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FOREWORD

In 1994 educationist Heather Jacklin and sociologist Johann
Graaff, both from the University of Cape Town, completed
reports on rural education in each of the ten the homelands, and
then a summary report — eleven reports in all. The overarching
title of the set of reports was to have been Rural education in
South Africa: a report on schooling in the Bantustans.
Unfortunately the reports were never published, although
photocopies did find their way to some researchers.

The titles and authors of the eleven reports are:
e Final report on homeland education (Jacklin and Graaff)
e Is Bop better? A case-study in educational innovation
(Graaff)

e Schooling in KaNgwane (Jacklin)

e Inherit the wind: a report on education in Lebowa (Jacklin)
Education as an instrument of war: the case of
KwaZulu/Natal (Graaff)

Schooling in KwaNdebele (Jacklin)

Schooling in the Ciskei (Jacklin)

Teachers without classrooms: education in Venda (Graaff)
Klein maar getrain: education in QwaQwa (Graaff)
Schooling in Gazankulu (Jacklin)

e Rural Education Project report: Transkei (Jacklin)

Linda Chisholm of the University of Johannesburg was one of
the researchers who obtained a ring-bound photocopy of the
eleven reports, and she has used them in her own research. She
deemed them valuable enough to warrant digitizing, and in 2017
made the suggestion to me by way of her sister Alison (my
deputy). Indeed, nothing as comprehensive as these reports had
been published on education in the homelands. Further, though
unpublished, a number of these reports have been cited.

In 2018 | was given the go-ahead to place them on the Wits
institutional repository. Both Heather Jacklin and Johann Graaff
readily gave Wits permission to do so. Heather also kindly
provided MS Word copies of KwaNdebele and Ciskei, which we
could turn into PDFs.

Mark Sandham

Education Librarian

University of the Witwatersrand
August 2018.



NOTE ON THE DIGITIZATION OF THESE
REPORTS

The eleven unnumbered reports had not been amalgamated, and
each is paginated individually. We have accordingly treated them
as individual works. We supplied title pages, a foreword and this
note. Where pagination or other details are missing from the
photocopy of the manuscript, we have added these to the PDFs.
We enclosed such additions in square brackets. The photocopies
were reductions to A5 — we have kept them at this size.

Page 23 of the copy of Final report that we used was very faint,
and we retyped it.

The work was all done by the staff of the Wits Education
Library.

Metadata by Mark Sandham and Alison Chisholm.
Scanning directions by Mark Sandham.

Scanned by Mandla Masina and Tshifhiwa Ramuhulu, using a
Zeta TS-0995 overhead scanner made by Zeutschel.

Retyping by Celine Mdakane

In-image editing and photo-shopping by Mandla Masina and
Tshifhiwa Ramuhulu, using Adobe Acrobat DC Pro. Images
were cropped on the Zeta scanner.



FINAL REPORT ON HOMELAND EDUCATION

by Heather Jacklin (Education, UCT) & Johann Graaff
{soci~toay UCT' December 1994

1 Introduction'

This 1is the culminating report of a project on bantustan
education which started with the NEPI report in 1992 . Since then
it has produced reports on education in each of the ten (now
former) bantustans'. A pertinent focus of all these reports has
been the rural side of these education systems. In this the final
report, we extract the main policy implications from this
material. Within this broad agenda, we aim to do a number of

things.

The first is a critique of some recent policy documents on rural
education: the ANC's Policy on Farmworkerg (1993), the ANC's
Policy Framework for Education and Training (1994), and the
recent government Draf{ White Paper on Education_and Training
(September 1994). Ironically and sadly, it is only the first of
these which even approximates a viable policy for rural
education.

The second section asks a political question: whether it ig
appropriate to be focussing on bantustans precisely at a time
when, as discredited, corrupt and bankrupt apartheid
institutions, they are busy disappearing. Here we argue that the
discrimination against rural areas and rural schools will not be
removed by abolishing apartheid, however thoroughly. Here we
trace a number of the mechanisms which, quite independently of
apartheid and bantu education, are likely to prolong the
disadvantages of rural status. At the centre of all of these isg

the question of power.

In the third section, we examine the most important policy
proposals which flow from such a power-centred analysis. These
focus on the reconceptualisation of governance, the use of
community learning centres, and the introduction of a Rural

Coordination Committee.

In the final section we consider this report against the
background of some of the existing research on bantustan
education, in general, and rural education, in particular. Much
of that research, emanating from institutions like RIEP, the
Education Foundation, the Development Bank and the DET ig
strongly statistical. As such, it presents education torn from
its social, economic and political context. This report, and its

' We wish to thank the IDT, the HSRC, and the University of
Cape Town URC for funding this project. :

! cf . Graaff, 1993,1993a,1994,1994; Jacklin
1993a,1993b,1993c, 1994, 1994a,1994b.






go to the more organised and vocal urban based groupings.

