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ABSTRACT

IDEOLOGY AND THE TRAINING OF HISTORY TEAEHERS

AT COLLEGES OF EDUCATION

M. PHIL. MiNITHESIS

DEPARTMENT OF PHILOSOPHY CIF EDUCATION

UNIVERSITY OF THE I^IESTERN CAPE

This dissertat ion is an attempt at locat ing the

connetrt ions that there exiEt between ideolog), and

education. To this end I have looked at the training o{

History teachers at Eo1 Ieges of Educat ion under the

Department of Education and Culture in the House of

Representat rves.

l'ly f irst move is an i nvest igat ion i nto the conceptual

frameworks within rvhich the term ideology is located,

This is done in Chapter One. In Chapter Two ideotogy is

contextualized within the South African educational

syste.n. This is attempted by investigating the

historical connections that there exist between ideology.

and edutcation in South A{rica. In other words, a brief

History of Chrrstian National Ideology with specific

re{erence to the training of History teachers in South

Afr ica, is at tempted .



From this historical-theoretical analysis of ideology and

History teacher training in South Africa, I proceed with

an ernpirical and analytical critique of the current

curricula prescribed for the training of History

teachers. This is done in Chapter Three,

Chapter Four discusses the different positions in South

A{rican Historiography. These positions are discussed as

different debates contesting the dominant Christian

Natronal Histrrography on whrch the History curricula for

teacher trainees are based.

The first four chapters are purety historical and

empirical analysis. Ehapter Five develops a.rnc,re

theoretical and philosophical argument troncerning the

democratization of 
,History teacher training and the

ideological underprnnings retated to it. To this end a

number of questions are raised concerning the

philosophical and ideological underpinnings of such

notions as democracy, autonomy, accountability and

bureaucracy. The assumptions embedded in these notions

and hor.r they would af f ect democrat ic teacher training are

unpacked in this chapter.

Given the attempts to democratize teacher training aE set

out in Chapter Five, the final chapter argues for wayE in

which the intellectuals at Cotleges o{ Education can



contribute to the democratic process. The chapter sets

out to have a closer look at the Gramscian conception o{

hegemony. I attempt at arguing that intellectuats at

Eolleges of Education can contribute to a new hegemony in

South Africa. In this way they would contribute to new

tronceptrons of ideology and its retationship to History

teaching and the training of History teachers.

FEBRUARY 199O



ABSTRAK

IDEOLOGIE EN DIE OPLEIDING VAN EESKIEDENISONDERWYSERS

AAN ONDERWYSKOLLEGES

M, PHIL. MINITESIS

DEPARTEMENT VAN FILOSOFIE VAN DIE OPVOEDING

UNIVERSITEIT VAN h'ES-KAAPLAND

Hierdie dissertasie is 'n poging om die verband wat daar

tussen ideotogie en onderwys bestaan uit te 1ig. Ek het

gevolqlik die oplerding van Geskiedenisonderwysers aan

onderwyskotleges wat ressorteer onder die Departement van

Onderwys en KuItuur, Raad van Verteenwoordigers, 'in

oEnskou geneern.

My eerste stap is 'n ondersoek na die konseptuele

raarnwerk waarbinne die begrip "ideologie" voorkom. Dit

word in Hoofstuk Een uiteengesit, In Hoo{stuk Twee word

ideologie gekontekstualiseer binne die Suid-Afrikaanse

0nderwysstelsel. Derhalwe sal daar gekyk word na die

historiese verband wat daar bestaal tussen ideologie en

onderwys in Suid-A+rika' Met ander woorde, 'n kort

oorsig van die Ehristetike Nasionale Ideologie met,

besondere verwysing na die opleiding van

6eskiedenisonderwysers in Suid-Afrika,



Van hierdie histories-teoretiese analise van ideologie en

onderwyseropleiding betre{fende Eeskiedenis in

Suid-A{rika, begoog ek om die huidige kurrikula wat vir

die opleiding van Eeskiedenrsonderwysers voorgeskryf is'

empiries en analities te ondersoek. Dit word in Hoofstuk

Drie gedoen.

Hoofstuk Vier bespreek die verskillende standpunte in die

Suid-A{rikaanse Historiografie, Hierdie standpunte word

bespreek in die vorrn van verskillende debatte wat die

dominante Ehristel i ke Nasionale Historiografie kontesteer

waarop die Geskiedeniskurrikula van student-onderwysers

gebaseer is.

Die eerEte vier hoo{stukke is suiwer historiese en

empiriese analises. Hoofstuk Vy{ behels 'n meer

teoretiese en f i:l.osof iese diskoers betref fende die

demokratisering van onderwysopleiding van 6eskiedenis en

die ideologiese grondslae wat daarmee verband hou. In

hierdie verband sat 'n aantal vrae gestel word

betreffende die {iloEofiese en ideologiese grondslae van

sulke aspekte soos demokrasie, outonomie, verantwoording

en burokrasie. Die veronderstelling wat in hierdie

aspekte ingebed is en hoe die demokratiese

onderwyseropleiding af{ekteer, word in hierdie hoofstuk

uitgelig.



6egee die pogings om onderh,yseropleiding te demokratiseer

soos uiteengesit in Hoofstuk Vyf, word in die

slothoo{stuk betoog in hoe 'n mate die intetlektueles by

onderwyskolleges kan bydra om die demokratiese Prosels te

bevorder. Die slothoofEtuk beoog om dieper te kyk na die

Gramsciaanse konsep van hegemonie. My betoog is dat

intellektueles verbonde aan onderwyskolleges wel 'n

wesenl i ke. bydrae kan lewer orn 'n nuwe hegemonie i n

Suid-Afrika daar te Etel. Hierdeur kan hu1 bydra tot

nuwe konsepsies van ideolog ie en sy verband rnet

6eskiedenisondderig en die opteiding van

Gesk iedeni sonderwysers .

FEBRUARIE 199O
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PREFAEE

This dissertation is an attempt to contribute to the

growing debate on the role o{ History in the school

curricutum and how History teacherE at Col lElges of

Education under the Department of Education and Eulture

are trained to pursue this role.

My central claim ls that there exists e connection

between ideology and education. This connection is,

however, not a contingent connection in the current South

African educationat system. It is my contention that

this trBnnection has deep historical and political roots.

To this end, History teachers have been used to maintain

and entrench this tronnetrtion in the schooling system in

South Africa. The training at Cotleges o+ Education has

been planned and structured with this aim in mind: the

aim of pursuing the, connection between ideotogy and

education. In this regard History should have a

reproductive function: reproducing the dominant ruling

class ideology in South A{rica.

However, the connection between ideology and education is

not aE static and mechanistic as people would want it to

be. I believe that this connection can be and has been

contested, To this end the struggte for a new hegemony
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in South A{rica bears testimony. This research paper is

an attempt to contribute towards this struggle. In this

regard I believe History teachers at Colleges o{

Education have a unique role to ptay. Their concePtions

of ideology and its connection to History teaching is

crucial for the way they train our {uture History

teachers. There exists an urgent need {or History as a

formal schoot subiect to be taught in a criticat fashion.

To this end, the educational aims o{ History teaching at

schools must be defended. Educational aims such as

developing the pupils'critical {aculties and

skitls-based History teaching must be argued for. In

arguing this we must accept that History indeed holds a

place of prorninence in liberal and liberating education'

Otherwise this research could hardly be iustified.
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CHAPTER ONE

I DEOLOEY A EONCEPTUAL FRAI'IEWORK AND ITS RELATION TO

EDUCAT I ON

ln this chapter I wi t I develop a conceptual framework of

ideology. This framework wilt be the conceptual tool

used to define ideology as used throughout the thesis.

THE NOTION OF IDEOLOEY AND HOW IT IS RELATED TO EDUCATION

The notion of ideotogy and its relationship to education

has occupied a central position in many debates in

education. I will specificatly attempt at locating the

debate within the practice and theory surrounding teacher

training n especially the training o{ History.teachers at

Colteges of Education under the Depgrtment o{ Education

and Eulture in the.House of Representatives. My central

question is: are History students at these trolleges of

Education being trained to promote or reproduce an

ideology? If sor what is the nature of this ideology in

terms o{ the conceptual {ramework of ideology which wilt.

be expounded upon. what potential does there exist to

rid teacher training o{ ideology? Must teacher training,

in this case the training of History teacherE, be related

to ideology? These are questions that will be answered

in later chapters. Let uE {irst proceed to have a brief
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look at what ideology is.

A maior claim concerning the conceptual analysis of

ideology is that ideotogy, an understanding of it, sannot

be divorced from domination, The notion exists that

there is a concEptual connection between rdeology and

dominat ion, Historical ly, ideology has become embedded

in politicat domination in South Africa. Evidence to

this effect is suggested by the History o{ Afrikaner

Nationalism as an ideology. This ideology was to reach

its climax in 1948 when the Afrikaner National Party

became the ruting political party in South Africa. This

political domination has penetrated all spheres of South

African society r including educat ion. Educat ional

practice in South Africa has strong rdeological

foundations which are related to domination. This is not

only a conceptual relationship but atso an historical

one. I will develop this historical relationship in a

tater chapter. I will now proceed to look at some of the

arguments relating to ideology and exactly what it is.

