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CHAPTER V1.

Survey of Policies.

and
Suimary.

a) General Reumarks:

Dr. A. Taylor, cf the University College of

Ghana, says that the educational systeus evolving in
Africa South of the Sahara, although showing a rewnarkable
diversity in their shape, size and origins, still reveal
the influence of the colonial powers to which they were -
and ,o0ssibly stil way be - attached.(l

Developed in the first place to iieet the needs of
governnent, religious and ewploying bodies, the euphasis
has been largely on instruction in proficiency in aca-
dewic,; technical and social skills, rather than on educa-
cation in the broad sense, Dr. Taylor argues.

He cites certain connon elenents which perneate the
najority of systems:(2

1. Reasonably broad provisicn of educaticnal facilities
at the priuary level, but as yet inadequate facilities at
the secondary, technical or higher levels, resulting in
a chronic shortage of educated indigenous personnel to
neet the needs of the eunerging self-governuent couiuni-
ties.

2. Grave financial liwitations resulting frowu the
relatively undeveloped econouies of these arecas.

3. Shortage of trained teachers at all levels, result-
ing partly froi. the unadequate facilities for post priuary
education and partly due to the very large increase in
school populations resulting frow the liberalisation of
educational provision since World War 11.

4. The growing active concern of Governuents about the
contents of school curricula and the quality cf instruction
resulting in closer governunent control and increasing
financial and professional aid to non-governuent educaticnal

authorities.
El) ef Hoileys p-9. .
(2) C.S.A. S_ecialists, Logus, p.o.
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5. A growing roclizotion that the aiu of Clucation shoull
be .ore clearly stated and that, as a general education
becowes available for all, the woral, spiritual and aesth-
tic aspects of persenality developuent are as vital and
urgent educational problewns as the wastery of acadewic

and technical facts and skills, coupled with the realiza-
tion of the significance of education in the developuent
of the qualities of citizenship in this wodern age. Auongst
the wost urgent of the tasks facing those responsible for
educational policy and practice is the need to forumlate
clearly. To give an understanding to leaders of the
various cowwunities, the need for defined goals which will
give prouinence to the fact that whilst the Western ideal
of the full developuent of the child, wmentally, worally,
physically and spiritually should be a cardinal principle,
nevertheless this has to be worked out in the variety of
African unillieus and if it is to be achieved can only be
done by a continued and close exanination of existing
practices and provision in the light of such as siu
together with an attitude which will not hesitate to

change the provisions and practices when they are defective
in supplying not only the needs of the individual but

also those of the cowimnity. Such an attitude is considered
necessary if education is to get the prouinence and full
financial support necessary for it to play its part in the
developuent of African counmunities.

Speaking on the educational heritage of the Western
World, Dr. A. Hudson, of the National Institute for
Personal Research says "“the educational heritage of the
Western World with a historical perspective of wore than
two thousand years springs frow two wain foruative forces,
Hellenisu and Christianity. Antagonisii and comprouilse
between these ancient rival systews are reflected in
educational philosophy," he states,(l)

The essence of Hellenisu was the worship of col-
lective huuian power, which riade it possible not only to
have life, but to have it wore abundantly. Plato and
Aristotle wrote the educational corollary to this view.
Education should be geared to the fulfilment of huuwan needs,

(1) C.S.A. Specialists, Lagos. Annex,11,p.l1-=3.
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and should encompass the whole body of knowledge. Its

end should be the study of the good itselfs; but that

end would be insufficient unless integrated into couwunity
life. The educated were to be regarded as servants of
their society. Christianity incorporated in its creed the
Hellenic practice of deifying a huwan being, but it re-
jected wuch that was characteristic of the older culture.
Helleniswu stood for huuan perfectibility. Christienity
preached human frailty. Belief in collective huan power
was replaced by faith in divine power. The victory of
Christianity over the older order inaugurated an education-
al systeir, which, for nany centuries, pontified concerning
knowledge, restricted the exercise of reason, but dispen-
sed its grace and benefits regardless of class, couuunity
or culture. The Renaissance revived the Hellenic charac-
teristics of western culture. Great educators like
Vittorine da Feltre, Erasuwus, Techlin and Vives tried to
reach a coupromnise between the two great educational
systews. Reforuation and Counter-reforwation alike forged
the weapon of educational uniforwity, which was later to
enlerge in the guise of national educational systeus. The
ages of reason and enlightenuent, influenced by Locke's
early educational humanisw and by Rousseau's sociological
theses, gradually enhanced the status of the individual

in the educaticnal schewe of things. Fear of state inter-
ference and the objectives of vested interests were even-
tually overcowe by educational reforuers,until by the
early twentieth century public education, in Britain at
least, was cowpulsory, universal, gratuitous and state-
controlled. Huwanistically inclined, its aiw was to
couprouise between Hellenisw and Christianity. Spencer (1)
rejterated this purpose which educaticn has to dis-

charge; and the only rational wode of judging of an edu-
cational course is, to judge is what degree it ewphasised
the psychological demands of education, when he stated "“the
necessity in a true school that every boy, be he clever or
stupid, rust have proper individual attention paid to hins.
If he has not, the boy whce has nut, s& far msrhe is neg-

lected, is not at school." Matthew Arnold '°)ewphasised

(1) Spencer, Education, p.7-
(2) Arnold, Thoughts on Education, p.44.
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the danger of uniforwity, in that it ight result in
"the eliwination of superiorities, an educaticnal prac-
tice which w.ay spread instruction wide a.uong a people,
but which will not elevate it."

b) The lipact of Western Education on Africans:

Sir Christopher Cox(l)studying the iupact of
British education on inliigenous peoples, describes the
results of introducing an alien educational systei by a
ruling alien race. "The effect of introducing, frow out-
side and frown above, western schooling into strongly
traditional societies has been to bring about a sharp
divergence between two forus cf education, foreign con-
trasted with traditional, forwal with inforwual, that of
the school with that of the coi.unity, education for
livelihood in contrast with that for living well." This
traditional coruaunity education produces a social per-
sonality, which at the saie tiwe absorbs and diffuses a
culture in which it is bred, and which way differ in es-
sential psychological characteristics frow: that of an
exotic culture, whose educational systew is first iliiposed.
BiesheuvelSZ)in his study of race, culture and personality
in Africa contrasts the inner-directed personality struc-
ture of western man with the tradition-directed personal-
ity structure of the African. In contradistinction to
the "Ulysses" characteristics of western culture,; he
places sowething that has an affinity with the creed of
the lotus—eaters -"négritudel "which represents African
personality as scwething which retains the capacity to
respond to natural forces in an instinctive way, which
rejects naterialisu, the culture of cities, the consuuning
drive for technological achievernent, the inability to
relax and play." If one accepts these views, how is the
integration of western education and African social
personality to be brought about? Are they totally in-
couipatible, and wust we accept the opinions of an African
politician that literacy is not necessary for a dewocracy?
"People can talk wan to wan, and they vote on bread and
butter issues. They do not need to be able to read and

write to understand.™

C.ox,The I..pact of British Educ.ti.n ¢n th: Inliigfecnoeus
Pe_,les of Ovierscas Territ.rics, p.9.
Biesheuvel, Iace, Culture and Personality, p.7T.
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But the ewmerging African states are faced with parti-
cipation in a world couwunity of advanced technological
developwent and high material culture. If they desire to
belong to this couwunity, they .ust have sowe understand-
ing of i1t and sowe acquaintance with the knowledge, skill
and discipline, which are characteristic of it. Hence,
though négritude way be the negation of western culture,
or though there nay be a danger of suborning educational
principles for cocational ends, the process of educating
cannot stop, while an acceptable solution is being sought.

(1>points out that education has

Sir Christopher Cox
reached an alwost obsessional stage in British African
territories - "The stage of total acceptance of what is
believed to be a cowplete western schooling, identical
with that of the British rulers and guaranteed by couslon
exaninations." So there can be no educational hesitation
in Africa now. Whether the African hiuself will be wil-
ling to accept educational adaptations to African condi-
tions depends upon the wisdow of his own educators. Will
they, having initially accepted western education, be
able to realise the values of their own traditional
culture? Will they succeed in persuading their own
people to return to an appreciation of the place of that
traditional culture in African racial identity?

"De idealen der opvoeding wisselen wet de tijden -
zy staan in verband wet heel de cultuur",(2 As cultural
changes take place, educational ideals will change, with
a greater or lesser degree of success which will require

couparison.

c) Success:

The growth of educational undertakings in the
central African States by the British, the French and
the Belgians is phenominal, and as such would be crowned
with the word "success." We shall, however, have to do
wore than werely cownpare facts and figures of soue years
back and indicate by cowparative table or graph the upward
trend, the growth as portrayed in figures and the increase

(1) Cox, The Iwpact of British Education on the Indigenous

TYIA A T o PR < B 4 T AP T~ am vt 4—.«\rieso P.ge
.24, "The ideals of edu-
- they stand in relation

TO the wiholeée culture.”
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in institutions and their inuates. These would without
doubt reveal that growth which cannot fail to be terued
"success", with regard to which we owe sincere recogni-
tion and praise.

What was atteupted - to give a certain awount of
people a certain awount of knowledge and train thew to
a certain state of acadendic, technical, industrial, e-
conouiic or agricultural developuent - was accowplished,
as a perusal of the relevant and aveilable tables and
charts will disclose.

But success wust be sought in a field wider than
that of the classrooii, and wust be considered in the
range of policies which have grown out of the history
of the educators and the educated, portraying an inter-
relationship between the two on a national and on an
international scale. Had our study been wuerely the
success even of various policies of education,; iwuch wnore
could be said for soue of the continental policies which
have been singularly successful in achkhieving what they
sought.

A study of the policies theuselves, however, uust
necessarily bring to light that while what was atteupted
was in fact achieved, there was, nevertheless, especially
as regards the policies responsible for educational
trends in the African States, viz. the British, the
Belgian and the French, evidence of a desire to reproduce
on African soil that which probably grew well in the
European. This desire, as well as its achievewent, was
criticised by the African as foreign. Those blinded by
Buropean achievements did not always see the African
perspective so clearly.

Let it be clearly understood that no policy is to
be singled out as "foreign", for all policies euwanating
frow an older and wore cultured race or nation, and
applied to the educaticn of a foreign race or nation, arc
"foreign."

Governuient political aiws and policies govern the
governuent's educational ains and policies, and affect the
educational organisation and adwinistration. It is there-
fore necessary to study and appreciate the political aiws
and policies of the governwents concerned in this study, and
to understand the factors that were wainly responsible for
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those aiws and policies.

Here it wmay be well to underline the fact that our
study covers (i) wainly and pricerily the educetion of the
African in the Republic of South Africa, and then, by
contract and cowparison, (ii) the education of the African
in certain African States, naely those which were adiinis-
tered by a) the British, b) the French and c¢) the Belgians,
all three being "foreign" at least in this sense that they
are not geographically African.

d) Education and Nrtional Incoue:
It is necessary, in passing. to glance at the
incowe of various national groups.
(i) The Union of South Africa: TABLE LXX1V
shows the national incowue per capita for the

population of the Union ¢of South Africa accor-
ding to racial grouping for the year 1958-1959.
These figures wust be seen in conjunction with
the fact that during the year in question the
Governiwent paid £r58,650,887 as its Total
Direct Lixpenditure.on the Bantu, toxes fruw the
Bantu theuiselves covering only 28.2 per cent

of the expenditure on Bantu Education or 12.9
per cent of the total expenditure on the Bantu
in generalo(l)

(ii) National Groups:

In cowmparison with the Union of South Africa,
+4 naticnal groups have been given per capita
in TABLE LXXV,

(iii) Countries reclative to our study have been sepa-
rately cited in TABLE LXXV1 with regard to
their per capita national incouie.

(iv) Expenditure on Education as percentage of total
national revenue is given in TABLE LXXV11l

with regard to countries relative to our

study.
This study of per capita incoue would throw light

on further African educational studies.

e) A Study of Education in Africa —Suuwary.
Such a study has, to wy wind, never been coiipleted.

(1) Report,Controller and Auditor-General,Union Governuent.