Both these levels of ambivalence ultimately reflect the
marginalisation of rural concerns within political and economic
relations generally, and specifically within institutions which
produce education and training policy research and theory. A
central theme of this paper is that this marginalisation within
policy discourse is a product of wider spatial relations of
new policies are likely to reshape rather than remove

power

spatial inequities in education and training.

Theoretically, we' may express this position as follows. In
Lefebvre’'s terms, ‘'social space 1is socially produced’. Since

social space is a social product, we must focus on this process
of production (1991: 30-46]). The spatial organisation of social
institutions and the distribution of resources flow from, and
also reproduce, spatial relations of power . It follows that
relations of power take spatial as well as other (class, race and

gender) forms.

once we understand spatial inequalities in this way we turn down
paths of logic which are familiar in debates about gender, class
and race inequalities: it is incorrect to understand rural-urban
inequalities in education only in terms of different levels of
resources (as the White Paper does). The unequal distribution of
material resources is perpetuated by institutionalised policies
and practices. These are more responsive to powerful urban
interests than to rural interests.

It follows that real changes in policy must be achieved at the
political level as well as at the academic and policy production
levels. The new government has promised to be more receptive to
the needs of those who live in rural areas, but this promise will
only be realised at the insistence of communities in rural areas.
Wwithin the sphere of policy research and theory, rural concerns
must be more clearly understood and more forcefully represented.
This paper aims to contribute to this process.

2 The Policy Documents

This section briefly considers the treatment of rural concerns
in four recent policy documents. Of the four, the first and
oldest came closest to offering substantive policy options.
Ironically, the context for these proposals was not an education
and training document. It was an ANC policy for farmworkers which
considered education and training as one set of factors which
influenced the lives of farmworkers. As a result it was more
sensitive to the spatial context of education.

2.1 ANC Policy on Farmworkers

The 1993 ANC document ‘A Policy on Farmworkers’ is perhaps the
only set of proposals which does take the aim of providing







































neglect, thug it is important that particular attention be paid
to redres§. in the short term, and to ensure that the structures
and practices that have institutionalised neglect are eliminated
In the ‘long term, it is necessary to ensure that all aspects of
cducaticn ond trairing are adapted to special needs ar:
conditions in rural areas and, more importantly, to ensure that
unequal spatial relations of power do not lead to the
perpetuation of rural wurban inequalities in education and
training, possibly in new forms.

These proposals do not attempt to stipulate the way in which
every detail of delivery should be adapted for rural areas.
Instead, they suggest an approach to the provision of education
and training in rural areas which should ensure that all aspects
of provision are reconsidered from a rural perspective.

A theme in all the strategies proposed here is the strengthening
of a local level of the education and training system in rural
areas in terms of administration, governance and institutional
restructuring. This is a way to strengthen stakeholder
participation at the local level and to improve communication
between the local level and other levels of governance and

administration.

In summary, these policy proposals have the following aims

¢ Redress of past inequalities

# Adaptation of the delivery system so that the special
conditions and education needs of communities in rural areas are
accommodated.

¢+ To strengthen the voices of stakeholders in education in rural
areas in order to ensure that education and training does meet
the interests and needs of people who live in rural areas; this
is potentially the best way to avoid the emergence of new forms
of inequality.

Achieving these aims would require three sets of strategies

- administrative strategies
- institutional restructuring
- governance strategies

4.1 Administrative Strategies

Put simply, the education departments must do the same job in
rural areas as in urban areas, and they must do it effectively.
This might seem obvious, but education departments have never
accepted responsibility for equitable, planned, systematic
delivery of education resources and services in rural areas
before. Taking responsibility for provision in these areas now
will require a number of steps.

The first step is to eradicate inappropriate differences (i.e
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differences which reproduce inequality) in the administration of
education in urban and rural areas. The most important element
in this set of strategies is the delivery of ten years of free,
compulsory, systematically planned state schooling in these
areas. Farm, community and unsubsidised rrivica geoheolg wnra
established as « response to the lack of state provision in rural
areas and were not the result of the choice of communities. In
the medium to long term, these must be replaced by state schools
on state controlled land. This is what communities in the former
bantustans and on farms have been demanding. Unfortunately the
White Paper is ambivalent regarding the conversion of state-aided
schools in rural areas to state schools. But only this step would
guarantee (in principle, if not in practice) the financing of an
acceptable level of non-salary resources such as curriculum
material, equipment and facilities.