John Thompson in his work Studie in the The vo{

Ideoloov, makes strong claims for the link between

ideology and domination, In developing his concept of

ideology, he reiects ideology as purely "a system o{

bel ief s" ( 1) .
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He views this as too neutral a conception of ideology. A

fnore crit ical concept ion is to view ideology as a {orm o{

domination. It is important at this early stage to

exptain my understanding o{ what is meant by domination

and its connection to ideology. Domination in this

connection does not only relate to the crude Political

domination generally understood by the term. Its finer

meaning is underpinned by such notions as pervasiveness.

Imbedded in this notion is the as5umption that ideas and

practices that pervade a given society and are acceptedt

are generally seen as forming part of the dominant

ideology of that society. The concePt domination

pre-theoret icat ly contains crude not ions o{ pol i t ical

power and power-sharing. However, a more theoretical and

analytical conception of domination would operate within

a more defined and moderate framework. This {ramework

should be informed by democratic notions and not by crude

pot i t ical ideologies. Fttrthermore, I do not see

domination in this context gravitating towards control in

clne way or another. This would give domination an

authoritarian connotat ion. Ideology and dominat ion do

not relate to this. It concerns developing a dominant

"col lect ive wi 1 1 " wi thout co-erc ion '

What is AlthusEer'€. response to this concePtion of

i deot ogy?
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Althusser maintains'th"t ideotogy could be betie{s found

in social pract ices or inst i tut ions ' He says that

ideologies "always exist in an apparatus" (P). In the

context of this research paper, apparatus wou'ld refer to

official state po1 icy and inst itut ions concerned with

teacher training

In attempting to elaborate on rny own tronception o{

ideology and how it retates to the training of teacherst

I will have a closer look at Althusger and his

trontreptions of schooling/education as part o{ the

Ideological State Apparatus, hereafter referred to as the

ISA.

The claim that education is part o{ the ISA is based on

the notion that education reproduces the dominant ruling

class ideotogy via its structures and institutions. ThiE

is a functionalist conception of ideotogy. It is

furthermore structural functionat, in that teacher

training inst itut ions, as one of the inst itut ions withi n

an educational system, perform a particular {unction.

This not ion of ideology assurnes that the inst itut ions

reproduce the ruling class ideology. This argument might

be logica1, given the functionalist conception of

ideology, but it may not necessarily be true' Why do I

say this? It is because this type of argument has an

historical materialist conception of ideology' It leaves

l
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tittle or no sPace +or human agency to operate'

Educational institutiions do not consciously or

unconsciously reproduce state ruling clasE ideology.

This is a too mechanicat and static concePtion o{ how

ideology operates. Embedded in this notion is the false

assu.npt ion that inEt i tut rons do not o{{er resistance to

ideological forces. Leon Benade in his paper, "Is the

Althusserian Notion o{ Education Adequate?", argues that

Althusser fails to acknowledge the fact that "''' the

school has an in-buitt potential to accommodate and

initiate certain vital {unctions" (3) . I wilI r in a

Later chapter, exptain what vital functions training

colleges can "accommodate and initiate" in resisting the

Althusserian notion of ideology. Let us have a look at

some of the cruder aspetrt's of Al thusser's concept ion o{

ideotogy.

A 1 thusser

c t asses .

his work

(4) .

argues further that ideology operates only in

This has been contested by Goran Therborn in

The Po r o{ Ideoloov. t he Ideotoov o { Power

This relationship between class and ideology has a

rnaterial ist base and is cruciat 1y stat ic. what sPace is

there in this tronception of ideology for education and

democracy? Althusser in his explanation of the I5A views

educat ion as one o{ the rnai n, i + not the mai n, reproducer
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o+ ruling class ideologY.

Because Althusser's conEeption of ideotogy does not

create space for human agency, it might have subtle if

not overt elements of positivism about it' His

conception of ideology would be what Gramsci terms

,'intel lectual construct ion" (5) . It could be seen as

Eome form of social engineering. Social engineering

re{ers to the notion that societies and human action can

be planned and manipulated by pregcribed formulae. This

notion is based on the {atse assumPtion that human beings

act accord i ng to { i xed .procedurGls ' I t leaves no space

{or human agentrY.

Locating ideology in classes can be seen as a very narrow

conception o{ ideology' This is placing ideology in a

very strict economic paradigm. This argument betieves

thatpeople'sideasareformedbytheclasstheybelong

to. In other words ideas are determined by economic

conditions. In this instance Althusser stresses the

materiatity of ideology and the autonomy o{ levels in

society.Levelsreferringtoinfrastructuresina

EOciety. This is what makes Althusser'5 conception o{

ideology determinist ic. trJhat are the counter arguments

to this concePtion?

One counter argument is that society at large formulates
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the ideas and belie{s of people. People deterrnine their

own ideology given their EoCial experience. Althusser

says noi people's ideology is determined by their

econornic conditions, by their position. This is a

central claim of AIthr-rsser, It is based on the notion

that ideas function within c1a55es. This notion has

serious consequences for education- What are they?

This notion of ideology as5Llmes that these ideas cannot

be challenged, cannot be ctranged by education. That

ideology is lodged rari thi n the educat ional pract ice. How

can thiE be dislodged? How can the materialist

conception o{ ideology be moved away {rom? An attempt to

find answerE to these questions uloutd be my next move.

The space for human agency and education can be found in

Grarnsc i 's concept ion of ideology. In viewing ideology as

a social process, Gramsci argues that this Process is not

static and deterministic. This social process should

eventual ly lead to the establ ishment of a new hegernony

which would be the dominant ideology. This conception

retating to domination, links up with Thompson's

conception of ideology, Ideology is not static a5 in the

Althussarian Eense. As a social Prcrcess it is seen as a

dynamic force that can transform society. What are the

impt icat ions for educat ion?
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The Gramscian concept ion of ideology .can play a central

role in trans{orming education. In developing this new

ideologyr Gramsci argues for a moral and intellectual

transformation. Thrs argument creates sPace {or

educationists to play a role in transforming society and

contribute to the establiEhment o{ a new society. This

is the intel lectual 's contribut ion to establ ishing a nehr

ideology . trJhat does Gramsc i mean by th is?

In developing his argument concerning the transformation

o{ a society, Eramsci tocates two types o{ intetlectuals.

The traditional inteltectual and the organic

intellectual. The organic intellectual is viewed as one

who plays a role in the extra-curricular/non-formal

sector. Trade Union leaders are seen as examples of

organic intellectuals. Howeverr this does n?t imply that

your organic intellectual is also not a traditional

intellectual, a traditional intellectual being a person

with a university or college education. Industry could

have engineerE, bank rnanagers, architects and scientists

who take on the role as organic intellectuals, although

having a university education. How does this relate to

rny concept ional f ramework of ideol oqY? Do these

intellectuals have a role to play in developing peoPle's

ideas? These are crucial questions in understanding

Gramsci's notion of ideology as a social experience. I

wilt attempt a detaited answer to these questions when
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deal i ng wi th the intel lectuals at teacher training

will be anEwered also in the context o{cot leges.

i deo 1 ogy

This

bei ng an i ntel lectual tool for th i nk i ng .

I will now proceed to summarize this chapter by brie{ty

look i ng agai n at what rny concept ional {ramework of

ideotogy is. Let us {irst look at what ideology should

not be.

Ideology should not be iust a system o{ beliefs. This is

too neutral a conception of ideology. This is conceiving

ideology to be a ,nere pract ice h,i thout any r igorous

foundations related to domination or hegemony,

Ideotogy should not be Eeen as a static concept with a

material base. This would be a too reductionist and

determinist view of ideotogy. This argument endorses the

idea that ideology is embedded in social classes and

cannot be dislodged from it. This iE what makes this

concept ion o{ ideotogy stat ic, Ideology is not the

monopoly o{ a particular class. What then is my

Ideology should be seen in its societal context'

Ideology should also be located within the politics o{

t iberat ion. This fneans that ideas worked at and t ideatsl

r,lgrked towards should be aimed at creating a new hegemony
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- countering the dominant rul ing class ideology. There

should be a connection between ideoloqy and domination.

Intellectuats cannot view ideology iust as a system o{

bet iefs. Intel lectuals in this context meaning both the

organic and traditional intellectual in the Gramscian

sense. However, the tradit ional intel lectual at teacher

training colleges must also, via the training of the

History students, contribute towards the "collective

wi 11,' (6) . I wi 1I argue that the col lege intel lectuats

wi I I have to tocate themsetves i n the "hrar of posi t ion"

as defined by Antonio Gramsci. How this is to be done

will be tooked at 1n " later chapter. what would this

new ideology be seen as?

This nehl concept ion of ideology must be non-dogmat ic and

non-stat ic . I t must be i n{ormed by soc ial Pract ice,

including educat ion. Educat ion pract ice must inform

ideology and not ideology influence education. This

means that a practice acceptable to the majority should

be worked towards. Not a concElPt ion conceived by an

elit ist minority parading as Ideologues and foisting it

on all.

