppressed on the
jdealistic level and the mirage of "areas of
liberty" is held before the non=whites.

However, the quality of the Non=vhite leadership
has, in recent years, improved considerably and
is continuing to do so. The emergent Non-ihite
leadership consists, largely, of highly educated
nersons who show a deepeniny understanding of the
socialy political, cconomic and ideolo~ical trends
in the life of _outh Afriecaj and, with this
understanding, appreciable analytical ana critical

abilityftothtoouoo
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ability in their orientation to these trends.
.nd they are not likely to be hood-winked by the

subtly and ingenuously constructed ideological
scabbard which sheaths the sword of Vhite domination.
Indeed, as Professor Fuper points out:

"yith the development of political understanding

among Africans, the rationalisations offered to
them are clothed in slightly more sophisticated
termss 3ut the process 1s cumulative: the
inereasingly subtle deceptions progressively

evoke increasinzly subtle analysis, and the
political y orienteted Non-white of today shows

a_highly acute critical ability. Yet political

statements have not kept pace with this cevelopmentj

there is little flesh to camouflage the real intent. 43
Furthermore, the Non=-Whites masses, as a result

of threc~-centuries' experience with the ‘hites,

have come to realise the difference between the

ideolosical "cake" of a utopia of "areas of

liberty” and the 'black-bread" of the reality of

White dominatlion more clearly then ever before.

Tabata traces this awakening of the people

chiefly to their disillusisonment with the

jdeological promises which camouflaged a series

of segregatory leg#islationé4 from 1915 (chiefly

the Land Act) up to 1936 (chiefly the Representation
of liatives' Act)e The latter, in particular,
he suggests, “precipitated the people into taking

a leap in the growth of politicul consciousnesSSesss
I'to/otcuocc

43 Le Kupery ope citey pPs 26,

44 Designed to secure for the vhites incontestable
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It itself (was) the outcome of knowledge acquired

in the hard school of daily experience.”45
Finally, the HNon-vhite group subscribes to an

opposite ideology, namely, the Intesrati-nist or

Jemocratic Ideology. This stands in sharp

contrast to the Apartheic idec . ogy, s0 that it

is not only impossible for each group either to

reconcile them or to hold them simultaneously

but also uifficult to transfer loyalty from one

to the othure w0 That the lon~white groups

by virtue of its iceologic:l comuitmenty stands

in sharp opposition to #Apartheid on both levels.

THE INTEGRATICNIST IDHOLOGY OF Thi AFRICANS.

s

If the Apartheid ideology amounts to a
virtual intellectual and moral rcjecti n of
democratic values on the inter-group level,
the Integratiocnist ideology is fundamentally an
actual intellectual and moral as ertion oy re-
affirmation of democratic values on this level.

It envisages their generalisation throughout

the social systems If the spartheid ideology
envisages an atomised social system under minority-
rule, the Integrationist lueology envisages an

integz*at.ed/ sovseae

45 1.3e Tabatay ope citey peo 45
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intersrated social system under majority-rule.
In brief the two ideologies stand in sharp
oprnosition to each otier.

However, tne two ideologies woul. seem to
spring from the same source: namely, the
incompatipility of uemocratic values (to which
the Africans have become fopster-heirs) with
the south African social systen in which the Africans
ar forced into an infericr position on the criterion
of race or colour. This situation immnedliately

creates in the /fricans g deuwand for consistency:

and this consistency is demanded noton the level

of Vhite expediency but on the level of democeratic

values . This demand is clearly evaluative. It
invoives evaluatlon by the +ifrican group of the
two levels on which the resolution o the contra-
diction between democratic values and whe aocial
system sioika be achieved. Theoretically, the
resolution may be achievea on the level of
expediency, throuzsh a rejection oy Loth groups

of' the relevance of democratic values in the
inter-group stuation: or it may be achieved on
the level of democratic values,y throu h the rejection
by both groups of the status quo and their mutual

conaent/u...u....
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consent to generalise these values in the inter=-
group situation in -outh Africa. The Africun
group's choice of the level of values, in this
case, warrants an explanatione. ‘his may be made
both in utilitarian and in moral or idealistic
terms.

In utilitarian terms, we inay suggest that
the choice oi this level by the African group
is consistent with the pursuit and achievement of
this group's interest in self-emancination from
its subordinate nosition. To demand consistency
on the level of expediency would be clearly against
this interest. It would uean courting an’ accenting
perpetual subordination. In moral or idealistic
terms, 1t may be sug ested that it is conceivable
that this group is comitted to democratic values as
to a system of valies consiuered as right, just

any desirable for inter-human and inter-group

relationse dirrespective of the scecifie irdividuals

or _groups so inter-related. It is our view that

these two modes of motivation are relevant to this
group's choicee In other words, its demand for
coensistency on the level of democratic values is
explainable in "voluntaristic" terms - as a Joint
function of the group's objective situation in the

dOUth/oo-.ooo--.-
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south /African sccial system, including its
logically consistent interest in selif-emancipation,

and of its subjective evaluations and idealisme

The two modes of motivation are, in our view,
inseparably inter-related in this case and may,
in one sense, be said to stand in a relationship
of reciprocal re~inforcement with respect to the
African group's ideological orientatition to the
south African social systeme  This proup's
objective situation may be said to re-inforce
moral comunitment to cemocratic wvalues as to a
set of ultimate inaliénable value-endss and moral
comnitment to these may be said to re-infcerce
the group's radical reaction to the wbjective
situation (as weans to the achievement of these
ends)e Out of this situation of dual reciprocal
motivation = utilitarian and moral - emerges the
African Integrationist ideologye It is, therefore,
our view thatthis ideology combines both utilitarian
and moral or idealistic considerzutions.

In the light of this brief analysis, it is
possible to identify in this ideoclosy the two
elements wvhich we identified in our analysis of

the .partheid ideology: namely, expediency and

idealisme In so far as this iceology deals with
the immecdiate problem of the self-emancipation

of 'U’lﬁ/ooov-;o



of the African group from the thraldom od subordination

in a racial-caste social system, it may be said to

include an element of expediency. Hut in so far
as it inﬁélves an appreciation of demoeratic
values, from a hunanistic point of view, and a
conception of an idesl social oruer in which no
other perscn or group may be arbitrarily forced
into a subordinate position, it may be saiu to
include an element ol ideaglism. It is important
to note here that out of this dualism of expediency
are idealism issues forth a cual function oi this

iceolo ye Un the one hand, it is a_weapon of

steugsile for self-emancipationgy anc on the other
nand, it is an assertion of a s stem of values which
are FYundamental to a rationally/morally appraised

status_ideals !lowever, one does not find here the

contradiction in terms between the itwo elements

which ve observed was charactersitic of the Apartheid
ileolozy. In that ideology, ideological pronouncenents
on the level of expediency meant one thing and those
on the idealistic levely another. It was only
possibls to resolve the verbal contradiction by

inter reting pronouncements on the second level as

a camoullage of the first level deliberately tesined
L ueceive. sut in this ideology s pronouncements

on the level or expeuleicy, in terms of strug- /ie for
self~-emancipation, secm to be mutually consistent with

pronounce ernts/eeese
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pronouncements on the idealistic devel, in terms

of

of

the ultimate democraticaticn of the whele

South African society.46 The two are

complementary and logically sequential.

“e do not propose to develop an independent

outline of this iceology; but to pit it against

the Apartheid iaeology. ‘e have elected to follow

this course for tuo reasonse. Firstly, in one

sense, the Integrati-nist iceology uay be described

as

an intellectual and moral reacticn to the

Apartheid ideology and programe of social

organisation/eseccee

46

It is conceivable that this group's demand
for the democratisation of the whole society
and its idealisation of &ich a social orvder may
not be uncoleured by considerations of selfw-
interest# in African dominati.on in a democratic
south Africa. The possibility of African domi-
nation is "given" in the numeriecal superiority
of the members of this group. ‘nd 4dn so far
as "eonsciousness of kind" - colour kind -
may persist in a democratic society, the
possibidity of eventual African domination
may be exnectea to be a hish probability. I

it cun be established thé&t the ..frican group

is gfectively aware of this given possibility

and that tney are interested in its probability, it
may be suggested that on the icealistic level,

the Integrationist ideology is a raticnalisation
of this group's self=-interest in domination.

ut, as we sald earlier, it is our impression

th.t tc the African proup, the fact of its nume=-
rical superiority is largely an arithuetical

facti and, on the whole, the .Irican leadership

is either silent on this point or vehemently
disclaims interest in African cominatione.

However, the some~time slogan of the ~frican

Youth League, "Africa for Africans" 1s very
suggestive in this connecti ne It is conceivable
thot this intercst may be entertained by some
leaders: and that reticence on it or denial of it

is Only/........
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organisation. In this case, it seems lorical
to us to develop our outline of this i eology
by inquiring into the counter-answers which it
auvunces on points or issues in which .\partheid
1s most vitally interesteds -econdly, in this
Studyy we are not inerested in these iceologies
for their own sake but in view of their mutual
confdict and the implications of that conflict
for the problem of relative social parallelism
between the african educutional system and th
south African social system. In order to hirhlight
that coniflict, it seems to us necessary to refer
to the points on which we have outlined the
Apartheid iceological position. ‘e have suggested
th .t the /partheid ideology stands on three
logically consistent concepts: (a) proup differences =
racial, cultural anc aspiraticnal; (b) group
self-determiiation - economic, political and
culturai; and (e) group=separation - territorial.
and/or socio=economic. what is the position of
the Integrati nist ideology with respect to
each of these concepts?

(-4 haVQ/OQ-oo.

46 is only part of good tacticse. In the absence
of positive empirical data on this point, we
must leave it as an open question: and satisfy
ourselves - with the mere statement of the
§gasibilitm of ke /African domination as "given'"

n the arithmetical fact of the numerical
superiority of this group nov and, presumably,
in the idealised democratic Jouth Africa.
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«@ have alreac, referred to Trofessor “uper's
analysis of the .partheid iueclogy as resting on
the concepticn of "an absolute timeless sacred
difference" between the wouth African groups.

The Apartheid positi-on is that these differences
are not "man-nade" but “"god-made."  Hence they
must be preserved and perpetuatede. ‘They must
also be used as criteria for scocial stratificaticn
lest man should undo what God had decreed. From
the Integretionist point of view, however, these
diffevences arc not timeless. Their existence

in south Afrieca represents part of an early phase
in a situaticn of contact among groups drawn from
several continents. .hereas Apartheil postulates
that they are "God-made” and ineradaicable, the
Integrationist ideology holds thot their persistence
in vouti africa has been '"man-maue;" and that
they are eradicable, without hunan degredation,

as evidenced in such other sit.ations of group
contact as the Hawaiian and the vraziliane. Their
persistence ia a result of deliberate action on
the part of the vhite grocupe. vhence this preoccu-
pation of the ‘hites with the preservation of
group differences?  From the point of view of

the Integrationist ideology this is traceable to

the *f'hit@/-ooqcuo..oo
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the White group's interest in perpetual domimation.
Hence the Apartheid emphasis on these differences
and its plea for their preservation in terms of
Divine Decrees are seen as part of a rationalisation-
technique of vhite domination.
In view of this, the Integrationist ideology

emphasises the transiency of the cultural

differences between the wouth African groupS.
Tt envisages an uninhibited process of culture
assimilation leading to the evoluti.n of a common
culture to vhichfall Jouth Africans shall be free
to contrioute and which shall become the com:ion
heritage of alle. This is seen as a fundamental
prerequisite to the establishment of harmonious
relaticnships between people destined to share
a common $0il - to eliminate group differences
and to allow for the emergence of integrative
factors and comion characteristics.

¥While recognising the imuediate fact of
racial (or colour) differences as bilologically
"giveny" the Integrationist ideology emphasises
its irrelevance as a criterion of social strati-
ficationy in the sense thut per se it has no
direet Learing on ability and performance in rolese.

It iS/OOOCOOOQ
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It is recognised as an immnediate biologzical facte

It should not be used in social relationships

between persons or groups to predetermine their

places, chances and fate in the social systeme

ind its persistence must notbe an institutionalised

group~-value - jealously guarced by south Africans

as 1f their very life depended on ite. The

Apartheid exponents are determined th:t this

biological fact shall always be a social fact and

that 1t 5%@11 continue to be used as a norm for

+he alloecati n of status-roles in .outh ~frica:

put the lLitegrationist exponents are just

as determined that this fxct shull remain (1f

it does) as a mere biological fuact and that

universalistie norms shall be substituted for

it in the allocation of roles and statuses in

south Africae Cut of this ideological conflict

on the choice of allocative norms in ~outh iAfrican

society spring crucial problems of relative social

parallelism between African institutional sytems

and the wouth African social sytem.47
As in the case of the Apartheid ideology,

the aspirational differcnces between the thites

aﬂd/oooovtvto

47 In Part IV we shall st.te some of these problems
with reference to the relationship between the
. frican educational system ana the -outh sAfrican
social systeme
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and the Africans are, from the Integrationist

point of view, recognised as irreconcilable. The

thite group's aspiration to dominate the social

system is viewed as an unholdy sacrifice of

democratic values on the alter of expediencye

And the African group's aspiration to emancipate

itself from the positicn it has been Torced to

oczupy as a result of this sacrifice is viewed

as part of an ef’ort to salvage these values

from the slough into which White expediency has

cast thems This 1s evident, for instance, in

the "Ten-Polnt Programme® of the an»murOpean'

Uhity Movements This involves an ascertive

statement of democratic principles and a '"clarion

call" to all oppressed peoples and all lovers of

democracy in vouth Africa to rally around the

Movement in a collective effort to re-instate

these principles in Jouth Africae. There can

be no compromise, no collaboraticn with the

rest -~ the traitors to democracye Its attitude,

as an inclusive exponent-organisation of the

Integrutionist ideology, may be sumued up in

the dictum: "He thut is not with us is against us.”
Hovevery this radically uncompromising attitude

has not always been characteristic of the Integrationist

idGOlOgy/ooosuoooooo
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ideology as expoused b all /frican or Ion=
European organisations. Yor a long time,

for instance, the .frican Faticnal Congress has
believed that the aspirations of the two

groups could be reconciled = in process of tlme.
It has had an evoluticnary orientation to the
point of group aspirational differences.

By pleading for one democratic concession after
the other, it has believed thut democratic values
may gradually be generalised in the social system:
and that in this way the Vhite group would
gradually adapt itself to an evolving democratiec
south African societys. The possibility of reco=-
neiliation was seen in the African group's

villingness to cencedetime and in the expected

ihite group's willingness to concede democratic
values.

The Afrlcan giroup has conceced the time
factor but this concession has oseen answered with
a rapidly growing reluctance on the part of the
whites to concede e%en a token or assurance of
demoecratic good-will - to say nothing of full
democratic status to the Lon-ihites. The
disillusionment of the iAfrican Nati nal congress
with the hope of a reconciliation along these

lines/.-.....u..
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lines has been evidenced, during the -efiance
Campaign, in its cecisicn to shorten the time-
spany ior the voluntary generalisation of
demoeratic values by the :hites, to the life-time
of its present members - "during our life-time,!
they saids This was met by the ¢hite group with
three legislative measures which have virtually
decapitated the organisaticne It is our view
th ty with the "passing" of #re Lhese measures,
there passed away from the Integrati nist ideology
any sanguine hope for a reconciliation of the

aspirations of the two groups and for an evoluticnary

development of ocouth Africa from a racial-caste
society into a democratic society. 1t is in this
sense that we suggest that, from the point of view
of the Integrationist ideology, the aspirational
aiffercuces are viewed as irreconcilable.

soutn JAfrica either must remain a white-dominated
racial-caste society (in which only the aspirations
of the minority are realised); or it must drama-
{ically become a democratic society (in which

the aspirations of the majority of oouth

Africans shall be realised)e  And both groups

are possessed of "an unalterable and indomitable
determination that their respective aspirations

S:’Itlll/c«i-ooo-
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shall prevail. Out of this ideological impasse
emerge important problems for the structural func-
tional reliationships between the African educational
system and the ocouth African social situation as
defined by these ideologies.
The second concept on which the Apartheid

ideology rests is th:t of group self-determination.

Ve have stated thet /partheid asserts the right

of self-determination by racio-ethnic sroups

in couth 'frica as something of an inalienable
righte Sut, on close examination, this assertion
emerged to be, in fact, an ascertion of the Vhite
group's right to self-determinati- n and to
otiier~uetermination of the life anu life-circumstances
of the Non-ihite groupss 1In other words, there is,
in a general statement of this concept, an
unmistakable element of deliberate deception of

the Non-thite groups (and, to a certain extent,

of the less discriminating members of the Ythite
group itself). /gainst this concept, the
Integrationist ideclogy pits the concent of

group intevdependence on an ecualitarian basis.

This ideclogical counter-move mav be explained
in several ways. Firstly, it may be explained asa

reaction/..-.....
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reaction to the deception implicit in the Apartheid
concept of group self-determination of which the
Integrationist intellectuals and theoreticlans
are quite aware.

This awareness is not only a result of academic
ideological analysis but also, and more S0, a result
of observaticn of the empirical situationes In
terms of the :rartheld ideology and program.e,
the idea of group self determination, as opnosed
to group interdepenuence and integration,y has
meant, for instance, a denial to this group of
the right to reside permanently in urban centres
of civilisaticn and its relegatiocn to the notoriously
overcrowded and eroded "Native leserves" whose
barrenness must detrmine whether or not there
shall be a healty and virile African community
in South Africas. In political terms, it has
meant the denial to the African group of the
right to participate in the HNational rovernmental
institutional systems and its appreasement with
relatively inferior institutional systems like the
Wative iepresentative Council, the Bhungas, the
Advisory soards andt such inconseguential
politicul participation as the election of Vhite
“lative lepresentatives® into a vwhite Tarliament.

Inthe/.u...u..
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In the sphere of education, the idea of
African self-determination has meant dictatorial
control of ‘frican education by the besi hated
Jiate Department = the Departument of Native
xffairs48- with a provision for the establishment
of puppet Bantu ochool Boards ana Committees
vhose membership is carefully loaded in Lavour
of the white otates This state lepartment will
determine who will teach, what he will teach, how
he will teach and vhom he will teach. 7
are some of the implications of the dApartheid
concept of group self-determinatione ind,y as
a reaction to these, the Integrationist ideolory
postulates the concept of interdependence on
an equal basis. This is to ensure that the
life-chances of any group in couth Afriea shall
not be thus deperndent on the mercy of one (small)
groupjy but that the welfare of South /Africa shall
be a com:ion concern of all .outh Africans.

secondly, the substitutlon of the concept

£ interdependence {or self-deterulnation may be
explainec as a reaction to the objective situation

of economic/essvee

48 Often dubbed by Africans as the "uJepartmant
of Native Afflictions."
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of economic interdenendence or integration in Jouth
sfricas Houever, the type of group interdependence
in this situation is on a vertical plane involving
the mastery of one racio-ethnic group over the
otherse It is on the lines of laster--ervant
group interdependence - the membership of these
groups being predetermined by the accident of
birth. This is a radical departure from democratic
principles and values. IHence, the Integrationist
ideology prescribes the pléne for this interdepe-
ndence as therequalitarian. Master-and=-Jervant
relati nships are an essential feature of
division of labour in modern industrial society.
iut the Integr:tionist ideology demands that the
point at which any one enters #&nto such relationships
should not be predetermined through the
particularistic criterion of racio-ethnic origin
and affiliation. Hencefﬁ%ype of group interdependence
envisuged in this ideology is, ultimately, not
racio-ethnic group interdepeniencee It is

interdependence of individuals anu congregate

groups of individuals sharing comuon or like
interests thx:t transcend given biological
distinctions.

And, thirdly, this may be explained as a

logically/......-u.
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lorieally necessary substitution of a principle of
speial organisation that is consistent with the

£

African's concepticn of the status idezl for that
which is not. Petty exclusiveness und independence
of the racist typé and the imposirg of one racial
group over another is a direct negation of
denocratic equality ana freedom. sut social
inclusiveness and interdependence of the

humanistic type and the equalisation of gpprortunities
for access to the resources of life and the enjoyment
of the fruits of life is the corner-stone of demo=-
eratic social orzunisation. In this sense, the
counteracti n of the Apartheid concept of group
self-determination with that of group inter-
dependence on a common level is both a lozical amd
a functional necessity for the realisaﬁian of the
democratic status ideal. idd to this that in a
plural society like ours - with the unit-groups

so juxtaposed - no single group can determine its
life and conditions without necescarily affecting
the life ana life-conditions of the othersSe In
such a cese, it would appear just and necessary

for all the groups to cetermine their common or
shared dife and life-conaitions in concert and on

the basis of equalitye

:‘1’19/‘0.00.--.
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The third corcent that is fundamental to
spartheid is that of group-separation - territorial
and socio-economic. e shall outline the position
of' the Integrationist iceology with respect to each
of the two aspectse. «ith respect to territorial
group=separation, we have pointed oul that, as
a result of practical difficulties in its
implimentation, this idea becomes an idealistic
or utopian element in Apartheid which is
generally rejected on the level of expediency.
"he Integrationist ideoclcgy stands in sharp
opnosition to this idea. There are several
considerations involved here. There is the
consideration of an equitable oprortioning of
lande Given the Vhite group's inflexible
attitude to the land questirn, therec is no
reason to expect th.t if the Africans accepted the
ides of territorial group-separation, the land
would be distributed eguitably. The moral problem
of equity, in this case, is complicated by two
objective facts: (a) the numerical proportions
of the groups and (b) the technological levels
of t he groupsSe In the case of the formery the
African group is nunerically far superior to the
“hites: and equity, here, would require the allocation

of mle/oo-u.tooooo
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of the greater proportion of lanc to the African
Sroupe In the case of the latter, the white
group is far superior in its technological ability
to use the land prouuctively: and equity, here,
would require the allocation of the greater
proportion of land to the vhites. in other
vords, it is impossible in this situation to

set up an equitable criteri.n for the
implementation of the idea of territorial group-
separation. and seeing that, in any case, the

hites are in control, its implementatiocn may
be expected to be baissed in their favour, and,
hence, uneguitable.

However, from the point of view ol the
Integrationist ideclogy, there is more to the
question of territorial group-separation tnan
these practieal considerations. There is the
guestion of principle = democratic principle -
ant the implicit democratic value-atuituues
towards racio-ethnic categorisatione ihe relevant
democratic prinecinrle here is that no erson or
group of persons may be denied the right to the
acquisition and utilisation of matlerial and
non=naterial means and facilities or subsistence
by virtue of racio-ethnic identitye. <@ have

pointed/eesecceon:-as
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pointed out that, from the integrationist point
of view, racio-ethnic categories are incidental
and inconsequential to problems of alloeation of
possessions. They are particularistic and, hence,
incompatible with the universalistic categories
inherent in democratic categorisati-n of persons
or groups under conditions of personal liberty
and equality of opprortunities. Against the
particularistic criteria implicit in the Apartheid
racio=-ethnic caterories, the Interrationist
jceolozy posits the universalistic ceriteria of
capacity to acguire and use possessions under
democratic conditions. snd in so far as the
shites are uncumpromisingly reluctant U allow
for the institutionalisation of these criteria
and their accompanying conditions, the idea
of territorial group=-separatiocn, in ~partheid
terns, is categoricaliy rejected.