TABLE LXXIV:

Union of South Africa: Shows the national

income per caplta for the population accor

to racial grouping for the year

19568-1959: ?138

National
Estimated Portion of national income per
Group number income earned by % lcapita to
(middle 1959)| each racial group nearest &

European 3,067,000 £1,258,500,000 70.0 £410
Asiatic 450,000 36,000,000 2.0 80
Coloured 1,405,000 81,000,000 4,5 o8
Bantu 9,514,000 422,500,000 23.0 46

TABLE TLXXV:

National Groups: Shows the national income per

caplt? gor 44 national groups for the year

1958
National Group Per Capita
1. Tanganyika ....ccoeoceoonaoss . £17
2. Pakistan ....... e e o e . 18
3. Uganda ..eovscocoooocasoosaos o 20
4, India ...eecooocons e econcon 23
S Gambia ...ccceevovocoosoocoooa 24
6. Sierra Leone .....coococ00s00a0 25
7. Nigeria ..oecooooccoeasscoscos . 25
8. Belgian CONEO coevvcicoosocsscs 27
9, Kenia ...cceeoeocnccocsooacoooas 28
10. EEYDPt ccececocoocncnscasnnnans 39
11. 7anzibal .secoccoceceseoscosos oo 40
12. Ceylorl coocsenooesoconocan oo 41
13, MadagaSCar .cecceossrosoass o oo 43
14. French fquatorial Africa ..... 45
15, South African Bantu ...e.0. . 46
16. Federation Rhodesia Nyasaland 47
17, French West Africa .ecoeooceee 48
18. CarmaroUnsS ceoccccssacocsca e o 00 s 51
19, South African Coloureds ..... . 58
20. TUNiSia cecoooooovanascoosocacasse 63
21, Morocco (Southern Zone) «..... 68
22. Ghana ..ccececoosncoocsnasa e e o e 69
23, Portugal ....cceocccvesnns veoe 71
24, Algeria .cccooooooscacons ce oo s 79
25, South Afrloan Indlans ,,,,,,,, 80
26 . MauritiuS oeecvecocoooccoascese 835
27 . BPAIN covecccecccccsonsacnacas 88
28. Japan seeeooass s o e es s e s e acseons 91
29. GreeCe cocevevoooocoocoossan . 106
30. South African A1l Races ...... 125
31. Ttaly cocooccenaooccos Gescacoaa . 153
32. Austria cecescccossacecconoac o 200
33. NetherlandsS coceooococosncosssso 253

(1) Statistics supplied by "Tegniek - Die Afrikaanse Nywer-
heidsblad". _
(2) United Nations statistics, quoted by "Tegniek".




TABLE LXXV (continued)

National Group Per Capita
34, Germany (West) ..ovevevoneen. . £286
35, France ...... coecasone oo e . 292
36. Norway ceceooose cseosses e eane 518
37. Denmark oc.eecececoceoons N 323
38, Britain ....ccccecoeencocon co o 351
39. Australia ..ccciececcnsccncsas 401
40. South Africa Europeans ....... 410
41, New Zealand .....cceveecaneoas 421
42, SWeden «c.eceeoo e e s o coas e 467
43, Canada ..ooeosooa o s n e 581
44, United States of Amer1ca ..... 748

TABLE IXXVI: Extracts from Table LXXV: Countries relative
to our study:

7., Nigeria .ceooeecoooo o s e e s o6 o £ 25

8. Belgian Congo cocveooocososco . 27
14, French Equatorial Afrlca ce s e 45
15. South African Bantu ...cieeves 46
16. Federation Rhodesia Nyasaland 47
19. South African Coloureds ...... 58
22. Ghana ....:000 . ceecas e 69
2D. South African Indlans oo oo e 80
30. South Africa All Races ...... . 125
40. South Africa Europeans ....... 410
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liany students have atte..pted the task, but because of its
énoruity it has always proved tco co.prehensive, and their
work has proved to be statistic%ﬁns rather than pedegogues.

Two severe handicaps to the sfudy would be () theo
lack of correct, dependable statistics, and (b) the fact
that the scurces supplying the statistics and other infor-
wation do not always give the szie interpretation or con-
notation to words and ideas. As exaiples of these two
difficulties Bingle(l>cites (a) the Unesco estiwate that
there are between 500 and 550 willion children of school
tge in the world - a .argin of 50 willion, which certainly
is a colossal figure! and (b) literacy is interoreted by
sowe as the ability to read. by others =s the ability to
read and write, and by yet others as the attainuent of a
certain degree of proficiency in reading and writing.

The State of New York calls a wan literate if he
can write his own na@ee(zj |

Souie consider a wan literate when he con read %Ya
few sentences in print." Others reguire hi.. to "read and
write letters."(3>

If, however, we can, in sgpite of variances in
actual statistics, and get a picture of Africa fro. the
Lfricans thewselves - their siins and ideals, their hopes
and aspirations, their ideologicael strivings and hunan
desires for thewselves but cspecially for their children.
in the wide sphere of l1ife but especially in that of
education; - we see thet the education of the African
(uass literacy, technological instruction, a@cadeaic training).
is today receilving uore gencral and specizlized attention
than ever before, and $%nhat at an alazing rate.

Cne fact w2y not be cuitted frow. cur viecture; and
its iwportance way nct be under-estineted: Burcopean colo-
nization in Africa did not have huzeanitarian aiwns, Christian
endeavour cor educaticnal advancenent in n.ind, but slavery
in its actusl and iwplied sense of exploitation, and this
conception has never entirely vanished frou the .winds of
the Europesn powers, which hss, directly and indirectly,
evoked a sense of dissatisfaction based also ¢n selfrespect,

(1) Onderwys in Afrika,p.2.
(2) Pundawental Education, p. 24.
(3) ivid.
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on the part of the African whose ewancipation wes under-
going a slow but real, vital and irresistable evolution.

A notable exception to this state of affairs is to be

found in the South African situation where any idea of
colonization is entirely and essentially absent. People of
various nationalities and different colours are living
together and rust live together in the saue country, and
must find a way so to live. While it is no concern of

this study what solution they devise or how they arrive at
that solution, it is uost definitely our concern how that
device affects the education of all peoples in the Republic.
The question will be whether this device helps or hinders
this education. We contend that the available statistics
prove conclusively that there is a trewendous advance on the
educational front, and that the expressed aiws and policy of
the governuent will lead to even greater attainmuent in the
tine envisaged.

In the Republic secondary and higher education is
being proporticnally unore generally offered and accepted
than in any of the African States. Coumpulsory education is
being applied nowhere as in the Republic, and the saie
applies to the education of girls.

The British policy has einphasised the appreciation
and cultivation of the bect in African culture, but the
English language and culture have never been sufficiently
absent to ensure independent African developuent. The
European, in the sense of Continental, policy, therefore
that of the French and the Belgians (which are closer to
each other than to the British) has ewphasised the European
hall-uarked education, and added the political assiwilation,
econoriically and cultural, with, as Bingle phrases it:

"die Europese tutor-wag die nukleus",(l

Religious influences on the peoples, and subsequently
on their education, would indicate the fruit of years and
centuries of the three wajor beliefs - awongst the less
developed peoples of Africa, especially in Northern Nigeria,
Mahouniedanisui; auwongst the nore developed pecples of Africa,
especially in Belgian and French territories, Rowan Catho-
licisn; auongst the wore developed peoples of Africa, espec-.
ially in British territories, Southern Nigeria, Ghana and
the Federation, and also South Africa, Protestantisu.

(1) "the Buropean tutor-contrcl as nucleus." Onderwys in
Afrika, p.b5.



TABLE LXXVTITI:

Countries relative to our study:

Public

expenditure on Education as percentage of

Total National Revenue:
Percentage
Total Public of total Rate of
Country National Expenditure | Revenue Exchange
Revenue on gpent on in U.S.
Education Education |{Dollars
1. Southern £99,200,000 £1,856,109 1.8 2.8
Rhodesiza European
1951 Coloured
figures Asiatic
£874,317 0.8
African
2. Northern £15,897,273 £360,033 2.2 2.8
Rhodesia Buropean
1951
figures £459,019
African
3. Nyasaland |£4,052,000 £283,000 6.9 2.8
1952
figures
4, Belgian 5,125,501,000 |633,000,000 12,3 0.02
Congo Belgian Belgian
1951 francs francs
figures
5. French 27,380,302,00011,495,445,000 5.4 0.2857
Eguatorial{French francs |(French francs
Africa
1952
figures
6. Ghana 18,106,495 2,509,093 13.8 2.8
(Gold pounds pounds
Coast)
1951
figures
7. Nigeria 3,210,486 2.8
1950 pounds
figures
8., Union of £1,114,000,000£38,025,875 3.4 2.8
South
Africa
1951
figures

In the above table it was necessary to make use of figures from,

as far as possible,

the same

years.

The vears 1950 {(for

Nigeria) and 1952 (for Nyasaland and French Zquatorial Africa)
presented the best comparative range.
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It is rewarkable to what an extent unifor.ity
of school systew is beco.ing an essential. The techni-
calities of adwinistration have received so wuch attenticn
that an aliost universal syste.. has been evolved and has
gained international recognition.

I entered a priwary school class in Funchal, ~
liadeira; I entered one in Degania, Israel; I entered
one in Madras, India; I entered cne in Ibadan, Nigeriag
I entered one in Brezzaville, French Equatorial Africag
1 entered one in Kroonstad, Republic of South Africa. I
was struck by the obvious differences in the dress and the
colour of the children, the langucges spoken, and the
illustrations on the walls, but when the principal explain-
eded the schcol systew. to we in each case, I realized that
there were certain basic principles which had obtained
universal recognition, with, n=zaturally, variaticns A le
wode, often, inevitably, with the halliiark of the particular
homweland present to a greater or a lesser extent, & la
Parisienne in Brazzaville, & la Anglaise in Salisbury, and
% la Africa in the Republic of South Africa.

In all the African States, as in the Republic cf
South Africa, there is a dire need for teachers, trained
teachers, qualified teachers. Teacher training would scew
tc be that aspect ¢f education which requires the nost
careful attention today, with special regard to the .Liaterial
selected for training and the training given to that
waterial. In the African States, where there has been
less recognition of the independence of the African in the
educational field, it way take longer tc train the required
nuuber of teachers to the full stature ¢f responsibility;
in the Republic of South Africa, where the Bantu has been
encouraged to more independent developwent, the ideal of
responsibility on the shoulders of the trained teacher
will be attained wuch sooner. In both the African States
and the Republic of South Africa there is gold ready for
the refinery. 4n own natural developuent with a view to
ultinate independent responsibility will transfori. the
ingot into a work of art; undue concern to ensurc the
Buropean hall-wark will result in the detraction frow the
purity of the netal and an unfortunate resultant alloy-

Education, like so wany other essentials, costs
money. As the financial tables will show in the case of
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each of the countries studied, that there has been a

vast drainage of the resources of the European factors
presenting the educaticnal facilities, hence the necessity
for contributiuns frow the taxes paid by that section
recelving the education.

Voices have been heard sounding a warning note
that education wust Le harnessed as a factor contributing
to the coubating of detribalization. The disrupting
elewents of wodern ways of living, the changing econoumic
structure, iwproved wneans of transport, 2nd wany wore,
have so cowpleted the wenace of detribalization that it
would be wore correct to see the function of education as
teaching the detribalised African how to live in this
new detribalized state.

This would not be the sole function cf education
when the evil of denationalization is faced. Here the
function of education would be not nerely (in sc far as
that may be necessary) to teach the African how to live
in his denationalised state, but - and this is the ost
iwportant! - to teach hin that denationalization, inte-
gration, or assiwilation wust essentially defeat its own
ends, and that in the preservaticn and developuent of
what is innate and natural t¢ each race lies the preser-
vation not only of that race, but of all that is strong
and vital, growing out of the separate identity, existence
and developuent of each into the larger, cowposite and
corperate whole, wankind. FEducation along the lines of
separate developwent in the sense of respect for and
cultivation of what is peculiar to each race, will enhance
the beauty and value of each separate racial contribution
in its eccnowic, industrial, artistic, religious, agri-
cultural aspect, and assure the health and wealth of the
whole through the health and wealth of each couponent part.
"The body is one, and hath .any ueubers .. If the whole body
were an eye, where were the hearing? If the whole were
hearing, where were the swelling? But now hath God set
the meuibers every one of theuw in the body, as it hath

pleased Him,"(l)

In the uedical world the huwan body as a whole has
its distinctive, separate, couponent parts, each presenting

(1) The First Epistle of Paul the Apostle to the Corinthians,
Chapter 12, verses 12,17 and 18,
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its own distinctive nasal, opthaluic or aural field of
study, the medical health of the huuan body being depen-
dent on the healthy wmedical functional ability of each
distinctive, separate, couponent part; in the educational
world the body of society 2s a whole has its distinc-—
tive, separate, component parts, each presenting its
own distinctive Bantu, Indian, Coloured or European field
of study, the educational health of the social body being
dependent on the healthy educational functional ability
of each distinctive, scparate, cciponent part.
On the future of educaticn in Africa, Bingle(l) says:
"Die toekows van die cnderwys in Afrika is in die weeg-
skaal, en daaroor sal nie deur die Westerse blanke lande
beslis word nie! Die naturel sal self daarocor beslis, en
hy wil - onder invloed van die Westerse lande in die
verlede en vandag nog ten dele, dog grootliks onder
Russiese leiding - niks anders en niks winder as die
onderwys van die uioderne beskawing he nieﬁ(z)
The future of education in Africa certainly presents
its problems. If the age of colonizatiun is past - and we
cannot doubt that this is so, nor can we grudge the races
concerned their joy in feeling that they have gained
sowething real by shaking off all overseas ties - then
the following questionsg arise, dcwuanding unequivocal
answers:

a) Will the African be able to chart the future
course without the centuries of experience which the
Western powers, whose colonial rule he detested and over-
threw, had at their disposal and used for his benefit?

b) Will the African, in rejecting what savours of
"European", not fall into the snare c¢f iconoclasu and
break down what is so vital to any man, to any race -
tradition?

e¢) Will the African not expose hiwself to a new

Onderwys in Afrika, p. 15.