I wilI noul proceed to look at how educationr egpecially

the training of History teachers in South Africa has been

in{luenced by ideology. My next chapter will took

brie{ly at the historic.:1 connect ion that has evolved

between ideology and the training of History teachers'
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CHAPTER TNO

HISTORICAL CONNEETION BETWEEN

EDUCATION AND THE TRAINING OF

CHRISTIAN NATIONAL

HISTORY TEACHERS

In this chapter I will show very briefly how

training in South A{rica has evolved along a

ideology o{ race, based on the principles o{

Nat ionat Educat ion '

t eacher

part icular

Christian

This will be looked

training r:f HistorY

at with sPecific referenqe to the

t eachers .

Education in South Africa

been based on an ideology

people should be educated

colour of their skin.

has since the colonial Period

of race' The belief that

d i f {erent 1,y i n terms of the

During the colonial period fnlssionaries ptayed a leading

role in educat ion at the cape. Dif {erent schoolE taere

then already estabtished for di{{erent race grouPs that

constituted the cape population. slave schools and

Khoi-Khoi missionary schools are classical examPles.

Teacher training was also affected by the missionary

influences. The egtabt ishment o{ Zonnebloem Training

School in Cape Town, and Anglican Missionary School and
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Dower Memorial in Uitenhage, a Eongregational Mission

examptes o{ this.School, are two

The Dutch Calvinist conception of society was nurtured

along the frontiers of the Cape during the late

seventeenth century and early eighteenth century. The

Boer frontier communities were to have a profound

influence on educat ional po1 icy in South A{rica in later

years. This policy was to be called christian National

Education. Embedded in the notion of Christian National

Education is the belief that PeoPle are ordained to be

separated in terms o{ colour. This they believe is the

wiIl of God. Education poticy shoutd be part of this

witl of Eod. To give effect to the policy of Ehristian

Nationat Education'a number o{ aPa theid laws such as the

Eroup Areas Act, tl= creation of Bantustans were to come

into being, These were to {orm a structural, legal

framework within which Christian National Education was

to operate. To this end separate schools {or separate

populations in separate areas were to be built. This was

the beginning of a ,township sshooling system'in Black

areas which was to back{ire on its architects in the

Soweto Revolt of 1976.

The notion is consistent with the Calvinist concePtion of

man and society that emerged during the religious

reformation period in Europe and imported to the cape
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during the Dutch Eolonial Rule. The catvinist conception

o{ Education is based on Christian principles o{ morality

and purity. It views education as part of God's plan'

Embedded in this notion is the false assumPtion that God

has plans for differrent nations and peoples' The

calvinist betieves that dif{erent people should be

educated differently according to this plan' With the

re-ernergence of the A{rikander during the twentieth

century a{ter a long period o{ British intervention the

National Party was to resurrect this notion o{ calvinism

and education in 1948. This notion became officially

known as Ehristian National Education.

On the question of History as a school

reasons {or teaching it , Art icl'e Six o{

document concerning Christian National

to say:

subiect and the

the pol icY

Education has this

"Ne believe that history must be taught in the
light of the divine revelation and must be seen
as the {utfilment o{ God's decree (raadsplan)
for the world and humanity. We believe that
the great faith of creation, the FALL and
Breaking of contract (bondsbreuk); the
recreation of,Christ Jesus and the end
(completion - voleinding) of the world, are of
wortd historicat importance, and that Christ
Jesus is the great turning point in world
History. lde bel ieve that God had wi t ted
separate nations and peoples, and had given
each separate nationE and peoples its
particular vocations and task and gifts' Youth
can faith{ulty take over the task and vocation
of the otder generation only when it has
acquired tfrrotrgh instruct ion in history a true
vision of the origin of the nation, and of the
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direction of that heritage. We believe that
next to the mother tongue, the patriotic
(vaderlandse) history of the nation is the
great means o{ cultivating love o{ one'5 own'
(1)

This article has very strbtte suggestions to justify

racism in educat ion. The suggest ion "tlrat Eod had wi l led

separate nations" endowing them with different talents

and tasks in life has covert underpinnings {or iustifying

separat ion in educat ion. Furthermore, the not ion that

History "is the great means of cultivating love of ones's'

own,, is another subtle way of advocating separatism and

el i t ism, Embedded i n the not ion is the assurnpt ion that

the aim of History is to develop nationalist, jingoistic

feelings for "one's own" whatever that might mean' That

this is a true assurnpt ion, especial ly in the case of

south African History, is not necessarily a correct

assumption. The aim of teaching History has a wide range

of crucial areas. This will be explained in the next

chapter when I took at the sytlabus currently Prescribed

for History teacher trainees,

Referring to the training of History teachers, the

chr ist ian Nat ional Educat ion pot icy p laces i tsel f

squarely in the paradigm of positivist educational

theory. This is deduced {rom its reference to the

scientific nature q{ the student's training '

Furthermoren it makes reference to the subject Pedagogic

Science as an important subiect {or the trainee History
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teacher.

that:

The Christian Natronal Education poticy gtates

"We bel ieve that our subst i tutes mutst be
properly traiiled for their task ' At the'inst'ituiions for the training o{ our teacherst
attention must be given to the following
claims: the young men and women must receive a

sc ient i f ical 1y anO systemat i zed trhr ist ian 1 i fe
and world view: they must be instructed in aIt
the necessary secular sciences, but most
part icular 1y i n pedagog ic sc ience ' We bel ieve
in"t their training can and wiIt succeed only
i+ after proPer seie.tion they are Placed under
the guidance of men and women who are
themielves o{ a convinced Christian National
life view and have been brought up as such' Ne

wish therefore to Eee the institutions {or the
training of our teachers as ChriEtian and
National institutions." (P)

This policy still exists today in education and the

training o{ teachers in south Africa. And has been

enunciated in research on teacher training in south

Af rica. Jacobus Wi l lern Payne in his thesis "Die

opleiding van HoHrskool onderwysers binne die Verband van

Binnelandse Aangeleenthede en die Rol wat die

universiteit van Nes-Kaapland daarin Gespeel Het"r quotes

the work of two positivist educational theorists in

support of the Ehristian National educational conception

of education and teacher training. He quotes from the

work of H.J.J. Bingle, et Bl , "Besinning en

Verantwoording": "In die werk BESINNINE EN

VERANTWOORDING word gesE!

'Hierdie onderwyseropleiding moet'n
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Chr i stel i ke-nas i ona 1e
plus aI die ander hod
vereistes, ' " (3)

lewensbeskoui ng behels,
en noodsaaklike

This conception is rein{orced in the quotation {rom

E.C.C. Muller's work "Evaluering van 'n

Begeleidingsinstrument in 0nderwysopleiding" :

"Benewens die vaardighede, kennis en houdings
waaroor hy moet beskik, moet hy in die skoolt
soms daar buite, sy dagtaak met geloofsvertroue
tegemoet gaan, met liefde aan God en aan sY
naiste, uit Iiefde en eer tot 6od." (4)

These were the historicat-theoretical foundat'ions for an

educational policy in south Africa concerning the

training of History teachers. on the practical level

laws were to be formulated that would make education

racist/separate in terms of "separate nations" according

to Ehrist ian Nat ional Educat ion pot icy.

when the National Party came to power in 1948, concerted

e{forts were made to push legislation through parliament'

The idea was to make separate educat ion legal . The

Bantu Education Act of 1953, which resulted from the

Eiselen Commission,s report of 1951, removed control o{

a1 I schools for 'Bantus' from the Educat ion Departments

o{ the Provrnces and placed them under controt o{ the

Native Af{airs Department. schools were placed in the

hands of 'Bantu' School Boards. Differential syllabuses

for ,Bantu, schools were laid down. similar legislation



was passed in 1963 concerning the education o{ so called

coloured people. This legrslat ion was to be of{icia1 ty

known ag The cotoured Persons' Educat ion Act , No 47 of

1963. Control o{ so cal led Coloured educat ion was

removed from the Education Departments of the Province

and placed in the hands of a Coloured Education Advisory

Counc i 1 .

t7

some mi 1i tarrt resPonses f rom the

fraternity (5).
These Acts were

disenfranchised

met wi th

t each i ng

This Act had crucial impi icat ions {or teacher training in

South Africa. That in so much as education had always

been separated covertly if not always overtlyr these

Education Acts would {urther entrench the christian

National Education policy in South A{rica, thereby

further tegalizing education and the aPartheid ideology.

Separate Education Departments were established to deal

with the administration of teacher training for different

population groups. In the case of church institutions

such as Zonnebloem and Dower, they were to become

quasi-state inst itut ions. State syt labuses were

off ic ial ly prescr ibed and prescr ipt ions {or teacher

trai ni ng became fnore posi t ivist i n i ts nature. Standards

di{fered from one population group to another. standards

in this context meant dif{erent levels of course
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prescriptions and qualifications for entry and also

trurriculum content. This dif{erence can be

quantitatively dernonstrated by the admission requirements

applicable to the di{{erent PoPulation grouPs'

For admission to a so called coloured Training school t

the minimum entrance quali{ication was a Junior

certificate, whereas the entrance quali{ication to a

Black training school was a standard six certi+icate'

This was to remain the case long after the whites had to

have a minifnurn qual if ication of standard Ten to {ollow a

teacher,s course. Ttre trlhite Education Department did not

have Training schools wlrich catered for students with a

Junior certificate, only Training colleges which are post

matr ic trai ni ng i nst i tut i ions . The so cal led coloured

Education Department only reached this 1evel in 1984 when

the last of the Training Schools were upgraded to

Training Co1 leges.