In this context state schools refer to those in which

1 the education department formally accepts [PSpOnSibility
for funding an acceptable level of all essential
requirements including facilities and equipment as well as
curriculum materials and teacher salaries, in terms of
national norms and standards. This does not mean that a
school community cannot choose to raise additional funds .

2 the education department relates the individual
institution to a broader plan to ensure efficient
distribution of resources and integrated delivery of all
education and training services.

In the past, neither of these criteria have applied to community
schools, farm schools or unsubsidised private schools.

The second step is to ensure redress of past inequalities. The
WP has acknowledged that national and provincial education
departments must ensure equitable and efficient delivery of
education resources and services to these areas and attend to
redress where necessary. This would include equity in PCR's and
PTR’s, equitable delivery of learning resources such as textbooks
and the equitable provision of support services. Redress
programmes proposed in the White Paper such as gchool
rehabilitation programmes and a register of need must be applied
to rural areas. Teachers must also have access to similar kinds
of support (such as INSET) and similar conditions of service.
They must, for example, be able to utilise housing subsidies in
rural areas.

The third step is to correct past neglect at the level of
planning. The provision of state schooling in rural areas is not
only a matter of providing adequate resources but also of
ensuring that these are part of a well planned system. In the
past matters such as the location of the various types and levels
of education and training institutions were not planned, since
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The key to the restructuring of education in rural areas is the
clustering of education and training institutions and/or sectors.
This has three dimensions.

1 The clustering of institutions

2 The clnzrering of funrtions, or sectno-c and :

3 A common governance structure at the local level (i.e. for the
cluster) which would deal with all the concerns that are common
to the different institutions and sectors.

Cluster FPacilities

In the most sparsely populated contexts such as farms, there
might only be one set of facilities which would be used to serve
different sectors while in larger settlements a cluster might
consist of two or three secondary schools, five or six primary
schools and all the other education and training institutions in

the area.

Facilities would be used for multiple purposes so that, for
example, primary school classrooms may be used after hours for
adult education or as study centres for secondary school
students. Scarce resources such as laboratories, libraries or
vehicles would be shared. Common problems such as a need for
secure storage space would be addressed collectively.

In some contexts, this strategy could facilitate rationalisation,
deracialisation and more equitable access to resources that have
been concentrated at historically more privileged schools.

Resource Centres

Each cluster of institutions should include a resource centre.
These centres would be something like the Community Learning
Centres described in the White Paper (18.40). They will also be
used as a base for teacher support including INSET, NGO input and
curriculum development. Initially, resource centres would not
necessarily be accommodated in special, separate or new
facilities. Instead, the most appropriate available space within
the E&T cluster would be utilised for this purpose. The resource
centre would be managed by the LETDO in consultation with the
local education and training governance committee (see below).

Clusters would be associated with governance strategies which are
discussed below.

4.3 Governance
Institutional Governance
Communities in rural areas have struggled for the right to state
schooling. Once these are in place, the general principles

defined in the WP regarding governance structures would also
apply to these schools.
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There are particular problems which (lf‘qvl"H'ly. complicate the
issue of institutional governance structures in rural areas
These include .
- the influence and participation of those who hold power in
raral areas, particularly traditional aul’ scacaes and fammers
. tensions between supporters of different forms of local
government such as civics and traditional authorities

the relationship between teachers (relatively well educated,
often urban based and not always sympathetic to rural
perspectives) and parents (often less hiqghly schooled and
resistant to urban influences)
- established gender relations which marginalise women
- limited governance capacity in terms of certain kinds of

technical skills and resources.

The first two problems would be alleviated by the transition to
gstate schools which should have the effect of reducing the
intrusion of local political dynamics into school matters. State
schools should allow parents and teachers greater involvement in
governance by limiting the influence of those who historically
controlled the land on which state-aided schools were located.
This does not mean that farmers, chiefs and churches would no
longer be allowed to participate in school governance but rather
that they would be involved in appropriate ways when school
communities support such involvement

In order to address the remaining three problems it would be
necessary to provide support for governing bodies, particularly
for parents who participate. This could include workshops
organised for parents prior to the election of governing bodies.
A gender gquota is a possible short term strategy to address the
gender ratio problem. Ideally, the ministry should be willing to
subsidise selected NGO's which would be able to provide this kind
of support in rural areas.

Local Governance

A local level of education governance has been absent in the
past. It is widely recognised that the success of development
initiatives often depends on community participation. At the same
time, establishing such participation is difficult for those
communities that are politically incoherent and unorganised. The
same advantages and difficulties would apply to the establishment
of local education stakeholder and governance structures. It isg
important not to be unnecessarily pessimistic about the
possibility of establishing local governance structures, however.
There are already a number of examples of communities who have
established such structures to the benefit of education and
training in their areas.