Another reason for this rcjection arises as
a result of the critical examination of the motives
of the Vhites when they advocate territorial
group=~-senarat one In so fer as it is practicable
or practiced, territorial group=-separation appears
as a technique of ‘hite demination - the technique

of divide et imversz. It involves relative

iSDlatiun/...;..'..
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isolation of the African group so that they may
be better anc more easily dominated, in the sense
that the unity of this group vith the other
Non~-thite groups vould make -hite comination (iffie
cult or impossiblee. In so far as it is impracticable
it is5 a form of ideological decepticn tu lure the
Africuns into a belief that ultiusately they vwill
be granted their own ébependent territcery where
they will "come ianto their owne.” lLience, the
motives that undevly this idea are, i{rom the
Integrationist point of view, those of deliberate

deception and divie and rule. The acceptance of

this idea by the . frican group would, therebre,
clearly be contrary to its compelling interest

in self-enancination and would, from this point

of view, be an unwarranted sacrifice of democratic
values.

The second aspect of group-separation advocated
in spartheid - espeeially on the level of expediency -
involves the - eparation of the _outh :.frican groups
into"separate sSpheres" - socio-ecconomic = "not
separate territorial areas." In the logic of
the uspartheid ideology, these “spheres" may
legitinately be expected to be hierarchically

arranged and the criteria for the distribution
3 S
of p@l‘SOI%/o‘o.t-t.uto
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of persons in them, rapbicularistic alony the
lines of racic-ethnic origin and affiliation.
The Integrationist ideology is not averse Lo the
differentiation of wouth ofrican society into a
number of socio-economic spherese. Sut it
rejects the spartheid particularistic criteriae
1t dewmands the adoption of universalistic criteria
so that no -erson shall pe condemned into a lower
sphere or exalted to a higher sphere by the sheer
accident of birth and colour, but by ability,

ncrformance and achievenent. In so far as this

aspect of the idea of sroup-separation carries
with it any special connotation - a~art frem thad
of soecial differentiation anc allocation of status=-
roles by means of universalistic criteria, - it is
also categorically rejected in the Inteprati- nist
iceclogy e It becomes a deceptive-technique for
guaranteeing vhite soclo-cecnonic superiority.

It is clear (rom the preceding that, in its anti-
thetical reference to the status quo, the Integrationist
ideology meets the apartheid elenent of expediency,

motivated by the vhite group's self-interest in domi-

pation, with an opposing element of expediency,

motivated by the African group's interest in

self-enancipatione It is also clear that, in a

Sifﬂil.ar/o soeesrt e



similar reference to the status iceal, the Integra=-
tionist ideology meets the spartheid element of

deceptive idealism, motivated by the -hite group's

desire t- maintain the status quo, witl an opposing

element of demoecratic idealism, motivated by the

ifrican group's desire to transform the status quo.
There ar: two phases of the process of

transformation of the undemocratic status quo into

the rleqocratic status ideal envisagedl here. he

{irst invoves the self-emancipaticn of the

Sfvican group from sudordination. t is an

essential idea in the Integrationist iaeology at

present that the emancipation of the african

group cannot be expected to come in a plattier;

it cannot be expecited to come about as a result

of a voluntary "change of heart' on the part of

the whites. It is something that has to Dbe

achieved as a result of African group seli-efiort,

privarily. If the African group must engage in

a joint-effort with the members or organisations

of the other Non=thites groups - vhetier by

ad=hoc collaboration, as the ifrican National

Cenoress believes or by feleration as the 'nity

ovenent believes = it is generally held thui

this step must be takenas a result of a feeling

of strengtih/eeessce
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of strength rather tian of weakness on the part
of the African groups The implicit fear here isS
apparantly that of escaping from subordination
urder cne liaster=-group only to be subordinated

under a new @aster-group.49

Hence the primary
emphasis, on this level, is on self-reliance rather
han on other-rel ancee.

The second phase involves the d emocrati-
sation of the whole society, through various methods
of comiunication and propagandas 3ut the achievement
of this phase is seen as dependent on a selzure of
pover by an (African) demccratic najority which
will guarantee and entrench democratic principles
and rivhts for every w~outh ~fricun - irrespective
of race, colour and ¢ eed. This, irom the point
of view of the Integrati nist ideoclogy, i5 seen
as constituting the iueal and ultimate mission of
the African numerical majority in -outh Africa.

It is not relevant here to discuss the programmne,

means/sssccsse

49 This is a generalised fear which has an existential
basis in the fact of the relatively superior
socio-economic position of the Indians (in Natal)
and the Coloureds (chiefly in the Capel. The
primary consideration is that the other two
groups are Tighting in the struggle from a
slightly higher level and that their wiliingness
to collaborate with the Africans may be
primarily motivated by self-interest rather than
comnon-interest of the liberation of the Non=thites
as a vhole.



- 297

means and methods of the African group for the reali-
sation of the ideal of a democratic oouth Africae
All we have been concerned with here has been 10
show the ideclogical orientation oi' the African
group to the South African social system = actual
and ideal = with special refer:nce to a few crucial
points on which the Apartheid exponents are most
explicit and vocifer-use The ideological conflict
we have tried to expose here would seem to leave
very little hope for an evolutionary settlement of

issues between ‘hites and Blacks in south ~fricae

The two iceolosies constitute an important
component of the social base of the african educaticnal
systems At the same time, they provide a “definition
of the situation" for the instituticnalised acticn
of fhe personnel of this sytem. They also function
as "imperatives of compativility" - whipping the
educational system into a relationship of relative
so¢ial parallelism with its actual and/or ‘deal
social base as ideologically defined.

The definitions of the situation provided by
these ideologies are divergent and impinge on the
srfrican educator in the form of two crnflicting
jdeological role-expectations. This brings us to

t‘v:‘O/ooo-oocuoc
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two questions that we seek to treat in Part IV.
Firstly, vhat are the respective role-expectations
of the Apartheid and the Integrati nist ideologies for
the /frican edﬁcatinnal system? (b) What is the
effecty, on the African educator, of the impact
of the two sets of ideolorical role-exrectations
on the ~frican educational system? e shall take
up the first question ip Chapter :I; and the

second guestion, in Chapters XII, JJII and XIV.
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CHAPTER XI

IDEOLOGICAL ROLE-EXPECTATIONS

APARTHEID ROLE-EXPECTATIONS

The role-expectations inherent in this ideology,
with regard to the /African educational system, have re-
cently been made explicit in t;wol major pronouncements
of the White group through its accredited and elected -
representatives: (a) the Keport of the Commission
on Native tducation, 1949 ~ 19513 and (b) the
otatement on Bantu kducation Policy for the
Immediate Future, made by the Minister of Native
Affairs in the Senate, June, 1954. e shall
refer to each of these in turn in order to
indicate the mutually consistent ideological
role-expectations explicit and implicit in them.

The first major indicator of the role-
expectations that this ideology prescribes for the
African educational system lies in the first and
most important term of refercnce of the Commission
on Native nducation:

"The formulation of the principles and aims
of education for Natives as an independent race, in
which their past and present, their inherent racial
gualities, their distinctive characteristics and
aptitude, and their needs under everchanging social

conditions are taken into consideration.’2

'ITliS/ooloooo

1 The Bantu Zducation Act No. 47 of 1953 may be consi-
dered as the third. But as it merely consists of
legal prescriptions for the reorganisation of the
African educational system in line with the Apartheid
role-expectations, we need not consider it here.

2. Report of the Comnission on Native iducation, (Pretoria:
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This term of reference rests on the assumption

that the Africans are "an independent race" - with

"distinctive characteristich" which include racial
and historico-cultural qualities, group aptitudes
and needs. On this assumption (into the soundness
of which the Commission was not called upon to
inquire), the African educational system is
expected to be different from and independent of
the educational systems of the other three groups.
ind, as we have indicatedhn the last chapter

the concept of "difference" in Apartheid is

tékamount to the concept of inequality; and that

of "independence," tantamount to subordination

"alviays und.r the guardianship and domination of
the white man in south Africa". Hence, the
s#frican educational system is, ultimately,
expected to perpetuate group inequality (which
must be to the advantage of the ‘hite group)

and to‘guarantee the timeless "guardianship and
domination of the White man" over the Afrie:n
group. The commission was charged with the
hecessary function of formulating the principles
and aims of an African educational system that
meets these expectations = in other words, an
"educ ation for Natives."

In/-....-....
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In accordance with their task, the Commission
proceeded to review the African educational system
in the light of these expectations. They made,
inter alia, two points of critism which are of
special relevance here: namely, 'the vagueness
of objectives," and "the uncertainty as to the
future development of Bantu culture."

With regard to the point of the vagueness
of objectives, they point out that the African
educational system has functioned, in the past,
with relative disregard "as to the rightful

N3 In other

place of the Bantu in vouth Africa
words, the african educati.nal system has, heretofore,
not been functiocning to prepare the African for a
predetermined '"place' in vouth Africa. It has

not been designed to serve the African group

"as an independent race" - with "distinctive
eharacteristics." It has not been different from
and independent of the educational systems of

the other three groups. It has not been oriented

to the objective of promoting group inequality

and perpetuating or guaranteeing the timeless
"guardianship and domination of the “hite man in
south Africa.” It has not appreciated these clear

ideological/eesse

3 Report: U.G. No. 53/1951, par. 563.
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ideological objectives and, therefore, it has been
vague in objective. In other worcs, it has been
modelled, not on the cSouth African ideclogical tra-
dition but on a universglistic liberal tradition
transplanted from democratic societies. In South
Africa, however, . frican education is not expected
to train the Africans according to their potentia=-
lities but "in accordance to their opportunities
in life, according to the sphere in which they
Live.t?

The above criticism may be expressed in terms
of the culture-contact orocess. That is, heretofore,
the African educutional System has been oriernted -
intentionally or otherwise - to the promotion of
culture assimilation between White and African rather
than the promotion of culture separation and
differentiation - each group developing culturally
along its "own lines." This brings us to the
second point of criticism mentioned above.

The Comnission is of the view thut the
african educational system has operated on an
"uncertainty as to the value of Lantu culture;"...
"reference to the syllabi of the primary schools
(for instance) shows that the development of

Bantu./oooo.ooo

4 House of Assembly Uebates (Hansard), No. 10/1953,
Col. 3585.
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Bantu culture 2s a whole is not held up as an
ideal."® instead of promoting the Separate cultural
development of the Africans "as an independent"

ethmic group, it has "favoured the adjustment of

3

Jantu culture to European economic and political
ideals.n® This, the Comnission feels, has resulted
in a yearly production from such an educational
system of

"that group of people who break away too
rapidly from the views and habits of tiieir own
beople and sometimes act against their own
people. such a stray minority is readily formed
where two cultures are in close contact. The
individual Iives in the midst of his own commnunity;
but is not of the comnunity; he is an outcast
among his own people and is of no Significance in
the other culture."

/hatever the merits or demerits of +this
criticism may be, the point we are making is that
it is a negative formulation of the expectation
that the African educational system should reduce,
if not eliminate, the situation in which the
cultures of the two groups are in close contact,
by focussing each new African generation on its
own culture rather than on assimilating that of
the Thites = so that the «frican child may “"become
a worthy member of the Santu race instead oi' having

t,O be//oouo..ooo

5 Opo Cito, par. 5¢7.
6 Op! Cit’, pal". 564.
7 Op. Cito, pare. 743 .
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8  The ultimate

to be a synthectic Vesterner."
idea is to eliminate the "stray minority" of
African synthetic ‘esterners by making its
development, at least throuzh the formal educational
process, impossible. “hy must it be eliminated?
Olivier gives the clue:

"It is... undeniable th.at it is this educated
minority group that is the most vociferous and
Lhe most clamorous, and who feels the restrictions
placed by wuropean overlordship as unbearable
and unjustifiable."9

In other words, this is the critical and
articulate group. It is the leadership. It is
the spearhead of the African group in its vestward
march and in its crusade for the salvaging of
democratic values from the slough into which
“hite racism and nationalism have cast them.

"The majority of_ the educated Natives are
all for integration."lO

If the march of the -frican group towards
the ‘est, towar: s democratic values, towards
integration, must be halted this "stray minority"
which is a threat to vhite dominaticn must be
eliminated; and the march of the sfrican group

redirected/ececececees

8 House of assembly Yebates (Hansard) No. 10/1953,
COl L 3613 .

) Neded e OliVier’ 0D Cit-, jo X Se
10 WelielMe EiSlen’ Op- CitO, De 9.
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redirected, systematically throurh formal education,
alonz non~iestern lines. if the African group's
vestward march is not halted or re-dirccted there
is no guarantee that this group will not reach
a cultural par with the :hite zroup - on western
stanaards. In the absence of scientific evidence
regarding inherent inferiority of potential in the
african group, there is every reason to expect
(and for the thites, to fear) that cultural equality,
on the western pedestal, is an imuninent possibility
in an unregulated and uncontrolled situation "where
two cultures are in close contact."

Hence, in the case of this criticism also,
we may suggest, that there 1s an implicit expectation
that the African educational system should promote
cultural difference znd, hence, inequality between
the two groups. This is implicit in the criticism
of the educational system for orienting the :fricans
to a "highly develojeu and progressive .estern
civilisation" (which must ove the exclusive preserve
of the white group), and in the plea for the
idealisation of a tribal and disintegrating
"Bantu culture." There is also an implicit
expectation that the African educaticnal system
should guurantee the timeless "guardianship and

domination/esscseccess
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domination of the white man in -outh Africa.”
This is implicit in the criticism of the educational
System for cultivating "synthetic Westerners'" in
the 4frican group = in view of the role they play
with regard to the security of the white group in
its dominant position. The continued production
of this type of sfrican, through the formal
educational system, is incompatible with the
idea of timeless W“hite domination.

"Their (Natives') education should not clash
with Government poliecy; ... if the Native in South
Africa today in any kind of Jchool in existence
is being tausht to expect that he will live his
adult life under a policy of equal rights, he
is making a big mistake."

‘e miust now turn to the positively-formulated
expectations with rezard to tie role of African
education in wouth «frica. ~hesc may be observed
in the Commissicn's recommendati ns of the "aims
of education for Natives as an independent race!

The Commission has stated two aime - one Social,
the other individual - as follows:-

(a) "From the point of view of the whole society
the aim of Bantu education is the development of
a modern progressive culture, with social institutions
which will be in harmony with one another and with
the evolving conditicns of life to be met in South
Africa, and with the schools which must serve as
effective agents in this nrocess of development.

(b)/'ao-ocoooo

11  House of Assembly Tebates (Fansard), Wo. 10/1958,
Col. 3586.
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(b) "From the point of view of the inaividual
the aims of Bantu education are the developnent
of' character ard intellect, and the equipping ofl2
the child for his future work and surroundings."

fhe first aim is designed to ensure that the
educational system promotes institutional integration;
and that the educatiocnal system itseli meets the
requirements of such integration by standing in
a harmonious relationship vith the other institutional
systems. In the six paragraphs preceding the
statement of these aims, the Commission takes
pains to show that the African educational system
has moved ahead of the other aAfrican institutional
systems, such as the family, thus creating a
crucial problem of institutional interration
within this group.

"Consequently," the Commission states, "the
modern school, unless Bantu social institutions
can evolve to bridge the gap between themselves
and the schools, must tenu to develop persons
who are compelied to reject either the school
or those ideas_which are basic to their own social
institutions."13

The concept of harmonious structural-functional
relationships betwe«n instituticnal systems in a
society, which vunderlies the Comuission's statement

of the social aim of "Bantu education," is a

sociolocically/escesee

12  EKeport: U.G. No. 53/1951, par. 765.

13  Op. cit., par. 762.
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sociologically tenable one. In fact, we have
.
emphasieed it in the preceding chapters in terms
of relative social parallelism. Dut, in its
application to the relationship of the institutional
systems of a group - like the African group -
which is caught in a rapid process of Social,
economic and politicul evolution (or more

acurately, revolution), a crucial normative problem

i

arises; namely, the level of cultural evolution

at which that institutiomal harmony, parallelism

. g o . 1
or integration must take place. 4

The ~eneral
social situation of culture contact in vhich the

african group is placed also accentuates this

¥

problem. Taking the two situations of cultural
revolution and culture coutact together, ve may
formulate the problem as follows: Must institu-
tional integration in the African group be achieved
on the lower and narrower level of cultural

and
exclusiveness, distinctiveness, or must it be
achieved on the higher and broader level of cultural

synthesis/eceeces

14 This problem becoes particularly acute when
plamned social change ic envisaged (as it is by
the Yhite group vith respect to the /frican g1oup).
The choice of a lower or higher level may have
an incalculable effect on the direction and rate
of development of the affected group thereaftere.



- 310 =

synthesis and assimilation?l5

The Commission, virtually, recommends the
integration of African institutions on the lower
and narrower level at which the other African
institutions have remained in their lag, rather
than on the higher and broader level to which the
existing /African educational system has largely
attained. THence, in the practical pursuit of its
Suggested aims of "Bantu education," it stresses
thatsi=

"eeo it is essential to consider the language

of the pupils, their home conditions, their social
ana mental envirgn@ent, their cultural traits and4 o
their future positions and work in wouth Africa.”

All these factors are peculiar to the members
of this group especially those who have not been able
to keep pace with the westward and upward changing
conditions of the life of the group in ~outh Africa.
This section of the African group is largely localised
in the Keserves. The pace of the development of
the African group, as a whole, must, as it were, be
adjusted to the pace of the Africans in the Reserves.

”The/..-.:-.

15 The value~judgment contained in this formulation
of L he problem is based on the assumption (in our
view valid) of the superiority of a synthetic
and hybrid culture over an isolated and "pure"
culture - unenriched through cross-culture ferti-
lisation.

16  ieport: U.G. No. 53/1951, par. 765.
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"The march of events and the staggering power
and glitter of Western culture have tended to make
the educated Bantu despise their culture."l?

1Tt follows that the reserves, being areas
in which Bantu culture functi ns most completely,
have a special task to perform i? the furtherance,g
of the Jdevelopment of Bantu culture and schools."

Note the antithesis posed by the Commission,
in this statement, between cosmopolitan "western
culture" and the culture of the lleserves - "Bantu
culture.™ Note also the insistance on basing the
"mogern progressive (Bantu) culture," which "Bantu
education" must have as its first and only social
aim, on the level of sfrican cultural evolution
prevailing in the lLeserves.

In other words institutional integraticn must
take place on the model of "Bantu Culture" represented

in the leserves; and these, therefore, "have a

special task to perform in the furtherance of the

development of Bantu culture and gschools™ This
integration must take place in a situation of
relative isolation from cosmopolitan and metro-
politan areas, the centres of "western culture"
which are characterised by cross-cultural fertili-
sation, synthesis and assimilation. flence, the

"mociern/geceses

17 Opo Citc, pax‘. 7630
18 ()p- Cito, Dare 768 .
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"modern progressive culture" that the Bantu educa-
tional system must have as its first aim may
logically be expected to bear an unmisﬁakable brand
of the relative inferiority of an exclusive and
isolated culture. In this instance, the African
educational system - now styled "Bantu education” -
is designed, and therefore expected, to foster
and promote this exclusiveness and isolation of the
african group as an ethnic gr up. It is expected
tc cut the group off from the stream of "western
culture" which it has been joining gradually for
the last three centuriesy and to canalise the
process of its cultural development along the
distinctively and exclusively "Bantu” cultural
furrow. |

This is consistent with and part of the
Apartheid programme uhich, as we have indicated
earlier, aims at dividing and isolating the
racio=ethnic groups in order to guarantee the
unrivalled timeless "guardianship and domination
of the +hite man in Jouth Africa." And, in view
of this, we may legitimately submit that the ~frican
euucational s;stem is expected to guarantee this
"unalterable anc indomitable dete:mination' of the
white group by isolating the African group and

forcing/eececeass



- 313 =
forecing it to achieve institutional integration
on a level that is several centuries below the
cultural level of the general -outh /ifrican |
Society - especially that of the white group.
The Comission's choice of this level is to ensure
the cultural superiority of ¢ he ‘hites by eliﬁinating
competition, by the African group, on common
cultural ground. Hence, the African group
must be made to start from different cultural
ground; and to make assurance doubly sure that,
henceforth,'White supremécy Shall not be challenged
on comion cultural ground, the African's cultural

ground must not only be gualitatively different

but also socio=-spatially non-comparable.

This interpretation of the implicit
ideological role-expectations, with regard to
african education, in terms of the elimation of
the sfrican group from competive and co-operative
rarticipation on the basis of a common socio=~
cultural heritage in the general South African
soclety, is strongly supported by a number of
pronouncements made by the Minister of Native
Affairs in his statement of "Bantu Education
Tolicy for the Immediate Future' delivered in

19 Ve shall

quote/eescee

the %énate on the 7th June, 1954.

19 This has been published in bocklet form under
that title, by the Tepartment of Native Affairs,
Pretoria, 1954.
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quote him copiously, firstly, in his critique
of the existing African educational system in
which "there was no co-ordination between the
¢ducation given in the schools and the broad

t
national policy, 0 and hence, the ideological

expectations implicit in that policy were not

met; and, secondly, in Hs exposition on "Bantu
education" which is ideologically "planned" to

meet these expectations. In the light of what

has been said in the previous pages, the ideological
role-expectations in both sets of quotations

will be unmistakable.

Criticising the African educational system
for "ignoring the Segregation or Apartheid policy"
by not educating the Native for an exclusive and
isolated "Bantu community" but for an incausive
and integrated wouth African community, the
lUinister says:

"By (thus) blindly producing pupils trained

on a Luropean model, the vain hope was created
among Natives that they could occu posts within

the Luropean communit¥, despite the country's
policy of ‘'Apartheid. This is what is meant
by the creation of unhealthy 'white collar ideals!'

and the causation of widespread frustration among
the so-called educated Natives.n2

"This is the elass which has learnt to believe
that/..‘....

20 Op. cit., p. 5.

2l  Op. cit., p. 7.
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that it is above its own people and feels that
its spiritual, economic and political home is

among the civilised comuunity of South Africa,
i.e. buropeans (sic), and fecls frustrated 29

because its wishes have not been realised."

Af'ter thus criticising the existing African
educational system for jeopardising White supremacy
by producing "the so-called educated Natives" who
have seen the "sun" of a broader and higher
civilisation and sought for themselves and their
fellowmen "a place in the sun" of that civilisation,
he proceeds to outline the implications of and the
expectations implicit in the "Bantu edueation”
system.

"My department's policy is that educaticn
should stand with both feet in the reServes and
have 1its roots in the spirit and being of Bantu
society (not wouth African society). There
santu education must be able to give itself
complete expression (under Vhite domination),
and there it will be called upon to perform
its real service (of eliminating the African from
the comion socio-cultural stream). The Bantu
must be guided to serve his own com unity in all
respects. There is no place for him in the
turopean community above the level of certain forms .
of labour. Within his own (culturally mareoned)
comnunity, however, all doors are open. For that
reason it is of no avail for him to receive a
trainins which has as its aim absorpticn in the
wuropean community, where he cannot be absorbed.
Until now, he has been subject to a school system
wvhich drew him away from his own community and
misled (sic) him by showing,the green pastures ,
of Luropean society in which he was not allowed to

graze/ccesces

22 OUp. cite.y pe 17. (Brackets are ours).
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graze. This attitude is not only uneconomic

because money is spent for an educaticn which

has no specific (ideological) aim but it is also
dishonest to continue ite... It is abundantly clear
that (ideologically) unplanned educati-n creates

many problems, disrupting the comnunity life of

the Bantu and endangering the community life of

the Luropean."<d

In fine, the ideological expectation here is
that education shall preclude the possibility of
the integration of the African group into the general
vouth «frican society = with its sinister
implications for white dominatione.

"For that reason (ideologically) planned .
"Bantu education" must be substituted for (ideologically)
unplanned "African educatione" In the Native
territories where the services of educated Bantu are
very much needed, Bantu education can complete its
full cycle (in isolation)j; +the child being taken
from the community into the school, developed to its
fullest extent in accordance with his aptitudes and
ability, (sic) and thereafter being returned to
the community to serve and enrich it"24 - a closed
cycle of life.