This historical connection between the christian National

Education policy and teacher training has not changed in

termsoflegislature.However,thereWerernovesat

different stages to change the course curricula in terms

of entrance qualification and course Prograrnme pursued.

In1963teachertraineesatSocaltedcoloured

institutions with a matric certificate could {o1lc'}w a

thirdyearofspecializedtrainingwhichwouldleadtoa

I
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Primary Teachers' Diploma (P.T.D,). This was supposed to

be an improvement upon the then existing two coursest

namely, the Lower Primary Teachers' trertificate

(L.P.T.C. ) which were f of towed by both males and f emales

with a Junior Eerti{icate. This was a two-year course-

I'tales hlere subsequent ty exc luded f rom this course

direction and had to have a Matriculation Certificate to

follow a two-year course leading to the Primary Teachers'

Certificate (P.T.C.).

In 198e the whole structure of teacher training in

Coloured education changed. The lower Primary Teachers'

Certif icate (L.P.T.C.) as a quali{ication was phased out.

This was seen as a progressive step.

Schools that o{fered these courses were upgraded to

Training ColIeges. These were schools tike Zonnebloem

and Wesley. The Primary Teachers'Certificate (P.T.C.)

and the Primary Teachers' Diploma (P.T.D.) as

quatifications were replaced by a compulsory three-year

course leading to what is known as a Diploma in

Education. This would quali{y the candidate to teach in

the primary school at either the Junior Primary School

level or the Senior Primary School levelr depending on

the course direction the student followed at college.

Furthermore, the student could oPt r given his results in

his first year, for what is known as a Higher Diploma in
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Education (H.D.E.) which starts in his second year o{

training. This is a {our-year course which qualifies the

student to teach at the Secondary Schools. The student

who f ol lows the Dip.toma i n Educat ion can do an opt ional

fourth year, also leading to a Higher Education Diptoma

but with the qualification to teach specialized subjects

in the Senior Primary School.

These structurat changes were all made in the name

'improvement of standards' in the teacher training

prograrnme of so cat ted cotoured students. However

syllabus content prescriptions introduced in 198e

retrogressive step compared to standards that were

applied to the Primary Education Diploma CourEe.

o{

r the

were a

(6)

Teacher training had by 198e come a long way from 18le

when the missionaries at Genadendal trarned boys with a

Standard Four Certif icate to become teachers Q).

However, historically the basic philosophy of teacher

training has still very overt missionary leanings. This

has been seen to be quite evident in the Christian

Nat ional Educat ion pol icy statements relat ing

Christianity and ratre. The South African education

planners inheri ted this thinking from its Dutch cotoniat

ancestors. I will now proceed to look empiriFally at how

this type of thinking has penetrated the History syllabus

prescribed for teacher training at so called Coloured
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Cot leges of Educat ion.

This I do in support o{ my argurnent that ideotogy, in
this case Christ ian Nat ional icleology, inf luenced the

training of History teachers in South A{rica.
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CHAPTER THREE

A CRITICAL EVALUATION OF THE SENIOR PRIMARY DIPLCIMA

HISTORY SYLLABUS PRESCRIBED FOR TEACHER TRAINEES IN THE

DEPARTPIENT OF EDUEATION ANB EULTURE: HOUSE EF

REPRESENTAT I VES

Having tooked at the brie{ History o{ Christian National

Education ideotogy and policy regarding the teaching of

Historyr this chapter wi t 1 attempt at having a crit ical

look at the syllabus content, that is, the course outline

for student teachers o{ History following the Senior

Primary Diploma o{ Education at Colleges of Education

under the House of Representat iveE Department of

Education and Culture. The sytlabus discussed is

officially entitted DIPLOMA IN EDUEATION SYLLABUS -

HISTORY - SENIOR PRIMARY SPECIALIZATION SUBJECT

DEPARTMENT OF INTERNAL AFFAIRS CAPE TOWN 1988.

I will attempt to analyse this syllabr-rs by first

attempting a theoretical exposition relating to the

nature of the syllabus, This would be a preliminary

cr i t iqr.re of the general nature of the syl tabus bef ore

attempting to look at the more detailed syllabus content '
I will then proceed with,a rnclre empirical and

descriptive study of the syltabus. This will involve

tooking at the course content at di{{erent year tevels
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more crit ical ly. In this regard I wi 1 1 look at two

aspects. First the, content matter will be looked at and

then the section referred to as Subject Didactics. A copy

o{ this syllabus is attached to this dissertation as

Annexure B.

THE NATURE OF THE SYLLABUS

This raises the question about which school of

Historiography, that is, South A{rican HistoriograPhYr

this syllabus emanates from. This relates trlosely to

ideology and fnore speci{icatly the ideology of politics.

It is this ideology of politics that wilt eventually

determine the aims of teaching History in our schools.

To this end the aim of History teaching could be overtly

political in terms of indicating trust in the ruling

governing party of the day and its pol icies, 
.whatever

they might be. This notion of History teaching is one

currently practised by protagonists of Christian National

Education. The aim of History teaching could also be

more internationalist depending on the political ethos of

the day. To this extent the aim o{ teaching History

would be to promote international understanding rather

than parochial nat ional ist sent iments ' Furthermore r the

aim of teaching History could have Purely educational

aims. In this regard the aim of teaching History would

be {or the pupil to require and develop certain critical
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skitts. The tatter aim is one supported by the more

progressive History teachers as opposed to thb first one

which entrenches the status quo and has more conservative

support. The debate in Great Britain concerning the

National Curriculum for History gravitated around these

aims o{ teaching History (1).

The nature and scope of this syl labus is very

conservative. This places it squirely in the school of

Christ ian Nat ional Educat ion Historiography. This is

spelt out in the preambte to the syllabus under the

heading AIMS. The ideotoqy of Christian National

Education is ampti{ied in the third aim:

"... this subiect provides the means of guiding
the student to take his place es an adult
member of the community and as a citizen o{ his
country ..." (e)

From this particular aim the suggestion is made that

HistoFyr that is the teachinq and tearning of HistorYr

must produce 'responsible members' of a society. This

concept ion of what History teaching should airn at t is

compatible with the fundamental principles of Christian

National Education. The central idea revolves around

"power and authority" and resPect for it. This notion is

further implied by the aim of History being to guide the

student to adul thood . I n th is sense the student co'nes to

reepect ,power and authority' in his community and in his



country. Furthermore, the aim is to induce trust in the

ruting class.

The nature of the sytlabuE does not have a radical

disposition. It does not endorse the development of

critical skilts within the students. Is it that the

students might start looking critically at the power and

authoritative structure in their society? Th.e syllabus

further has the aim of developing good citizens by

teaching students the History o{ their country. This aim

is amplified in the official senior Primary school

syl labus 3

"to lead the pupil to realize that the
well-being of his country is tl-re responsibility
of each citizen." (3)

e5

The notion of citizenship and what constitutes a citizen

is very narrow. Embedded in this notion is the {alse

assumption that citizens love their government and act

responsibly towards it. This is an agsumption that has

been contested and witt have to be rigorously worked

through when reformulating the aims of History for a new

Spq!!=nJr-tf". What does it mean to educate someone for

citizenship? what constitutes a citizen? These are

quest ions that wi I t have to be answered ' At the moment

the student teacher is trained to pursue the aims as set

out in the official syllabus and {rom which I have

quoted.
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It will be

teacher to

Ievel.

the responEibility of

pursue this airn when

the primary school

teaching History at this

The nature of this syllabus also has strong tendencies

towards the basic principles of fundamental pedagogicE.

This is also related to the troncept of 'power and

authority' being central issues in educat ion;

"... the educand has to submit to the authority
of the teacher as he in turns submits to that
of the principal , the inspector and al1.along
the l ine to the Minister. " (4)

The structuralist nature o{ the syttabus is reflected in

the way the syllabus is sel out for the different year

tevels. The chronological progressive method has been

appl ied in sett ing out the syl labus in strict

chronological order. The second year syllabus picks up

where the first year stopped and the third year picks up

where it stopped in the second year. There is no

thematic approach to the studying of History. The

HistoFyr in terms of its nature and scope is broken down

further in the first year. At this level the syllabus

speaks of History Higher and Histgry Elementary. This

differentiation needs to be maintained so that students

who did not foltow History as a subject up to matric can

opt for History elementary at college level. Those who



?7

did History in matric do History Higher in first year.

This di{ferentiation should be reflected in the depth o{

factual detail that the students are reguired to study

and in the type o{ questions and {ormat of exarnination.

This type of structural approach reflects poorly on the

architects o{ the syllabus. Their concept of what

History is and what History ought to be perceived HSr is
questionable. Can one really speak o{ differentiation in

the teaching of History ancl also the learning thereof?

What is one's conception of the nature o{ History if one

speaks of differentiation in the teaching o{ History?