"Thve future of education in Africa is in the balance,
and the decision does not lie with the Western Euro-
pean powers. The native hiwself will decide, and -
under the influence of the Western countries in the
pest, and still to a certain extent today, though
largely under Russian leadership - he wants nothing
else, and nothing less, than the educaticon of uwodern
civilization."

o~
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for.. of "eovlonization" on the cducetiocnal front, falling
& prey to the slavery of strange ideologies, as did his
forebears t¢ the slavery ¢f physical fetters?

d) Will the South African policy of Bantu Educa—
tion; sc¢ often viewed through the wonocle of rrejudice,
not prove to lead the Bantu along the sure road of
developuent within the orb of his own cultural wealth
to that state of independence and responsibility where he
is truly free?

These questions werit ilwediste and earnest con-
sideration. But does the African hiuself foresee an
educaticnal future?

f) It has been szid in jocular vein that the Hex
River IHountains cbscure the view of the rest of Scuth
Africa for the people of the Western Pruvince, as does
the Drakensberg for the people of Natal, but it way well
be said in all sericusness that the lMountains of Ignorance
obscure the view of Central Africa for the Scuth Africans,
and ¢f South Africa for the Lfrican States.

An African licwber of Parlianent, when I explained
the South African concept of Yscparate developuent" to
hin, asked "Why do we htar so wuch of the "separate" and
so little of the "developuent"?" I replied that lountains
of Ignorance, with their heavy wists of prejudice, were
excepticnally effective in c¢bscuring the view ¢f truth!

Fducation on Africa is being given in South
Africa to South Africans in .any woys ~ radic talks on
Africa, such as that of Prefessor Pauw in the "Afrika-
Instituut" series;(l) the study dcene by the "Afrika-
Scuidinasr" of the Poﬁchefstrocm University fer Christian
Higher Education;(gjthe "October Scuinasar" a2t the Pretoria
Technical College in conjunctiocn with the Pretoria Council
for Adult Educatiung 3>and nany other siwilar attewpts
at disseuwinating knowledge of truth ~ "and the truth shall

(4)

In wuy peregrinations through the States of Africe

wake you free."

(1) Ontwikkelinge in Lfrika ¢p die Gebied van dic Onderwys.
(2) (a) Dig Onbekende Afrika; Coetzee.

(b) Onderwys in Afrika; Bingle.
(3) (a) Educaticvn in the Congo; Prof. W.de Pauw.

(b) Educational Develcpwent in Lfrica; Prcf. E.Potgieter.
(4) The Gospel according to S.John, chapter £, verse 32b.



200 °*

I came across - after careful search and earnest enguiry -
exceptionally few attempts comparable to those cited above,
to gain information regarding the true state of affairs in
South Africa, and, without making myself guilty of the
sameé charge which I am laying against a host of my friends,
studen%s all, in the African States, I felt that prejudice
was strong enough to attract the needle of the compass
away from the magnetic meridian, so preventing the ship of
study from steering a true course.

It will be remembered that "prejudice" is "prejudge-
ment" - a judgement decided upon before the whole case has
been heard. One wonders whence something so contrary to
every rule of jurisprudence and scientific investigation
emanates. The answer must be sought in the realm of wil-
ful malicious malignant propaganda, the source of which
would be a study under a department other than that of
education.

Facts, which would eradicate, or at least lessen, the
incidence of ignorance and possibly also prejudice, may
still be required to prove the receptivity of the African
mind.

g) Educability:

The degree of educability of the Native has often
arisen as a reagson for the disparity between European and

Native educational standards.

The Interdepartmental Committee on Native Education
says "one finds in South Africa fairly widespread doubts as
to the educability of the Native",(l) and is of opinion
that these doubts account for much of the hesitancy on the
part of the average South African to give much encourage-
ment to Native education.

The doubts as to the educability of the Native have
arisen mainly from two sources,; the Committee finds:

"(i) The general a priori argument that it took the
White man more than a thousand years to emerge from bar-
barism to civilization. How then can it be expected that
the Native will become civilized in a few generations?

(ii) The evidence, of a more or less empirical nature,
afforded by the results of intelligence tests. (2)

The Committee's findings may be summarised briefly

(1) Report Interdepartmental Committee on Native Education;
1935-1936; 7p. 104, para. 526.

(2) ibid.



201.

as follows:

() DMuch of the Native pupil's scholastic de-
ficiency is due to environmental factors;(l)

' (b) It is unscientific to conclude at this stage
that the Native's intellectual backwardness is at-
tributable to lack of innate mental ability;(2)

(¢) A great deal of careful research needs to
be undertaken before the ccnclusion can be arrived at
with any degree of scientific certainty, that the
potential or inborn intelligence of the Native is lower
than that of the White wman. ')

The Commission on Native Education, in discussing
intelligence and aptitude, says: " While the volume of
evidence on this subject presented tc the Coumission
was considerable, it was of a very contradictory nature.
Your Conaissioners have therefore wmaintained an open
mnind on the subject. No evidence c¢f a decisive nature
was adduced to show that as a group the Bantu could not
benefit from education or that their intelligence and
aptitudes were of so special and peculiar a nature as
to demand on these grounds a special type of education."(4)

I learned that frow official sources a thorough
study is being wade of this aspect of Bantu educaticn
and saw the work in its initizal stages. It would not be
wise or fair at this stage to divulge any of the findings
of that as yet uncowpleted study which way have cowe to
my notice.

The question would arise, however, in how far the
African mind desires European education.

h) The African Mind:
The average African is ¢f an enquiring wind,

often mistermed inguisitive. He often lacks application,
not having learned the art. An educaticnalist waintained
that the African climate had wuch to do with his lack of
application, and alsc coupled it with restlessness caused

Report Interdepartmental Conmittee on Netive Lducatiocn;
1935-1936; p.105, par. 531.

ibid.

ibid. ,par.527.

Report, TQuuissican on Native Education, 1949-1951,

par. 60.
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by the swift tempo of the development of national conscious—
ness in the case of many states. He cautioned that we
must not be tempted to "erect prefebs in the mind of the
African student", but teach him the long road, the right
road, to the attainment of education strongly built on

a solid foundation. \ i

' In spite of the fact that the African is of an
enquiring mind, and because he often lacks application,
the African is inelincd tc allow his teacher, if he

has confidence in him, to do much of his thinking for
him.

Sinclair tells of a teacher whose students had such
implicit confidence in his knowledge, and such reverence
for his opinion, that after leaving him they no longer
cared to think for themselves. "They were satisfied by
the donclusions reached by a mind so wuch superiocr to
their own, possessing a grasp and insight which they
realized was so far in advance of :nything they could
ever hope tc attaino"(1>

The positive side of this ig the aduiration the
African student has for those he ccnsiders his superiors
in knowledge or attainment. It is sometimes akin to an
almost childlike hero worship, and can be exploited to
encourage the student to develop along personal and
national lines t¢ the creation and attainment of scme-
thing which he can call his own.

It is necessary that the young African should be
enabled to actualize capacities essential for modern
life, while developing his naticnal iﬂentityo(szoes he
realize wvhis as an ideal, c¢r at any rate as a possibility?

Does he see education s a means to this end?

i) Why do Natives desire Bducatiun?

The question inevitably recurs - why is educa-
tion desired by scholars? In 1935 the National Bureau
¢of Educational and Social Researoh(B)submitted a gques-
ticvnnaire to native pupils in Standard V1 and above, in
all native schools in the Union. Heplies were received

The Possibility of a Science of Education
cf C.S.4A. Specialists; p.Z20.
Report Interdepartmental Committee on Native Education

1935-1936; Appendix Hy p. 145.
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from 12,533 pupils. The guestion put was "Why do I
desire an education?" and the replies were as follows:

1. FEducation improves one mentally and physically:
26.79 per cent;

2. Through educaticn better employment cpportunities
become available, especially in face c¢f present
econonmic competition: 19.25 per cents

3. To help and to improve the Nation demands education:
14.83 per cent;

4. The educated perscn is greatly in demand as a
help to his less fortunate fellows: 8.41 per cent;

5. The educated Native group enjoys social prestige
and the child desires tc become identified with
this group: 7.33 per cent;

6. Reading, writing and a2 knowledge of English are
an essential asset in socicty: 6.72 per cent;

7. Education ¢f the child will be of direct beunefit
to his fawily: 6.99 per cent;

8. A knowledge of Christian principles and the ac-
quisition ¢f a Christian spirit may be achieved
through education: 3.71 per cent;

9. The uneducated, the savage, heathen and super-
stitious are inferior, as is the culture of the
forefathers. Through education this inferiority
way be avoided: 2.64 per cent;

10. The uneducated person is dependent upon the help
of others. ZEducation will rewmove such dependence:
1.67 per cent;

11l. Education is the basis of European superiority.
Equality may be obtained through education: 1.20
per cent;

12. To maintain c¢nes=1f in the fact of exploitation
by the educated demands education: 0.70 per cent.

13. DNo clear conception of an educaticnal cbjective
actuates the child: 0.09 per cent.

The following points are important with regards to
the above:
(i) TItew one expresses clear motives based on
the belief in the saying "Knowledge is power."
(ii) Item two gives a "bread and butter" reason,
and one wonders why the percentage there is not higher.
(iii) Items three and four (and perhaps seven)
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indicate naticnalistic and altruistic tendencies, and
here, too, one wounders why the percentage is nut higher
in this respect.

(iv) "Knowledge is power," "bread and butter" and
"nationalism and altruisw" have accounted fur 76.27 per
cent of all answers.

(v) 4 desire for sccizl prestige, and an escape
frow infericrity. are the underlying wotives in itewms
five, six, nineg, ten, eleven and twelve. Surcly more

Natives desire education for these reasons?

(vi) Itew eight is vague in the absence of a
clear explanation as to what is understood and what is
meant by the pupil by "a knowledge of Christian princi-
ples" and "the acguisition of & Christian spirit.™

(vii) Ttew thirteen shows a2n exceptionally low
percentage. Without guestivning the velidity of such a
questionnaire one wonders whether only 0.09 per cent
have "no clear counception of an educativnal objective."
Does this mean that the cther 99.1 per cent (that is
11,424 cut of the 12,553 pupils gquesticned) were sctual-
ly "actuated by a2 clear ceonceptivn of an educaticvnal
vcbjective?"

j. Centewporary Africaos
Africa poses the acute preblem of the "plural

sgciety" - o society coumprising two or wecre eleuments or
scecial orders which live side by side, yet without
mingling, in cne political unit.™
T, Walker Wellbank sees three ways upen for Africa
frow which t¢ choouse her read for the future:
(i) The Africen wust eventually surrcnder entirely
his ancient ways for these of the White nang
(ii) The Aifrican uust scuehow work for and mingle
with Europeans and yet retain his distinctive way
of 1life as is prouposed in the "apartheid"policy
of the Unicn «f South Africa;
(iii) The African is fated tu luse the ¢ld culture
that once gove neaning and direction to his life,
without being able to assinilate the alien culture

(1) 4 teri invented, =2ccording to T. Walker Wallbank in
his Contewporary Africa, p. 12, by J.S5. Purnivall in
his Netherlands India,p. 446
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of the Westa<1)

In the African States I inmediately sensed twe facts
which conditioned the attitude of the Eurcpean to the
African in the watter <f educational policy. The average
European had, in his Buropean hconeland, never experienced
any real contact with the African; the African was, to a
large extent, a coulonial who had never trespassed as an
integral part of the houelife of the European. The average
Buropean had experienced contact with the swall winority
of educated Africans, which had never constituted any
sericus challenge t¢ his Burcpean separateness, and he
had never sericusly considered, or trised to consider, or
succeeded 1in cunsidering, uvr grasped the situaticn which
would be created by an educational policy of assiwilaticon
or integration carried intce effect not in a renote colony,
but within the borders of the hcweland, should inwigration
reach the wmagnitude it is reaching in, for example,
Englaend tuday.