INTEGRATTIONIOT ROLE=-EXPECTATICNS

As in the case of our development of an outline
of the Integrationist ideology, we have elected to
develop an outline of the role-expectations of this
ideology not independently but with reference to
those ideas or assumptions that underly the Apartheid

role=-expectations/eeees

23 Op. citey, ppe 23 - 24. (Brackets are ours).

24 Ope. cit., pe 24. (Brackets are ours).
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role-expectations - and for the same reasons.
The position of the Integrationist ideology, with
respect to each of the spartheid assumptions,
must be understood in terms of (a) the democratic
value-basis of this ideology; (b) the compelling
interest of the holders of this ideology in self-
emancipation; and (c¢) the status ideual or goal
of a democratic vouth Africa cherished by the
sfrican groupe

The first assumpticn underlying the Apartheid
role-expectations is that the African group 1is

"an independent race." Ve noticed that this

is fundamental to the role-expectations of this
ideology. From this assumption it followed
that the African educaticrnal system was expected

to be different from and independent of the general

educational system in -outh Africa. e indicated,

however, that, in partheid terms, difference

meant inequality; and independence, subordination

to White domination. In our outline of the
Integrationist ideology, we pointed out that
thic ideology rejects the assumption that the

African group is an independent group. Instead

it posits, in the light of the objective

situation/.......’.l.
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situation, that this group stands in a relationship
of relative interdependence with the other oSouth
sfrican groups; and it also posits in the light of
its demccratic idealism, that this group must
ultimately stand in a relationship of absolute
interdependence on the basis of equality with the
other groups. It dismisses the corncept of "race"

as a biological coricept of no legitinate social-

functional relevance or consequence.

Hence, from the point of view of the
Integrationist ideclogy the African educational
system canrot be expected toc serve the African
group as "an independent race." This expectation
cannct be entertained (a) because of the .partheid
meaning of "independence" vhich equates this term
with subordination; (b) because it is contrary to
the African group's interest in self-emancipation;
and (c) because it precludes the realisaticn of the
goal of a democratic -outh Africa. It would mean
accepting a different type of education: and this,
“in Apartheid terms, means an unequal or inferior
education - an "educution for Nativesin2°

Positively/ecececcss

25 The phrase '"for Hatives' invariably suggests an
unmistakable stereotype in South Africa. When
one talks about something set aside "for Natives"
in South Africa, a vouth African immediately has
a mental picture of it. If one talks about land
set aside "for Natives," no South African will
think of a comanding spot in a city but of a

bar"en/oo-oooo
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Positively, in terms of the Integrationist ideology,
the safrican educaticnal system is expected to serve
the African group as a group which is involved and
&% . L. . .
ought to increasingly involved in relationships

of interdependence with the other sSouth African

groups on an equal basis. It is expected to be
similar to that of t he general society or else if

different, it would necessarily be inferior. It

is expected to be an agency in the group's strugcle
for self-emancipation by placing each new African
generation on an equal cultural level with the

rest of wouth Africa and, hence, to make possible
its interacticn and interdependence with the other
groups on a basis of equality. Ultimately, it

is expected to prepare a group that is a numerical
majority for life in a democratic <outh Africa.

This majority, in the final analysis, must be the
bearers of democratic values - liberty, equality and
fraternity - and the apostles for the democratisation
of L he whole society. In other words, the African
educational system is expected to be an agency in

the/-.......

25 Dbarren stretch of land in the Heserves or in the
remote outskirts of a Citys; if one talks of a
Housing wcheme "for Natives," no South African will
think of large 8-room houses with all modern
facilities but of 2 or 3 room houses meeting only
the barest minimum of hou#ing requirements; or
when one talks about political institutions "for
Natives," no South African will think of autonomous
legislative, administrative and judidal institutions,
but of the Bhungas, the N.R.C., the ,.dvisory Boards
and so forth. This phrase is meaninofml 4in . AFnina.
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the transformation of the status quo in the
direction of a democratic status ideal. This
is cleafly contrary to the corresponding
Apartheld role=-expectation that this educational
System should be an agency for the consolidation
and perfection of the undemocratic status quo «

The second assumption in the Apartheid
role-~expectations is that, heretofore, the
African educational system has been
characterised by a "vagueness of objectives "
We have pointed out that, from the Apartheid
point of view, this means th.t in the past
this educational system has functioned with relative
disregard of "the rightful place of the Bantu
in wouth africa.” It did not keep them mentally
and morally accommodated to subprdination under
vhite dominaticn. Hence, the "Bantu education”
System has had to be devised with the clear
objective of subordinating this group to "Vhite
domination for all time:" and it is expected
by the ‘hites to pursue this objective. From
the Integrationist point of view, this expectation
cannot be entertained. It is contrary to the
african group's interest in self-emancivation,
its commitment to democratic values and its

i\keal/onco-oo-..-
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ideal of a democratic social order. Positively,
the Integrationist position with regard to this
assumpticn is that the point about the objectives
prescribed by the /Apartheid ideology for "Bantu
education" is not that they are clear but that

they are ideological. In so far as they are

prescribed in terms of an ideology that stands
in sharp conflict with the Trntegrationist, they
are rejected. Hence, the expectation here is
that the ~frican educutional system shall operate
with no a priori conception of "“the rightful
place of wantu in ~outh africa.” It must aim
at giving a liberal education to the sirican
educand. On the level of-inaividuality, this
means the fulliest development oi the innate
powers and potentialities of the educand and his
equipment with knowledge, skills and techniques

that will enable him to find his own place or level

in the wouth African social structure. On the
level of sociality, such liberal educatinn means
the inculcation in the Afpican ecucand of univer-
salistic or democratic values and nerms and the
cultivation, ultimately, of vider and inclusive
loyalties anc sense of responsi.ility - which will

enable/ooua-.o-
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enable him to participate effectively in comnuon
duties of citizenship in the ideal democratic
south Africa. In terms of the culture-process,
the .ifrican educati nal system is expected to

promote culture-assinilation on commnon lines;

not culture isolationism on "own lines."

The third assumpticn underlyinc the -‘partheid
role-exnectations is that, in the past, African
education has been characterised by an "uncertainty
as to the value of bLantu culture” and, hence, an
"uncertainty as to the rfuture development of
Bantu culture."  What is meant here, as we have
shown, is that in the past African education has
not promoted cultural exclusiveness and isolationism
in the African group. Rather, it has "favoured
the adjustment of Bantu culture to Europesn economic
and political ideals" - thus producing a marginal
group of African "synthetic Westerners." It has
promoted culture synthesis and assimilation of
which the 4friczan "synthetic Westerners" are
disquieting evidence to the Whites. ‘e have
pointed out that the ipartheid role-expentation
here is that this process will be halted thro.sh
the "Bantu education" system. From the Integrationist
point of view, the «frican educational system is

not/...........
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not expected to stop this process: it is not
expected to be an agency of cultural exclusiveness
and isolationisme Rather, it is expected to
promote "the adjustment of SBantu culture to (the)
economic and political ideals" not only of the
white grcup in south Africa but also of the wider
collectivity which the Jouth African groups
together constitute. It is expected to be an
agency of culture sysnthesis. And from this
point of view, the marginal group of African
"'synthe tic westerners' is not viewed with alarm
and disquietude. It is a group that must inevi=-
tably emerge in the process of culture synthesis
involving the social movement of a group from one
cultural level to another. It is a group that
constitutes the spearhead of the African group
in its .estward march: and must be increased
until no African is left on the level of iscla-
tionism. It is envisaged that, ultimately,
wouth africa must evolve a comnon culture -
viewed with pride and shared in arraternal
spirit by all couth fricans, irrespective of
colour, race or creed. 1Ilo value is placed in
"the future uevelopment of sSantu culture,"” in
exclusive terms: fory in so far as it is exclusive,

it fﬂust/oooo.ooor
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it must, of necessity, remain inferior tc that
of any of the other South frican groups as these
are, in fact, synthetic o1 nybrid in ithemselves.
It is not difficult to see that the Integrationist
role-expectation here is consistent with (a) the
universalism oi cemocratic valuesy (b) the ~frican
group's interest in self-emancipation, anc (c¢) the
african group's ideal of a comion cemocratic south
Africa where petty ethnocentricism and exclusiveness
would be submerged in an inclusive and comiion
cultural heritage.

The fourth idea involved in the Apartheid
role-expectations is that African education
should promote institutional integration.
e have pointed out that this is a sociologically
tengable proposition. e have indicated, however,
that, seeing that the .frican group is cauziht in
a process ol social transformation, there are
two levels at which such integration ﬁay be
achieved: naiely, the exclusive and the synthetic.
wn the exclusive level, instituticual integration
would mean the mutual integration of African
institutional systems anu their integration with
their African social base. This would involve
calling oif the vanguard of African “synthetic

Westerners/eceseccee
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vesterners™" to go back and stay permanently with
the rearguard of isoclated tribal Africans, in
common contentment with their lot in their "rightful
place." It would mean institutional integration
on the socio-cultural level of the Réserves. On
the synthetic level, institutional integration
would mean the integrative adjusiment of African
instituti%ﬁal systems not only among themselves
bui also with those of the general society and
on the comnon social base of the -outh #frican social
s steme This would involve calling up the rearguard
of isclated tribal Africans to join the vanguard
of african “synthetic ‘“esterners" and take their
place together in a common oouth african society.
re have pointed out that, in view of the vhite group's
interest in maintaining their dominant position
the apartheid ideojogy prescribes tha:t institutional
integration, in the African community, must take
place on the level of exclusiveness and that the
African educational system must serve as an
agency of African institutional integration
on this level. However, this role-expectation
cannot be entertained from the point of view of
the Integrationist ideology. In Integrationist
terme, inctitutional integration must be achieved

oft The sssewsssssss
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on the synthetic level and the African educational
system is expected to serve as an agency for the
achievement of this. In other words, the African
cducational system is expected to serve as a_social
lever for the upliftment of the African group
from one level of socio~-cultural development -
the execlusive - to ancther level - the synthetic.
n terms of the 'frican group's interest, it
is expected to bhe an agency of self-emancination
fprom socio-cultural isolationism which Tor long
has becen conduciv: o the exploitation and subordi=-
nation of the group by the Vhites. In terms T
the ideal of a democratic wouth Africa, it is
expected to place the african on a level of social
and cultural equality with the rest of vouth Africaj
and, hence to make possible common socio-cultiural
participation between the African and the other
wouth African groupSe
The fifth idea involved in the Apartheid
role-expectations is that the African educational
syotern must fumcticn in consistency with State
policy. This idena is, perhaps, more fundamental
to the ‘partheid role-expectations that any of the
othe r Tour discussed above. Tt gives meaning to
the whole preoccurtation of the “hite group and

i'ts/'no‘ocnloo
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its Apartheid exponents with the African educational
system. The most comprehensive criticism levelled
by the Vhites against this educational system in
the past is that it was "(ideclosicall) unplanned."
In other words, it was liberally nlanned: and liberal
plamming isy from the Apartheid peint of view as
good as (or as bad as) no planning. Hence,
machinery has been set up for the ideological
planning and regulation of african education in
a manner that is consistent with State policy.
And henceforth this educational system is expected
to meet the functional requirement of consistency
with -tate policye. In other words, it is expected
to promote the accommodative adaptation oi" the
African group to the "place" allocated to it in
terms of otate policy. However, in so far as
south African otate policy is unequivocally against
the self-emancipation of the Africans and against
the democratisation of intergroup relationships,
this role-expectation is categorically rejected
by the Integrationist ideology. On the
contrary, the ..frican educational system is expected_
not to be consistent with Jtate policy, in this
respecte. It is expected to undermine it and render
it untenable and inapplicable by continuing to

eperate/ceseccsces
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operate on the liberal tradition. In fine,
the African educational system is expected to
promote the dynamic adaptation of the African
group to the vouth African social system with
a view to transforming it into a democratic
society.

In the next three chapters, we must turn to
the second question we posed at the end of
chapter Ii; namely, what is the effect, on
the orientation of the African educator to his
task, of the impact of the spartheid and the
Integrationist ideological role=-expectations
on the African educational system - especially
its end-sector?

It must be recalled that, in terms of the
principle of relative social parallelism, the
three objectives of education, namely, Group
volidarity, Individual Effectiveness and Telic
Jocail change, must be pursued parallel to the

social base both as the status guo and as including

an ideally and telically conceived status ideal.

With regard to the objective of Group
solidarity, this means that the attitudes and
sentiments, the values and morals, the knowledge

and SkillS/oo-oo- °
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and skills inculcated in each emerging generation
that is being socialised must Dbe backed by a
consensus of sufficient generality to bring about
the solidarity of%;he social system as it is, as
it is becéming and as it is desired to bee. At
the same time, the social system must afford to
all alike, a comuon field of social participation
on all levels of the major role-categories.

With regard to the objective of Individual
Effectiveness, this means thut the personalities
formed through the individualising educational
process must be such as can participate effectively -
that is, satisfactorily to themselves = in the
various roles for which they are inherently talented
without undue repressions.

and, with regard to the objective of Telic
social Change, the principle of relative social
parallelism means th.t the conception of the status
jdeal with which the educational system operates
nust be such as is commonly shared. It also
means that the means for attaining the status
jdeal must be com only approved in the light of the
myills and purposes” of the members of the sociely,
or, at least, must not be too much at variance with

the nOI'mS/........
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the norms for the selection and application of
means that are commonly upheld in the existing
social systeme In other words, both tiie means
and the ideal ends must be such as comuiand sufficient
positive group sanctions not to be radically disru-
ptive to the status quo.

It is our view that in so far as society is a
dynamic order it is "conscious" of itself as it
is (as revealed in its existing form of social
organisation), as it is becoming (as revealed
in the trend and direction of its manifest group
process), and as it S8 o ve (as revealed in the
idealistic aspect of its ideologiecal formulations).
In other words, the status quo contains within itself
the status iceal in genn?6 And, in terms of the
principle of relative social parallelism, the
educati-nal objectives must be articulated with the
status quo and, therefore by implication, with the
Status ideal. But, as we have pointed outy in

\Jouth/ooooaoucooo-

26 In racial caste societies, and from the point
of view of the dominant or upper caste, the status
ideal is not "in germ" but is considered as already
largely developed in the status quo - the two tend
to emerge to gether inseparably on the le vel of
the status quo. But for the lower racial castes,
the status ideal exists only "in germ" in the
status quo. It is an ideal goal that must be
striven for and is only approached asymptotically -
hence the instability and dynamism of such socileties.
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south iAfrica there is a general lack of consensus
concerning the status quo, a general inherent
indeterminacy of the intergroup process, and a
general inherent ideological conflict over the
conception of the status ideal.

For the vhites the germ of the status ideal
has largely grown to maturity and is manifest in the
existing social order; while for the Africans the
status ideal is still in germ within the existing
social structure and awaits development and
maturation. This implies, firstly, a difference
of view between the two groups concerning the
status quo (the whites accept it in toto and seek
to streamline and maintain it; the Africans accept
it in part and seek to modify it). oecondly,
this implies a difference of view between the
two groups concerning the inter-group process (for

the Vhites it is a process of consolidating the status

quo; for the Africans it is a process of achieving

a modifiication of it in the directinon of the status

ideal). And, thirdly, this implies a difference

of view between the two groups concerning the

status ideal (for the ‘hites it is, as we have

said, already realised in the status quo and is
inseparable from it; for the «fricans, it is partly

I‘ealided/............
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realised in the existing order and partly to be
realised in the rear future). I#om this total
situation stem the conflicting demands or role-
expectations with regard to the . friecan educational
System in its orientation to the objectives of
‘roup dolidarity, Individual Lffectiveness and Telie
~ocilal Change.

Hence, in answer to the question we have posed
for the next chaptery, we shall contend that the pursuit
of these objectives by the .ifrican educator vithin
the south African social structural base does
not allow of their determinate articulation with
the soeial structure - in its actual and ideal
aspects. As a result, the African educator is
Taced with a series of dilemmas of orientation to
these objectives; and choice between the two
horns of each dilerma is made difficult by the
lack of' conseamsus and Stability, the indeterminacy
and the conflict that pervade the social sSystem -
especially on the ideolorical level. ‘nd this
situation is further aguravated by the unequal power=
positi ns and consciousness of pouer oi the two
groupsj and by powerful rational anc moral,
lmperatives and repellents on each horn of each
dilemma.

ihe T}WO/coo-oooo-c.o
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The two ideological definitions of t he
situation, and hence of the role-expectations,
for the .fricun educational system, confront the
frican educator vith two sets of role-expectations

which he cannot afford to ignore both rationally and

morally. 48 a civid servant, undier the Santu idu-
cation -ection of the Native .ffairs €y arument,

he cannot afiford to ignore the role-expectations
defined for the "Bantu education" system in

the spartheid ideologye. This definition is on

the legal instituti nal level and commands his
rational and moral respect. It is obligatory

and constraining to the Afriean educator while

he occupies the role of edueator in the Dantu
educaticnal system. /nd, as an African, he

also cannot afford tc ignore the role-expectations
defined for the ..frican education system in the
Integrationist ideoclogy. Although, as a result
of the lower political power stetus of his

groupy the Integrationist role-expectutions

lack the formal institutional backing an. sanctions,
yet they carry with tnem the ".ills an. purposes"
of the group of which he is not a congregate

but a genetic members "imbued with values,

intereats/..........
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interests anc behaviour atterns learned at the
knee of a Bantu mother,”27 who herself 1s a
memoer of a group that believes in and values
democratic (integrationist) values. 10 the
values and interests of hils group he stands in
relationship of moral (non=-raticnal) obligation.
~8 living in an African comiunity, he is under
rational obligatibn not to sabotage the /Africun
crusade Tor the realisation of the Integrationist
status ideal - in view of the ruthlessness, oi
(Afriean) public opinion and sencure.  add to
this his personal raticnal appreciation and
desire for an integratec comaon .outh African
soclety.

“The majority of the educated Natives is all
for integraticnj®2&

and in particular:

“Ihe teachers, by means of resoluti-ns taken
by their assoclations, have expressed themselves
strongly against the findings anu recomnendations
of the cuucation Commnission and also against
the Bantu waucation acty ana they have declared 20
themselves in fagour of ejual education for all..."<”

vhile mentally and morally revolting against
the .partheid role-expectation and mentally and

morally/. seceo

27 TReport: U.Ge Noe 53/105L, par. 773.
08 Veve Ve bisleny O0pe Citey Do Yo

2¢  inister of Native /Aflairs, Ope cit.y De 19,



- 335 =
morally subscribing to the Integrationist ideology,
the african educator is expected by the Native
Affairs -epartinent to perform his role in the light

of the Apartheid role-expectations.




CHAPTER _XII

THL  OILJEWMMA  ARISING FROM THE O3JECTIVE

Ul GRUUP  oULlonliil

The dilemma arising in the ~Ifrican educator's
orientation to the ovjective of group solidarity
centres arounu the definition of the scope of group
solidarity in vhich ﬁha African educator should
be interestede. It should be made clear that the
African educator is uncer no delusicn as Lo the
necessity of the solidarity of the :frican group
as a unit of the -outh African social structure.
His problem is: iust hey in teras of the
ipartheid ideoclogical role-expectations, consider
the solidarity of his social group as the sole and
ultimate objective of his educational efiorts;
or must he, in terms of the Integraticanist ideological
role-expectations, consider it as an imuediate
enu, leading to the ultimate objective ol the
solidarity oi the wouth ~frican scciety, in the
sense thut for a suciety to be real and solidary
its constituent units must be real and solidary?

e may discuss this general dilemma with
reference to the five criteria of group solidarity
suggested in chapter IVy; namely, (a) a commnon
territory, (b) a comon material culture, (c) a

COmMoNn/ eeense
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comnon non-material culture, (d) a comunon field
of social participation, and (e) a common responsi-
bility for the weal and woe of t he society.
But here we elect to consider the first three
largely as conditions and means for the last twoj
and to treat the latter in some detail, for the
purpose of indicating the specifiec dilemmas
confronting the \friecan educatsr in his pursuit
of this objectivees ouffice it here to say that,
as regards these three criteria, the . frican edueator
isy in this case, under obligation (a) arising
from his perception of the objective reality of
the wouth african system of social stratilication
and (b) arising from his perception of the
spartheid ideological role-expectations, to prepare
the African educand for sharing a common territory,
material and non-naterial culture with his own
group only - 1in a separate society or community.
But the African educator is also under obligation
arisins from (a) his perception of the degree and
benefits to his group of the Vesternisation he
has achieved, and (b) the Tntegrationist ideological
role-expectations, to prepare the educand for life
in a comnon society = involving a comnonly shared
territory and culture. Thus the orientaticvn of

the/--'-....-...
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the African educator to this objective -~

Gefined in terms of these three criteria =

is indeterminate anc his attitude not unambivalent.

Ti. CRITERICN OF A COMON TInLD OF SOCIAL

TNTE ADRTIONT

The spartheid idemiogical role~ex.ectation
here is that the .«frican educator shall apply
himself to the task of sccialilsing the Lfrican
educand for social interaction in a separate
community = the «frican community only. In the
course of the oebate on the Santu «ducation act,
the Jdinister of Hative affairs expressed this
role~expectaticn unequivocally as follows:

"Today we have come to the cross-roads as
far as ocouth «frica is concerned. ve have arrived
at the historic day when we sincerely hope that
education will be directed along another course,
a new course where the fundamental idea will be
that functionally the Native must fulfil a role
in the com unity different to that of the
& ropeany, and in the second place that the Native
has a different cultural backzrouni from the
White man, and in the third place that the
Neative muet fit into his own type o community,

a different type of community to tnat of the
LUTOPESs Therefore the fundamental idea in
santu education must be that he should be tausht
to develop along his own lines in all social and
economic aspectse. ‘hat is the course we wish
to followy 50 that he can form his own character
anc become a worthy member ol the buntu race
instead of having Lo be a synthetic .esterner.?

‘l‘h.e/-oo.o-o

L social interaction here must be as.umed to take
place on the basis of territory, and material
and non=material culture as conditions and/or seans.
2 House of ..ssembly webates (Hansard) No. 10/1953,
cole 3613
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The Integrationist role-exrpedetion, on the
other hand, is that the African eficotar shall
socizlise the African educand Tor social partici-
pation in a common community = the south .ifrican
community and on a basis of equality and liberty.
And other ideological role=expectations contrary
Lo this are, from this point of view, an ocutright
abrogation of the demceratic erinciples vhich
constitute its basic premise.

In aduition to the rational obligation that
the 4African educator, as a Civil servant, has to
the 4partheid role-expectation there is another
rational consideration that has the function of
impellins him to this hern of the dilemmas This

arises from his perception of the reality of the

racial caste structure and its racial caste relations

in oouth /frica. e have pointed odt that Jouth
AMrican sceiety is structured on the racial caste
principle and that ne free soeial interaction
betwenn Jlack and ‘hite is allowed (excert to a
limited extent in ecolovical complexes like the
market).  In this context, this means that for
the «frican, solidarity cannot be with rererence
to the wouth African collectivity but to the

African groupe

HOQME/.ooooooaoo
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Hoernle rishtly points out that, in Seuth
ifrica, iree social interaction and attendent
courtesies can only be enjoyed by the Africun
within his own Zroups

"The Native has no right to politeness in the
sense in vwhich one vhite expects from another vhite
the sort of politeness which acknowledges, iqhot

absolute 'equality,' at least com.on membership
of the dominant group. Natives are outside that

group; they are social inferiors whatever the
Native's personal accu furation may bes"3

e continues to stress that there ic &

concerted effort on the part of the ‘hites to
maintain social distance. This is not ma{%ained
only in instrumental situations (involving, for
instance, master-servant relationships) but also
in expressive situutions where social interaction
might lead to a "we-feeling" and a sense of
"pelonzingness" or at least be symbolic of equality,
and thus weld the two groups into a solidary whole.
This principle of socid distance extends ad
absurdum. That is, 1t extends to segregation

in prisons and even after death = in the setting
aside of separate cemeteries for each racial group
or separate secti-ns of the same cemetery, even
where there are no religicus differences toc compel
such an arrangement.