However, in spite of having done elementary History at

first year level, the students who follow the Senior

Primary Diploma in Education are compelled to do History

in their second yeal-. Here there is no dif ferentiation.

Let us now have a rnore empir ical and analyt ical look at

the syllabus content that is being prescribed for History

student teachers. This will be dealt with in two parts,

I witl first focus on what is ca11ed the History Content.

Section. I will concentrate Epeci{ically on analysing

the syllabus on South African History. I will then

proceed to look at the subject didactics sytlabus. This

is where the students are taught how to teach History aE

a subject.
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THE SOUTH AFRICAN HISTORY COURSE OUTLINE a critique

The first year is spent looking at the coloniat period at

the Cape in very structured terms,

After a brief study of pre-cotonial History under the

headings "Khoi-Khoi pastoral agricultural ist , San hunte,r

gatherers", the student focuEes on Dutch occupation and

settlement at the cape. This forms the central theme o{

the first year syllabus. Reference is also made to what

the syl labus cal ls "voyages of discovery', . In this

context they refer to individuals such as Da 6ama, Diaz

and Da Almeida. Dutch sett lernent is atso dealt with in
terms of individuals, The central personatities that are

studied are Van Riebeeck, simon and [,lilliam Adriaan van

der Stel.

One is immediately conf ronted wi th the Euro-c.entr ic

notion of South African History. Furthermore, the idea

that History is about great individuals is also reflected

in the structure of this course outline. The student has

to tearn the factual in{ormation about these individualE.

No emphasis is placed of,r or space created for studying

the emerging processes that were taking shape in South

African History.
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The content matter alEo suggests that South African

History revolves around certain groups of people and

persons. This assumption is further pursued in the

second year where the emphasis is ptaced on British
Settlement and certain British individuals.

The first year sytlabus creates no space for a

dialect ical assessment of the processes that were

emerging in South African H,istory during this particutar

period. The emphasis is purely on knowing instead of

understanding. The themes prescribed at first year tevet

also perpetuates the myth that South African History

started in 165e. This is compat ible with current rul ing

class ideology. The obsession with race and ethnicity is

also reflected in the first year syllabus under the

heading "Intergroup Relations 165e - 1795". Under this

theme the students need to study the different racial
groups that constituted the poputation of the Cape during

this period. The implication of this theme is that

groups need to be kept segregated from one another.

Factors Euch as sociat heritage and dif{erent social

traditions are given as reasons,

No reference is made

The Dutch Settlement

to this period in

I5 rather seen

The not ion

terms of

terms of

conquest .

occupation and discovery.

in

of conquest is
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ignored throughout the syllabus content. The acquisition

of land and itE accompanying processes relating to labour

acquisition by Nhite settlerE is interpreted as

expansionisrn. This is deal t with under a heading such as

"Colonial Expansion". These expansionist policies and

the emergent themes o{ land and labour are not critically

looked at. The assu,npt ion is that History is stat ic,
that there is no structural change in the sociat or

economic order as a result of Historical processes.

History is viewed purely as a sLrccession of events. This

is quite evident in the second year syllabus. The

Bri,tish cotonial period is viewed predominantly from the

point of view that governors succeeded one another at

different times and had di{ferent policies to governing

the cape. The governors ernphasised are caledon, cradock

aUnd somerset. This prestrription further perpetuates the

f alse assurnpt ion that South Af rican History is about

White Settlement and its development. Nhat emerges

{urther in the syllabus at this level is the notion that

south A{rican History is a History of conflict between

Boer and Brit. This notion occupies a central position

in the second year sytlabus. The Great Trek is
prescribed in detail. Students need to study the causes

and results of the Great Trek. The ruling class ideology

relating to the English as a threat to the Boer

colnrnuni t ies is spel t out c lear 1y i n the syl labus:
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"5.1 .1 Tlre threats against the spiritual
values o{ the f ront ier f arrners.

5.1.e The threats against their material
wet l-beiDg. " (5)

No mention is made of the dispossession of land by the

White settlers. The Mfecane is seen in terms of Black

i nternal pc,wer strugg les and the rise of powerf ul Black

chieftains. No reference is made to the process of

dispossession as a result of the expansiorrist pol icies of

the White settlers.

A further assumption that South African History iE a

History of heroic Afrikaner leaders is also impticit in

the content syltabus. Students are expected to study in

detait Voortrekker teaders such as Piet Retief, Pretorius

and Hendrick Potgieter. These leaders are to be

juxtaposed with Black leaders such as Dingaan, Moshes and

Matikatz, In the prescribed textbook covering this

period, the Voortrekker leaders ernerge as heroes and the

Black teaders as viilains, This is a central conception

of South A{rican History held by the ruling claES

ideology, The 6reat Trek is still held up as one of the

singular= most important events in the History of White

Afrikaner South Africa. The student must study its

results in the tight of the establishment of the Boer

republics in the north in 185? and 1854. This is

prescribed in the second year sytlabus content under the

heading "The Conventions". This refers to the
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establ ishment o{

African Republ ic
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Sand River Conventions which ensured the

the Orange River Republic and the South

respect ivelY.

These asBumptiong are.also implicit in the third year

syllabuscontent.Thethemesdealtwithinthethird

year are crucial to understanding the economic

development o{ south Africa and the related class and

cotour themes that emerged. However, the prescriptions

are once again very structured and chronologically

arranged. A centrat feature o{ the eyllabus at this

level is the clash between British Imperialism and

Afrikaner Nationalism as Personified by cecil Rhodes and

Paul Kruger. This is seen as the central result of the

discovery o+ gold and a central reason for the Anglo-Boer

War of 1899.

The assumption implicit in the syttabus at this levet is

that the discovery of diamonds and gold had an effect

only on the l|Jhite settter cornmunities in south Africa.

ThiE myth is pursued in what students are expected to

learn at thiE level. The syltabus Prescribes that they

study the ideals of Rhodes and Kruger in detail. 6reat

emphasis is placed on the way the British intimidated the

Boersduringthisperiod'TheclimaxistheAnglo.Bper

War.Studentsneedtostudythiswarindetait.The

different phases of the war, highlighting Boer victories
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and British atrocitiesr are emphasised ' The, myth that

this is a,,White man's" war is perpetuated by ignoring

the rote played by Blacks in this war'

A crucial period in south African History starting in

lgoPisprescribedpurelyaSnegotiationsbetweentwo

Whitesettlergroups.Thisisdealtwithunderthe

heading "The Peace Treaty o{ Vereeniging"' No reference

is made to the rise of the Af r ican resistance rnovementg '

The impact of hlhite settlement on African communities is

ignored. The period 19Oe 1910 is studied by tooking

only briefly at the Bri t ish pol icies in the two Republ ics

and the events that ted to union. These are all seen as

results of the discovery of gold. It is purely potitical

in its content. This is in line with the Afrikaner

Historiography that stresses the political t

constitutional and cultural heritage of itE ideology. It

does not explore the social and economic structures o{

the past.

The syllabus is also structured along the capitalist

ideotogy relating to great Men in History' From the

frrstyeartothethirdyearemphasisisPlacedonthe

role played by the individual. This ignores the role

played by the masses of ordinary people'

Thethirdyearsyttabus,liketheprevioustwoyears'has
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no space {or a theoret ical and conceptual analysis of

South Africa'5 past. Because o{ the examination

structure at thiE year level, {actual information.as

prescribed in the syl tabus, becornes important to the

student . The exarninat ion is an external examinat ion set

by the relevant state department. All students doing

History at third year level for the senior Primary

Diptoma in Education, need to sit for this exafnination'

A student that passes this examination is seen aE, being

qualified to teach History to primary schoot pupils.

Owen van der Berg therefore correctly says that:

"Teacher training must algo share some of the
blame for producing teachers who still present
History as a fixed body of knowledge needing to
be learnt and regurg i tated . " (6)

The History prescribed for teacher trainees {rom the

first year to the third year entrenches this notion of

"fixed body of knowledge needing to be learnt and

regurgitated". The emphasis is on testing the memory of

the pupil instead of developing some ski1ls. students

eventually teach what they were taught,

I will now proceed to look at how these students are

trained to teach History. This will be done by means o{

a critical exposition of what is referred to in the

syl labus and ,,sub iect Didact ics" . Th is relates to the

methods and techniques that need to be exposed to the
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students that are being trained to teach Histor'y.