While endeavouring to avoid tresncgsing into related
fields, I feel cunstrained tu repeat a conversation aluncst
verbatin which I had with 2 leading Zuropean educativna-—
list while discussing student life.

"Do you feel that students of different races should

meet on the acadewic platforwu?®

"Most decidedly.™

"Does this, in your experience, inevitably wean that
they wmcet sceially too?®

"Not inevitably, but casually."

”You have told we that you have daughters. Students
often dance. Have African students danced with your
daughters?"

"Yes."

"Did you like it?"

"Nu, but what could I do?"

Here the argunent secus illogical. If this last

answer were "yes", that would alter the situaticn, for
cur countenticn is not at this stage that zcadesic or sccial
interccurse between students of different races and colours

should or should not be encouraged. Our contentivn is,

(1) Contewporary Africa, p. 13.
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howegver, that if acadewic and social intercourse eventual-
1y leads to a positicn where a wother is left helpless
with the admissiovn "I don't like it but what can I do?",
then there is sowething scriously wrong.

Can any special policy be held responsible for any
special situatiuvn? That the variocus ccuntries (and we
are thinking éspecially of Britain, France and Belgium)
have done nmuch for African educaticn leaves no doubt
in one's wind, but ocur interest lies wore specifically
in the policy itself.

k) Policiess
(i) The British Policy:
The British New Cclconial Policy was
declared in the House of Couuwions in 1943 by the British

Colonial Secretaryz(l>”We are pledged to guide Colonial
pecples along the road to seclf-government, within the
framewcrk of the British Bupire. We are pledged to
build up their sccial and econcouic instituticns, and we
are pledged to¢ develop their naticnal resources."

The exccution of this pclicy affected the education
of the colonies in a very re¢al way, and any error in the
concepticn of the policy would be reflected in its appli-
caticn. The fact that colony after colony expressed in
no uncertain terms 1ts desire to develop along the road to
self-governuient but outside the framewcrk of the British
Eupire; had its effect uvn the develcpument ¢f the education
¢f the colonies concerned.

Speaking of Buropean impaoct and and changing African,
Wallbank(z)says "the iuwpact of the West on the LAfrican way
of life is one of the great transformations of modern
times, especially when one considers its speed, the main
agents of this Western iupact being the White man's govern-
ment, wines, plantations and ferwns, =and the Christian
Missionary."

In the new life that 1s cpening up for the African,
with educativn as one of the enlightening factors, and

African nationalism cne of the most important results of

(1) Ceonteuporary Africa, p. 48.
(2) 4dbid., p.50.
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the impact of Western culture, only Christianity can
provide the moral basis for reasonable and civilized
action. The African adwmires the power, wealth and
diversity of Western civilization. He beccues detri-
balized. The result is confusicn and frustration. He
feels superior to the ¢ld 1ife frow which he has cut
adrift, but he has reccived nc status in the new world
to which he wants tc belong. Professor Macmillan(l)says:
"It is a misfortune that civilization today offers nc
clear-cut systew of ideas for Africans to follow, no
creed such as Christianity cr Islam cnce offered with
confidence, nov simple and thrilling rule ¢f 1life for
the convert frcw barbarism to enbrace, hardly even a
civic systecw of which he can feel hiwmwself a part."

It is precisely this cowplaint which makes it
clear that an educaticnal systen which is going to be
of intrinsic and lasting value to the African, umust be
one which will assure hiw of the protection of his
rights - his right to free existcnce, his right to
full development, his right to participation in and
eventual ccentrol of his education. Any suspicion ¢n his
part of an ulterior wotive in the educational policy
will immediately make him rescent its applicaticn.

The British colonial pelicy, in which the educaticnal
policy is incorporated, is vne which will condescendingly
educate the African "within the framnework of the British
Bupire" - a clause which must, tuv any selfrespecting and
se¢lfdeveloping naticn, be nothing short of znatheuna.

The Belgian policy, debarring its African subjeccts
from any form of denocratic gouvernwent, ond giving the
clear iwpression that Belgiu. retains on interest in the
Congo for what she can glean frow it, will lead to
rebellion against a dowminating and dowinering father.

The French policy, ewphasising the huwanistic,
but with little concegrn for the netiovncl developument
of the African, attewupting rather tu kesp him a sub-
jected, 1f cducated, cowpcnent part ¢f the French colcnial
systew, will necessarily clash with the wove of awakened

and growing African naticnalisw:, which uwust resent any

(1) Africa Buergent, p. 67.
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any savour of colonialism.

The South African policy, providing for secparate
developuent of EBuropean and Bantu, but respecting the
ethnical grouping of the Bantu, acknowledging his wmother
tongue, encouraging to the full his naticnal develcpuent,
and affording every opportunity for self-government, here
especially in educativnal crganisaticn, bids the Bantu
every advantage of which he is capable, as it bids the
European every advantage ¢f which he is capable.

Two facts must be stressed at this juncture. The
first is that educativnal policy is closely woven into
and integrally knit as part of the naticnal policy of
whatever country it may be. The second is that while
the British, the Belgian and the French policies concern-
ing Africa and therefore African education are Colonial
policies, the South African policy is essentially =
naticnal pclicy in the sense that it concerns this
country, the Republic of South 4frica, and the twe wmain
groups 1living in it, the European and the Bantu, neither
of which has any oceans to divide any colony frow its
homeland, and neither c¢f which has any conveniently
distant colony or hcmeland tc¢ which i1t could emigrate
in the event of failure of policy.

The history of South Africa is the history of

a sincere study of what educaticnal developuent should be
afforded the Bantu. In 1908 a leading article in a
dnily newspaper stated the problem as follows: 1) WThe
Native problem is the White problem. The future of the
country as a Eurcpean cownunity is bound up with the
" existence and developuent of the Native. The difference
between us and the Native races is not & difference of
rival civilizetions, but a difference between civilization
and barbarism. On the other hand, how is the dominant
race tu keep its place against a preponderance in nuubers
of the inferior races such as we have here? Civilization
built on slavery contains the seceds of decay. The problen
for us is the development of a couwunity consisting of two
distinct populations separated by an iupassable gulf in
physical and intellectual characteristics, but each ¢f which

(1) The Star, 11lth July, 1908.
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is free to advance along its own lines. How under such
conditicns is the superior race to prevail when it cannct
either coerce cr absorb or externinate the lower?"

"Our aim is a synthesis ¢f order and liberty,
local initiative and national direction, voluntary
agencies and the State." In these few words Mr. R.A.
Butler, the Minister who was responsible fer the Educaticn
Act of 1944 when it was befor%lyhe British Parliauent,

The British call their Educaticnal System "essential-

the aim of British Education.

ly a partnership with the State as principal partner,
syubolising unity, and the other participants with their
differing attitudes and particular traditions acting as
a check upon excessive centralisation and preventing a
monotonous uniformityo"(Z)

Twe Acts of Parliawment, the Board of Education Act
of 1899, and the Educaticn Act of 1902, were responsible
for the establishuent of the principle of partnership be-
tween central and local government, and after half a
century the British Minister ¢f Education ccumuented on
this dewocratic idea of pertnership as having been pro-
gressive in its attewpt to build 2 single, but not uniform,
system out of many diverse elements.

Judging by the reception this idea of part=zership
has had, it would scem to have widened educational oppor-
tunities and raised standards, and tc have knit the
cducational systew more closely into the life of an
increasingly democratic and industrialised cowmmunity.
British 2ducation is certainly nct for the child only,
but for naticnal wellbeing.

In Englané/particularly, the Church has for centuries
been primarily interested in and Jdircctly respensible for
educativn. During the middle ages Christendow was undi-
vided, but by the ninetcenth century England belonged
to various churches, although the Church of England was
the established Church and by far the largest.

The British colonial policy hzs been briefly and
ably stated by Rt. Hon. Oliver Stanley as follows: "It is

(1) Sargent, p. 48.
(2) ibid., p. 48.
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that of the wmaximuw practical self-government within
the Eupire at the earliest practicable tine ... it is
self-governuent and not independence which I belicve
to be the real advantage of the Colonial territorieso"(l)
The British golicy is terned by Wellbank "the
British gambleo"(z He says "the British have gone further
than any other African power in passing over the reins
of governmento"(B)But to whon have "the reins cof
government" been passed over? Wallbank gives the answer,
and, after adwuitting that "this is a gigantic gauwble",
quotes professor Margery Perhan: "There is no precedent
for the sudden grant of the parliamentary franchise to
a large, illiterate, tribal populaticn, utterly reuwote
from the political experience of Western Peopleso“(4)
Speaking of the British educational systen in
Africa, Unesco says "in spite o¢f the inevitable export
of the educaticvnal ideas and philcsophy of the netro-
politan country intc the colonial territories, the
results in British Africa have been on the whole a
welding of the two cultures and not a distinctive staup.
The iupression I gained by my visit to the British

n(5)

(or had-been British) colonies was certainly that of a
dilemwa caused by "a welding of the two cultures", but

on the other hand that of a distinctive staup, or effort

to impress a distinctive stawp, the British stamp. In

the "Library of Stocks and Prescribed Works" in Lagos I
noticed that the British legacy in that dowmain was
strangely exclusively British - British interest on

¢very shelf. Perhaps o study of a book ¢f Poems , "Further
Poews of Spirit and Action", selected by W.M. Sumyth,

taken at randown from that section, will be indicative.
Without any attenpt at an evaluation of their poetic value,
I was puzzled to appreciate the reception of Ogden Nash,
Robert Louis Stevenson, Rudyard Kipling, Walter de le Mare,
Sit Henry Newbolt, Sir Walter Scott, W.B. Yeats, Alfred

(1) Speech delivered by Rt.Hon. Oliver Stanley, tc the
Anierican Outpost, Londen, March 19, 1945. In "British
Speeches of the Day", London, 1945, pp. 318-320.
Courtesy, British Informaticn Services. Cited Wallbank
Contemporary Africa, p. 133.

Conteuporary Africa, p. 100.

ibid.

ibid.

Fundawental Education, p. 172.
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Noyes, John Masefield, Lord Tennyson, Saumuel Taylor
Coleridge, Lord Nacaulay and Robert Browning by Nigerien
students I had just visited in their schoolroom. I
wendered whether there were nc Nigerian pcoets. Nigeria
has had her wars, but the military "spirit and action"
was confined to "War Song of the Saracens", (reaching its
climax in the last verse

"Upon Saint Crispin's Day

Fought was the ncble fray,

Which fawe did nct delay

To England to carry.

0 when shall Englishuen

With such acts fill a pen,

Or England breed agoin

Such a King Harry?); "Flodden" (1513, in the
reign of Henry V111, when a Scottish aruy under Janes
1V was defeated by the English aruy under the Earl of
Surrey - and at that time Spain was conquering Nigeria!);
and "1805" (Viscount Nelson's funeral at St. Paul's.)

I searched for scnething about wy own country - and
found 1t in a pleasant little poem, "Hex River Mountains",
describing a train "“roaring, rocking and ringing out
her paean of ccnquering men", but it was spoilt for ue
by the information it supplied that "The Hex River is
in the Transvaalo"(l)

Even Hailey betrays just the slightest suggesticn
of humour at this unmistakable distinctive British staup
when he says "British policy uay be illustrated by the
History Books used in Africa, beginning with a reference
to "our ancestors the Gauls."

Educational views are often influenced by political
opinions, as was evident in variocus countriecs at the tiwe
of their independence, and uay, as such, be bicsed and
unfair, yet reveal an element of truth.

Nigeria was very conscicus of "the British legacy",
and well-featured articles, as well as buocks, criticised
it severely. One writer, having cited lLagos as "the
greatest sluwm in West Africa, and blaming the British
for this, writes about educaticn s followss "The legacy

(1) Here it would be dishonest not to aduit that a
feeling of prejudice crept over ne, caused (and
partly justified?) by the fact that wy encestral
hcue is in the Hex River Mountains.

(2) Hailey; African Survey, p. 1223.
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we shall inherit in the machinery that works cur edu-
cational systewm can only be the same as England gives
herself - 'educational liassez faire'. 'You should get
education,' England seems tc say. 'It is gcod for you.'!
But even in England, you are not really forced to go

to schecel. You cculd sit in bed 2ll day, but as long
as your parents can keep you educatiovnally abreast

of your age-group students doing ferial schooling, all
is well."