‘he I’ealit}//a seansoe

3 H.I. Hoernley, Ops Citey De 29
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The reality of this situation is further

impressed on the mind of the African educator by

a number of attenuent factors. Firstly, the
position of the .African group at the botitom of the
racial-caste hierarchy is not often unaccomosanied
by the attitude of accummodatiah - particularly

on the level of the individuale. lKeasuring

himsell zgaincst the average vhite {(who belongs

Lo & majoriyy~pover sruup possessed oif an
Tunalteravie anu inuohitable ceterniination’ to
dominate.), tie average ifrican can hardly be
unavare ol his (imposed) weakness and tends

Lo accommoddte himself to & set ol conditions

that are, as it were, for him, Ygiven." ~wecondly,
the formal and im'ormal sceial mechanisus aevised
by the white gr up to enforce social distaace

are not without their effect on the -frican educator's
cogniticn of the social situation ¢i his action

in the educational system. lere, he is confronted
with a series of anti-slack- hite relations
legislation, regulations, and bye-lawsj and

with a complex of anti-/Ffrican ' hite attitudes
ranging all the way from the condesceniing
scciapility of the elite to the downrignt vulgarity
of the bus-conuuctor and the fenale shop=assistante

-‘Iid/ooac.noo;o.o.
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ind, thirdly, the Vhite ideology itself has the
function not only of rationalising the social
distance principle, but also of mobilising ‘hite
opinion and sentiment to its unrelenting
naintenance.

Hence, with all these considerations impressed
on the african educater, it vwould appear thuat, in
order to suve tihe educand from internal and
external ccnflicts and frustrations, in South
africay ance from the mountins intergroup tensions
and conflicts, he would only be rational and realistiec
if he adopted this alternative of confining his
efiorts to the preparation of the educanc for
free social interaction and integraticn with his
own group only and worked towards the navrover
goal of africen group solidarity.

sut it is cur contenti n that these rational
considerations are not sufficient to resclve the
dilemma of the orientation of the fricun educator
created ©y the two sets of iceologzical role-
expectations. .hile the factors or imperatives
Giscussed above would seem to impel the .frican
educator towards accommodative acceptance of the
apartneiu difinition of the situation and rolc-
expeclalions, lnere arﬁ; within the w-oouth .frican

SOCial/-oooocooio
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social system, other imperatives, perhaps just as
potent, impellin- him tovards the Integrationist
horn of the dilemma.

The first of these is the reality of ‘the trend
of the acculturation oi' the african in the .estern
style = a trend that has been developing for three
centuriese. The sfrican educator is aware of the
fact that (a) the result of culture contacts
between vhites and Blacks in couth Africa has been
and still continues in tlhe direction of cultural
homogeniety = primarily on the ‘essern normj
(b) this trend is beneficial to wouth Africa in
that it reduces the number of differences among
raclo-ethnic groups destined to share a comuon
soily and (¢) effective social interaction
(interepersonal and inter-gro:.p) is an important
factor in group solidarity. His avareness of
these facts forces upon his mental palate a
picture of a great .outh sfrica, consisting of a
number of racial groups freely anu effectively
interacting within a common territory and on the
~ basis of a material anu non-material culture that
is gradually but surely becoming the common heritage
of all oouth Africans = to the ultimate end of building
up a greater and stabler and more solidary South

.:\ffl"ica/- ssvas
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.frica than the rresente. Aand this cha lenges
the African educator to work for the realisation
of the role~expectations defined in the Integrationist
ideology rather tnan those defined in Apartheid.

The picturc of a greut wouth Africa referred

to above has been crystallised in the Integrationist
ideology itself. In this sense this ideology
nay be considered as a second imperative
impelling the African educator to adopt the
alternative of pursuifng the goal of the solidarity
of L he Louth African comnunity as a whole. e
have said that, according to this ideology, the
African educator is expected to contribute to
the achievement of .frican group solidarity
not as an ultimate aim of socialisation in
education but as a step towards the realisation
of a stabler and more solidary Jouth ..frican

4 In so far as the African educator is

societye
solidary with his group - in the sense of sharing

their/...-...-

4 e pointed out in our outline of the Integrationist

- 1ideology that the hope for a spontaneous change
of heart in the Whites and, hence, a voluntary
democratisation of the society has been abandoned
by the African groupe. It is therefore held by
this group that only through African unity (and,
perhapsy including the lovers of democraecy from
the other groups) can a democratic reorganisation
of t he society be compelled and achievede A
united African-group front must form the spearhead
of a crusade for the generalisation and entrenche-
ment of democratic principles in JSouth Africa.
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their integrationist values anc ideals = he finds
himself under moral obligati-n (as a leader) to
co-operate with his group tovards the realisation
of its ideal of social organisation. That the
building up of a nuuber of smaller solidarities
in a society is not necessarily incompatible
with the solidarity of the wider society is but
a sociological commonplace.

The problem is th:t of establishing sound and
consensus~commanding principles of mutual relations,
of the allocation of power and possessions and of
integration. The Afriean group finis these
principles in the democratic creed. nd the
«:frican educator is under moral obligation to
his group and to south ~frica to dedicate himself
to the establishument and generalisation of these
principles through the agency of the african
educational system. -

thirdly, the objective co-existence of a
definition of the situation in terms of the
principle of vertical social distance and a
definition of the same situation in terms of the
democratic principle of equality within the same
soclety creates a feling in the African educator
that "there is something rotten in the -tate of

-"emniirk”/............
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Denmark." This sets up a mental and moral cha-
llenge for every wouth african who is in a
responsible position and has the interests not
only of his own group but also of the ~outh
isfrican society at heart. For the African
educator, to accept the definiticn of the
gsituation in terms of the principle of social
distance would be a defeatist surrender of a
higher anc greater responsibility and of an
ideal ecalculated to create a stabler and greater
south fricae Tt would be an upholy sacrifice

of an ideal on the altar of expediencye.

THE CRITERION OF A COMMON RELPONoIBILITY FOK

THE WEAL AND WOE OF THE _SOCIETY

The assumption ana sharing of a comion
responsibility for the weal and woe of a societly,
as we have said earlier, is another index o€
solidarity, perhaps the most important. This
comnon responsibility is the very essence of
citizenship in the broadest senses TIn chapter
VI we have distinguished four important aspects
of this responsibility; namely, (a) voting
(that is, responsibility for setting up the
regulatory machinery involving the expressi-n of

SentimentS/. sovese
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sentiments of "belongingness"), (b ) leadership
(that is, responsibility for running the regulatory
machinery involving integrative functiomnsl); (e)
defence (that is, protection of the society
against physical and ideological agrression),
and (d) respect an: observance of law and order
(that is, not merely as a matter of rational expe-
diency but as a matter of "morality').

In this aspect of group solidarity, the
africun educator is, once more, confronted with
a dilemma arising from the two conflicting
ideclogical role-expectations. The <partheid
role=expectation here is that the african educator
shall prepare the :/frican educand for shaking
a common responsibility for the weal and woe
of his own group only anu gé&&.

T4 should be undcrstood clearly that
the Government will under no circumstances
entertain the idea of giving administrative
or executive or legislative power over Luropeans,

or within an European community, to Bantu men
and women or to other smaller non=‘uropean groups.

n9
In other vords, within a comcon Jouth /frican

society there is no oprortunity for the African

to share a comnon responsibility with the -hites

for t}’leycu- TR

5 Prime Minister (Ur. idalan), in a letier to
the African National Congress, dated the 29th
J anuar Yo 19562
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for the wedl and woe of south Africa - especially
with respect to the setting up and runninz of a
common regulatory machinerye Hence, there is
an implied futility in the aAfrican educator's
possible attempts at socialising the African
educars for solidarity with the wouth african
collecsivity in this respect. IHowever,

"It (Government) is only too willing to
encourage santu initiative, bantu services and
Bantu administration with,the Santu comnunity,
anc there to allow the Bantu full scope for all
his potentialities."®

This implies the reasonableness of an
.frican educator who will apnly himself to the task
of preparing his educands for assuming integrative
responsibilities only “within the Bantu comaunity."
And the African educaticnal system is being
re-organised into "Bantu education” in order to
meet precisely this excectation that ..frican
educands shall be nrepared for sharing a cdmmon
responsibility apart and for the weal and woe
of the ‘antu comuunity only.

The integrationist role-expectation here
is diametrically oppositee. It is th.t the
frican euucand shali be prepared for sharing

a comion/sesesse

6 Ibide.
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a comnon responsibility not only for his own
group but also for the integrated South Afriecan
whole. In terms of the four aspects of this
criterion of group solidarity, the African educator
is expected to prepare the educani for shaging
ir comnon with the rest of wouth africa; (&) the
responsibility for setting up the regulatory
machincery on all levels - the Central, the
Provincial and the Loecaly  (b) the responsibility
for runnins the regulatory machinery on all
levels - the legislative, the executive, the
judieial and the administrative; (e) the respo-
nsibility for the defence of ~outh Africa from
physical and ideological agrression by all the
enemies of demogracy whether they be without or
within -outh Afrieca - in low or in high places;

(d) the respomsibility for respect, ohervance and

- maintenance of democratic law and ordere.

Here again the .frican educator is confronted
with the same general dilemma in his orientation
to the objective of group solidarity. His
problem is whether he must aim only at achieving
sfrican group solidarity by preparing the ecuucand
for assuming anu sharing comion eivic responsibilities
within his own group or whether he must look beyond

this;’ltctctouoo.
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this to achieving wouth africin group solidarity
by preparing t he educand for assuming and sharing
common civie rosponsisilities within the couth
.frican collectiviiy as well. It is our view
thai choice between these two alternative orientations
is not an easy task for the .frican educator.
There are poveriul imperatives in both cirections
ereating for hia a rcal dilemma.

kith regard to the imperatives towards the
spartheiu role=expectations, we submit that,
firstly, the objective vouth African sitnation
operates on the ifrican educator as an imperative
towards rational accommodation to the situation
as something "given" both for himself and for
the ed.cand. ‘e shall desribe each of the
relevant aspects of the situation briefly and
shov how they impel the .ifrican educator tovards
the .partheii horn of the dilemma.

In the sett.nz up of the Central regulatory
nachinery, the ~fricaub share of responsibility
is negligible (that is, the election of three
vhite "Native iepresentatives' into the Tiouse of
~ssembly and four ¥hite cenators), and, even then,
not on a comuon basis with the wider collectivitye.
ind in the setting up of the Provincial and

f‘;’funicipal/. sewwena
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dunieipal regulatory machinery he has no res-
ponsibility whatsoevers ~nd in view of the
“unalterable and incomitable determination® of
the whites not to grant political power or ieams
to such power (the vole) to Nom=-vhites, it would
appear rational, in the situation, for the
African educator to accommodate his educational
outlook and efiorts to the Apartheid idea of

n the

tte

"self=-governing "Bantu institutions”
utopian "areas of liberty." That is, implicit
in the rigidity anl reality of the situation
there is vhat we may call a logical adaptive
imperative towards accommodation. This
jmplies tint the .frican educator is impelied by
the rigidity of the situation to accept the
impossibility of the -frican educand's future
participation in the setiing up of the common
~outh s#frican regulatory machinery as “given;"
and then to accept, as loglcally inescapable,
the ideal oi preparing the african educand for
responsible participation in setiing up
regulatory institutions in his own group onlye

The nosition is similar in the case ol regs-
ponsibility for running the regulatory machinery -
that is, leadership roles on the legislative,

exacutive/ esesese



- 352 -
executive and Jjudicial levels within the Jouth ~frican
collectivitys  Ana the vhites have no intention
to open incumbency to these roles to africans,
seeing that tis would be a violation of the principle
of vhite supr&uacys. vhile the positlon in the
case of police leadership roles is slightly betier,
floerde rightly points out that:

"'he Native comaunity can never look upcen the
police force as its servants, seeing that it is
the White group alone_vhich has created and
naintains the force."

Recall that in practice the ~frican police
deals almost exclusively with the African groupe.
50 thaty the :/fricans have either little or no
leadership responsibility, in this respect, to
the wider collectivitye. +he moral selfi=-
alienation of the -«frican from the police
regulatory-machinery set up in the wider collectivity
and the segregatiun that is alr.ady in force
in the operation of this machinery are, in our
view, important pre-disposing factors to the
African educator in his orientation to the
objective of group solidarity in tHs respecte.
That is, the alternative of preparing the
African educand for solidarity with his own group
only, in this respect, is nt a far ery. It is

in the/eevssaas

7 Heie Hoernle, Ope Citey pe 7
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in the legic of the situaitions

ihe case of defence leadersnip responsibility
in and to the wouth aAfricuan comaunity is just as
hopeless for the african groups lHoernle sums
up the position succinctlys=-

"The Jefence orce, officers as well us the
rank ana file, is wnolly manned by vhites; and ‘hites
alfone... are liable for military service. There
are no Native askaries in the Union; indeed, it
is one of the commer-stones of Jouth /frican ative
rolicy that Natives should be neither armed with
nor traing& to the use of Luropean weapons of
varfare.”

Thus the »frican has no resvonsibility in the
defence of south .frica by armse. IHowever, the
anomaly here is that the sapartheia ideoloygy .iakes
no provision for the .frican's defence of his own
group by arms even in the "areas of liverty"
eithere AnG the Bantu educational system is not
expected to prepare the educand for any armed defence
responsibilities even in his own "comnunity."

This is a sphere of civie responsiniiity that is
completely closed to the African group = in the
interests of Vhite "domination for all time."
This leadership role, ther:cfore, is irrelevant
to the ’frican educator; he cannot even sponsor
cadet training in ~frican education.

7 -] may/o....-...

8  Ibidey pe 5e
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e may now turn to the aspect of comionly
shared responsibility for respeet and observance
of law and orders Here we have in mind not so
mach the rational avoidance of breach of iaw
(that is, as an aclt ol expediency) as reapect
for luw as an attitude or act of moral oblivati. n.
It 1s our contention that, in so far as group
sclidarily is defined in terms of responsibility
foir the observ.nce and respect of' ilaw, the
responsibikity placed on the ifrican is far out of
proportiuvn in comparison with tle responsiibility:
places on him in the other spheres of.civic
responsibility mentioned above. In addition to
the general laws applying to all wouth -Iricuns,
there is a large matrix of diseriminatory legislaticn
which he is called upon to respect anc observee.
These are so objectionable to the -friecan Liat
they can neiiner be calhected and introjected
by the African nor can they be institutionalised
within the'ufriCun ZT0UD They are anathemu.
In so far as they uefine roles and statuses
within the wider society, Lhey do so0 to the
disadvantage of' the .fricane In so far as the
~frican shares no responsibility in their
formulation anu promulgation (but only in their

eI oree. it/ cesnsses
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enforcement), they [fail to command the moral
respect of the Africany they are bitterly
opposed and sonelimes openly cdefiede In this
sense, their observance by the African can only
be gechanical (that is, as & .autter of rationality
and expecleney) and enforced (through a strict
police system); bLut it canndt be morale.

Furthery the manner in vhich such laws are
erncorced is such as to lessen the chances {or
tixe development of moral obligation in the
african for thelr respect and cbservancee.
Hoernle's descripticn of the attitudse of the
~africas group 1o the “olice “orce in this case
is iliuminating:

"The discriminatory legislationg eee with
the enforcement of which the Folice is obliged
to harass the Yative population, inevitably colours
the feelings of the Natives with hostility, fear
ans suspicion, s.« just because of the nature
of the policeman's duties in relation to them,
anc because of his bearing toweauxds thuiny Lhey
(Natives) feel the policeman to be an organ of
‘hite dominatione"9

The evocation ol such atiitudes tovamis law
and the machinery ior 1ts enforcement leaves very
litile room icor the introjection within the ..Ffrican
ai institutiomalisation vwithin the ..frican
comuunity ol discriminatory le ul preceptse. “hat is,

it i)i“l‘:"{ﬁﬂtﬂ/‘ soavs e

3] lbiﬁio, Pe 7e
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it prevents the development, in the African, of
a common moral responsibility for respect and
observance of such lawe. .nd in so far as
respect and ohservance of law is an index »f group
solidarity, we may safely corclude th t the
frican group is ferced Dy the exigencies of the
south .frican set-up into a position wiire it cannot
oe solicary with the osouth ..frican collectivitye

Lrdme anu oftence statistics in wouth

~irica inaicate this lack of solidarity of the
“frican group with the wider collectivity in
this respecte The w»hite layman often concludes
thet the African comuunity is irresponsible and
inberently lacks a senge of moral responsibility
fer respect and observance of lav. This is
cbvicuely incorrect. Instead, there is an inherent
contradiction in the wouth African scciety.
“tat iz, the African is forced and expected

Lo De as poneresponsible as possible (regarding

all thc other civic resronsibilities referred to

above) but at the same time he is foreced and

expectec to be fully responsible for the moral

respect and observance, of lawe. -he former
expectation sives hin no scope for self-identification,
integration anc solidarity witi the wider society

ar:d/so-ugoc"ooo
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and, therefore, prevents the development of
moral oblization towards those institutions
of the vider soeciety vhich are, in their effect
on him, objectionable. 'né in his reaction to
s situation which spells non-responsibility

for hin he is labelled as inhcorently irresponsibles

Jor the reasons given above, the ~frican makes but
a poor show, in this case, as his performance can
only be mechanieal and enforced in a manner that
is, itself, objectionable. As a result of his
exclusi n from many civic respensibilities in the
wider society, he tends to be morally alienated
from its civic machinery; and in so far as this
moral alienation is a factor in the orientation
of the ifrican educator to the objective of group
solidarity, it mas the effect of impellin: him
towards the .‘partheid horn of the dilemma.

the “nartheid definition

of the situation and role-expectation, 1t becomes
an alternative worth considering by the afrlean
educator whether, after all, he should notl uake

a clear break with the wider collectivity and

apnply himself to preparing the educand for

d

assunins responsible integrative roles and
statuses only within his own community rather than

in the/.u-....



~ 358 =
in the wider community. In other vords, there
is @ logical adaptive imperative here driving him
to this alternative orientaticn to his task.
~lthouzh this alternative, in the logic oif the
existing situation (that is, the grim ceterminaion
of tie upper sStratum not t. allow lhe ~irican
to share in the com.on major civiec responsibilities
in the wider collectivity), would appear raticnally
worth=adopting, a number of factors nake ii
objectionable. These have the further function

.

of acting as imperatives, on the African
educator, in the direction of the Integrationist
horn of the dilemma; and the two functions must
be borned In mind as we proceed.

firstly, this alternative is objectionable
because cf the scope of ..frican civic self-
determination ana self-government that the
vhite group, in terms of the .partheid ideology,
is prepared to allow the ..friecan group = even
in their own "areas of libertye" The éhite
group has saia, through its spokesusan and
Prise Minister (Lr. lalan), that it will not
have "independent slack states to threaten
vhite South Africa." And the fact that the
vhite superstratum is determined to dominate

the CSOUth/o-oaooo.a
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the Jouth ifriecan social structure means that
the iuea of separate and absolute ~frican civie
self-uetermination and attendent responsibilities
is an impossibilitys It must always be a matier
of restricted .frican civic responsibility and
solidarity under vhite domination. And in
south Africa where there is a great amount of
free-floating fea and ignorance about the Aafrican,
suspicion of his motives and illusions of the
tBlack threat to ‘hite Civilisati-n," the policy
oi Vhite domination leaves the narrowest possible
scope for African civic self'-determination even
vithin his own comunity. And even the "conce=
ssions" to ..frican self=-determination contained

in some of the recent legislati:nl“

are subjectl
to the criterion of compatibility with the
principle of white domination. This scope is

so narrow that it cannot satisfy even the barest
minimum of the ~frican group's civie aspirations.
Hence, no ~frican educator would easily comnit
himself to the objective of preparing the

educand only for civic responsibilities within
so narrow a scope without feeling that he was

doing/...u...-

10 vide: the Bantu suthorities ict and the Bantu
~duecation Acte
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doing'his people and his country a disservice.
Rather, in view of this, the tendency is for him
to align himself with his group in its struggle
to achieve civic rccosnition anu eivie responsibility
within a common Jouth African society. In this
sensey he Is challenged ani persuaded within himself
to meet, in his educational ef.orts, the role=-
expectations, defined for him in the Integrationist
ideology rather than those defined in .‘partheid.

secondly, és already implied in the
preceding raragraph, .frican group solidarity as
an end in itself is incompatible with the
-frican's conception of the status iceal. “hus,

even if the scope of ~frican group solidarit, were

not as narrowly circumseribed as we have described
ity the idea of the objective of African group
solidarity as an end in itself would still be
objectionable. With regard to civic responsibilities,
the African group holds that these must be
distributed and limited primarily on universalitic
eriteria irrespective of racio-ethnie origin and
affiliation or any such predetermined and
arbitrary criteria. The institutional systems -
instrunentaly integrative and expressive -~ must
continue; but the allocative and integrative

nOrIHS/c.noouc-.
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norms and c¢riteria must be primarily’universalistic.
The idea of afriean group solidarity, as an ¢nd
in itselfy, is born of the very classificatory,
allocative and integrative criteria of which the
African seeks to purge couth Africuan society.
i‘he African educator shares with his group this
vision of an equalitarian oouth /frica; and
he cannot, therefore, easily comnit himself to the
s#partheid horn of the dilemma without feeling that
he is being inconsistent with the conception of
the status ideal uphelli Dy his group. ihe m ral
likelihood is for him to cast his lot with his group
and work within the educatiocnal system towards the
realisation of this iceal.

thirdly, the sfrican educator's awareness of
his group's vision of this status ideal is
reinforced by his awareness of thé inconsistency
th.t prevails within the Luropean group as regards
the distributi-ns of civic responsibibdities and the
impliecation of that inconsistency. The concept,
for instance, of universal human suffrage for all
civilised "ersons = subject only to age and
minimum literacy limitati-ns « is one of the
cornerstones of citizenship in the _Jouth . friecan
upper stratum. Jut practice disregards the presence

P Pt 3
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of educated and civilised persons within the
African groupe The latter demand consistency
in this cases Aecceptance of the status quo
by the .fricans would imply acceptance of the
implication that even the best educated adult
.fricans are not civilised and, therefore, are
not elizible for varticipation in this aspect
of the eivil life of "eivilised" osouth +~fricae
it would imply admission oi cultural inferiocrity.
such a consiuerution, therefore, woulu tend to
repel the African educator from the Apartheid
horn of the dilemma and impel him towards the
Integrationist horn - if for no other reason,
than Lo prove a cad€e

This brings us to the fourth factor that
makes the Apartheid alternative objectionable:
namely, that the educated . frican has, as a
result of his formal and informal acculturation
in the ‘estern style, ceased to think in the
narrovuer terms of tribél isolationism andi has
learned to think in terms of the wider issues.

The implieit assumption in the apartheid
role=expectations is that the African's civic
aspirations are or ought to De local anu
communal in the narrower sense. But there 1is,

as WE/otoo-otoooo
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as we have indicated, a rising tide of /frican
nationalisms This tide has spilt over into the
wider issues of Jouth Afriecan nationalism an into
the even wider issues of world internationalisme
vhat isy in terms of his nati nal sentiments

made articulate in his ideology, he has come

Lo identify himself amnd his group with the wider
wouth ~frican collectivity ami with the still
wider universal human family. 4and if he must
strive for group solidarity, it must ultimately

be the solidarity of the wider collectivity
within the borders of <outh Africa and even beyond
ithe borders. Like all patriots he would love

to serve his co ntry in all the major roles

of civic responsibility. Nothing short of

this will satisy hime And any African educator
vwho applied himself solely to contributings towards
frican group selidarity as an end (an end that
cannot be absolute) would be viewed as a traitor
not only to -frican society and its ideals but also
to wouth ~frica as she should be. Thus, the
«wfrican educator, is by virtue of his moral
"belongingness” to the «frican group impelled

Lo meet the role-expectations of the Integrationist
ideology, in this case also, rather than those of

x"xpartheid/..-..;...n...
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Apartheid.