This prograrnme has been drawn up by "experts", that is

the "p lanners" of teacher trai ni ng r more EPec i f ical ty

History teacher training. These Persons are also viewed

as agents o{ the ruling calss ideology and referred to as

technocrats

A central feature therefore of the subiect Didactics

syllabus is its technicist character ' The training

prograrnme is structured along mechanical 1i nes' Impl ic i t

in this prograrn.ne is a number of {alse notions'

The first notion which is very technical concerns the way

students are trained to plan a History lesson. This is

done under the heading "Notes o{ Lesson - written

preparation". Implicit in this notion is the false

assumption that a lesson written up as prescribed in

terms of all the technical features, will ensure that the

lesson wilt be well taught and well received by the

pupits. In the second year syttabus a number of features

are listed that must be inclurded when writing up a

History lesson: features such as "teaching and learning

aids" that must be used, "The general and sPecific aim o{

the lesson,', the time and duration of the lesson. These

are technical features that are 100ked for when a student

is evaluated. No space is made for developing critical

I
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teaching skills,

Students are exposed to the traditional-orthodox teaching

methods in History. This is the narrative methodt the

Socratic and biographical method. In the {irst year this

is very briefty referred to. In the second year though,

it is dealt with in more detail and tested'

A further technicist notion is the idea that physical

conditions witl improve teaching techniques. Students

are there{ore taught the characteristics of a good

History trlassroorn. That there should be su++icient

1 ight ing, sufficient chalkboard space, and 50 of, r are aI I

features emphasised under this theme. Personat

characteristics are also seen as a Possible way of

improving teaching skills. The studentsr are therefore

taught the characteristics of a good History teacher.

Some o{ the qualities emphasised are "diligence, devotion

to work . . , character and a sense of resPonsibi l ity" nl .

It is presumptious to argue that such qualities in a

teacher will ensure a good History lesson: it might be a

necesBary quality, but not a sufficient requirement '

It is evident that

PositiviEt in its

pred icts resul ts.

didactics sYllabus is

sets forward variables and

that if puPils are taken on

the subject

nature. I t

I t assurnes
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In the third year the students are taught what

terms o{ the physical arrangements need to be

when tak i ng PuP i 1s on excursions '
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i ncrease .

4actors i n

cons i dered

Inthethirdyearsyllabusstudentsarebriefly

confronted with a more phitosophical question retating to

the teaching of History. This is dealt with under the

heading "The Nature and Scope o{ History" ' Other than

this, the general didactic syltabus suggests that a good

History lesson depends on its technicat {eatures. In

prescribing the theme on audio-visual material and the

teaching of Historyr features such as the chatkboardt

flannel board and the overhead projector are given great

prominence.

Let us now comPare

syl labus ' that is '
didactics.

the two elements o{

the content matter

the of{ ic ial

and the subiect

There exists a serious anomaty between the subiect

didact ics syl Iabus and the content mat ter syl labus. Thi.s

isreflectedinthevotumeofwork.andthemark

all0cation for the different sections. The student is

supposed to be trained as a History teacher I as oPPosed

toaprofessionalHistorian'Howeverrthesubject

didactics paPer only constitutes E5% of the totat
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syllabus at third year. The content papers constitute

73'A. This is made up o{ two papers of two hours eacht

compared to one subiect didactics paper of one and a half

hours. This is evidence of the imbalance that exists in

the syllabus prescribed for the training of History

teachers at Cotleges of Education.

How can the problems raised in this chapter relating to

the training o{ History teachers at colleges o{ Education

under the Department o{ Education and culturer be solved?

One way o{ attempting to solve the problem ig to argue

for a democratization of teacher training. This woutd

involve locat ing teacher training at Col leges o{

Educat ion within the pol it ics of I iberat ion. The

potitics of liberation is not a reformist strategy. The

notion implies seeking political solutions to issues in

society. Furthermore, it also implies that these

pol i t ical solut ions should be a rad ical departure f rorn

the currently held political notion. what needs to be

countered at this iuncture in teacher training so as to

,,1iberate,, i t pol it ical ty is the whole not ion of Power

and authority in educat ion and its pol it ical

underpinnings. History teacher training 1ack.s autonomy

because it is subiected to "expert5" and "planners" whose

intereEt is in conflict with many of those who are

engaged in the practice of training History teachers'
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This conflict and

"... committment

tension would only be resolved with a

to the potiticization of educational

planning" (B),

This tack of autonomy present in History teacher training

is geared at maintaining the ruling class ideology. The

State apparatus sees that via the teaching of History the

rurling class ideology can be reproduced and entrenched'

Howeverr this has been contested in the South African

Historiography. The next chapter wilt look briefly at

how this has been contested and what effect, if anyr it

has had on the training of History teachers in terms of

the prescr ibed syI tabus,
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CHAPTER FOUR

CONTESTING THE CHRISTIAN NATIONAL EDUCATION HISTORY

SYLLABUS - DEBATES IN SOUTH AFRIEAN HISTORIT]GRAPHY AND

ITS EFFEET ON HISTORY TEACHER TRAINING AT COLLEGES OF

EDUCATION IN THE DEPARTMENT OF EDUCATION AND CULTURE:

HOUSE OF REPRESENTATIVES

This chapter attempts to look briefly at debates in South

A{r ican Histor iography and to of {er sorne prel imi nary

critique. More important, rt is an attempt to look at

what ef{ect these debates have had on the training and

teaching of History students at Colleges of Education in

terms of the responses these debates have received. This

attempt is to be seen in the liqht of the contention that

the teaching and training of History students in terms of

both content and methodr ES spelt out in a previous

chapter, is part o{ what Althusser terms the Ideological

State Apparatus (1). Furthermore, History as a subject

has been one o{ the important forces used in applying the

reproductive theory of education in the South A{rican

schoot system, via the training of their teachers.

History students and teachers have taken cognisance o{

these debates in South African Historiography and have

debated these amongst themselves since the inception o{

separate education, and not as some would betieve, only
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the current debates and at how

they are. This will introduce the

have been to History teaching and

What is Historv? , wtro

Let us look

politically

kind of

training

at some of

i nterested

responses there

prograrnfnEs.

It is Carr in his work,

maintains that you need

you study the facts,'(e) .

to "study the historian before

An Historian, in terms o{ his politics, develops a

particular analysis or in some cases, a theory, o{

history. Therefore no historiography is pol it ical Iy
disinterested. The philosophy o{ History that an

historian has is determined by ideological forces in
terms of his/her politicE. south A{ritran Historiography
has wide-ranging ideological spectrums, rangihg {rom

Marxist-Revisionist analysis to Afrikaner Nationalist
theory. Between these two extremes are located the
tiberat school of south African Historiography and the

Africanist school. Let us have a brief critical look at

these schools,

The revisionist school views south African History in

terms of a class struggle, They interpret and understand

south African History in Historical Materiarist terms.
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Eentral to their argument is the notion that the conflict

in south Afritran History relates to land and. labour.

Their interpretation has a strong materialist base,

viewing South A{rican History'rn rr.rr"ty economic terms'

Proponents of the Revisionist schoot in the fifties and

sixtieg were, amongst others, Edward Roux with hig work

Time Lonqer Than Rooe (3) r and Dora Taylor, writing

under the psuedonym of N' Maieke, with her work The

Role of the Missionaries in Conouest (4) . The more

recent reviEionist theorists are F.R. Johnstone and Merte

Lipton to name but two. This interpretation of History

has been completely excluded from the o{ficial approach

to the teaching and training of History students'

Criticism of the Revisionist approach includes viewing

this interpretation o{ History aE reductionist and

functionalist, seeing it as a theory, and not an

analysis, of South African History (5). However, Deborah

Posel argues in her paper "Rethinking the Race-Elass

Debate in South African Historiography", that this type

of crit icism is purely 1 iberal ist in its nature and that

the liberal Echool sees "... racial prejudice, rather

than class struggle as the heart of the conflictg..."
(6)

The liberal analysis

occupied a prominent

African History has

the History dePartments of
of South

place in
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,nany Engl ish medium South Af rican universit ies,

espetrialty since L916. To this end the work edited by

Monica Wilson and Leonard Thompson, The Oxford

History of South Africa (71 bears t es t i rnony . Ot her

prominent historians in the liberal tradition are W.M.

Macmi t I ian and T.H.R. Davenpor t to name but two. Their

notion is ttrat the removal o{ racial discrimination which

is alI that South African History is about, will solve

South Africa's political problems. This position has in

tutrn been contested by the Revisionists. They argue that

serious economic power relations Etill exiEt ancl would

st i l l exist , given ttre l iberal ist interpretat ion o{ South

African History. This creates problems in the pot i t ical

power relations and other related areas of society, such

as educat ion .

The other two schools o{ thought in South A{rican

Historiography, namely, the Afrikaner Nationalist School

which is based on the philosophy of trhristian National

Education, and the Africanist School n are diametricalty

in opposition to each other. The A{rikaner Nationatist

opts to view South African History as a theory in terms

of White suprernacy, The A{ricanist historiographer views

South African History as a struggle against this

suprernacy, These Africanists were mainly Black writers.

Howevern Christopher Saunders, in his work The Makinq

o{ South African Past - Maior Historian on race and
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class - Epeaks o+ some White Historians also as

Africanist. He re{ers to them as "LiberaI Africanist"

and says: "They were A{ricanist in that they sought to

shoh, that Afritrans played an important role in sor.rth

African History." (B)

There have been numerous calls by the Africanist

Historians to expose the myths of christian National

Education History and rewrite south African History.