Continuing under the heading Educaticnal bondage,
the writer says, "It is this laissez faire that keeps
Nigeriza in its educaticnal beondage tcday. All +he
lawyers and doctors there were in Nigeria up to 1952
were not the finished prcducts of a wilitant and
purposeful educational systew. They were, and largely
still are, the emanations and incconsequential throw-
outs which paradoxically engendered ehough power to
fashion themselves intc the new persvnalities they
eventually becaue. Educaticnal laissez faire is
the most unpredictable, yet the wost paradoxical of
all weapons any lords could design to encoupass ony
serfs. In 1960, nov part of the Federation of Nigeria
would dare say to the people -'educaticn shall be
free, universal and compulsory.' The reason for this
is that we had never seen that expression translated
into acticon anywhere arocund us. After 1960, were arc
going to have plenty of gocd doctors, lawyers, enginecers,
architects and so cn. We will alsc have thousands of
gifted wen and women but all of whom will live fuwong
the 'undiscovered.' And nobedy would shed a tear
because none of us hes ¢cver been taught toe regard
as a wicked une, a State that refused to educate,
cowpulsorily, the children ¢f that State. In cther
words, we shall step intu 1960 with an aruy of un-
desirables, beottalions of loafers, 2 wcvtley crew of
misfits, ever-restless streams c¢f huwan parasites and
hangers-on lining cur streects and Jacwing up ocur
Independence fun fares, with their faces full of suiles
and their hearts full of loathe and bitterness, who had

no opportunity of receiving educativn. But they have

(1) Tai Sclarin, "British Legocy to Nigeria." Dzily
Times, Lagos, July 20, 1959. Article reprcduced
in tcto.
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missed their bcat 2nd they know it, and they are very
sensitive about it. They cre ours for keeps and this
country has tc¢ reckon with them and start thinking now
about thew and ¢f the solution to their problew. That
gentlewan who walks into your office and declares that
although he is not uuch grounded in bock-work he 'will
do anything else you can give ne t¢ do, and I dun't
want you to refuse ue sowething,' is c¢ne of then. He
will not go to the land. He is not used to it. He is
nct qualified for the office work. He sits between the
faruer and the white collar job wan, like Janus,
loocking this way and that, with the speed of the shuttle
in the sewing umachine, tc keep alive. He censtitutes
around 80 per cent of the urban populaticn. He is a
legacy of no wcan .rdcer. The saddest thing, I feel,
the British have bequeathed tc us, is in the paucity of
philusophers. Politicians certainly are philosophers,
but they are political philosophers. Professor Eyo
Ita, Dr. Azikwe, Chief Awolowo are all political philoc-
sophers. During our aluost century-old tutelage under
the British, we never reared 2 Lin Yu Tang or Vinova
Bhave, a Nehru, a J.B. rriestley, a Dewey, a Shaw, a
John Lancaster, a Max Muller, a Harold J4hski, a C.D.H.
Cole, a H.G. Wells, a Dr. Schweitzer and =z Huxley; I
wean those wen with independent and orizinal thinking
whose views you often want to read on the weck-end
review or the Sunday worning papers. But one can
console himself with the fact that no subject people
can genuinely dc¢ original thinking. The fear ¢f what
the 'boss' might say is tuu heavy o dagger hanging,

as it were on a lock of hair over une's unprotccted
head. And to this way be added the culd fact that a
subject race is 2 hungry race - a peovple in genuine
hunger for bread and butter. And no pecple, anywhere,
with its stomach eupty or only partially filled, could
philosophise." (1)

(1) Tai Solarin, "British Legacy to Nigeria", Daily
Tines, Lagos, July 20, 1959. Article Reproduced
in toto. In reply to Tai Sclarin's article on
the British legacy way I pcecint cut that China and
India produced their philosouphers without the help
of other countries. Had Nigeria had philosophers
they would have appeared in spite of British rule.
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Merely to criticise the British (or any other)
systew will, however, not produce the desired results.
Deeper causes uust be scught. In Nigeria pcorly or
badly trained teachers forw ovne ¢f the greatest hin-
drances tcwards the inprovenent ¢f the current educa-
tional systerni.

The Lagos Conference peinted cut the necessity
for the maintenance of Higher Educaticn at a level "in
conforuity with University traditiuns." Professurs
should be appointed, and degrees granted, "in accordance

(1)

This, however, is souething which cannot umerely

with the rules in force at the parent University.

be given t¢ any country, but nust grow frow the pecple
themselves.

What was aduitted tc we by an educaticnalist in
Nigeria about his country may be true of other countries
teo. He admitted & desire on the part ¢f his people for
educaticn at all levels, but alsc aduitted that in wany
cages the cobjective of educaticn was to gain a degree
which would lead tc the type ¢f ewploywent which would
bring prestige, rather than using educativn tc¢ sulve
the problems and inprove the sccial and econocwic condi-
tions of their country.

The British systew in Nigeria brought nctewcrthy

results ¢n the acadewic plane, but the Nigerians
themselves, while reaping the benefit of these results,
still lcok upon thew as a "British legacy,"(g)because
they have not been produced as Nigerian growth.

The writer who ccowplains that "no subject people
can genuinely do¢ original thinking"(3>fails to rewenber
that the fawous Negro Spirituals were born in slavery;
that Bunyan wrcte his Pilgrin's Progress in priscng
than undcubtedly wany an unacknowledged African philo-
scpher sits at the entrance to =2 native village, and,
because he is illiterate, his thoughts have never been

written down and s¢ preserved for posterity.

(1) C.S.A. Specialists, p.19.
(2) Tai Solarin, "British Legacy tc¢ Nigeria."
(3) ibig.
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The success or fazilure of a systew, and certainly
of the British systew in Nigeria, will have tu be
weasured by the extent to which the people theumselves have
learnt t¢ think and produce thinkers.

(ii) The French Policy:
The French were never concerned with

the naticnal develcpuent - the developuent ¢f educaticnally
and eccnomically inferior groups into nationhood - of the
Africans in their colonies. In fact, not cnly were they
not concerned with it, but they avoided it, feared it,
opposed it. Education wos given to the African with the
purpese of making hiw a suitable cowponent part of the
French cclonial systeiis

It was in the depth ¢f the prinaeveal forest that,
as 1 was walking along a2 narccw path in the cuwpany of
Dr. Albert Schweitzer, 2 shiningly naked African lad c¢f
suLle seven years of age approached, stood aside, clicked
his little heels, bowed, and greeted us with a perfect
French accent, "Bun jour, M'sieur'". We were Eurcpeans,
and tc¢ all intents and purposes French, and his educaticn
has taught hiw that his language, his custuiis, his very
existence, were of lesser (if any) iuportence. His value
lay in his fitting intv the French pattern.

Hailey rightly shows that the frauework of the
French systew of educaticn was largely devised for the
purpose ¢f securing a class ¢f elite as auxiliaries
in the task of adwinistration.

"The rnost characteristic features ¢f French educa-
tional policy have been: first, the universal use of
French as the wnediuw of instructicn; seccnd, a general
policy of relating the provision of the wore advanced type
¢of education t¢ the demand which appears to exist fur its
preducts third, the strong ewphasis on vecaticnal training
as the foru which such e¢ducation should take; and, fourth,
the progressive assimilation of the curricula a2nd exaiui-
nation standards tou those prevailing in wetrovpoclitan
France. This last feature iz particular involves the en-
ploynient of an increasing proporticn of Euroupean

teacherse"(l)

(1) A4frican Survey, p.1197.



216,

The product vf the French educaticnal syste. would
necessarily fit inte the French schewe of things.

The resocluticn on educativn passed by the Brazzaville
Cocnference of 1944 rsserted that "while instructicon rnust
be directed tu teaching the nass of the peuple how to
iuprove their standard ¢f life, its result wust 21so be
"aboutie % une sélection slre ¢t rapide des éliteso"(l)

One wenders what interpretaticn weuld, in 2 changing
society, be given t. the world "&lite'"; one woenders
whether this p.licy would hold should the "élite’ be non-
Eurcpean in cowpositicn.

In so far as the scns o f chiefs wight be, or wight
be trained as, "&lite", it is iwportant to note thet
Gencral Faidherbe whe aduinistered Senegal (1854-1860),
was respensible for the founding of the "Ecole des Otages
for the Scns of Chiefs”, _f which it has been said "le
nows indique sans équivoqui les conditicns de recrute-

!1(2)

The French cclonial theory is 2 "precise and logical®
£

went.

une - the theory of acssiudilation.

Wallbank says .f the French "they wingle with the
Lfricans giving the iwpressicn of racial harucny, fur ..
the French territcrics know little of the c.lcr baro"<3)

In the first paper read before the Afrika-suuinaar
a2t the Pcetchefstroon University for Christian Higher

(4)mentign wos wode of the obvicus fact that

Educati.n
France lovked upon her Africon coulenies as integral part

¢f the French Union, thcerefore it was inconcievable that
France could leave her African subjects t. their fate.

The wide extent of an area such as French Equa-
terial Africe would necessarily cause a certain anount of
decentralizativn «f its educatiin with regard to countrol
and adwinistration. Policy and principles, dictated by the
central governuent, in wany instances by the Ministry of
Educaticn in France, would naturally rceuain constant for
all arecas. This would include watters such 2s syllabu-—
ses, prescribed bocks, status .f teachers;, and the like.

The uniain respoensibility ¢f the local governuent

would be t¢ apply the predetermined principles and Liethoeds

(1) Hailey, p. 1198.

(2) ibid., p. 1194.

(3) Contcupcerary Africa, p. 97.
(4) Die Onbekende Africa, Coetzec.
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to local conditions.

We may summarise as did Dingle in his thorough
presentation to the "Afrika-Siminaar:”(l)”Though education
in the overseas territories retains its own highly decen-
tralized organization, which allows for adaptation to
local conditions and would permit it, should the need
arise, to take highly individual forms, it is more and
wore approximating, by its umethods, the standards of
its work, the efficiency of its staff, and the broadly
humanistic outlook which inspires it, to that of the
houne country. It is French culture which is being spread
in the primary schools, the lycées and the colléges of
the overseas territories, and this fact constitutes one
of the firmest links uniting them to the rest of the
Republic."

"As an heir to an ancient tradition of Humanism,
France seeks the best means to ensure 1ts perpetuation
through adaptation to these times of accelerated evo-
luto ng"(z)The Roman Catholic Church, until the last
century the wmain repository of this tradition in France,
holds and waintains that it has the duty of organising
a system of education which includes not only religious
instruction proper but "the guidance of conscience and
judgment into the road of salvation (including an exact
perception of the relationship between wordly knowledge
and religious truth)". French universities, faced with
the growing diversity of religious sccts and philoso-~
phical systems, are elaborating a secular approach which
is at once constructive, tolerant of all convictions and
based upon the accepted premises of conscience. They
believe that God has not been excluded frow a school of
"these apparent abstractions" represented by all that is
true, good and beautiful and just are to be found there;
and if moral education offers these to youth "as real
and supreme values."

"We conceive of general education," said Paul
Langevin, "as an initiation into the diverse forms of
human activity, not only in order to determine the apti-
tudes of the individual - but in order to allow him to
remain in contact with his fellow-men." As the philosopher

(1) Onderwys in Afrika, p.10.
(2) Sargent, p. 110.
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Comte has said,"Upbringing nust have humanity azs its goal;
it must develop in each of us, that is to say, everything
that can go to make an enlightened man, capable of detach-
ing himself frow his occupation, his party or sect, so that
he may judge his time untramelled, and judge it in the
light of the lessons of the past, and of the requirements
of the future alikeo“(l)

Thus conceived, Humanism can generate peace and
fraternal collaboration between men. It is not a ques-
tion of renouncing their convictions, or of losing their
personal identity, but of their knowing how to respect all
forms of culture and of cering deeply for their development,
until they can echo the deathbed words of the ancient
philosopher Marcus Aurelius: "My soul, =rt thou now good,
pure, one and naked, able to understand all and to love
211? Go forth then to see if they are right who believe
only in the existence of atoms, or if they are right who
‘believe in immortalityo"(g)

The French critics are disappointed to find that
English children learn a large number of subjects, each
nore or less independently of the others, too often
without seeing wuch connection among themn.