The WP recognises the importance of local education and training

stakeholder bodies, or Local Education and Training Forums
(LETF's). The purpose here is to spell out some of the
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such as the specialist committee to be appointed by the national Ministry to
review policy.

5. A Methodological Assessment of the Homeland education Project

Research in rural areas is difficult. They are far removed from the well-funded
research institutions in metropolitan areas, so there is no much baseline material
to go on. In bantustans, information-gathering activities are rickety. Departmental
annual reports are thin or non-existent. Statistical material gathered via official
form-filling by the school principals is one of the only ways to gather information.

And behind all this it is a question of funding, political influence, and power. The
discrimination against rural areas and rural schools that is amply shown in this
research, is nicely reflected in the state of educational research.

In this section, then, we consider the difficulties of rural research and how this
influences our results. We consider the shortcomings of existing research and our
attempt to overcome that. Our main effort has been in putting educational
numbers in context — in economic, political and social context.

5.1 Research Methods

The material for this research was gathered during visits, typically lasting one
week, to each of the ten bantustans. During this time, personnel of education
administrations, NGO’s, teachers’ wunions and local universities were
interviewed. Written material was collected in the form of government
commission reports, departmental annual reports, research reports and
consultancy reports. All of this was then integrated with material from research
institutions like the Development Bank of SA, the Research Institute for
Educational Planning (RIEP) at the University of the OFS, the Education
Foundation, the Bureau for Market Research (UNISA) and publications from
other universities.

To an experienced researcher, this mode of operation is unsatisfactory for a
number of reasons. First, with regard to interviews. In the course of what is
usually no longer than an hour-long interview, one attempts to get to know an
individual and their specific biases, explain one’s own project and credentials,
establish their trust in you, identify their area of particular expertise (since this
does not always correlate with their present administrative position), and gain
information which is relevant and detailed enough to be of some use. Ideally, one
would like to talk to someone who is a long-time acquaintance, to meet several
times in easy and relaxed circumstances, and to pursue issues in some depth.
Although this was fortunately possible in a number of interviews, in most cases
the circumstances were hardly desirable. We often met with people who were
either very busy or uninterested, who had to be reminded



several times to keep their interviews, who viewed us with
suspicion and impatience, or who were anxious and preoccupied
about the process of being integrated into provincial structures.

Cven under the worst circumstances, *,wever, iint~rviecus can be
still be extremely useful. Being physically present and walking
through the offices of government officials or other personnel
often conveys a wealth of information. Some places communicate
an air of competence, cohesion, a sense of direction and
commitment . Others palpably exude administrative confusion, a
lack of control, alienation and demotivation. Senior officials
operate without secretarial support. Telephone exchanges are a
nightmare. Buildings and gardens are poorly maintained. Office
garbage lies uncollected in corners.

So, too, merely driving, or better, walking through the town
which houses these offices tells you about the kind of commercial
and industrial concerns providing employment, about the level of
wellbeing of the population, the kind of transport they use and
the shops they patronise. In some places there are donkey-carts
in the main street, dozens of pavement vendors, small shops,
hardly any supermarkets, and no beggars (since there is no-one
to beg from). Anyone who has walked through Mmabatho will know
that it is a dramatically different place from Thohoyandou or
Phuthaditjaba. The point 1is that you would not know the
difference unless you had been in both,

Possibly more important in being there is the access one gains
to research, consultancy or merely routine reporting documents
which would otherwise have remained unknown. When asked,
officials can extract information from files and computers which
would normally be impossible to get.

In short, as a basis for this report, the material gathered from
visits to homelands and interviews of educational personnel has
delivered very mixed results. In some places, previous contacts
and acquaintances have delivered interview material that is rich
and detailed. This is true of the reports on Bophuthatswana and
Qwagwa. [And which others ??] In others, like Venda, interview
information was sparse and fragmented, and one is thrown back on
the availability of written material.

In addition to this, some areas have been well served by the
proximity of energetic universities and research institutions.
This is particularly true of Bophuthatswana, Qwaqwa, Ciskei and
Kwazulu which have benefitted by their connections with
metropolitan areas. [And which others ??] Others, by contrast,
have been relatively neglected, despite the presence of
universities and research institutes. Unhappily, these latter are
often the historically black universities specifically created
for homelands and weighed down with teaching. Venda, Kwandebele,
Gazankulu, Kangwane and Lebowa are all examples here (?). A
glance at the bibliographies of our various regional reports, in
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[ END OF FINAL REPORT ]