Ma jeke writ ing in the introduct ion to he,r work The

Role o{ the Missiorraries in Conouestr 5ay5:

"For a people engaged in a liberatory struggte
it is necessary to rewrite the History o{ the
past. It is part o{ the very process o{
liberation to expose the distortions o{ History
which are presented by the herrenvolk as truth
and taurght to the young in schools and
universit ies" (9)

Articulations of this nature from A{ricanist Historians

have resulted in it being coined more recentty as
:

People,s History. This concept of History can loosely be

defined as a History of south Africa written {rom a

radical, non-establ ishment point of view. Its intention

iE to serve a5 a counterweight to the enormous pile o{

conventional South African History which chronicles the

country,s story through the activities of political

leaders and heroes from the enfranchised group' The

History syltabus for the training of History teachers at

Colteges of .Education is a claEsic exampte of
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conventional south African History. People',s History is

History 'frorn the bottom up', concentrating on the

disen{ranchised, on those people connected with 6ass

movements o{ protest and resistance.

Given these brief functional descriptions of the main

Echools of thought in south African Historiography' it is

obvious that, except for the A{rikaner Nationalist

theory, there exists a distinct dichotomy between what is

being researched and debated at university and what is

being prescribed and taught at schoot and teacher

training col1eges. All interpretations other'than that

of A{rikaner Nationalism are seen as too revolutionary

and there{ore in terms of the Althusserian thesis o{

ldeological State Apparatus "... the severe regime of

Afrikaner Nationalist hi$toriograPhy haE dominated

History in schoolE " (1O) -

Despite the e{forts to reproduce the dominant state

ideology through the teaching of south African History in

schools, there have been attempts to resist this' The

struggte against the dominant ruling ideology has

included an informal response whereby progressive

teachers, with the pupils, have created structures to

{acilitate the teaching o{ History other than that which

is prescribed by the State syllabus' As a result of

this, many pupils, when given the choice, have opted out
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ofdoingHistoryaSaformatsubjectatschool.Thisig

evident in the targe numbers of studentg who do History

at an elementary levet in their first year at teacher

training col tege. History a5 a {ormal claEsroorn gub ject

atSeniorSchoollevelhasbeenonthedecline.This

decline in interest in History at senior school level is

suggested by the evidence amongst {irst year History

students at cotleges o{ Education. The majority of these

studentE opt {or History Elementary at first year level'

implying that they did not do History as a matric

subject, In an attempt to remedy this situation and alscl

asaresFonsetotheprogressivedebatesinSouthAfrican

Historiography, Peter Kallaway and others deviEed the

HISTORY ALIVE series {or standards Nine and Ten. No such

textbook haE been devised for college students'

In this series of textbooks, Kallaway attempts to present

Historyintheformofproce5se5ratherthanclinical

chronological events. He attempts to provide the pupil

with an understanding of how historical Processes have

inf luenced events in the past, the emphasis being fnore on

the process than the event ' When dealing, {or examplet

r^ri th the d iscovery of d iamonds and gold i n south A{r ica t

thebookprovidesB,f,insightintotheeconomicprocesseg

whichweretogiverisetocapitalisminSouthAfrica.

ThewholeprocessisSePninthecontextofanlndustrial

RevolutioninSouthA{rica.ThefactSconcerningwho
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found the first diamond, and wheref are not

over-emphasised as in traditional South Afrisan History

textbooks. In this. way Kaltaway seeks "to provide only a

sma11 part of the foundation from which to build a neN

History in our schools" (11) -

community-based organizations such a5 civic bodieE and

extra-parliamentary activist groups have also responded

to these debates. They have over the years raised the

levet o{ consgiousnessr contrerning South African HistoFYr

o{ many students outside the {ormal classroo.n situation'

There has been serious discourse on the nature of south

African History within these co.nmunity-based

organizationg, studying not only the History o+ south

Africa, but also the historianr as carr recommends,

During the crisis of 1985 there was a national response

to south African Historiography. This resulted in a

serious call for a People's History. How did this call

affect teacher training colleges and. EChoolE?' Let us

first look at a brief History of this appeal '

The call for Peopte,s History NaS formalised by the

National Education crisis committee (N.E.tr.C.) as being

an integral part of their Programme (1e) ' In October

1987 the National Education crisis committee published a

teachers, workbook on the teaching o{ History entitled
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What i E Hist orv? (13). It used as its source

material examples of text from People's History. This

WaEwelcomedbytheA{ricanistHistori'ographeraSa

contribution to the field of South A{rican

Historiography. This type of History programme became

format practice at some universities' Some History

departmentsstartedinctudingPeople,sHistoryaEpartof

their course structure. Education departments at the

universities started preparing their prosPetrtive History

teachers to teach People's History' Cotleges o{

Education, howeverr did not respond in such formal terms'

The dicotomy stitl exists between what is {ormally

prescribed and what is informalty taught' Lecturers in

History departmentE at Colteges o{ Education have

responded, howeverr. by the creation o{ an official

organization cal ted the History Lecturers Association'

This body has committed itself to the {ormal

establishment of a tyPe of History other than the current

Christian National Education History being taught at

col leges '

Problems that colleges o{ Education have had r+ith their

responses to the debate relating to People's 'HistorYr is

that sorne proponents have been too romantic and '

simplistic as to what is understood by People',s History'

what needs stilt to be developed ig a sound theoretical

foundation as to exactly what People',s History is. There
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needg to be a sustaining of such works by the National

Educat ion Cr isis Commi t tee's What iE Historv? '

Suestions that stiil need to be con{ronted arer amongst

others; How can People's History be included at Collegeg

of Educat ion, g iven the constrai nts wi th i n wh ich they

operate? what are the other concePtual frameworks that

"People's History"'is to be informed by, other than those

stated in the earlier definition of Peopte's HiEtory' In

the formutation of the concept of People',s History and

hov^r i t should be taught and Pract ised , a History needs to

be devised that is not simply a glorification of a people

or persons, whatever the colour, History should be bent

more towards analysing than glorifying Persons and

event s .

People's History is viewed by some as being political

astivism and not making any serious contribution to the

Historiography of South Africa. It is atso seen by some

as not being altogether in the Africanist tradition in

terms of research and dialectic, but beinq merely

pol i t ical rhetor ic , However , pol i t ical analyists see

People's History as a netressary' if not sufficient

sontribution to the political conscientization of people'

The ernergence of People's History pro jects is seen aE a

necessary stage in the struggle to mobilize the peopte

and narrow the supPort of the ruling ctass' 'It ig a

matter of expediency more than of{icia1, dogmatic polrcy'
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Furthermore, the repressive State Apparatus has

prevented People's History {rom developing into a re{ined

scholarly discipl ine. Detent ion and banishment of the

architects of Peopte's History has contributed towards

this.People,sHistorythusremainsstillverymuchin

its crude stage with a potential for critical schotarty

refinement.

TheHistorysyllabusatCotlegesofEducationandhow

potitically interested rt is to be construed, will be

based on Kallaway's notion that: "There is, in the endt

no such thing as obiective History or History that is not

informed by ideological perspetrtives'" (14) Thist

howeverr no way condones the current History syllabus

based on christian National Education "ideologicat

perspectives". The notion of "ideological perspectives"

is informed by those conceptual frameworks analysed in

Chapter One.

This chapter servEls as one of the many challenges to the

waySouthAfricanHistorycanbetaughtatCotlegeso{

Education' I have also attempted to hightight the

dif{erent schools in south African Historiography. To

thisendtrhopedtopointoutthedi{{erencesgoverning

the relationships between the schools of thought about

South African History. The rbtationship between these

schools of thought in searching {or comrnon ground



5l

concer n i ng

o+ cruc i al

Afr ica for

their conception of South African History is

importance in securing a new History of South

our schools and col leges.

I wi 1t now rnove on tn a fnore theoret ical and analyt icat

exposition as to how the training of History teachers at

Cotleges of Education can be democratized" I wilt

attempt too to look at how constraintE to the

democrat izat ion of History teacher training can be

approached and overcome.
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CHAPTER FIVE

CAN THE TRAINING OF HISTORY TEAEHERS AT COLLEGES OF

EDUCATION BE DET4OCRATTZENA

This chapter will look criticatly at whether teacher

training, especial ly the training of History teachers at

Col teges of Educat ion, can be democrat i zed . That is,

whether it can be dislocated from the repressive State

apparatus; whether Colleges o{ Education can become

autonomous, free of bureaucratic control. This is
attempted in the light o{ the notion that History teacher

training in South Africa serves to perpetuate a

part icr-rlar ideology

Central questions that will be argued in this chapter

are:

i.

ii.

iii.

iv.

On what democrat ic principles should a legitimate

State be based so aE to make the training o+

History teachers democratic?

To what extent wilt the practice of History teacher

training be affected, given these democratic

principtes? Nill it be autonomous?

Ean History teacher- training be a force in the

democrat izat ion of educat ion?

bihat is the relat ionship between bureaucracy and

the democratipation of History teacher training?
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Let us proceed to have a critical took at question one'

The not ion is that the current pract ice of History

teacher training is undemocratic becauser arnongst other

reasons, it is accountable to an i 1 legi t imate State. The

argument goes that History teacher training would be

democratic if it was accountable to a tegitimate State.

What is a legitimate and illegitimate State? Legitimacy

in this context is de{ined in terms o{ democracy.