Ernest Lavisse remarks: "A case of a fragment of
an educator addressing itself to a fragment of a
papil," (3gnd John Adams says he wight have added "about
a fragment of a subjecta”(4

John Adams criticises the French who are so inpres-
sed by the ultimate Unity of the Sciences that they are
tenpted to seek a solution in a unification of the sub-
ject-matter of the curriculun. He says the wiser anong
them realize that the educational solution must be found
in the educational process itself. "What is wanted is not
nerely that the curriculum should be so organised as to
present an organic unity of subject-matter, but that the
staff of the school should act as an educational unity in

% Q%Qged by Sargent, p. 110.

ibid.

)  "Une Education Manguée" in his work "L'éducation
de la Dénoractic."

) Modern Developments in Educational Practice, p. 17.
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. . . N . 1
its influence on the individual pupll."( )

"How does France view the Congo?” was a question
I repeatedly asked The answer was siugple.

Under the French colonial policy Zritish intercsts
were ousted, whilec both the soil and the aborigines
werc exploited with & view to an increasing yi:ld in
rubber; resistance on the part of the latter meeting with
bloody opposition. When foreign criticisn led to an
investigation by de Drazza, no report was ever published,
but by 1922 cowmpulscry labour was dwindling, and only
eleven out of the original forty cowpanies with French
preferential concessions were left.

France always considered her Colonies as economic
and cultural units of the homeland. Albert Sarraut has
called then "the French bloc." The development of ethnical
groups was not tolerated.

Foreign criticisw of the French colonial policy led
to an investigation by General de Gaulle in IJrazzaville
in 1949, but the French idea of the homeland as the mother
country was fixed. Congolese who by virtue of their
educational and cultural development were approved bearers
of the French spirit were considered "citoyens Francois",
and were given a part in the political administration of
the Congo, like any other French citizen, while the less
developed Congolese remained an ordinary French subject.

The French policy appears to be a cowpromise between
assirilation and =2ssociation; a cowpromise, therefore,
between two conceptions; a dualiisw which was doomed to
failure because of its lack of clarity and singleness of
purpose.

Cramer and Lrowne contend that France "is an
example of a self-contained nation with intense pride in
what she believes to be her cultural leadership of Western
civilizationo”(2>

In reply to the gquestion a&s to how the French
policy conceived primary education in the French overseas
territories, Unesco, through its Educational Organisation,
replieg: "It was really inspired by two principles, seeni-

ingly different and even opposed by nature, but in reality

(1) liodern Developuents in BEducational Practice, p. 17.
(2) Conteuporary Education, p.7.
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complementary and coincident: the principle of assimi-
lation and the principle of adaptation. At first the
policy of assimilation held the field and, although its
development has had to take account of the facts, it
has nevertheless maintained its force and anbitions in
certain regions. It was born of the ideas of 1789; it
considers that all men, irrespective of birth and race,
are equal before the law and before thce future. Hence-
forth, colonising becomes an assimilation, a conversion
of peoples to civiligation, their incorporation within the
French nation,"(l)
This idea the "all men, irrespcctive of birth and
race, are equal before the law and befo* the future',
is indisputable and irrefutable, but one wonders by what
process of argument the deduction is reached that "hence-
forth colonising becomes an assimilation, & conversion
of peoples to civilization, their incorporation within the
French nation."If this means that the three above-nen-
tioned are synonywous - (a) assiwmilation, (b) conversion
to civilization and (c¢) incorporation within the French
nation - then one is inclined to doubt not only the
logical reasoning of the orgue.nt, vut (ond tact 207cets
this study most intimately) one is inclined to doubt
whether that is true education.
The aim of this edacation is. according to Unesco
reportsgg)to "
poration cannot be limited to the &lite, to trained

crcate overseas Frenchmen." "This incor-

staffs or to the e¢lenents responsible for steering de-
velopment; 1t must be carried to the very heart of

the population itself; it nust be general, fundamental.
The aim is to create French nationals, citizens, over-
seas Frenchmen, French provinces. It is France overseas.
The "Africans learn to be French", to quote the title

of an English book on France's educational policy in

(3)

If this is the aim of French education in Africa,

French West Africa."

then a criticism of its success is required. This can

Fundamental Education, p.48.
ibid., p. 48-9.
ibid.
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be briefly given in the form of three questionss(z) Does
France seriously consider assimilating the 2,000,000
inhabitants of French Equatorial Africa (to remain with-
in the confines of our study) plus the nany willions of
the other French territories? (b) Would recent trends
and events in Africa, in French Provincies and in Algeria
especially, indicate that the African, with his growing
sense of independence and of nationalism, is looking for-
ward to the attainment of this aiwm of education "to be
French"?(c) If this expressed aim were attained, would
any real progress in the field of educaticn be nade? (It

will not be necessary to reiterate the rewinder that we
are pursuing our study in the field of educaticn, and

that this expressed French policy is not 2 policy of co-
lonization or of political ecounomy, but an educational
policy.)

To continue a study of the French educational

policy is to continue the argument that the ain of edu-
cation is (a) civilization, but essentially (b) French
civilization. "“The French school, especially in tropical
Africa and Asia, symbolises emancipation and liberation.
It means access to the sources o¢f cultural and modern
civilization. It absolves the African, for instance,
from remaining shut up in his own surroundings, the
prisoner of tyrannical traditions; it signifies liberation
and promotion,"(l)
Here, 2gain, criticisn may take the form of

question: (a) If "liberation and promction" arc scught,
does it follow logically and exclusively that their
attainment lies in T"assiwilation" and "incorporation"?
Is this not a '"contradictio in terwmino"? Does the con -
clusion follow logically on the premises in this syl-
logistic argument? (b) Does.a policy of separate develop-
ment not attain the same educational ideal of absolution
"from remaining shut up in his own surroundings, the
prisoner of tyrannical traditions," signifying "liberation
and promotion", without inclusion of the contradictory
"assimilation"?

A definition of education includes the phrase
"teaching of the people for the people, for the people's
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(1)

of PFundamental Education such as France has accepted

needs and aspirations." Can those who draft a policy
for her colonies, really be serious when they find the
"people's needs and aspirations" met by "assimilation
and incorporation"? Could France “assimilate and incor-
porate" all the "élite" frow her colonies? Would they
prefer "assimilation and incorporation" to independent
developuent? '
(iii) The Lelgian Policy:

The Delgian colonial policy - as
does every other colonial policy - has a keen influence
on its approach to education, and therefore on its
educational policy and organisation.

But "the Lelgians have no colonial policy if by
that is meant a definite prograume of objectives" 2)says
Wallbunk.

In the Delgian Congo I got no impression of a
national schemwe for education. On the contrary, the
impression gained was that this colony was being treated
to the same educational programms as was current in the
homeland. "Delgians do not burden themselves with pre-
judices and preconceived notions. Deprived of colonial
traditions, and thus deprived of all experience in this
field, Delgium knows no reason, sentiriental, historical
or political, why she should choose one colonial systen

(3)

The Belgian Congo presented an unusual concept in

rather than another.

that its boundaries disregarded ethnical grouping. The
inhabitant§y of the lower Congo, for instance, has

greater tribal affinity with the inhabitant of French

Congo and of Angola than with the stronger negroid ethnical
elernient of the North or with the African of the South-
Eastern Province of Katanga, the latter showing strong
affinity to the African of Northern Rhodesia. DJelgian
Congo provincial boundaries, also, cut through ethnical

groupings.

(1) Fundamental Education, p. 128.

(2) Contemporary Africa, p. 91.

(3) Rival Colonial Policies in LAfrica, p. 13. Louis Kraft

in The Listener, London, July 1,1954. Cited in
Contewporary Africa, p. 91.
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The inpression I forued in oselgian Congo was that
the inhabitants had little or no opportunity to take
any actual and active part in any forw of dewocratic
governuent. All policy was dictated frow Srussels.

The troubles in the Congo were ascribed by several
persons interviewed to the growing nationalism of the
Africans. Then ther¢ were those who blamed Moscow for
any insubordination.

To my mind three important factors contributing to
the state of unrest and the expressed desire to overthrow
Belgian rule, were

(i) the staunch refusal of Belgium, as an in-—

perial power, to wailve any claim to the wealth of

the Congojg
(ii) the tremendous influence of the Roman Catholic
Missions which received government support until
19465 and

(iii) +the fact that foreign criticisw: caused

selgium to doubt the expedience of her colonial

policy, and to waver in its application under fire

of oppositicn.

With these factors in mnind, one is tempted to page
back through the history of the Belgian Congo and search
for the crigin of the Belgian colonial policy which was
also to so great an extent the bLelgian educational policy
for its colonies. This nay be sunwmarized as follows:

(1) The Belgian (and here one feels constrained

to say the Rowman Catholic) conception of society

as a hierarchy of the ruling group responsible for

the adwinistration of the population;

(ii) The conception ¢f the concession companies

in the Congo that the welfare of the worker is

important mainly for the maintenance of, and

increase in, productionj; and

(iii) The concepticn of the colonial government that
i1t is primarily necessary to create prosperity
anongst the masses rather than to train thew to any
stage of ability to participate in the government of
their country.

The Belgian policy is one of fatherly superiority,
of dominating trusteeship, of overruling paternalisn.

Wallbank says "Belgian colonial rule stands in a
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class by itself, different frow the Dritish on the one
hand and from the French and Portuguese c¢n the other.
Like the British; the Dbelgians show no determination to
make the African native into a European counterpart of
his ruler; on the other hand, unlike the British, they
show 1little desire to give the Africans training in the
institutions of dewocracy. Unrivalled in any other
colonial area in .Africa is the degree to which the notive
Congolese have been trained as skilled artisans and
technicians in the factories and the mines." (1)

The same Writer(z)states that the educators, ad-
mninistrators and wnisgsicnaries hove always ccontended that
"the possibilities of the Congolese were those of any
man anywhere else," consequently the idea of discrimina-
tion and racial superiority was absent frow their
policy, yet & "de facto distinction was made between those
Congolese who already have achieved a degree of civili-
zation, mental as well as technical, and those who have
not yet done so."

The results of years of 3elgian policy in the Congo
are sarcastically summarized by Wallbank zs follows:
"TLook 2t the Delgian Congo today, lcok at what we have
done in scarcely half a century, look at the roads, the
cities, the industries, the churches and the schools,
above 211, look at the willions of primitive, miserable

'1(3)

Discussions, nut only with professional educa-

beings we are making into citizens of the world.

tionalists, but also with the layman, convinced ne that
the desire for training in some sphere or other, and for
instruction in sone subject cor cther, was widespread
anongst the average Africans, and certainly those of
Belgian Congo. This desire cannct always be termed

"a thirst for knowledge", but rather "a thirst for

such benefits as knowledge will bring." Students -

some merely deipnosophists - waxed eloquent about the
need for facilities for higher education, but "it was
the lack of =z systen ¢of secondary schceols of a

(1) DBelgian Congo- dmericsn Survey; New York, 1954,
p. 38. Courtesy of the Lelgian Ewnbassy. Cited by

_ Wallbank, Contemporary Africa, p. 177.

(2) Contemporary Africa, p. 178,

(3) ibid., p. 179.
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sufficiently high standard tc produce students that
prevented Lovaniuw from cpening a University before
1954",(1)said Monsignor Gillon in his opening speech.
He continued tu say: "Priwary ceducation has been well
developed in this country; its network of schools

is one of the largest in Africa. Nevertheless, the
opportunities for the best pupils of priwvary schools to
ucve on to secondary educaticn as still far tco lin-
iteq, ()

Wallbank adwits "while concentrating cn Native
welfare, little thought or effort is given to political
training of the natives in the art of self—governmento(3)
He continues: "An African can gc as far as his talents
allow in the economic field, but he can hardly take one
step in the political arena - in this efficiently
paternal regime, all directives and ultiwate policy cone
from Belgium .. svue forwm of sclf-governuent uight
evolve in a hundred yearsn"(4)

This admission that "little thought cr effort is
given to political training of the natives in the art cof
self-governnent "shows a failure of the educational
system. While the Belgiuw regiie in the Congo is terwed
"an efficient paternal regiume", one is constrained to
wonder whether the "parent" has not failed in his duty
to train his "child" to take certein responsibilities.

We are nout sceking to criticise the DBelgian
colonial policy, but knowing that cclcnization is a
nighty factor affecting the educatiun systen, we cannot
fail to see how inadequate provision in the case of the
first has meant inadequate provision in the case of the
second, and vice versa. The argument that "souwe form
of self-government might c¢volve in a hundred years" lost
sight of a factor which brought about a devastating
change in the Congo long before the prophesied "hundred
years" had elapsed - in fact, aluost before they had
begun - and that factor was cornrmunisw, or, if we are
not willing tov adiiit that fact, then African nationalisi.