In the few preceding paragraphs we have
attempteu to indicate that the African educator,
in his gilemma of the Apartheid and integrétionist
role-expectations with respect to preparing the
educand for civic responsibilities, is impelled
by légical adaptive imperatives towards self-
accommodation to the Apartheid role-expectationse.
e have also indicated thzat while he is thus
impelled towards this alternative, he is at the
same time revelled from it by a number of
considerations. On close observationg these
appear to spring from the fact of his
"belongingness" tc the ~frican group,which fact
makes his sympathies with the \frican group's
aspirations and ideals and the fulfilment ol
the relevant role-expectations oif this group
an inescapable moral obligatiovn. Iience, he is
partly rationalliy impelled towards the Apartheid
alternative ana partly morally repelled from itj
andy by the nature of the situation, impelled
towards t he Integrationist horn of the dilemma.

e should emphasise that the <frican educator
is not simply negatively impelled to the
Integraticnist horn of the dilemma as a result of

hiS/oconoctoo
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his repulsion from the Apartheid alternativee.
He is, positively and irrésistibly drawn anu morally
bound to this alternative by bonus of will -
primarily by'natural will" - in so far as his
group is involved in a series of organic relationships
with other groups, and in so far as he is expected,
by virtue of his education, to help in the rational
re=-opganisation of those relationships in a manner
that is consistent with his group's ideals.
Hence, his adoption of the Integraticnist
alternative would mean, to him, not remunciation
of the aspirations and iieals that he voluntarily
shares with his group, bHut their retenticn, not
passive accommodation té an objectionable status
quo, but an active attempt to modify some of iis
aspects to allow for the full emergence of the
status ideale It would give promise of the
ultinate realisation of the ideal of wouth African
group solidarity; and would be compatible with the
rising concern, among educated sfricans, with the
vider issues of the oouth African and the Vorld
“Communitiesa” And the African educator would
dedieute himself to the task of preparing the
educand for sharing, bn:gqual basis, the integrative

sy

and expressive roles and statuses in oouth -«frica,

and feel/a ssesus009
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and feel that he was doing meritorious service,
both to his Afriecan group and to the woulh african
collectivity by contributing, ultimatelyy to the
solidarity of the latter. And the African's
Integrationist ideology challenges him to choose
this alternativee.

3.t this horn of the dilemma is not un-beset
with difficulties alsoe. Cn the whole the
considerations thut tend to impel the -\frican
educator towards t he first alternative also tend
Lo repel him from the Iitegrationist alternativee.
«@ have sumnea these conciderations under the
concept of logical acaptive imperatives = which
arise froan the logic of the situation, th .t is,
the realisation by the african educator of the
nature of the status quo and the rigid measures
talkken by the whites to maintain it "ai_all costis.”
However, there are a nuwnber of other specific factors
which tend to repel the African educator from the
Integrationist alternative and impel him tovards
logical adaptive accommodation to the status quo
as defined in Apartheid termse. These arise from
the consider:tion by the -frican educator of the
implications, chiefly for the ifrican educand, of
a preparation for comson participation mhil&titatus

quO/O’..QIO...‘
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quo remains caste-riddens In view of this,
choice of this alternative entails three
problematic resultse.

mirstly, it sets up a strain for consistency
in the thought process of the /frican educator
and a strain for beins realistic in his teaching
processe  "How can 1 logically continue to
prepare the educand for solidarity with the wider
coliectivity when T know quite well that this
end cannot be realised vefore couth frica bathes
i blood? whould I not wait till then¥  How
can I realistical.y teach towards this end if
south Afriea offers the :frican educand no
model of and no opportunity for practice in the
statesnanlike and patriotic shouldering of the
major civic responsibilities for the welfare of
the ~outh Afriean collectivity as a whole?"
These are crucial and disquieting questicns
for the African educator in his morally inescapable
orientaticn tovar.s the Integrationist role-
expechtationss

Secondily, this alternative involves the
exposure of the educand to the pangs of
dissatisfaction and frustratbn when he comes 1o
realise the apparent fulllity of and conflict

inVOlved/oontocoo.o-
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involved in his attempts to identify himself with the
issues and responsibilites of the wider -outh

frican community. In the Debate on the 3antu
Lduecation ety the 'fnister of Tative Affairs

points this out clearly:

"If the Fative in South Africa today in any
kind of wehoel in existence is being taught to expect
g o L S M

q ’

bouth African society is a well-sel stage
for the preduction of pangs and frustrations,
tensions and confliets in an Afriec.n educand
who has been orientea towards &ife in -outh
Africa in terms of the Integrationist ideology

and role-expections. He etther has to resign

his ideal for oouth Africa and live at peace with

his mind, and lead a non-responsible life which
may easily degenerate into an irresponsible life
or he may remain true and loyal to his ideal for
south Afrieca and live at war not only with his
mind but also with the dominant racial caste.

4 pair of horrifying alternatives!  /‘nu the
.frican educator is called upon,y by the very
nature of his tasky to uecice on which line he

will St&l‘t/o aee

11  House of /issembly uUebates (Hansard),
1o 10/1953’ Col 3586
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will start and orient the eduecand. There are
poveriul imperatives on both sides: the logic
of the situation defined by the /partheid ideology
and impressed on the ..frican educator by the
orim reality of the racial caste structure, on the
one hand; and the moral challenge of the situation
defined by the Integrationist ideology and re-
informed by a belief in democratic values, on
the othera.

Thirdly, this alternative involves the
development, in the educand, of a critical atiitude
towards t he status quo and, thus, the ultimate

creation of a dynamic group of Africans within the
social structure. This element is what the
Minister of Native .ffairs has called "the dis=-

satisfied produects of the wrons educational system

(who) come into conflict with the _uropean community.“lz

From our knowledge of the rigidity of the racial
caste barriers and the instabilit; of racial caste
structures, we can easily realise that, left to
itselfy this element would be disruptive to the
soeial structure at many poinisS.
It is the duty of the African educator, dictated
by the/escese

12 House of Assembly Debates (Hansard),
NO e 10/1953, Cole 3580
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by the very nature of eduecation as an institutional
bystem ol socialisation anu social control, to
guide this polentlally disruptive element along
channels that are socially useful and socially good
in the present as well as in the foreseable future
of wouth Africae Sut wouith Africa has no
sonsensus on these vital issues of social
ability anc social morality. Admittedly, for the
irican educator, as an frican, the picture of

e
W

)

at 1s soelally useful and good for south

africa is explicitiy formulated in the Integrationist
ideoclogy. 3ut we maintain that his picture of

the present as well as of "the shape of things to
come” in Jouth africa is blurred Ly the clash of the
two ideologies. wouth africa has no comacnly
shared plcture of hersels within the span of human
perceptiones ohe lives in the controversial
present and has no consensus regarding the morrows
but the african educator is called uponyg by the

very nature oi his task, o give the iAfrican
educand an orientation to the blurred present and

to the foreboding futuree.




CHAPTLR XIII
THE DILEMMA ARISING FROM THe OBJECTIVE OF

INDIVIDUAL EFFECTIVENESS

The dilemma arising in the African educator's
orientation to the objective of individual
effectiveness centres arocund the scope and degree
of the development of the African educand's
individuality elenents - powers, potentialities
and aptitudes = in which the Afriean educator
should be interested.

slthough the Commission has, theoretically,
stated thati=-

“From the viewpoint of the individual, the
aims of Bantu educaticn are the development of
character and intellecti, and the equipping oi the
chila for his future work anc surroundings,"
the Minister of HNative Affairs has suggested t hat,
in practice, the relevant role-expectation here is:=-

"To provide the Bantu with an education not
concentrated on the interests of the individual.®

2

He castigates the lissions for their concentration
on the interests of the individuale He contrasts
sharply the education given in these "schools and
the broad national policy" of “hite domination,

dn(f_'i/‘- seovee

1 H.epor't, 3 18] e m No. 53/1:)51 9 pPalte 765 e

2 Minister ol Hative affairs, "Bantu -—ducution
Policy for the Immediate I'uture,” (Pretoria:
Information Jervice of the —epartment of Native
Affairs, 1954)y ps 5.
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and unequivocally rejects such educati.n because

it was “unsympathetic o the country's policy.”3

And, in moving the cecond Heading of the Bantu
Lduecation Act in the House of sAssembly, he expressed
the apartheid role=-expectation with regard to the
objective of indiviaual effectiveness as follows:

“Education must train and teach people in
accordance with their opportunities in life, according
vo the sphere in vhich they livey... if my
Jepartment controls Native Ldueation, it will know
for which type of higher profession the I'ailve can
be trained, whether he will make a &kiving with
ghis knowleuge, instead of choosing his own path
in @ direction where he cannot find a sphere of
activity, thus turning him Intc a frustrated and
dissatisfied being."%

In other words the apartheid ideolozical role-

expectation here is that the individual shall be

subordinated and accommodated to the social
structure. That is, only those elements of
individuality of the African educand which the
Vhite~dominated racial caste structure can
accomnodate shall be developed - and in a direction
that is predetermined by the orranisation of the
status quoe  The social structure is, from this
point of view, fixed, rigid and pre-ordained.

Its rigidity, as the 'inister recognises, has

the efrfect/eeesese

3 Ibidn, De T

4 House of hAssembly -Jebates (Hansard),
NO o 10/ 1953, Col. 3585
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the effect of turning an African whose individuality
has-been developed under a liberal tradition of
education "into a frustrated and dissatisfied being"
in the sense that it limits his "opportunities in
lifes" This raises the problem; should the indi-
viduality of the /frican be restricted in its
develogmentto the "opportunities" afforded »y the
—outlh . frican caste structure or should the soecial
Structure be readjusted so that it can accomuodate
the powers, potentialities and aspirations of the
aiverse individuals that constitute it.

vhereas, as ve hLave noted, the Apartheid ideoclogical
role-expectation is that the incividuality of
the educand shall be adjusted to the social
Structure, the Integrationist ideolozical role-
expectation is thut the individuality of the
educabd shall be developed fully in the liberal
tradition and that, the social structyre should
constantly adjust itself to accommodate diverse
talents and contributions of all its members
to the enrichment of its life and institutional
systemse. IFrom this point of view, the .‘frican
ecucational s ystem is expected to aim at:

‘ "the developement of the intellectual, moral,
physical and aesthetic cagpacities of the individual,

the I'elaase/. sssesse
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the release of the creative forces within himee.ess
with a view to the accompiishment of his purpose as
a _human being, his utilisation and enjoyment of the
material ana cultural achievements of the Lum%% race,
and his responsible narticipation in societye

The emphasis here is on "the capacities of the
individual," (not on Jtate T'olicy and the caste
stricture it seeks to maintain). The individual
is viewed "as a human being" (not as a member of
& group that must be dominated "for all time').

Tle is viewed as an heir to the "material and
cultural. achievements of the human race" (not as

an heir only to "Bantu culture'). snd he is
expected to contribute of his individuality

throucsh "responsible participation in society” (not
in a society set apart from the rest of'the

hunan race')e.

‘hile this point of view upholds,

"the primacy of an edneation designed to develop
the whole personality of the inuividual (it)
recosnises that education must inevitably take
socio=economic considerations into account; which 6
considerations, however, should never be nraramount.”

Trom these two conflicting points of view
issues forth a dilemma for the «frican educator:

ust he, in terms of the Apartheia ideclogical role-
egxpectations, restrict the development of the

ing i\lidu&li{..j/ seveves

5 hecord of Proceeding of the laticnal Conference on
Lie keport of the hative wducaticon Commission, Race
nelations, 19524 pPe Z2e

%) lbida, Pe 3e
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individuality of the African educand to the pre-=
ordained socio-economic pigeon-holes in the
r:cial-caste social stiruacture; or must he, in
terns of the Inbtegrationist ideoclogical role-
expectations, uevelop the "c¢apacities of the
individual® (Afeican educand) "with a view o the
accomplishment ol his purpose as a human bengi"
ilere azain we shall attempt to show that

the ~frican educator is partly impelled te and
partly repelled from each horn of the dilemma

py a series o considerations arising from

‘a) the logic of the social situation, (b)
reactions to the ideological situation, (c)
traditions of educahicnal theory and {(d) ethicse

It is our view thut the rigidity of the

~outh african social structure and the clearly de=
Llimited socio=-economic pigeon~holes (in terms of
colour-bar legisialion) have the subtle

funetion of conditioning the .drican and the
.frican educator %o a reagtion of fatalistic
accomuocatlon to the status quo. Tht is, Lhe
social situation as thus described tenls to impress
itsell on the ~frican educator as "given."  Add
Lo Lhis the fact that the institutional patterns
iat regulate his action as a Civil servant are

’
Qf/ essr0 0998w
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an integral part of the total situation of his
action. In part, they are the conditions of his
incumbency of the role of African educator. This
has become increasingly eclear with the present
reorganisation (disorganisation?) of his system of
action and the further steps envisaged in the new
System for the near future. lHence from the rational
point of view it would apuear to be in the logic
of the given social situation for the /frican
educator to accommnodate himself to the given
situation and apply himself to the task of
preparing the African educand (for whom the present
and future situation of self-realisation and self=-
fulfilment is just as apparently given) for the
realisation of his individuality in his predetermined
"place"” in the social structure.

In addition to this raticnal adaptive imperative
tovards accomnodative orientation to the given
Status quo, there are a nuuber of other imperatives
which have the function of persuading the - frican
educator towards the Apartheid horn of the dilemma.

Firstly, the utopian terms in which Apartheid =
on the idealistic level - is phrased have the
function of persuading the more credulous and
undiscriminating Afriean educators to believe

that/go.-.taooo
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that the individualisation of the African educand
according to the role-expectations of this ideology
is in fact calculated to prepare him for self=-
realisation in "areas of liberty." That 1sy to
prepare him for self-realisaticn in his own "sphere"
will have the beneficial result of "full realisa=-
tion of his potentialities” where ther¢ is no
ihite competition. The persuasive power of
this imperative lies in the fact that on this
level, Apartheid has the function of obscuring
or camouflaging its full implications on the
lover level = th-t of expeéiemcy. On the
ideulistic levely for instancey such facts as
these are obscured: (a) that the isolation of
the ~frican educand from the general society
into a predetermined place means, in fact, his
isolation from the broader heritage of the
human race of which the +hites in wouth Africa
are the chief purveyors; and (b) that Apartheid
means the limitation of his scope for self-
realisation to his in=-group and not its expénsion
to wider and .ever-widening "areas of liberty."
In other words there is, in the ideological
situationy an imperative of deception which has
the function of enticing the African educator

to accept/...u...
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to accept the relevant /Apartheid role=expectation
without fulliy ap reciating its practical and long=-
term implications for the .frican educand's as well
as for the African group's self realisation.

' becondly, it is one of the exiomatic tenets
of educational theory that education, to be effective,
cannot afford to be in abstraction. It must bé
related to the social situvation - its needs and
possibilities. This is in line with the prineiple
of relative social parallelisme. .nd Apartheid tends
to exploit this tenet to the utmost. That is,
.it appeals to the ‘frican educator in terms of a
fundamental principle whic!i he aprarently cannot
disputes there is here vwhat we may call an
imperative tovards logical consistency between
ed ecational theory and educatioamal practicee.
liencey if the safrican educator, would be logicaily
consistent, it would apyecar imperative for him nbt
to develop the individuality of the educand
liberally but with all the restraints, repressions
and inhibitions which the social situation demandse.
In strict Apartheid terms, it would ap.ear logical
and worthy of acceptance that in the pursuit of the
objective of individual effectiveness:

"Edueation must train and teach people in
accordance/sssssse



rdanc ‘ ies life
e with their opportunities in 17
Zgzgrding to the shere in vhich thgy liveds"

4hite this emphasis in educational theory may
be expected to have the efiect of impelling the
less critical Affiean educator towards an acceptance
of the Apartheid horn of the dilemma, it is our
view that the more eritical educator may be
expected to reject its ideologically=-imposed rigour
and absolutism in favour of an interpretation of
the tenet in point in relative terms. ~hereas in
its socialising furction, education is primarily
focussed on the group = including the perpetuation
of its social heritage, in its individualising
function, it is primarily focussed on the individual
personality - especially the development of its
individuality for full self=-realisation in roles.
ihis concept of relative primacy of the individual
personalitx§ in the individualising aspect of education,
over . roup-welfare considerations imposes a moral
necessity that if the individualisation of the
educand must be articulated wit! the soeial
situation, the latter must be sufficiently flexible
not unduly to stunt the development of the

educand's/escess

7 Vide supra: Foot-note 4.

8 This is an accepted concept in liberal
educaticnal theory ant is alsoentrenched in
«estern ethicse
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educand's individuality and not to thwart or
frustrate his post-scho@l atiempts at self-reali-
satione And hencey there is an implied moral
necessity that if the social situation is too
inflexible, then articulation of the individualisation
of the educand there-with is an "immorality act”
of violence against the educand's inalienable
rights to full individuality-development and sub=-
sequent self-realisation "as a human being" -
not as a cog in an ideolozically contrived
social machine.

The more criicale-minded ..frican educator may
be expected to perceive this far=-reaching qualification
to the tenet of realism in education introduced '
by the primacy of the individuality-orientation
of education in its individualising functién.
From this point of viewy the individual educand
"is viewed as an end in himself; and the full
blossoming of his inmate powers and potentialities,

an_intrinsic value. This, being far from being

antithetical to group or sodal welfare (except
in the ossified aspects of group life), is, as we
iniicated in an earlier chapter, tie basis of
division of labour and organic solidarity of the
group and the springboard of its progress.

Thix‘dly/. sesesvoe
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Thirdly, there is a moral imperative involved
in the African educator's orientation t- the
Apartheld role-expectations with regard to the
scope of individual effectiveness in vwhich he
should be interested. ‘e have pointed out, in
another context here, thut in so far as the
“frican educator is a Civil servant his incumbency
of' the role of educator imposes on him moral obli-
gation not only to the institutional patterns
governing his action but also to the role-
expectations thut he is officially expected to
meete It may only be the morally degene ate eduecator
who does not at one time or the other make the
decision of either retaining his role or of
resigning from ity and, having decided to retain
1t, feel morally obligated to act up to the expecta=-
tions entertained by his employers with regard
to his orientation to the end-sector of his
System of action. And, assuming th t, on the
whole, the .frican educator is morally alive,
w@ may expect him t0 be under pressure from his
own moral consciousness to act in the lizht of
the instituticnally civen definition of his
Situation (in terms of legislation, regulations
and ordinances) and Lo conform with the role-

expectations/- seveovos
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expectations involved in his system oi action.
4 number of factors re-inforce this imperative.
Firstly, there is the factor of the explicitness
of the definition of the situatiocn and role-
expectations inherent in the legislative
prescriptions (especially, at present, the
Bantu sducaticn Act and so forth) so that the
educator hardly has any delusions about what is
morally expected of him vhile he retains his
rolej secondly, there is the factor of the
inspectorial service which, from time to time,
brings the role-expectations home to him and
checké:h;ral lapses; and, thirdly, the system of
rewards - especially in the form of promotions
to higher status-roles for the faithful is an
important factors It should be adnitied, however,
that the latter factor may not only re-inforce
a sense of moral obligation in the African
educator but it may also be mixed up with
consiuerations of self-interest - in terms of
self-advancement and "rises." In any case,
this does not eliminate its ultimate funciion

Apactherd
as a re-inforecing imperative toward;ﬂrole-
expectations with respect tc the scope of
individual effectiveness to he pursued by the

;"‘xfI‘iCEin/..-......
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African educational system.

lowevery without nallifying the Involvement
of this moral imperative in the orientation of
the african educator, we must point out that it
does not follew th.t the majority of the operating
African educaters act in this institutional system
on the basis of an as.umption of the ethical
defensibility of the /Anartheid role-ex;ectationse.
The limitation of alternative employment opportunities
in many other spheres in the oJouth .ufrican racial
caste structure accounts for the presence in the
african educaticnal system of many ecwucators who,
in terms ol their own system of ethical values,
fecl so strengly against the spartheid role-
expectations that if there was an equal economic
alternative, they woulu have long renounced these
role-expectations and resigned their roles.9 Ferhaps
two major consicerations that still keep them in
their roles are (a) to earn a living and (b) to serve
tﬁe counvry, at least in some role.

wtrong thoupgh the imperatives towards the
Apartheid alternative are, it is our contenti-n that

thiS/.'-.Uoocoo'

9 Lome empiirical data supporting this point has been
collected by us = from the leadership of the Natal
~frican Teachers' Union at both the Sranch and
Central sxecutive levels - and is under preparation
for publication as a separate pajer.
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this alternative invdves a nu ber of objectionable
implications for the :frican educator and Tor the
African groupe. It implies the renunciation of
aspiration an! ambition by both the educand and
sfrican communityj and the reduction of life for
the anfrican to mere adaptation to a set of soclal
conditicns vieved as givenes It implies the
inhibition, to & large extent, of the personality
needs for self-realisation and outstandling
achievemcnt; and the restriction oi the euwergence
and flowering of the African's potentialities and
talents to a small sphere predetermined for him on
the eriterion of racio-ethnic origin and affiliation
that is, the particularistic racial "caste principle.”
/e have suggested carlier that the rigidity of
the Jouth African social structure has the effect
of fostering accomunodative reactions on the part
of the African educator - in terms of the lozic of
the situation. But it is equally true thut the
same social situation has the effect of fostering
mental an. moral revolutionary reactions in the
~frican ecucatore This apparently paradoxical
combination of reacti ns by members of a
minority to their social situation is mot infrequent

in multi-racial social situationsalu The latter
I‘eacti")n/o T

10 vee, for instance, J. Uollard, Llass and Caste_in
southern Town, (New Haven: VYale University iress,
1937).
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reaction arises as a result of the percepticn by the
members of a minority group of the illogic of the
situatione This is made rossible through a contrast
of the confessed values and confirmed pragltice.
And the discrepancy between the two sets up a
mental anu moral challenge which, in this sense,
reveals accommncdative reactions as acts of sental
and mcral cowardiice, ana dishonesty which ought
to be rejectede Hence, from this point of view,

siven social

accomuodative acceptance of the
organisationy including predetermined pigeon-holes
for the personality development anc self'-realisation
of the educand and the given ideological definition
of the situationy wrould appear to the African
educator as mentally and morally covardly and
dishonest; and, thus, objectionable. It would
appear as an unholy sacrifice of values - democratie
values - on the dtar of undemocratic practice.

In the lizht of the ideclogical situation,
the acceptance of this alternative Dy the
african educator implies acceptance of the status
gquo as identical with the status idesl and as,
Lhafggtrequiring cnly passive accom ouation on
the part of the iAfrican and the african educatore.

But/;oooo‘.o.
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But there are more general reasons why this is an
objectionable aternative not only to the ifrican
group but also for the oouth sfricun collactivitye.
‘he relesation of the African, for instance, to
realise himself in the unskilled and semi-skilled
occupational pigeon-holes and the ac.eptance by

the eduecator of the objective of preparing the
educ.nd for self-realisation only in these categories
is both uneconomical and unethical.