Belgiuvw was described in 2 paper read before the
Afrika-Sewinaar at the Potchefstroow. University for

(1) Lovaniuw University. Opening Speech. 1960.
(2) ivia.

(3) Contewporary Africa. p. 91.

(4) ibid.
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(1)

African colonics as "friendly and profitable confederates."

Christian Higher Education as desirous of keeping her

This was true to an elarming extent until 1948
when a 10-year plan was institutcd, providing for much
more humaniterianisi. in education. Here the French and
the Uelgian policies, which are¢ usually seen as similar,
and in contrast with the Sritish policy, vary frowm each
other. The Belgian policy differs fronm the French mainly
in that while the latter still retains as its purpose the
propagation of Iuropean civilization and a certain anount
of fraternity for the elite included in the scheme, the
fecrmer seeks fuller development for the African within
the confines c¢f his own naticnal ecconowmic and social
sphere and interests.

It might be considered transgression into the
realn of politics if I were to give wy personal views
cn the cause of the recent Congo disturbances which
had already started when I studied ccnditions in that
State, but I way be permitted to express the opinion that
the main cause for these disturbances may be sought in
the fact that too little time elapsed between the applica-
tion of this broader policy and the rise of African naticn-
alisn, with the accowpanying incitement of couwmunistic
propaganda. A decade could hardly prepare the African for
independence. For this very reason the pclicy of the
Republic of South Africa nerits carcful consideration.
An educationally, as well as culturally, eccnouically and
politically trained, assured, and established Santu will
be in a zuch better position to appreciate and utilize
the fruits which the tree of African nationalisw, saved
by the grace of God and the wisdow ¢f His stewards frow

the blight of conwLunisn es a rootborer, will bear.

(iv) Socuth African Policys

In the Republic of Socuth Africa there
is a marked difference in policy. Whereas the French,
British and elgian policy is to give to the African in
such a way and in such quantities as will ever ensure the
Buropean hallmark, the policy of the Republic is clearly
to instruct and enable the African to be himself and to

(1) Onderwys in Afrika,



227 .

produce for hinsclf.

Hailey says state regulation niay for a time retard
the access of the African to certain types cf knowledge,
but it will not in the end restrain hin frow efforts to
acquire the full range of knowledge which will, in his
conception, place hiw on a level with the Europeano(l)
Hailey further states that this attenpt to divide the
content of education into separate cultural fields,
European and African, is confined to the Union of South
Africa. :

This last statewent would be true if, in the division
of the content of education into two separate cultural
fields, the African were deprived of the full range of
knowledge. The rere division of the content of education
into the cultural fields does nct, however, necessarily
debar the African frown access to certain types of know-
ledge. On the contrary, what it actually dces is to
enhance fhe opportunities for the access tc¢ and the assin-
ilation of all such types of knowledge to which the African
is equal by virtue of his developnent.

The task of education would then be a singular
cne, and not a dual. The African would be schooled and
trained into an educated African, the transforiiation
taking place between his uncducated and his educated
condition, without his having to suffer the indignity
of an attempted metamorphcsis ¢f African into European eas
a sine qua ncon for the transforniation of an uneducated
man into an educated wman.

Dr. Geyer, speaking on policies, saidz(3)"May I
point out that African colonics are of cowparatively
recent date. Before that time Black Africa did have
independence for a thousand yecars and wore - and what
did she wmake of it? One problew, I aduit, sy did solve
Lost efficiently. There was no over-populotion. Inter-
ninable savage inter-tribal wars, witchcraft, disease,
famine, and even cannibelisu saw to that."

That educaticnal policy which ains at the develop-

Hailey; An African Survey, p. 158.

ibid.,

Dr. A.L. Geyer, High Commissiocner of the Union of
Scuth Africa, United Kingdoii, 1953. Press release,
Union of South Africa Government Informnation Office,
New York, 1953.
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nent of a sense of responsibility on the part of the
lesser developed, 1s essentially a pclicy which will
stand the test not only by those who apply it, but also
by those in whose favour it is applied.

The present South Lfrican policy is seen as of
recent origin. Hailey, however, points out that it was
the Labour Party in the Unicn, a2t that tiwe an essentially
English-speaking group, which in 1912 first §ave formal
expression to the doctrine cf segregationa<l

When General Hertzog formed his first Nationalist
Governuent in 1924, he announced =2 policy of segregation
for Africans but of integration for the coloured people
industrielly, econcmically and politically.

Cramer a2nd Browne, having correctly argued that
"countries in which naticonal unity is well developed
reccgnise fewer problems in the organization of their
educational systems then do these which contain strongly
or bitterly opposed national groups”$(3)show lack of
fact and judgment in the following criticism of South
Africa:s "In Scuth Africa we find = situation where a
white winority fears and ovppresses the native majority
and refuses thew access to citizenship and educaticon.

This has resulted in dangerous hestility and hatred.

The gituation is further confused by the fact that the
white mincrity is itself couposed of two national groups,
with a2 bilingual systew of educatiuvn and even of broad-
casting. This is ncot the soil in which a progressive
systen of educaticn can flourisho”<4)

Thaet South Africa has her problems is cobvious. That
she has faced these problews frankly nust be as obvious
to all who care to gtudy her policy. The fact that Bantu
Education became a separate Government Department in
1958; the Native Trust and Land Act?(E)
Bantu Self-governuent ﬁct,(6)The Jentu Investuent Cor-

the Promoticn of

Hailey; African Survey, p. 158.
ibid., p. 161.

Contewporary Education, p.5.
ibid., p.7.

No. 41 of 1958.

No. 46 of 1959.
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poration Act,(l)the Netive Affairs Act,(z)and the
Natives' Taxation and Developrent Anendient Act;(3>

the incres e of pupils in schcols during the years
1950—1960(4%nd the enroluent and expenditure envisagedg5>
can hardly be interpreted as signs of "oppression" and
"refusing the native majority access t¢ education.”

Would the increase of frow 750,000 Jantu pupils in 1950

to 1,50C(,000 in 1960(6>— an increase ¢f 100 per cent in
ten yecrs - be interpr?t§d as "a refusal of access to
7

education" in Awericaf? Would the increase of frow
£2,250,000 in 1945 to £9,750,000 in 1960 on Bantu Edu-
caﬁion98 an increase of over 300 per cent in 15 years -
be interpreted as "oppression of the Notive najority"
in Australia®?

These wisstaterents, which should be refuted frouw
other sources, are challenged here conly in sc far as
they have been perpetrated in a criticisw on education.
It has been stated that the "white winority" refuses the
"black rajority" citizenship. This statewent, incouplete
and incorrect through error of ignorant or deliberate
cause, should be coupleted and corrected to give the
fact that the “"white winority" believes that the “black
majority" will derive far uiore educaticnal advantage froum
the full and independent separate developuent of the
Bantu, and in the educaticnal field not cnly has the
Bantu been offered nore facilities than have been
utilizedglogut the energies of c¢cver 40,000 Lentu nien
and woren have been enlisted in the over 400 3antu
Schooul Boards aond approximately 5,000 Santu Scheol Con-

Litteeso(ll>

No. 34 of 1959.

No. 55 of 1959.

No. 38 of 1958,

Lower Prineary, Table XV1; Higher Priunary, Table XV1lg
Post-Priuiary, Table XV11il.
- Vide Teble XX111.

Vide Table X1X.

John Francis Crauer is President of Portland State
College, Oregon, United States of Anerica.

Vide Table XXX.

George Stephenson Srowne is Dean of the Schcool of
Education of the University of Melbourne, Australia.
(10)» Vide T-ble XX1V. Provision by estiwmate for 1,030,000

, Lower Priwary pupils; dcinnd for cnly. 908,168.
(11) Chapter 113 3.
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The expression "a bilingual systen. of education and

1)

s 1t does, the sentence "this is ncet the soil in which

even of broadcasting" has a derogatory ncte, preceding

o2 progressive syste.. of education can flourish." Does the
introduction of nore and ore santu broadcasting pro-
gratiues, for the Jantu by the Bantu in the various Bantu
languages, and the enploying of nore and wcre 3antu
announcers and studic staff, sc indicate the poverty c¢f
the scil that dcubts arce thercby raised as to the success
of a progressive systen of education? Or is the inference
not that the situation would be less confused were there

a unilingual systewn. of broadcasting rather than a nulti-

lingual one?

1) Suwmary and Criticisu of Policies:

A working definition of education would

bes: "The training of the people for the people, for the
pecple's needs and aspiraticns."

(1) The 3ritish Pclicy:

A policy of "self-governuent for the
African within the osritish Eupice;" education to enable
hin to "enjoy a louse relaticnship with the i.other
country."
Criticisui:

Educaticn has succeeded in bringing

acadewic progress and advanceuwent ¢f literacys; what the
policy did nct foresee, or allow for, is the fact that
Lfrican natiovnalisu aspired tc wore than "self-govern-
rient within the Jritish Eunpire", and that the African
failed to sense any "need fcor" or "enjoynent of" ?gin

1"

"a loose relatioconship" with "the wncther country.
(ii) The French Pclicys

A policy of "Humanitarianisi" to ueet
the physical and cultural needs of the African, envisaging
"ewancipation" and eventual "assimilation", education to
prepare the way for "physical and cultural development."

Criticisus:

Education hes brought "physical and
cultural developuent", and to a certain extent "ewanci-
pation", but the colonial distance of sowme 4,000 niles

(1) Cramer and Browne, cited above.
(2) PFundamental Educaticn, p. 123,
(3) "3ritish Policy', supra.
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lends enchantuent to the view, and diums the re¢ality of
the possible (or impossible?) “assiwiletion” of 5,000,000
Congolese even before their aspirations to "incorporation

intc the French Republic" have becn testeda(1>

(iii) The Belgian Policy:

A policy of "pragratisu" - a2 well-
neant "paternal regire" - showing lack ¢f experiences;
educaticn tu assure the "waterial advancerent of the
African."

Criticisiis

Bducation has brought "ucterial ad-
vancement", and has opened up supply channels to fulfil
in the teuporal requirewments of the Africa, but has
failed tc equip hin for full appreciation of the en-
suing advantages at which he has grasped, spurning the
paternity which supplied ther:, 2and prowptly cormitting
patricide,

(iv) The South African Policy:
A long-teru policy of "full parallel"

(therefore "separate") "“developuent", prouoting "Dantu
self-governuent"; educativn to equip the Jantu for
"national and tribal adwinistration" based c¢n "tradi-
tional leadership", by academic, industrial, agricultural,
couwercial and adwinistrative trainingo(3>
Criticisuis

FEducation, which has been slow in
cowing in its present form, has alrecady coubated 11~
literacy and ensured that training which has led to
the responsibility and independent developnent of the
Bantu. The Bantu (and the world) will however require
continued proof that he is receiving cnly the best in
education, and continued reassurance that as his indepen-
dent nation=2l progress is developed, he will always
have that same opportunity of contact in the educational,
scientific and cowmiercial field which is assured to all
other national units, irrespective of colour, affording

(1) Quotaticne frow (k)(ii) "French Policy"; supra.
(2) Quotaticns frow (k)(iii) "3elgian Policy"; supra.
(3) Quotations frow (k)(iv) *Scuth African Policy; supra.
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hin an cutlet for his new-fcocund abilities.

(v) General:

Whereas the USritish, French and JDelgian
policies have had their day, partly because the one-tine
basic factor of colonization is scuwething ¢f the past,
and partly because they have sped up the educatioconal
prograume for the African towards material and teuporal
advancenent, cconditioned by an unnatural aduinistrative
dependence upon the houme land, without weaning the
African to independent natiovnal security, the South African
policy has the redeecuwing feature of acknowledging the full
personal and naticnal ability of the 3antu to develop
along the sawe o0ld, long, and often tedicus road towards
responsible independence, "the training of the people for
the people, for the people's nceds and espiraticns."

Upon my return to South Africa, invitations were
not slow in forthcouing, and I had the cpportunity of
addressing unany varied gatherings (including rallys and
a conference of the Christian 3tudents' Association,
gatherings of the "Kerk Jeugvereniging," Missionary
bodies, schuols, teachers' assocliatiops, a "Happortryers-
klub", the "Christliche Akadenie in Suedafrika Studen-
tentagung" - where the theme "die Gefahr der uodernen
Gesellschaft: Staacten chne Suerger" proved one of the
wost profitable cpportumitiecs offered) on the subject of
African education.

What iupressed ue above all was the keen desire
on the part of practically every neuber of practically
every audlence - and that is saying = lotl- to learn
something, nct only about the countries visited, but
especially about the people and their way of life. I
was surprised at the absence ¢f prejudice, but I was
horrified at the presence of ignorance. I was even nore
horrified when I was intrcduced to cone gathering, for-
tunately a very swmall cone, by a charwing and well-
meaning hostess who described nie as "someone who can
tell us everything about Africal!™ I hurriedly corrected
the aberration by describing i.yself as "one of those who
is desirous of finding the Right Road for education in
our multi-racial hcueland, and is convinced that this Road
will be found in education itself, therefore the true
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teacher will always reunain the huible student."

dantu Educaticn in South Africa has launched
out into the ccean of opportunity. JSuffeted by waves of
criticisu it has had tc bale cut wuch thaot is undesirable, .
but it is finding a stecady keel. This dues nct detract
frowu the fact that the ocean lics ahead, and in its
naevigation South Africa has learnt froun: the wistakes,
and eventual wrecks, c¢f others.

"Events are noving with breathtaking swiftness
in Africa," said Mr. Dag Harmarskjoeld. ZEvents have
causes - and these, with relaticon to the education of
the African, nust be studied carefully. Events have
effects —~ and these are already being felt with relation
to the education of the African. It is said that a
Destiny controls wmen's lives. But hcow often nen heap
together the wnistakes of their lives and create a onster
which they call Destiny. Destiny ray nct be confused with
Purpcse. Divine purpose is ever opposed te uere Fate.

The buying power of the Dantu has been estimated
by the Deputy-Minister of Econci.dic Affairs at £1,000-
riillion 2 year. This fact alcne raises education frow
the mere classroon instructor (however iuportant his
task as such) to the guide for right thinking, right
living, right evaluatiun, ye¢s - the right spending of the
weekly pay packet.

Merely to list certain proposals for the advance-
rnient of education would be insufficient, but even the
brief notivation of a few would indicate at least the
directicn in which educaticnal growth should wove.

(i) In the African States especially

(a) The elencnts of education, reading and
writing, to coubat the worst illiteracy, should be nade
available to all. In Nigeria, for instance, even letters
¢f the alphabet had no wmeaning for uillions who voted -
the electorate did not vote by miarking a ballot paper;
each pclitical party had its own syubcl - such as a
horse, a gramophone or a chair - and one of these symbols
was pasted on each ballot box and the voters siwply
placed unmarked pieces of paper in the respective boxs

(p) The priuary course shculd include a wide
range <¢f acadeuic, technical, wanual, industrial and

agricultural courses so as tc¢ enable the pupils not uerely



234.

to learn the subjects but tc learn what there is awaiting
then in the pursuance of these respective courses. An
instructor coniplained that technical students were

taking & certain course ucrely because they liked the
neme ("wetallurgy') or in another case because they

liked the instructor, without any idea what the course
offered or where it lead.

(¢) There should be a closer link between
howe and schocl, with nLwore responsibility on the part
of the home towards the school.

(d) Teacher training should receive far nore
attention. When I asked a Geovernwent executive what he
considered the first step in this direction, his reply
wass: "Raise the salaries of the teachers." I asked him:
"But won't that nerely attract to the old and honourable
teaching profession those who 2re seeking a remunerative
job rather than an cpportunity to¢ scrve their pecople by
educating its children?" He replied: "It will - and
that applies to any profession.”

(e) Character training is one ¢f the wost
essential features of education. This should ccrnie frow
the howe and permeate the schcol and in turn cowme frow the
school and pcerweate the howe. In the case of illiterate
houies we should be careful not to conclude that it will
necessarily be a case of one way traffic. Learning and
character are cowplemwentary but not synonynous. A
brilliant student received a First Class certificate, but
his illiterate father was nut iipressed. "Hisg certificate
is valueless because i1t has been issued by an incoupetent
teacher", he cowplained. "Lut the teacher is nost con-
petent," sovi.eone assured hiw. "He is incoupetent because
he failed to cane wuy boy when he told a lie,;" the father
persisted.

(£f) Religicus instruction is sorely lacking in
most African education. This does not apply rnierely to
one religion, but tv all. In & school wherc.the Christian
religion was being taught I heard the cowplaint frow. a
teacher who was an ardent Christian: "The children are
learning to know the Bible but they are not learning to
know the Author of the Dible.™

In 2 school where the livhaliedan religion was being

taught I heard the cowplaint, sinilar to the above-
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wentioned, that "the children are learning to read through
the Koran, but they wight as well be using any other Arabic
textbook."
(ii1) In the Republic of Scuth Africa especially
(2) In view of the project to wipe out
illiteracy within the next twenty years it should be borne
in nind that the uere enrolient of pupils (especially in

sone farn schcols) is no guarantee for their educatiun.
(b) While the decentrilization of edu-

cation in the wmany farwu schools has this advantage that

the children can attend without any great travel or board-

ing problews, it has this distinct disadvantage that too

ruch reliance is placed on the ability (or disability)

0f the often illtrained teacher.

(¢c) An inspector of education pointed out
te we the keen desire cn the part of the Bantu teacher to
prouote as nany pupils as. pussible, cunsidering it a
good deed towards his race. He would be disloyal, he
considered, were he to fail the weaker newubers of the
class in a public exauwination, &s they were "his people."

(d) The above wmay or unay nct have to do
with the fact that there is a disparity of judgnent
between the Eurcopean and the Dantu teacher. "I have just
remwarked an English essay written by a2 Standard V1 pupil
for which the 3antu teacher awarded 16 ocut of 20, but for
which I would not award 4 out c¢f 20} said the inspector.

(¢) The 3antu tecacher doces not yet see
Bantu Educaticn as part of an international schewme. His
horizon is liwited, his perspective cften warped.

(f) Lantu Educaticn has this advantage
that 1t is not liwited by Provincialiswm. It benefits
above Eurcpean Education in this respect with regard to
policy and admninistration.

(g) 4n inspector expressed the cpinion
that the Standard V1 level was the nost inportant in the
whole scale of Bantu Education, and required the wost
critical study oun the part of the authorities. It was
the "pons asincruw" not only for the pupil whe was trying
to make that grade, but also for the educator who should
use that grade as a test of both the ability of the pupil
and the value of the systen.-

TN
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.) Conclusion:

The Interdepartwental Cormiittee cn
Native Bducation suwn.arizes the principles of education
with regard to the Bantu as followss
(i) "Educaticn should(iih at enabling the

(ii) it "should eneble the Native to control

(2)

(iii) "not only should education enable the

Native to interpret his environwent";

his environuent wore effectively";

Native to interpret and to control his environuent, but
it should als¢o enrich his environment”o(3)
The Conaission ¢n Native Education says "the function
of educativn is to transwit the culture of a society frow
its wore wature to its inmature uewbers, and in so doing
develop their powers. The essential problen ¢f education
arises because of the gradual decline followed by the
death of the clder wenbers and the birth ¢f new ncubers
who are igncrant of the couiwunity and its culture but who
will becowne protagonists c¢f that cultureu"(4)
ATter having shown that wan 2s 2 social being lives
in a scciety in which therc¢ are 2 nuwber ¢f social insti-
tutions or groupings, which have to fulfil specific
functions, e.g. the fanily, and other pclitical, econcuic
and religious groups, and that these sccizl institutions
imbue individuals with attitudes, social values and know-
ledge, thereby iuparting "social educaticn", the Cown-
uission points out that "as huwan scciety has becoue wore
coLplex and the social heritage has becoiie richer and
Lore cowplicated, it has becowe necessary for certain
societies to develop 2 special institution or set of
instituticns for the purpose ¢f transuitting elewents
¢f the culture not easily or necessarily transuitted by
other sccial institutions. In this way schcols have been

(5)

called intc being."

(1) Report Interdepartuental Cowwnittee cn Native Educa-

(2) tions 1935-1936; p. 107, par. 538.

2 ibidj; par. 539.

(3) ibid., par. 542.

(1) Report, Conission on Native Education, 1949-1951;
p. 129, par. 754.

(5) ibid., p. 129, par. 756.
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The Coua:ission expresses the opinion that "Bantu
development and Dantu educaticn must be largely synony-

(1)

the ainis ¢f BDantu education:

nous terns," and proposes the following definition of
"(a) TFrow the viewpceint of the whole society
the ain of Bantu education is the developnent ¢f a
modern progressive culture, with sceciasl institutions
which will be in harnony with cne ancther and with the
evolving conditions of life to be net in Scuth Africa,
and with the sch.ols which must serve as effective agents
in this process of developuent.

(b) TFrou the viewpoint of the individual
the ains of Bantu education are the develcpnent cf
character and intellect, and the equipping of the child
for his future work and surroundings."

Frou the above it 1s obvioug that the Education
of the Bantu cannot be left entirely tov the European,
as the "developuent of culture" cannct be introduced by
ira.igrants into the Bantu national life, but nust be
undertaken by theriselves. The Bantu hiitself nust
"interpret and contrcl his environuent."

It is, however, equally obvious that the Dantu rust
be assisted in this task, especially as in cur wodern
"hurian sccicty" which "has becowne more conplex", and as
nany of the Bantu "social institutions or groupings"
have ceaszd to function satisfactorily, partly because
of detribr.lization and partly because of the annihilation
of so uany gecgraphic, econciiic and national barriers in
our nodern age.

Educaticn, therefore, "should enable the Native to
interprct ond tu contrel his cnvircnient" and to "e¢nrich
his environuent." The ancient "social educaticn® is
insufficient tc serve the Bantu couwunity in this age,
and nust be supplenented, but not supplanted, by "a special
institution or set of institutions for the purpose cf
transuitting eleuments of the culture not casily or
necessarily transmitted by cther social instituticons.
This is the task of the "schcol" which umust function as
an "effective agent" in training the Bantu in the rudi-

(1) Report, Cormission on Native Bducation, 1749-1951;
p. 130, par. 764.
(2) ibid., par. 765.
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nents, the elcuents, the necessary wedia for the con-
veyance of knowledge, and in leading hin to explore and
discover acadcuic worlds unkncwn, without necessarily
estranging hiw frow his own world.

As "the egsential problen of educaticn arises
because of the gradual declinc followed by the death
of the older ueubers and the birth of new ueubers who
are ignorant ¢f the ccrwaunity and its culture", s¢ the
present essential cf education has arisen because of the
gradual decline of the colder instituticns (whosc death
is not necessarily desirable) and the birth c¢f new
institutions which are ignorant of the coisiunity and its
culture and are unable to assure the 3antu his birthright.

Education rust not superiupose a wodern, a foreign,
culture, but rust assist the Dantu in his sou often
difficult process of selfdeveloprent, calling in the
aid of wodern, if western, cuiturce and =ducation.

Although in the past it has been brought to the
Bantu through a soietiues less fortunate inpact of
western civilization, educaticon nust reuerber the true
wcaning of catechisn(l) as oppoused to gggggjgig9(2)and it
Lust distinguish between the two.

It would be an insult to the ability and integrity
of the Bantu, igncrant in wany ways ¢f Buropcan, western,
culture and lcarning, ye¢t versed in his own naticnal
culture and tribal wisdoi,, to offer hii. nothing wore
than a "catechisw", an introduction froui without,; of
western education. It would be a sincere gesture,
while ewmploying the advantages of western ways, to
"educate" hin, to nuture hiu, toc nuture hin. to the full
developuent of those inherent abilities which will give
hii. the full stature of an cducated nan.

For this recascn we see the sducaticn of two groups,
with their different cultural and historical backgrounds,
the Dantu 2nd the BEurcpean, developing separately in
loyalty to, and with respect for, and in appreciation

of, what each has received as his own peculiar and

(1) Fr.i: the Greck "lkatechiz-cin', "to¢ din into the ears";
frow "kata","down -, and "eche', “scund'.)

(2) Frcw the Latin “cducare", “to lead"; frow "M, "cut",
end "ducerc¢’, "to leaw.)
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precicus gift.
Tec Bantu and European alike we weuld say:
"To thine own self be trues
ind it wust follow, =28 the night the day9(l)

Bducetiun is & spiritual renaissance, and South

Thou canst not then be false to any nan."

Africa has sought wisdow and guidence frown Holy Scripturc
in her task of crientating herself tc her educational
task. If "urientate™ ieans "to turn toc the cast", then
we would reieiiber that the Magi frcuo the East turned
West in search of Wisdoir, and found it in the Person of
Hii. Who is Truth.

Would that in all things the prayer of the Republican
Pregident, Paul Kruger, uight becoue practice:

"Naar Uw geboden, Heer,

Ig onge levensleerﬁ"(2>

(1) Shakespearc: Hzrlet.
(2) TM“hccording to Thy counandients, Lord,
De cur principles of 1ifc."