For the wouth African ccllectivity, this
alternative means much waste of man=-pover and
potential, & waste that cannot be justified on
economic groundse This is what Clay
in this respect:

" A development of Native capacity is sometimes
regarded vwith fear..., These fears are, indeed,
based on a fallacy that there is a limited amount
of work %o be done, and that if the Hative does
it the «+hite man cannot do it.... ihere is nc more
social canger in cheap labour th.t in cheap
capital, cheap power, or cheap lanie ull alike,
by increasing the output of the comuunity, increase
the opportunities oi economic welfare; all alike,
Dy increasing the power to purchase ol those that
supply themy increase the demand for labour in the
comnunity fortunate enough to posseis thems. The
relation oi’ advanced and backward labour is more
complenentary than competitivea"

At the same time a summary condemnation of a

SQCtiOII/'Q--co

11 He Clay, Report on Industrial Helations in
southern thodesia, CeSsRey 3, 1930, quoted in:
SeRe Frankel, Capital Investment in Africa, (London:
Cxford Univer$litiy Press, T§§§), De .
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vhole section - the numerically major section =
of a population to eke out a miserable living
from the less atiractive ecuupations cannot be
Justified on any ethical grounds. It is
inconsistent with the ethical standarus of justice,
equity ana fair-play which are part of hunan
civilisation which the vhites call "ihite civilisation"
and seek to protect against no threat.

The Africuns admire the standards and
values of human civilisation anu seel to have them
diffused and applied throughout the social structure
s0 that in the end they may cease to be the sole
preserve of one community and become the social
heritapgé of all south ~fricans. .l on these
orounds the African educator would Tind it difficult
te work tewards passively adapting the educand to
a "place” which is delineated in such a way as to
be indefensible on these ethical giounis.

with respect to the Integrationist alternative
of a liberal developuent oi the potentialities of
the educand "as a human being," not arbitrurily
limited by the impositicn of particularistic
criteria inherent in the social structure, we must
peint out that the considerations, mentioned above,
which tend to repel the African educator fronm

the firSt/..-.....
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the first horn of the dllemma, tend to impel him
towards this horne fo.recapitulate, these ares
(a) the perception ol the illogic of the situation
which emerges when the co=-existence of democratic
values and undemocratic practice in ~outh ~frica
ape contrasted; (b) the perception of the full
long=term implicaticns of the spartheid ideolo;ical
role-expectations when they are stripped naked of
iheir idealistic camouflage of nrull development
of personality" in the utopian "areas of libertys"
(¢) the recognitiin of the primacy of the indivi-
dual rersonality in ﬁﬁe iniividualising aspect of
education as a sound principle in educational
sheory = as sound as is the principle of the
primacy of the social group is the socialising
aspect of educatiunj and {d) the Tact of tae
disposition towards utiltitacian attachmenﬂtbnu

moral detachment of the majority o: the ~frican

educatars‘gzﬂthe Apartheid role=gxpectations.
However, as in the case ol nis beingz impelled
to the Integratiocnist horn of +the dilewna of the
group=-solidarity objective, the africasn educator
is not altogether nezatively impellied touards this
horn of the dilemma in the case of the objective

of in:ﬂividual/.........a.
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of individual effectiveness. That is, he is
not imerely forced to this horn of the dilemna
as a result of his mental and moral revolt against
the other horn of the dilemnas  There are, in
additicn, positive and voluntaristic imperatives
involved. In brief, he wants to adopt this horn
of the dilemma ol orientation to tie objective
of individual efrectiveness. nd his uantine
to adopt this altermtive orientation is inseparably
bound up with the fact of the "wills and purposas"
of" the grbup of which he 1o a genetic menber.
- -iis group wants him to adopt this «liernatives
and in 5o far as he is bouna to the african group
by bonds of genetic and moral "belonsingness!
this orientation has become introjected in hims
it is part of his system of values as an individual
persony and in his prefessional capacity it has
been further re-inforced by the liberal or democratic
tradition of educational theory in which he has

o

been trained as an ed eator.””

»€ have sugrested that this veluntaristic
orientation of the /frican educator is bound up
with the "wills and purposes! of the African

7—:1"0{1’0/. sevsoeme

12  "his point is also supportec by the empirical
“ata referred to in footnote 9 (of this chapter).
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group - that is, with the veluntaristic orientation
nf the African group itself. This isy a "soclal
fact" in the strict Durkheimian sense. ifejecting
the idea of individuality development "according
to appertunities in life," the African group
wants the cevelopment of individuality according

to potentialities in life. This, ¢ contend, is

a social fTact sul seneris... "external' and

"constraining” to the african educators we may
call it the imperative of the voluntaristic
orientation of the .Jfrican group.

This imperative is brought to bear on the
sfrie.n educator through the platform anc through
the press and through day-by-day intellectual
interaction with the non=educator artliculate
members of his group. In their professional
meetings and conferences, African educators often
invite non-sducator guest speakers - vho are
ugually in close touch with Afric«n group sentiment
and opinion and vho spare no pains in pointing
out the direction of orientation Lo vhich the
"wills ana purposes™ of the «friecan group point.
in punlie (incluainz protest) meetings this
direction is consistently pointed oute “he Bantu

preSS/-o-oo.o‘
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press, {rom time to time, points out the general
direction of “the strug-le” in uneguivocal terms:
and, although there is a diff'erence of opinion
regarding the means or methods as between various
~frican organisationsy there is optimum unanimity
on the gocal of the Tull selfw-realisution not only
of the ~frican group but also of the ..frican
ingividuale. and day-by-day contacts anc
conversativns with “the man in the street” as well
as with the aAfrican leadership in other spheres of
life tend to keep the African educator in the.stream
of the "wills and purposes” of his groupe and
our point is that he is inevitably swept on Dy
it towards the demccratic goal (including its
implications for his orientation to the objective
of inudividnal effectiveness) not only because he
wants to but also beeanuse the group rants him to be,

and thus he has to be thus swept one. Tle does not

resist this imperative partly hecause he will nct

N hepanse he 13

anu partly because he cannot.
] GHG0T
However, while beiro consistent with the

"wills and purposes" of the Afriean group and of

the sfrican ecucator = including their conception

of the development of individuality, subject primarily

to inmate capacity -« this alternative has an
unrealistic/eecece

13 At least, without "heaping on himself coals of
fire" in the form of negative group sanctions
attendent on an individuals defiance of the "wills
and purposes'" of his groupe
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unrealistic aspeet that is frought witn {rustrations
aus tenslons for the educand when he leaves schoole.
~oon he must discover the discrepancy between the
fixed ststus quo anu the scope of selfi-realisation
allocated to him on the criterion of racioc~ethnic
origin, on the one Land, and the status ideal to
which his clucationy including the developuent
of hiv individuality, has been oriented, on the other.

In this case, the diiiiculty of the sfrican
educator's self comuitment to this horn of the
dilemma is clear. 1t is the difficulty of calmly
continuin; te raise ir the African youll hopes
and expectatiﬁns of self-realisation in status-
roles for which they are naturally anu educationally
equipped; hopes an. expectations ol recogrition
arnd revwards commensurate vwith their irmate aptitudes
and educationally acqguired skills - ald of which
are to be sooner or later shatteres on the hard
rock o1 the woulh african racial caste Structure.

It is the difriculty of continuing to develop the
potentialities ol the educand by eguippin: him with
knowledge, skills and techniques that will never
find scope Ior application excepl on {he lover
rungs of the occupational ladder hovever innately
apt ana technically competent and skilled the

g—;raﬁuan;i/...........
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Anether difliculty inveolved is that ithe accumu-
iation of embittersd ana frustrated individuals
viithiin the afriecan group is a potential (sometines)
actual source oi internal sociul uilsorganisatione
unable to diagnose their sorry plight anc with

the engineers or the frustrating racial caste

beeing soclally distant, these victims of the dilemma
oi the .‘frican educator turn round and prey on

their own group - torturing it with compensatory
anti-social action. And mo African educator would
easily com:it himself{ to an alternative that involves
tine very antithesis of the spirii and purpose of
gducatviony thot isy the cultivaticn oi” “he

euucand's povers and potentialities so lhal they
way be expressiole in o manner thut is satisfactory
oo himsell and to the group or comuunity in which

he lives. racile self comnitmenc Ly the african
cducator to this alternative vwould seem to deieat

ndividualising {uanctions

|

outh the socialising and
of educatione

his situution also has a bearing on group
relationse. “hat is, the deviant behaviour of
graduanus resultant upon the failure of the African

educator to help them achieve individual

c¥

i o
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effectiveness - by predisposing them to frustration -

is only observed by the other groups but is

also sometimes dirccted against theme ‘his tends
+- peinforce " hite sentiment against the ifrican

poup = esvecially its educated members. nd
consequently the already rigid racial-caste
nariers are further strengthened. Thate in
turn means more frustration for more --iriuns:

more anti-social action; more anti-.irican
sentinente A closed vicious circle is set up ad
J0oes On and One in the House of Assembly, the
inister pointed out this difficulty as follouss

"Race lelations cannot improve if the wrong
type of education is given to latives.  ihey
cannot improve if the result o ‘ative eduecation
is the creation of frustrated peope vhoy as a
result of the education they receiveua, have
expectations in life which circumstances in vouth
;frica do not allow to be fulfilled immediately,
when it creates people who are trained for
nrofes-ions not open to them, when there are
people who have received a form of cultural training
which strenzthens their desire for ‘hite-collar
occupations to such an extent that there are
more such people tran openin's available . herefore,
good relations are spolt when the correct ezucation
i: not rriven...s Above all, pood race relations
cannot exist wien the elucation is ‘iven uncer tlhe
cont. ol of people who created wron:; expectations
on the part of the Native himself, ana if such
neople bellieve in a policy of equality...."ld

Irn view of theuc consicerations it woule seem

qixfic¢lt/....

14 louse of .ssembly Jebates (Hansard),
Hoe 10/1853y Cole 3576
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difficu.t for the African educator tc choose this
horn of the dilemmae. This situation baccues a
repellent from this alternativee

snother important consideration in this respect
is that a vocaticnal preparation Lo a thoroughness
liaited only Ly individual capacity is, for the
African, a remote though entertained ileal.
nde at precsent, Uinancial limitaticons nake it
iapossible for the frdicuau to de mugh Tor hinself
along the lines ci this allternativee. @ must cepend
on the charity ol the -hite fiusancial benefactor.
But is this charily fortacoming anu, if so, to
what extent? Tie white benefactors have decided
to peg tue african budgetary vote at its 1852
level - on the usual plea of lack of furnu.
Hoernle raises the general questicn:

"And why this lack ¢l funds? At bottom, because
the dominant White community, whilst it does not
actually prevent Hative educationg is not willi
to provide for the Natlve children tqe same educational
ldCllitleg which it provides for its own childrene.

And the reason for uhlS unWil“infnnss, azain, is

the tac1t recognition that a Wative population eslucated
0 tne same average lovel as Lhe (hite population

can no longer be dominated."ls

This situation presents a practical difficulty
for the African educator in his desire and effort
Lo develop the powers anu potentialities of the

~J'\;L,.C=3.nd/' sevves

13  ilel's Hoernle, ope citey, p. 1l4.
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educand tv the fullest. That is, this development
must be subjeet not only to the educand's
"oprortunities in life" but also.to the (delibera=-
tely) limited financial provisions dictated by
those whose interest it is to dominate him "for
all time" and “"at all costs."

As long as the pursuit of the objective of
individual effectiveness - in the liberal sense-
continues to be accompanied Ly these repelling
factors, the orientation of the african educator
to it remains problewatics. It does not allow
for'eaSy self-dedic.tion by the African educator
tc the task of developing the individuality of
the educand sc that he can participate eflectively
and satisfactorily to himself in the social milieu
of the wider collectivity. But, at the same time,
he is impelled by the other factors discussed -
including the African ideology which formulates
his conception of the status ideal = not only to
consider but also to choose this alternative.
fowevery the other factors - incluuins the ' hite
ide logy, especially in its latest version - impel
him poth to consicer and to adopt his "own lines"
and = to¢ uevelop the educand's inuivicuality "according

tU hiS/-c-o EEERE
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to his opportunities in life.”

In fine, the dilemta that confronts the
~frican educator with reference tc the objective
of Individual ..frectiveness is: whether he will
be realistic or idealistic in his orientation
to this objective. »11l he meekly accept the
Status quo as identieial with the status ideal
(as defined in the .hite ideology) and develop
the individuality of the educand "according to his
gpoortunities in life," or will he anticipate
the development of the status ideal from the
status quo (according to the idealism of the
African ideology) and develop the individuality

of' the educand "as a human being?" 111l he seek

Lo prepare the educand for effective self'-
realisation only within a subordinate African
community with the attendent aruitrary limitation
0L scope for the gratifyin: display of talent or
will he seek to prepare him for exfective self-
realisation in &« com on equalitarian south

african society with the attendent expansiveness

of scope for the blossouing of individual

innate capacity?> we have tried to inuicate thut
45 a result or this dilemma, the African educator's

Orientation/.-........
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orientaticn to this Objective of education
is indeterminate anu problematic. ihere are
imperatives as well as repellents on each |
horn oi the dilemsa; anu in the meantiue,
the african educator has to 2t doing Something

tovards the pursuit of the objective.




CHAPTER _XIV
THE _DILEMMA ARISING FROM THE OBJECIIVE OF

The general dilemma of the African educator's
orientation to the objectives of the educational
system which we have tried to indicate with respect
to the other two objectives is also implieit in
the objective of Telic social Change. In
our earlier discussion of this objective and of
the principle of relative social parallelism,
ve have suggested thut in its adjustment to this
objective the educational system involves the
promotion of a progressive, systeanatic, rational
anc purposive departure from the status quo in
the direction of some rationally or iueally
appraised conception of social order and social
functioninge. +e have suggested, further, that
whereas this adjustiment occurs, imuediately, on

the individual level, it carries over, ultimately

to the group level. It is our contention, that
in his orientation to this objective, the
Afriecan educator is faced with a dilemma on both
levels. e shall, thereforg, treat each in
turne.

PROOTION/ cessosasn
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PROMOTION OF TELIC CHANGE ON THE INDIVIDUAL

On this level, it should be rccalled from
our discussicn cof this objective that the promotion
of telic social crange inveolves the following:
(a) the cultivationg in the educand, of the
seientific attitule of mind Lo his total envimnment-
tnls means "the cultivating of a love of truth, a
obread outlook, and objectiveness;"l a trust in reason
and realistic thinking rather than in Sentiment and
sentimental thinking, anu emahci;aticn from the
thralacm of rationalisations and ioeologies through
critical examination anu testing of facts and theories;
(b) the encouragment of creative imagination, thinking
and idealismj that is, ""the filling of the young mind
with interests, ideals and the joy of life, avoiding
represions;"2 (¢) having cultivated in the educand

a scientific orientation towsrds the gtatus guo and

a spontaneously creative orientation tovards a

status ideal, education in this case involves

"fostering in him contributive attituies, preparing

him to participate in common welfure activity which
leads progressively, systematically anu purposively

from/............

1 J. omuts, "zducation for Freedom ana Initiative,"
in LeGe lalherbe (ed)y Ops Citey Pe Se

o e »JimltS, OE- Cito’ loce cite



- 401 -
from the status quo to the status ideal.

It is our view that the Integrationist
ideologiesl role-expectations with regard to
this objective, and on this level, are precisely
in line with a conecention of the promotion or
telic social change in the manner cutlined above;

that is, the inculcation, of the scientific

attitude, the enc..uragement of creativeness and

the cultivaticn of contributive attitudes, in

the ~frican educande This, in our view, does
not need elaboratiocn. It is of the essence of
democracy to examine anu weigh facts through
research and free discussiony to allow for and
encourage individual ereativeness; and to
harness these for gradual social transforaation
tovards higher levels of social well-being.
snd in so far as the Integrationist ideology is
hased on a re-affirmation of democratic values
and a desire for their generalisuation and entrench-
nent in the social structure, it is clear that
the role-expectation that frican educution shall
promote telic social change in this aanner
in Jouth afric. is implicit in the iueology as
Suche

At the same time it is our contention that

the ﬂparﬂleid/o sose



the Apartheid role-expectations, in this contection,
are dlametrical.y opposed to this conception of

the promotion of tclie soeial change, and, hence,

to the Integraticnist role-expectations. ‘nd in
this sense, there is created a dilemia of orientation
for the ufPiCén eutcator on this level of the
pursuit of the objectives

‘he Apartheic irole-expectation here, is
firstly, tnat the african educational system shall
not inculcate in the educand the critical or
scientific éﬂaitude 0l mind towards this total
environment, which includes the Status quo but an
attituce of unquestioning acceptance of it as givelie
In the light of what we have said about the spartheid
ideology this bold proposition hardly needs docye
mentation. It is in the interests of* the .hites
and of "“hite dominaticn for all time" that the
Status quo should not he subjected to rigorous
Scientific examination an. criticisme nd a
generaticn Of.yuuﬁg sfrican educands equipped with
the scientific attit ce of mind towards it must
of neces.ity be viewed as a potential disruptive
element, threatening the social Structure Irom
witnhin by exposing, through Scientific analysis,
the rational ana moral indifensibility of its

fundamental/...u...
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fundamental principles anu the system of soecial
apoliogetics designed to defend the indefensibles

from this point of view, sfrican educatisn
cannot be expected to cultivate " a love of truth,"
but an undiscriminating anﬂ'oéivorous appetite for
any "baked" "bread-crumbs th.t fall from the table
off Lthe masters;'" nor "a broad outlock,” but a
narrow outlock prescribed by the .partheid
ideology in terms of hierarchical racial categories
rather than equalitarian human categories; nor
‘objectiveness," but subjectiveness taking the
form oi sentiments and atiitudes of racio-ethnic
exclusiveness, dissocciation from other Non=ihite
Sroups anu subordinaticn to the vhite groupe. ALL
this is in the interests of "white cominaticn for
all timeg." It involves a radical rejection of
the scientific spirit; and this, for the .hites,
we maintain, is "a functional necessity."  And,
hence, ~frican education must be, anu is, expected
to meet this rundamental necessitye. This, as we
have said, earlier, is inseparably tied up with
the ‘hite group's considerations of gurvival, and
its "unalterable and indomiable determination” to
keep their dominant position beyond questioning
and criticism ~ scientific or otherwise.

Itp iS/...‘....
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It isy furthery of the very nature of
ideological education sponsored by a contrelliing

group that all answers to questions regarding
the social order are to be taken from the ideo-

1

logical system as givene for a description of
the status quo the members of the minority
group must accept the ideological disteortions
of the majority sroup. or a descri
the status ideal - the social order to be desired =
the minority group must accept the ldealistic

ideolo ical miruges conjured Ly the egeistic

altruism of the majority groupe .wnd the

ways or processes for the transition frum the

one Lo the other must be the iniinitely circuitons
ones, prescribed by ideological legislation,

and leaaing the minority group round and round

the throne of the sovereign majority groupe.

Tn this case, the cultivati n o the inquiring
scientific frame of mind in the minority group
becomes redundante All the answers to
questions on the social order are enshrined in
the ideological creed or dogmae. Independert
scientific inquiry, in this sense, becomes a
socic-political heresge and the frican educational
s, Stem may, therefore not be expectea to promote

this }}el’eﬁy/bcuo o’o;
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this heresy against the omnipotent “hites and their
ideologzical dogma. nd if it doesy as it has
tended to do in the past, then 1t is ancther
functicnal necessit, that counter-ueasures must be
taken Lo increase the social distance betueen the
vhites anu .fricans so as to reduce or eliminate
the imuediate dangenbf the exposure of the assu-
mptions and principles uncerlying the social
structure through scientific criticism by
qualified meubers of the minority group. ihese
must be made or forced to apply their
scientific training only within their own groupe.
~hey must also be reduced in number to the
barest minimum through a rigorous process of
sifting and elimination in the primary school
during which the largest possible number of
frican caueands must be diverted to crafts and
trades, alloving only a nezligible proportion
-0 proceed to higher learning which wouldd
inculecate in them contributive scientific atbtituiese

‘he encouragement.of creative imagination,
thinking and idealism in the African educand is
also not a role-expectation favoured by the apartheid
ideology - at least in humnan or universalistic

tez‘ms/.........
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If the frican educationad system must encourage
creativeness in the :irican educand, it must be
a creativeness defined in racio-ethnic group
terms and its expression limited to the life of
the in-groupe Sut in general human or universa-
listic terms - in which this creativeness is
conceived in the Integrationist ideclogy -~ it is
a potentially disruptive factor to the status quo:
andy hence, incompatinle with .hite group interests.
~1thin the context of the plural .outh African
sociely, the Apartheid ideolorical postulates and
prescriptions must representy, to the minority
J4roups, the pinnacle of creative imaginaticn,
thinking anc ldezlism with regard te the status
quo, Lie status ideal anua telic soeial change.

In the presenl acult .frican population creative
imagination, thinking ana idealism in this
comecticn is not tolerated. It is rigidly
suppresseu under the ocupression of Communism fcts:
and the collective pooling of its creative resources
is illegalised under the Iidpus Assemblies and
Criminal Law Amencment Acte It is a heresy against
the idealogical creuativeness of the ‘hites and
4 crime against the imagination, thinring and

ii:{eéilism/o.-oc.o-otooot
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icealism th:t has gone into the formulation of
the ideology. The Apartheid programme
vepresents the "blue print" for telic social change
in vouth Africa - the "New Jeal" whose complex
implinentation must be stretched indefinitely
‘over many years."

In view ol t his, it is logiecal tc repeat
that from the apartheid ideological point of
view, Doth ihe expresion of creativeness on the
part of the .frican adult population and the
encouragement of creative imagination, thinking
ana iuealism on the part of the African educand =
with respect to telic social change in south
africa = are redundant; ana the African educa-
tional system is, for th.t reason, nog
expected to encourage this redundancy. ‘ny
creativeness along these lines among /fricans
must be turned inwards to find expression
within the African in-group onlye

Thusy from the point of view of the general
society, the aApartheid ideological role-expectation
in this comnection is that the African educational
system shall discourage any creative imagination,
thinking and idealism oriented towards telic social
change in -outh Africas FPositively, it is
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expected to encourage either accomiodative
imagination, thinsinz and idealism in conformity
+ith the Apartheid ideology or scocio-politically
inrocuous imagination, thinking anc idealisme.

If this shoula seem an unwarranted inference,

we may ask the guestion: vhy is liberad .frican

education being abolished, and ideoldgical sSantu
caucation, substituteu in its place?

The third aspect of the promotion of telic
social change on the inuividual level we said
was the fostering of contributive attitudes

towards society = including preparation of the

educand for participation in comion welfare activity.

Tn negative terms the relevant Apartheid role-
expectation here is that the african educational
system shall discourage the development of EJese
attitudes in the frican educand. ©On e of the
points on which the abolisheu liberal -:frican
@uucation has been strongly censured both Ly the
vinister of hative ~ffairs anc Ly the oecretary

- . ' - E > -na
tor Santu sducation (Ure zislen) is nq@ it

fostered contributive attitudes towards the general

sceiety, including expectaticns and aspirations
to participation in common vwelfare activitys
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Both emphasise thet this was fundamentally wrong
ana undesirable because there is nc#cOpe for such
contrioutive atiitudes, expectations and
aspirations in the general societye «fricans, in
other words, are not expected 4o have or Xpress
These attitudes and {0 realise these expectations
and aspirati ns in wouth Africae. lhey may have
them ani express them as meumbers of a racio-ethnic
group within thut group (and evea then within ‘hite
safely-limits):s butl as hwsan beings in a total society
they must be contributively barren, entertain no
expectations an. aspirations for participation
in a_common social endeavour to.ards telic social
chanzes  “Yhe only velcome contribution they may
and must make towards the general Society is that
of Supplying cheap (megnial) labour; the only
legitinate expectation they may entertain is that
of “the black bread ol starvationy” and the only
legitimate aspiration, to serve their «hite
masters in pious hwailitye

in positive terms, we submit that the
reé%ant Apartheid role-expectation implicit here
is that the Africun educational system shall
encourage in the educand, non=contributive attitudes
tovwards telic social change in Jouth arricug
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discourage any "false" expectations and aspirations
towards this end as defined in liberal terms;
an. encourage the development of contributive
attitudes, expectations and aspirations that
are consistent with the Apartheid ideologieal
definition of the situation and the direction of
telic social change it prescribes for Louth /frica.
If this sounds unvarranted we may ask: vwhy are the
Teacher Training .chocls, hich procuced the type
of African edueator vho encourased these atzitudes,
expectations and aspirations in liberal terms,
beirnz abolished and the Apartheid apologists
instituting their own Teacher Teaining ochools,
if not to produce a new type of santu educator
pbrepared to develop these attitudes, expectations
and aspiracions in ideological terms ?

In the light of the preéeding discussion
of the ideological role-expectatioms with regard
to the promotiin of telic secial chanze on the
individual level, it seems logical to us to insist
that whereas the Integrationist role-cxpectation
is th t the African educational system shall
prepare the African educand for telic social chance,

oriented to the demoeratisation of south frican

society, the “partheid role-expectation is that it

Shélll/c.:-ot--..



8hall not prepare him for this type of soeial change
but rather (or ageommnodation to a predetermined

programme of ideological social change designed

o arantee

What is the significance of this divergence
of role=expectations to the African edueator in
his orientation to the objective of teliec soecial
change? Ve suggest that this situation also presents
a dilemma to the Afriecan educator. T™he problem
isy vhether in his orientatien to the objective
0 telic social ciange he shall inculcate the
Scientifie attitude, cultivate social creativeness
“la Gevelop countributive attitudes in the uucand
s a huuan being, or uiscourage the development
of these in the educand as a human being and only
encourage it in the educand as a member of a
Subordinate group in term & of the Apart heid
definition of the situations In othep words will
his orientation to this objective be dynamic or
accomnodative 7 <€ submit thut there ape imperatives
and ropellents on each horn of the dilerma.

AS a civil servant, he is rationally, if
not ethically, constrained tc comiit himse;f
Lo the accommodative horn of the dilemma.
iven the situation an. its spartheid ideological

def‘inition/. Seccessns
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definitiony he has the choice of either relinqui-
shing his role or of retaining it. If he retains
ity it is rational that he should conform to the
gefinition of the situation and it is only ethical
that he should perform his role honestly while
he retains it. In other words, there is, for
each functioning African educator, a rational
and ethical imperative towards conformity or
accommodation to the relevant Apartheid role=-
expectations.

A re-inforcing consideration here is that
the general society is not prepared to recognise,
appreciate or accept any contributions from
the African graduand towards telic social
change in oouth Africae There is, involved here,
a consideration of the futility o any effort,
on the part of the -ifrican educator, directed
tovards the preparation of the ..frican educand
{or telic contiributiéns to the development of the
country. —such contrisutions, as vwe have sugoested,
are viewed as reaundant and as subversive to hite
dominatione Add to this that an african educand
who has thus been prepared is invariably sharply
set against the policy of the coumtry anu the
laws passed under that policys He is made a

potential/u cecre
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potential statutory eriminal (for instance, in
terms of the wuppression of Communism act)e  Hence,
if the ~frican educator is to avoid expending his
labour on a futile objective, and avoid setting

the African youth against soméj;he legitinate laws
of the land, thus defeating the end of the
soeialising function of education, it would seem
imperative that he comniis himself (and the educand)
to the accommodative horn of the dilemma.

‘hereas these considerations would tend to
persuade the African educator towards the accomnodative
altefnative, there are other considerations just
“as potent persuading him towards the dynamic
alternative. .e need not here belabour the point
that, as an african, the .frican educator, oves
the relevant Integrationist role-expectations
moral obligation or tnat he voluntarily wants
to perform his task in this respect according
to the definition of the situation afforded by
this ideologys Hather, we want to emphasise Uthe
factor of the tradition of educational theory under
which he has been prevared for his task e

Until the undisguised introduction of
ideological education, designed to accomnodate
the African educand and the African group to the
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requirements of state Policy, eme the Teacher
Training Institutions for Africans have been
largely run by the issionaries who, on the
whole, have been champions of the liberal
tradition in African education in south Africa.
slthough the liberal tendency in missionary
education might have been largely based on
~hristian conceptions of the dignity_and vorth

of the individual as an end in himselfy its
influence on the orientation of the /frican
cducator to his task has pot been inconsiderable.
This orientation has been further weinforced

by the system ol ideas that Child and aducational
Pgychology has contributed to the educator's
understanding of the educative processSs The
emphasis here has been on the central position

of the educand in the educative process and the
primacy of the full development of his personality
and his equipment for contributive participation
in comnon societary activities with a view to

his self-realisation and the advancement of societye.
The African educator has been steeped in this
view of his responsibilities to the educand

ani, by implication, to society. Hence the
Integrationist role~expectations are positively
challenging to him and he féels that challenge

more keénly/.--..-...
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more keenly seeing that it is consistent with
this traditione. And an educational tradition
involving the subordination of the individual
to arbitrary socio=-political consideraticns is
bound to be repulsive to hime.

sdd to this the fact  that the sfrican
eduecator is aware of the implications of ideological
social change which the .partheid role~expectations
envisages This is particularly true of the
leadership within the professional organisations
who, on the whole, are voracious readers especially
in the fields of education, history and -outh African
socio=-political problems. In this sense, they
may be expected to be aware of the relevant and
comparable implications of ideolopgical education,
especially in Germany and Italy, for the problem
of telic social change through the educationaly
éystem. Having no reason to suppose that the
south African brand of ideological education will
be fundamentally better in the sense of being less
erushing to the development of the scientific atti-
tudes on the part of the educand, the ~frican
educator tends to be repelled from the /partheid
horn of the dilemma towards the Integrationiste.

Another important consideration here is that

if it/'ttooo.
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if it is true, as the Vative iducati-n Com:ission
sugrests, that the .fricun educator is, as a
result of his acculturation in the iestern
directiony cut off from his racio-ethnic
groupy he is by no means wiliing to fall back
into a state of tribal docility; mnor is he
willing that the rest oi his fellow ..fricans
should remain in that state. Iie wants to
uplift them to the level of acculturatien th.t
he has attained. This cannot be done under
a system of ideological education which
emphasises the uncritical attitude, socio-
political inertia, and the attitude of receptiveness
with respect to the African's orientation to
the general society - hence, his rejection of
the “partheid role-expectations. It can be
aone uncer a system of liberal educatiocn
emphasising the cultivation in the ..friecan
educand of the scientific attitude, creativeness
anda contributive atiituuey creativeness and contri-
butive attitudes towards the re-organisation of
the genral society, so that the soclety
ulﬁimately affords scope for the fullest possible
realisation of its human potential and its own
possibilities for progresse. Hence, here, there
is an imperative towards the Integrationist horn
of the dilemma. At the same time, while these
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considerations, impel the African educator
towards the Integrationist horn of the dilemma,
they also repel him from the Apartheid alternative,
and those that impel him towards the aApartheid
horn of the dilemma also tend to repel him from
the Integrationist alterﬁative. In this way
a real dilemma of orientation is created for

the frican educatore.

PROMOTION OF TELIC SOCIAL CHANGE ON THE

GROUP _LEVEL

The problem of education in a plural society
is ultimately not simply that of the psycho-
social adjustuent of the inaividual educand
to his total environmente. In such a society
it has another dimension, that of the mutual
adjustment of the constituent groups between
themselves, amd between each and the total
social system which all the groups taken
together constitute. This dimension emerges
in sharp relief when the promotion of telic

social change, through the education of groups,

is considerede. Through a particular re-organisation
of the educational system = with respect to the
type of administrative anc educative personnel,

the ty'i"'fe/o sesessee
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the type of curriculum, the type of met:ods
and the type of definition of the situation -
a varticular emphasis, which is calculated to
result in a particular adjustment of group-relations
and the relation of groups to their total
environnent, mzy be achieveds In this way,
telic social change may be re-directed fron an
equalitarian to a none-equalitarian adjustment of
groups between themselves and their total environ-
ment - including the oprortunicies for access
to the sceial and nonesocial resources of the
society = and vice versas

In such a situation it is important to note
that the sAfrican educator's choice of orientation
with regard to the alternatives presented by the
two ideoclogies goes a great way, in so far as
the educutional system is an agency of social
change, towards deciding whether South Africa will
move towards an equalitarian form of mutual
adjustment of the constituent groups or towards
the perfection and nerpetuation of the group
inequalities characteristic of the status quo.

e have pointed out in our analysis of the
spartheid ldeology that the African educational

system 15 expected to be an agency of isclating

the -:frican group from the other three groups
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and of subordinating it to white dominatione
On the group level, it is expected to lead
systematically to such a form of non~equalitarian
social organisation. /Arrangenents for the
realisation of this role-expectation have already
been made on several points within the systeme.
:irstly, as 1f the setiing up of a special -tate
Jepartment of Native offTairs was not sufficient
to impress upon tie ~frican group a feelinz of
bein  different from the white group and the
other groups =~ and difference in wouth Africa
necessarily means inequalitly = a special Bantu
sduecation oection of this uLepartaent has been
set up further to indoctrinate this group with
the dogma that it is'an independent race™ - with
"distinetive characteristics and aptitudes.”
8 a result of its distinctiveness, its meubers
may not shure and participate in a common educatiknal
system. ‘e must emphasise that it is not difference
or horizontal distinctiveness that is implied
herey it is ineguality or vertical distinctiveness.
vhite oouth Africa, con the inter-group level,
thinks in vertical or hierarchical terms anc acts
along that plane. Adu to this fact that at the
top ana at other strategic points in the adminis-
tration of Bantu education stand the staunchest

bp&rtheid/o.coo.u..-o
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;apartheid apologistse.

secondly, we have alreauy rererred, in
another context, to the taking oveir by the
otate of the full control of the ileacher
lrainin; Colleges» e have polnted oul tiut
the primary reason for tiais is th:t the «lrican
educator produced in the vission-controllec
leacher Training ochovls were nurturea in a tradition
0f educational theory and ethics that made it
impossible for them to werk towards the ultimate
adjustment of the oouth African racio-ethnics
on the principle of inequality under vhite
dominatione Hence, the taking over of these
institutions may correctly be interpretea as
calculated to result in the production of
~frican edueators vho wili be disposed to
utilise the influence of the educatismal
system (on the African group) towards the
realisation of the form off‘ mutual group=-adjustment
envisazed in the Apartheid ideologye this will
necessarily carry with it ihe implication of
the unequal access of the groups to the total
resources of the country, and the preparation
not only of the educand but also of the group
as a whole for accepting and accommnodating itself

to tne/.oo.-ccuo
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to the “place" allocated to it by the +“hite
benefactorse. |

A further preparation for the isolation
and subordination of the african grouy through
the educational system is implicit in the reco=-
mnendations of the Native tducation Commission
regarding the earriculum or content of "Bantu
education.” The emphasis, according to the
‘Comnission must be (and wil be) on manual worke.
The Native must be taught to use his hands rather
than to use his head because an amphasis on the
latter makes him despise his aprortioned "place”
as an endless reservoir of cheap menial labour
and aspire to the .hite coliar jobs which are
the preserve of the thite over-lord. [is
aspirations in this direction threaten to obli-
terate the /aster and -ervant distinction which
must be maintained "for all time.”

Another preparation for the re-organisation
of ‘hite-3lack group relations on the principle
of inequality is implicit in the emphasis placed
by the Comuission and by the Minister én the
Baptn Language medium in the curriculum. It is
proposed that Bantu iducation shall be condicted
in the Bantu lancuage, irst in the Infant and

Primary/..........
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Primary ochools, and then progressively up the
cauveational levels. The sociologzical Import of
this proposal for the fut re mutual relationships
of the /African and vhite sroups in this zountry
is tremendolis. "he Tunetinn of a common lanmage
in the stablishment of ramnort and mental intere
stinulation, anc its ef'fect on the reduction of
scelial distance bhetveen grouns cannoct be overempha=-
5ised.® Tt is a basis of common social solidarity
on the egualitarian orinciple. ence, an sfrican
educstional system using an internaténal language =
-nglish = nay uvltimately lead systematically to a
comnon society. Cn the other hand, Lhe‘diﬁisive
function of 2 sectional and exélu$ive language
is just as important in promoting isolationism
and narrow ethnocentric group feelinzSe AL the
same time it has the function of robbhing the
groun of the oprortunities of benefitting directly
from the hunan or universal heritage conveyed through
the medinm of a mors universal lancuage. It
involves a handicap in direct participstion on
the national and international levels. imis is

the/ton-o-.o-o
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the position to which the ipartheid proposal
drives the  friecan group = a positicn of isolation,
ethnocentrism, and of exclusion frca the universal
heritage and from cirect participation in national
and worla affairs.

However, if rhitc dominaticn must be
maintained, the parest possible minimum of
knowledge of an international language like
english must be made available to the ~frican
groupe The Comunissivn gives the criterion of
this minimum (and there is an ummistakable note
of cauntion about it lest the wider intellectual
and cultural horizons be opened to the african
" e Y
group)i=
_ #This should be done in such a way that the
Bantu child will be able t0 find his way in
uropean comiunities, to follow oral or written
instructionss and to carry on a simple conversation

%ith Luropeans about his work ami other subjects
of common intereste

To any -outh African, it is erystal clear
that the phrase "an:. other subjects of common
interest® is a meaningless frill in this conrectione
The essential point is that this group must be
equipped with sufficient knowledge of «nglish
(and Afrikaans) to mnake its labour more easily

exploitable/. csovcee
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exploitables But, otherwise, the divisive, isclating
and subordinating Bantu medium must be thorcu-hly
eniorced with "a strict system of inspection®” in
futures Here we see unmistakable manouvres towards
a gradual and systematie re-ordering of group
relationships in south Africa on the principle
of inequality oi the groups themselves and of
the opportunities for the utilisation of south
sfrican and wald resources.

From the point of view of the African Zroun,
however, the educational system is expected to
perform a directly opposite function with resard
to the problem of the mutual adjustment of the
—outh sfrican groups between themselves and between
each and the total environment. It is expected
to lead the group gradually'and Systematically
wwards a level of social uevelopment where it
will stand on a par with the other ~outh sfrican
groups ana progressive hunan groups elsewhere.

In other words, it is expected to be an agency of
the integration of the African group with the

other oouth African groups in a comnon equalitarian
society which will be at a par with the other
nations of the Vorld. It is expected, in so far
as its function and influence 20y to be an agency

of the/too'c-t
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of the liberation of the Afric .n group from
isolationism, narrow ethnocentricity and
gocially stinting exclusiveness. It is
expected to introduce the ‘friean group it the
national and the inter-national heritage and to
open to the group wider spheres of social
participation.

It would appear, from the Apartheid
definition o the situation in this respect, that
the implicit assumption in that ideology is
hat tie African group's aspirations and
potentialities are, or ought to ey localised
in the comuunal African groupe I8 this true
or temable? iias the .frican group no aspiration
Lo assume responsibilities and to participate
in the brogader vouth .frican national life and
in the yet broader life of the international
vorld? Has this group no responsibilities
which, In their wagnitude, transcend petty
local responsibilities anc Spill over into the
—sout: African national responsibilitics and
those of the world at larye?

In terms of the .frican group's Integrationist
ideology, the aspirations anc potentialities of
any social group cannot be econtained exclusively

in th@/o.‘o-oo-oco
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in the local communitye. They transcend it and
strech forth to participation in the responsibilities
of broader and yet broader human activities. “his
is a natural tendency for a group to seck to expand
itself, vary its interests and recsponsibilities
beyond the immediate circle. It B a coneentric
pattern of personality expansion in the field of
social participationy beginning at a central
point of service to selfy then to the immediate
family, then to the local community, then to the
native country, then to the native continent,
then to the world, and on and on ad infinitum, to
the service of Gode Perhaps the last word of the
Integrationist ideoclogy was said by that great social
philosopher, Jesus of Nazareth: ‘“that ye may have
life, and have it more abundantly." 4ind this
life abundant may only be realised in an
equalitarian society. It is irreeoncilable vith
the regisentation ani subordination o one group
to another.

Thus,y ultimately the dilemmas th.t confronts
the African educator are not just individual or
professional-group problemse. They are intimately
tied up with the broader problem of group relations
in south Africa and the principles that, according
W the/sesesssss
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to the wills and purposes of the ‘hite group,
underlie the existing system of group relaﬁionghips;
and that, according to the African groupy should
underlie the ideal cystem of group relationships.
~ach group is uncompromisingly determined that
the afriecan educutional system shall be an agency
promoting the internalisation and institutionalisation

of' the principles of its choice.




SUMMARY  AND CONCLUSION . .

ine specific problem with which we have been

concerned in this study is thut of the relationship
between the African educational system ana the

_outh African sccial system as affected by ideological
factors. This problem is an aspect of the broader
problems of the structural-functional relatiunships
between institutional systems and the social system
in wvhich they operate. vhile we reconise the
principle of the relative autonomy of institu-
tional systems, we have emphasised that, as a
functional necessity, instituticnal systems

stand or ought to stand in a relationship of
relative scecial parallelism with the social system
vhicn constitutes their sociul bases  their
role~structure, their means anc methods, their
selective and regulatory norms and their

objectives cannot be entirely independent or
unrelated to the underlying social systeii. The
objectives, in particular, we emphasised, are a

social trust to institutional s stems and are

c¢losely boumd up with group=necds ani satisfactions
anu with considerati-ns of group solidarity and
survival throuch time an: change.
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Ve have pointed out, however, that this rela-
tionship of relative social parallelism is not
"given.” It is subject to two main coniitional
factors: namely (a) the descriptive and prescriptive

"definition of the situation” for institt ional

action - through syvstems of scientificy unscientifie
ani/or non-scientific idcas;y anc (b) the ef ort

of the personnel of institutional systems to

achieve and maintain that relationship under
changing conﬁitioh& - within and/or without the
institutional systems either by modifying the
institutional syatéms or by promoting wcsired

or necessary changes in the social system. In
fine, relative social parallelism between institutional
Systems and the social system, is a problematic
relationships Tt is not given. It requires

effort in a defined situatione.

On the basis of this assumption, we have
proceecded to inguire into the definition of the
situation for the operaticn of the ..frican educational
system in relation to the uouth ~frican social
System. «@ have elected to examine the definition
of the situation, in this casey provided by the
igggaujor vouth afriean group=-ideoloies - the

npar'theid/ censpevoe
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spartheid iceology of the “hite power-majority
group anu the Intergrationist ideology of the
lion=vhite numerical-majority group = and to
analyse the implications oif such iceological defi-
nition of the situation for the African educater
in his efiort to orient himself to the objectives
of educat.one In the course of this examination
and analysis, two important facts have emergede.

Firstly, while containins .nmnistakablce ideal
elements, these ideologies have apreared to correspond
to the respective social positions, including the
interests, fears, values and outlock, of the two
groupse The Apartheil ideology of the ‘hites
shows a hich degree of correspondence to this
group's pover-majority social position, its fears
of "swamping," its value of ‘hite = llon- hite
inequality, and its racioc-ethnocentiric outlocke
Its iueclegy emerges as a system of
rationalisation of these - especially in view of
the vemocratic Creede. this ideology has a dual
function: (a) the pacification oi the conscience
arxi the consolidation of the dominant position of
the vhites; and (b) the deceptive persuasion of
the 'on=-thites towards the accomnodative acceptance
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of the status quo.

ine Integrationist ideclogy of the on=-:hites
also shows a high degree of correspondence to
their power-minority social position, their interest
in self-emancipation from that position, their
fears of perpetual subordination, their value of
‘hite - lion-thite equality, and their humanistic
outlocke Hence, their ideology emerges as a
system of apologetics for these - in view of
undemocratic south African practice. ‘his
ideclogy also nhas a dual functisn: the re-inforce-
ment of the conscience and the rejection of the
subservient position of the Fon- hitesjy and
the deceptive persuasion of the . hites towards
the cynanic acceptance of the status ideal.
(The deception here inheres in the fact tnat
this ideology does not emphasise the sacrifice
of power, prestige and possessions th t the demo=-
cratisation of south African scciety will entail
for the vhite group, but woula make this group
believe that such a re-opganisation of the society
will be te the equal advantage of everyone.
The fact is that an equalisation of opvortunities
would mean, at least initially, a substantial
zain for the now=-subordinate groups and a

Substantial/. secevavee
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substantial loss fbr the now=dominant group, in
comparison with their rights to opportunities in
the status quoj)s In {ine, the two ideologies
represent the opposite orientations of the two
oroups to the oSouth African social system as it
is and as it should be.

secondly, in so far as the orientations of
the two groups to the social system are opnosite
to each other, the two ideclogies which represent
them may be expectea to be so and the definition
of the situation that they provide for the
structural-functional relationship between the
African educational system and the wouth «frican
social systemn,conflictinge e have attempted to
indicate that this is soe. In our analysis of
the two ideologies we indicated that, from the
descriptive point oi view, the Apartheid ideology
deseribes the social systeqhs a vertical system of
relationships between four racio-ethnically
distinctive and independent groups - with characteristic
intercsts and aspirations that camnot be reconciled
along the horizontal plane of equalily anu comnon
or shared socio-political participation. The
"only honest, justifiable and unbilassed" reconciliation
(if a reconciliation it be) can only be along the

&3&”3&/0.....0.
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Same vertical plane on the principle of "thite
dominati n for all time."

The Integrationist ideology, on the contrary,
deseribes the social System as a vertical sSyvstem
of relationships between four interdapendent grouprs
whose racial characteristics arey per se, irrelevant
to performanqe in roies, whose ethnic differences
are no essential barrier to comuion socio=political
participation, ani whose interests and aspirations
cannop be reconeiled along the vertical plane on
the pri ciple of white domination, but only along
the horizontal plane and on the principle of
vemocratic equality.

In the lizht of these two conflicting descriptive
definitions of the situation, we have proceeded
to indicate that a similar conflict exists on the
prescriptive level. ‘e have analysed the
conflict here in terms of the concent of
ideological role-exrectations with regard to the
“frican educator's pursuit of the objectives of
education in relati.n to the social system.

with regard to the objective of Group ~olidarity,
wWe nave shown that the Apartheid role-expectation
is thut the african educaticnal system shall conf'ine
itself to the achievement of the solidarity, not of
the whole social Systemy but of the African group

On\ly/anogcocooo;
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only "as an irdependent rac:, in which their past
and present, their inherent racial gualities,
thier distinective c aracteristics and atitude,
ane their needs unuer ever-changing conaiticns
are taken into considerati.n" in apartnese or
isolation from those of the other groups in the
sgcial systeme Irom the point of view of lhe
social system we have indicated that this
prescriptive definition of the situation is
"a functional necessity" for guaranteeing "Vhite
domination for all time" in south Africa.

‘he Integrationist role=-expectation, on the
contrary, is that the African educational system
shall not confine itself to the achievement of
african group solidarit but interest itself
actively in the achievement ot the solidarity of
the whole sociely, as its ultimate objective,
tirough a closer integration of interdependent
raciv-ethnic groups uestined tw snare a comuon
territoryes  sang, from the point o: view of the
social systemy we have atlempted to show that
this prescriptive definition of the situati-n is
also "a fu.eti nal necessity" for guaranteeing
the self-emancipation of the Non-thite group
and the equality of opportunities.

In fine/avo'ooo.o
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In fine, the Apartheid role-expectation
is that the African educational system shall be
an agency for the internalisation in the Af'rican
group of non-equalitarian values including their
socio-political implication of the dnmination
of the social system by the ‘hite mumerical-
minority groupe The Integrationist role-expectation
is that this eduecational system shall promote the
internalisation and institutionalisation of egualitarian
values = including their socio-political implieation
of the self=-emancipation of the lon-chites from
«hite dominatione.

with regard to the objective of Individual
wffectiveness, we have indicated that the
Agartheid role~expectation is that the African
educational system shall develop and equip the
incividuality of the African educands primarily
"according to their opportunities in life," and
only secondarily according to their abilities.
These opportunities, we have pointed out, are
not allocated in terms of universalistic criteria
involving aptitude and ability in role-performance,
but in terms of particularistic criteria
involving racioc-ethnic origin anc affiliation.
50 that the extent of the development of the African
euucand's inuividuality is expected to be limited
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by the soeial position of his racio=-ethnic
group and the scope for his effective self-
realisation in roles is exvected to be limited
te the opportunities open to his group. From
the point of view of the social Systemy we have
indicated that this prescriptive definition of the
situation is "a functional necessity" for “keeping
the Hative in his 'place'" anu, hencey for
guaranteeing "Vhite dominaticn for all time" in
wouth Africa. ~

the Integrationist role-expectation, on the
contrary, is that the ‘frican educational systen
Shall develop the individuality of the educands
primarily according to their aptitudes and ability
as human beings and only seconcarily according
to their oprortunities in life. The opoortunities
envisage: here, we have pointed out, are not to
be allocated in terms of particularistic
criteria derived from racio-ethnic categories
but in terms of universalistic criteria involving
recognition of aptituues.ana abilities in role-
é:%égg;g;ggf- irrespective of the pigment of the
role-incumbent. Hence, the extent of the
development of the educand's individuality is
eéxpected to be limited by his innate equipments
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ani the scope of his efrective self-realisation
in roles, by the personal = and group-need satis=-
factions deriving from the free expressiocn of his
individuality = as a human beinge. IFrom the point
of view of the social system this prescriptive
definition of the situation is "a functional
necessity" for the self=emancipation of the
African from the "place" allocated to him and for
guaranteeing equality of opportunities for
Persons .
In fine, the Apartheid role-expectation

here is that the /frican educational system shall
be an agency for the internalisation in the
ifrican geews educand and the instituticnalisati n
in the African group of particularistic norms

or criteria fur role-preparation, role-
allocation and role-incumbency, including their
socio-political implication of "vhite domination
for all time." On the contrary, the
Integrationist role-ex;ectation is th.t this edu-
cational system shall be an agency for the
internalisation and institutionalisation of
universalistic criteria for role=-preparation,
role-allocation and role-incumbency, including
heir socio=-politiecal implicati n of the self-
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emancipation of the Non-Vhites from their present
subordinate position.

with regard to the obJjective of Telic Social
Change we have tried to point out that the aApartheid
role-expectation is that the /African educational
system shall not promote telic social by inculcating
or cultivating the scientific attitude of mind,
creativeness and contributive attitudes in the
african educand nor by, in any way, becoming a sourse
ol social ferment in the transformation oi the
status quo into the status ideal defined in the
Integrutionist ideologye Positively, the expec-
tations is that it shall be an agency for the
accomnodative adaptation of the African eduwcard
ana the African group to the statis quoy and be
the strong-hold of reactionary thought ané attitudes
amongz the Africans who must look up to the omniscience
of the ‘hites for the direction of telic social
change and wait accomrnodativley for the beneficent
dispensations promi@ed under the Apartheid programme.
"rom the point of view of the Vhite group's
orientation to the social s stem this is also
"a functional necessity!" for the entrenchment of
the vhites in their position of dominances

The Integrationist role=expect on, on the
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contrary 1is that this educati nzl system shall
promote telic soei 1 change by cultivating, in
the educand, the scientific attitude, creative
thinking, imagination and idealisn, and contributive
attitudes towards the welfare an prozress of 4
common -outlh /Africa; and become a source of social
ferment in the transformation of t-e uncemocratie
Status cuo into a democratic Status ideal. In
other words, the expectation is that the .frican
etucational systen shall be an agency for the dynamic
adaptation of the African educand anu the African
group to the status Gquoy and be the strong-hold
of comstructively eritical thousht and attitudes
amons the Africans who must anceal to their ovn
reason and idealism for the direction of telic
soclal chonre and proceed actively, and in an
orierly manner, to transform the status quo
in terms of their rationally and ideally cft:ceived
programmes lence, from the point of view of
this group's orientati n to the social systea,
this preseriptive definition of tle situation is
"a functional necessity" for the self-eﬁanéipation
ol this group from the hraldom of the status GUO e

in fine, the .Apartheid role-expectation here
is that the afriecan euducational system shall be an

agency/..........
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agency for the internalisation in the Afric:n
eancand and the institutionslisation in the
African group of the attitude of accommodative
adaptation to a “given" status quo, including
the implication of "/hite comiration for all time."
Un the contrury, the Integrationist role-expectati n
is tnat this ecucational system shall be an
agency ror the internalisaticn and institutionalisa-
tion ol the attitude of dynamic adaptationﬁo a
problematic racial-caste social s stemy including
Lhe socio=-political implication oi its self-
enancipation from its present socio=-political
positione

It is clear from the preceding paragraphs
th ty on the level of the deseriptive and
prescriptive "definition of the situation® far
tie structural-functional relationship between
the African educstional system an: the .outh
sfrican social system which constitutes its soeial
Lase, the relationship between the two, in terms
of the prineciple oi relative soecial parallelism,
is highly indeterminate, controversial and proble=-
satice ine two conflicting iueological definitions
of the situation constitue an agzravating factor
to the lack of "givennes" which we have sugzested
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is an inherent characteristic of the area
of structural-functional relationships between
institutional systems and the social systems
in which they operatee. encey on the level of
the definition of the situation for a relationship
ol relative social parallelism between the -frican
educaticnal system and the oouth ..frican social
system, we may conclude that the situation is
defined for the African ecucational system - hence
for the African euucator - in F3sh irreconcilably
divergent terms - Apartheid versus Integrutione

It has beun our further task to attempt to
show that this inieterminacy of relative social
sarallelism inherent on the definitive level carries
over to the level of effort. This imvolves the
African educator, directly and im-ediately, nol
only in his cognition of the objectives of
educ.ti n but also in his pursuit of them in
relation to the sccial system and the role-
expectations entertaineu in it with regard o
his efforte. we have sugested that the
~frican educator may be legitinately expected W
be aware or conscious of the two conflictin
preseriptive definitions of the situation in the
form of a#vergent rcle-expectativons. In so far
as this is the case, his effort in the pursuit of
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these objectives may be said to be frauzht with

5 series of dilemmas of orientation. The two

conflicting sets of role~expectations counfront

nim with two correlated problems that are fonia-

ental to a voluntaristic theory of social actiont

namely, €valuation anc choice. In other words,

on the level of effort the Afprican educator is

faced with the problen of evaluating, armi choosing

betveen, the two ideological definitions of the

situation before he can bring the African educational

system into some relationship of social parallelism

with the oouth African social system. lience on

this level dso the relationship of relative

parallelism between the two is not given": it is

subject to effort {nvolving evaluation anc choice.
e have tried to show at some length that

the African educator's task in this regard is

by noO feans an easy Once it is made difficult

by a nwber of imperatives and repellents

operating on each horn of each dilemna of

orientatione On the Apartheid horn of the

Jilemmg,with respect to each of the objectives

of education, we have noted a series of

jmperatives which we may subsume under the concept

of accomuodative-adaptive imperatives. That i8S,

imperatives impelling the Aerican educator towards

higher/....-.....



- 443 -

higher evaluation and choice of the Apartheid
definition of the situation, for social parallelism,
as "given."  These have been oi two major
types: the rational and the irrationale.

3y the rational type we maan those imperatives
involving (a) the consideration of the existing
racilal-caste social system as a “gilven" set of
conditions held constant by the "unalterable and
indomitable determination™ of the ' hites - in
which case it would be but rational to accomsodate
oneself, the ~frican educand and the African
Jroup Lo the unalterably "_iven" concitions of
the social system; and (b) {he consideration
oL the psycho-social adjustument of the educund
(and the African group) educated in the Llight of
either definiti n of the situation. i this case
it would be but rational for the African educator
to prepare the educand for life in a subordinate
group under "White dominaticon for all tiame,"
rather than prepare him for life in an
equalitarian scciety vhose realisation, through
the transformation of' the status guo hich is poverned
by the "unalterable and indomitable deteruination®
oi the «hites te maintain Vhite domiraticn, would
appear Lo be bul an exmply dream.

;Jb’ th.e/c aR o wr oo
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By the irrational type of accommodative=
adaptive imperatives we mean those imperatives
involving ideo ogical deception of the -frican
eduecator to a naive acceptance of the mirage of
"areas of liberty" promised on the idealistic level
of the .partheid iceology which is, in effect,
tre unwitiing acceptance of the status quo as given
on the level of expeciency in .partheid. {ve have,
however,y pointed out that this is not a very potent
imperative)s lhere is «lso, as we indicate.,y a
type of imperative here, perhaps just as weak: that
is the pon=-rational. This involves the question
oi moral scruples on ithe part of the african
educatore In so far as he retains his role=-
incumbency as a civil servant and has moral scruples,
he will be constrained to perform his role honestly
and faitnfully in the light of the definition
of the situation provided by his may-mastere.
[lowever, as we nointea out, this imperative is
likely; t~ be tied up with rational utilitarian
considerations of fait iull r le=-periormance
in view of the risk of being "firec" and the
humiliation whic goes wit: "poor relief."
tiowevery on the whole the accomunodative-adaptive
imperatives woulu appear to be primarily of the

PatiOHal/ooo-.o-oo



rational type involving rational evaluation and

choice.

On the Integrati-nist horn of the dilemma, and
with respect to each of the objectives of education,
we have also observed a series of imperatives.

Thege we way subsume under the concept of dynamic=-
adaptive imperatives. By this we nean the imperaiives
impeliing the sfrican educator towaras higher
evaluation and choice of the Integrationist definition
of the situation, for social parallelism, as an

act of moral obligation to the iceals of his groupe.

e &ed distinguished two aspects of this compelling
sense of moral obliration: the internal and the
external. (Ve have used these terms in the strict
Durkheimian sense).

In so far as the ,friecan educator is, by nature
and by (primary) nurture, an African, he may be
expected to bhave internalised the values and
iceals of his groupe These operate on him from
within, as an internal compelliig force or imperative,
tovards hisher evaluation and choice of his group's
jdeological definition of the situation anu role-
expectations. In so far as this imperative
operates from within, we may say that he wills the
higher evaluation and choice of the Integrationist
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horn of the dilewma. ind in so far as he wills
this orientaticn we may suggest that it bucomes
his purpose to dedicate his effort o the
pursuit of the objectives of education in the
light of the Integrati nist definiti n of the
situation. Iin other words, he wants to adopt
this horn of the dilemma - it is conslstent with
his moral will and purpose as an Africane.

However, though internalised, the values
and indeals of a soclal group remain as "a social
faet" - "external"” and "constraining" - to the
individual members of the groupe This, we have
nointed out, is true of the values and ideals
of the African group involver in its prescriptive
definition of the situation for relative social
parallelism between the African educational system
and the oouth African social systen. These
are impressed upon him by formal an. informal
group sSanctionse In so far as he is solidary
with his group he is under external moral
constraint or obligation to remain true to them
in all his roles - including the role of
educators.

Implicit inte external aspect oi this nom=
rational or moral imperative is a pational type
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of imperativee This arises from considerations
of the consequences = in the form oi such sanctions
as ostracism - attendant on a betrayal of social
gréup values and ideals through higher evaluation
and choice of the /Apartheid horn of the dilemma.
The significance of this imperative may be expected
to increase in proportion to the strength of the co=
rresponding lmperative towards the Apartheid horn
of the dilemma.

‘e have also referred to an irrati-nal imperative
operative herc. This is in the nature of tradition-
alism inherent in the tradition of educational theory
in whiech the African educator has bLeen trained -
the liberal traditicne In so far as he is impelled
by this factor tovards the Integrationist horn of
the dilemma ~ which is essentially liberal - we
may say that his higher evaluation and choice of
this alternative would be largely a matter of
traditional irraticnalitye In educational practice,
he knows of no othe:r tradition of education as_
intimately as he knows the liberal. In this
sensey his rejection of the implicaticns of Apartheid
for the African educational system v uld be on the
grounds that they are contrary to tradition: and
his favourable disposition tovards the liberal =
Integrationist - implications would be on the grounds

th«lit/.'!...‘.
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that they are in conforaity with tradition.
#ith regard to the repellents from each horn
of the dilemmna, we have pointed out that the
imperatives towards the one horn operate at the same
time as repellants from the other. 50 th t, we
need not devote time to them in this brief summary.
In broad outline, we may conclude by
drawing attention to five cardinal points in
this studys
1. The problematic character of the structural-
functional relationships = in terms of relative
soclal parallelism - between the /African educational
system and the oJouth African social systeme This

is only a type cuse of a more general problem in
sociologicul theory - tie problem of mut

2e¢ The role of the Apartheid and Integrationist
ideologies in the definition of the situation for
the achievement of relative social parallelism
between the African educational system and the
south Afriecan social system. This is also a type
case of a more general problem in sociological

theory = the problem of the role of icdeas in social
action, including institutional action.

3e The problematic character of evaluation and
choice, by the /African educator, as a fundamenta
step in the eflort required for the achievement of
a relationship of relative social parallelism
between the Alrican educational system and the under-
lying Jouth African social system. This is also
a type case of a more general problem in
sociological theory - the problem of evaluative
and selective effort in social action.
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4+ The role of rationaly irrational anc non-
rational factors in the African educator's effort
to evaluate and choose between the aelternative
orientations to the objectives of euucati Ne
This is also a type c.se of the mo) al problem
of the role of objective and su Ca

social action.

of actuel and ldeal socisl organisatian.

In the final analysis, the African educator's
general problem is essentially a dilemma of norms,
values and ideals embodied in the conflicting
ideologies of two groups occupfyin: the extreme ends
of the social ladder, It is the dilemma of the
internalisation and institutisnslisation, through
the edueatirnal system, of particularistic norms
versus universalistic normé; oclizarchic values
versus aemocratic values; racio-ethnocentric

ideals versus huranistic iceals.
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fie

It must be conceded that iarx was aware of
subjective - volitional and purposive - factors in
hunen action. But it is our view that this
awareness haa put little softening effect on the
rigour of his ceterministic theoretical position.

e did not recognise subjective phenomena as
constituting an orader of reality - sul generis;

but as "reflexex," "echoes," "phantoms,” and “sublimates
of their material life-processes. (Jee K. .arx,

ODe Cito’ P XXX’ 46§ 47, \:‘l’ 56 - 57)a

To him, for instance, "the religious wonld is
but a reflex of the real world," %op. cit., pe 51)3
and,"a relation between two wilisy «.s i3 but a
reflex of the real economic relation between the
tvoe It is this econcmic relation that determines
the subject matter comprised in such (an) acte

The versons exist for one another merely as
representations of, and therefore, as owners of,
comnoditiese"  (Cpe cite, 56 = 57}

In his ecol aborative treatise on German Ideology,
he outlines his methodological approach as follows:

" e set out Irom real, active men, and on the
basis of their real life-»rocess we demonstrate the
development of the ideological reflexes and echoes
of this life-processe. ‘he phantems formed in the
human brain are also, necessarily, sublinates of
vheir material life-process, which is empirically
verifiable anud bound to materisl premises. ‘orality,
religion, metaphbysics, all the rest of ldesoloyy and
their corresponding forms of consciousness, thus ng
lonuer re;gin the semblance of indgpendence. 1he
pave no history, no developmenti Lutl men, Jeveigg%ng
their material proiuetisn and their material
intercourse, alter, along with this their real
existence, their thinking and the products oI their
thinkings Life is not determinec by consciousness,
but cons Ke larx and i's bngels,
ihe German Ideology, edited by ii. Pascal: London,
Tawrence and vishart, 1939, pps 14 = 15).

In his "Introduetion" to Varx and ingels'
The German Ideology, Fascal points out that by 1843,

HaAarx hl,is.;.,", seceen
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"ilarx had, however, goven a long way towarus uncerstinding
the relationship between ideas and societye.ses Hence

he (could) write: 'it is the philosopher in vhose

brain the revolution is beginning:'" (ope citey pe xi)e
(Ne3e Brackets and emphases in quotations are ours)e

Be

It is sometimes contended, in defence of larx
from the charge of radical materialismy that his
awareness of the role of ideologies in human action
sug rests that he is not as rigidly deterministic as
he appears to bee. “he point made in his defence,
in this case, 1s that his recognition of ideclorical
factors means a recognition of the fact that eople
can and ‘o act contrary tc their materially determined
interests as a result of ideoloyrical deceptione

B.t 1t is our view th.t Marx's aprroach to

iueologies makes this defence imp ssible. lie
rules it off hiuselfy in the sense thut he ties up
ideologies s0 tightly to the materially uetermined
interests thut there can be no logical possibility
ior a group's ideology to be contrary to its interests.
#0 him ideologles are group "weapons oi strugglej' they
promote group interests anu not contradict theme
ihey do _pot contradict group interests because they

not contradiet themy in the sense that they have
no reality of their own - they have no independence;
but are merely "reflexex and echoes," handmaids, of
zroup interests.

To acmit the possibility of ideological deception
would bey for him, to admit the "independence' of
ideologies from their group-interest motivated
"material life-processes" = so thut they may be detached
from the group whose interests they promote and
become engrafted in the orientation of a group whose
interests they contradict (under camouflage.). ‘he
possibility of ideolcgical deception cun only arise
from a veoluntaristic aporoach which accords inderendent
reality to such subjective phenomenae. In such an
approachy they become "imdependent variables'" and not
“dependent variables™ as vith Varx.

+he possinility of ideolouical deception emerges
clearly in iax veber's voluntaristic aporoach. hile
varx is preoccupled with showing gorrespondence
be‘bween/- ssseces
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between ideologies and interests, Max veber attempts

to go further to show possible tensions or contradictions
between ideologies and interests. 4nd this is

possible because he accords independence to subjective
factors, and, hence, the possibility of detachment

of' ideologies from an eflector-group and attachment

on a recector=group; or the sharing of one ideology

by two groups = one of which is under deceptione

He distinguishes two levels of ideologleal
development: (a) the level of "inception," and (b)
the level of "poutinisation.” tn the first level
he seeks t point out the independent origin of ideas
from the genius of "charismatic" individualse. Tiere,
ne stresses that there is no close gorrespondence
between the interests of such an individual and
those or his disciples or o -oupe IHis disciples
may be drawn fro: different groups or strata. Cn
the second level, ideologies become @ny group's
possessions, not through a given correspondence with
group interests, but through "elective affinity"
with group values, interests anu outlooks It 1s
on this level thut the possibility of a 'false
perception" of "affinity" and, hence, ideological
deception arises.

the p.int we are macing here is that only by
recognising the independence of ldeas relative
to the interests of their publics is it possible
to introduce the corcept of "ideological deception'
into a discussion of ideologles. /nd thaty in so
far as Marx did not recognise this fact, it is
not possible to suggest that his awareness of the
role of ideologzies in human action was a softening
factor to the rigidity of his materialistic
determinisme

fal
e

There is an element of arbitrariness about our
catezorisation of the perceptual aspect of the
structure of an institutional system. In the
actor-sector, for instance, the role-structure and
the other roie-incumgents constitute, for each
individual ircumbent, part of the situation of
his action = the conditional elements. Hence,
the components of this sector are viewed from the
point of view of the observer, involving. some

unavoida‘ule/- ceens
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unavoidable abstraction.

'he components of the situation-sector have
not been arranged according to any special scheme
of' priorities. ‘hey have merely been listed as
belonging there, from our point of view. It is
conceivable that the organisationml elements
mayy, from one point of view, be consicered as belonging
to the status-role struct .re. e have not jet
been aole to avoid this arbitrariness and (implicit)
overlappinge

Ihe components of .he end-sector may be viewed,
initially, either from the point of view of the
felt needs (of individuals or groups) pointing to endsj
or from tne point of view of gnds adjusted ©oO needs.
The point of view adopted, here, has been daictated
by convenience for the handling of our central problem
as formulated in this study = that is, the problem of
orientation to institutiocnal is (adjusted to group
ne=ds) in an ideologically defined situation.

e

An imrediate empirical situation thut would
secm Lo invalidate the proposition that ideclogies
are sectional group=-possessions is the couth .frican.
Tt woul aprear here th't the demoecratic ideology
has been accepted across group lines, and that,
therefore, it is coterminous with the vhole society.
But to us this is more apparent than real.

In the first place, the dominant vWhite group
soes not accept this laeology In its truly univer=-
salistic spirit, but accepts a mutation of it - that
is, "vhite democracy" for the re-ulation of its
Intragroup relationsnips. This is a clear rejection
of the universalistic spirit of uemocracys

In 8o far as the other three raciomethnic section
of the population are relegated tw a subordainate
positiorn, they constitute ope subordinate or minority

« snd in so far as they all accept democracyy
in its universalistic spirit, they do 8o as such a
single lon=vhite minority interest-groupe Hence,
to suggest thaty in this case,y democracy has been
accepted across lon=-vhite group lines 1is to appeal
to categories - racial and ethnic - which, from the

point/esscesee



point of view of this group, are inconsequential
and irrelevant to status~role allocation.

In brief, the democratic ideology in Jouth
africa is not accepted across group lines - that
is, interest-group lines. There is a distinct
cleavage on the basis of interest: the minority-
interest group accepting this iceology, and the
majority=-interest group rejecting it, adopting
a mutation of it for its intragroup relations and
a radically undemocratic ideology = Apartheid -
for the regulation of intergroup relatlons in
wouth africas

e

It would appear that there is no unanimity
on the validity of the expectation that the Jouth
African Vhites are aware of the inconsistency of
democratic principles and their undemocratic practice
in the intergroup situation, and, hence, on the
implication th t there is in Jouth Africa a moral
dilemma parallel to the "American ~ilemma.”

We must concede that, perhaps, in so far as
such awareness in thought of as a result of
spontaneous heart-searching on the -~art of the hites
our expectabliol ie clearly invalid; and, in that
sense, there is no parallel to the "American
_ilemmas" In this sense, the oouth .frican ‘hites
have precluded the dilemma by ideationally delimiting
“gpeas of liberty" for each group, where democracy
may come to its own, ani, on this level, it is
onlky a matter of time (timcless tine) when that
¢hall be consurated - and the present inconsistency
is viewed as an inevitable phase in the evolution
of vouth africa towards thot milleniume  ~s they
Go not fix for themselves any time limit but
are content to spread the precess of the creation
of the "areas of liberty" "gver meny years," their
conscience can repose in that day-Cream: and,
{rom this point of view, there is little or no
chance for a morval dilewua to arises

But the awareness we expect on the part of the
vhites is pot a spontaneous one. It cannot bee
Tt iS/cn.aoﬁon
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It is ccgguls?rx. And the "south African dilemaa"
we have in mind is a forcefully imposed dilemna.
the south Africun Whites are constantly being force-

Lly roused from their sweet repose in the utopian
idea of "areas of liberiy" to be ereated "over many
vears," (a) by the incisive gnawing of the Non-White
mice through ideological analysis which exposes the
contradiction between the universalistic spirit of
deomocracy and the nebulousness of the utopian
"areas of libertys” (b) by the insistence of the
Non=thites on that the democratisation of Jouth
~frica cannot be postponed any longer; and (e¢) by
~orld opinion which insists t at the ‘partheid
programne , however {ormulated, is not and gannot be
equated wlth a democratic prosramme.

in briefy the dilemma is implicit in the Jouth
African situations By removing the .partheid
camouflage, the Non=vhites a.u the vorld force its
reallty into the mental an¢ moral palate 0F Lae
~outn African Wwhites. The wouth -ifrican hites
perceive it: Dut few have the courage to admit it.
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