Democracy characterised by what? I wilt try to argue

that a democracy characterized by both its procedures and

goals will ensure a legitimate State with democratic

educational practices, Let us have a closer look at this

not ion,

A pre-theoret ical not ion of democracy relates to concepts

such as majority rute, equal opportunity, freedom and

iustice. It is also viewed as a set of political-social

arrangements. Central to this arrangement is the

principte o{ equality. Equality though, as a democratic

principte is not an end in itsel{. Theoretically the

notion of democracy should look at the procedures applied

in achieving this equatity, the achievement of equatity

being its goal. For a State to be tegitimate and its

i nst i tut ions to be accountab le to i t , i ts democrat ic

principles should be characterized in terms of both itE

means, that is the procedures, and its ends, that is, the
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wi t t nclw be taken at what democrat rcgoals. A

theorists

br ief look

have said in this regard.

Democratic theorists, in attempting to define democracyr

haveemergedwithdif{erentandattimesincompatible

notions of democracy. Central to Benn and Peter's

de{initionofdemocracyistheideathatitis..a

safeguard against the abuse of power" (t) ' Lively speaks

of democracy as a principle o{ "political equality" (2) '

Hefurtherdefineddemocracyintermso{..endsthatneed

tobernaxlmised"(Sl,Macphersonarguesthatdemocracy

can also be Eeen in terms o{ "human equatity" (4) ' He

speaks of the goal of democracy as being: "The {ulI and

free development of the essential human capacities of all

the members of the societY," (5)

other theorists have characterized dernocracy purely in

terms of its beinq a part icutar method ' Most no'table in

thisregardhasbeenSchumpeter.Eentraltothetheory

of democracy {or him is that it is a particular potiticat

methodorcertaintypeofinstitutionalarrangment'

These are dif{erent theoreticat notions of democracy'

HowwouldalegitimateStatebedefinedintermgofthese

notions of democracy? I witl now proceed to explain

this.

A legi,t imate State should be def ined in terms of its
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democratic principtes. In this regard Lively speaks of

political equatity as a democratic principle' Democratic

principles are applied to democratic procedures to

achieve democratic goals. These procedures concern the

leveI of participat.ion that people have in the democratic

Process.InthecaseofHistoryteachertrai.ningit

relates to the system and method of History teacher

training Programmes. Democratic principles baEed on a

democracy that is characterized by both procedure and

goals are important for the tegitimate State that wiihes

to democratize History teacher training' Let us have a

closer look at this not ion.

For a State to seek accountability from its institutions

it witl have to be a legitimate state. This legitimate

state must have a democracy characterized by both

procedures and goa1s. I+ its democracy is viewed only in

terms of its goals it could be that it views democratic

procedures a5 being contingently connected to democracyt

that is, they are accidentat and not necessary' This is

unacceptable and would not make a state legitimate.

Similarly, if the State viewE democracy as being

characterized only in terms o{ its procedures, viewing

democraticgoalsasaccidentalrthenitcannotclaimto

be tegitimate. In this regard Schumpeter views these

goalsnotontyaSunimportantbutalsounreatistic(6).

To him democracy is clearty iust a method, a procedure'
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This also represents the contemporary theory of

democracy. What type of democracy would make a system

teg i t imate?

For a dernocrat ic arrangement that would make a system

legitimate both democracy as a procedure and democracy as

a goal is important. Democracy must be characterized aE

having both means and ends ' Bentham and t'li 1t (7) t

however r see democracy purely as a method in terms of

being reprelentative o{ the people's interesl' ' Central

to this theory is the claim that participation is to be

nominal as a procedure. The ultimate is more important,

namely, that governments Ehould protect the interest of

the governed. However, this needs to be contested' It

is important that people have a say as to what interests

are to be protected and rePresented. Also how they are

to be protected and represented is important for

democracy. This type of arrangement would render a

system legitimate and its institutions accountable.

Democracy should not onty be seen as an end in itself t

but the means should also be seen a5 a characteristic of

democracYr that isr, its procedures' Let us took at the

connect ion that exists betweeen democracy as a procedure

and democracY as goals '

There exists a conceptuat connection between democracy a5

procedure and democracy as goals in the establishment o{
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alegitimateState.Theonecandeterminetheother.

The means can determine the end' This is important for a

true democracy to evolve. Lively says that "the cure {or

the ills of democracy is more democracy"' (8)

Democracy must not only be democratic in terms of certain

methods and procedures. Central to its theory must also

be the establishment and implementation o{ certain goats'

Atlow me to quote Macpherson in this regard:

"Democracy has very generally been taken to
rnean something rnore than a system of
government. Democracy in this br'oader sense
has always contained an ideal of human
equalityn not iust equality of oPPortunity to
.ii.U the class tadder but such was an eguality
where no class was able to dominate or live at
the expense of others," (9)

The conceptual connection that exists between democracy

a5 a procedure and as a goal is an arrangement that would

secure a tegi t imate State. Deviat ion from this

arrangernent could narrow the notion o{ democracy' The

western Liberal notion of democracy is an example of this

deviation. The procedures are fairly democratic'

However, its goals,do not always comPly with what we

understand to be democratic (10). For a state to be

tegitimate then, it needs to take cognisance of democracy

as both a Procedure and a goal '

What about the South A{rican State? Scruth Africa is



5A

viewed as an i l legi't imate State because it does not

prescribe to any of these conceptions of democracy'

Institutions such as colteges of Education do not see

themselves as being accountabte to such an illegitimate

State but rather to a legitimate State based on a

democratic arrangement argued for in this chapter. such

a democratic political arrangement could ensure a

democratic teacher training arrangement at Colleges of

Education. This brings me to my second question in this

chapter.

6iven this new democratic arrangement and the legitimate

state, to what extent will the current practice of

History teacher training be a{fected in terms of

accountabilitY and autonomY?

The notion o{ accountability is closely related to

autonomy,oneviewo{thisrelationshipisthatundera

democratic system there shoutd be more autonomy given and

less accountability demanded, This notion assurnes that

democracy creates more freedomr more autonomy and lesg

accountability. Education if it is to be democratic, and

in this regard History teacher training, should be

autonomous. These assumptions might be correct, but not

necessari ly true.

How autonomous can education really be? Let us have a
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closer look at the concept of autonomy' Is autonomy

similar to being self-reliant or self determining? Are

there dif{erent notions of autonomy? Richard Lindley in

his work entitled Autonornv attempts to answer. some of

these questions. He sees autonomy as ""' both mastery

over one,s self and one,s sel{ not being subservient to

others,' (11). He argues {urther that autonomy promotes

negative liberty. Imbedded in this notion is the

assumpt ion that autonomy wi I I al low a Person {reedom

without any inter{erence. Another notion of autonomy

promoted by Kant is the relationship between rationality

andautonomy.Autonomyisequatedwithrationality.

underl ining this relat ionahip is the claim that to be

fully autonomous one has to be a rational human being.

This claim has been countered. It has been argued that

rationality might be a necessary requirement {or being

autonomous, but not always a suf f ic ient requirernent . To

this end |^lilliam Milts has argued for the importance of

critical rational enquiry as a central feature of

autonomy. Autono,ny has also been equated wi th hapPi ness '

All these notions of autonomy relate to personal

autonomy. Let us now have a look at institutional

autonomy.

If one argues for

training r You are

of inter{erence.

absolute autonomy for History teacher

arguing for freedom without some form

This is what Berlin calts Negative
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Liberty. Negative Liberty has no problem with absolute

autonomy. It assumes that people and institutions are

autonomous. It has, the capacity to handle its freedom'

(1e) Macphersonr howeverr warnE against this type of

1 iberty when he seys !

"There must be inter{erence to protect rne from
interference: interference from State to
protect rne f rom i nter{erence by other
individuals." (13)

This is what is termed Positive Liberty'

This form o{ libert,/ can prevent anarchy' It is a form

of autonorny {rom possibte exploitation' In the training

ofHistoryteachers,licencewillthenbeissuedbythe

IegitimateState,Thiswoutdgrantcotlegestheautonomy
tooperatefreecrfundernocraticforcesanddecentralizing

control.Notcontrolinthepcrsitivistgense'Itwill

be control based on the principles of participatory

democracy' Given this new arrangement in terms of

account'abi l ity and autonomy at col leges o{ Educat ion, tran

the training o{ His,tory teachers be a force in the

democrat izat ion o{ Educat ionr

In answer ing this quest ion I wi I I explai n what is

understoodbythedemocratizationcr{education.Isit

theSameaSeducation{ordemocraticparticipation?I+

itisrthenareCottegesofEducationeducatingtheir
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students {or democratic participation? Does it have the

potentialforeducating{ordemocraticparticipation?

Are there any conEtraints? Let us have a look at some of

the answers to thes'e quest ions '

In explaining What is understood by democratization of

education, the question immediately arises whether

education in this context refers to education as Practice

or educat ion as theory or both ' I woutd say both '

Education as practice and education as theory are

conceptually connectedn not contingently' The one

in{orms the other and vice versa. My next 'nove 
is to

establ ish whether educat ion a5 pract ice and t'heory coutd

be democratic or subiected to democratic principles' Let

us first look at the democratization o{ education as

pract ice.

one of the basic principles o{ classical democracy is the

principle of equality. Can this principle be

unreservedly apptied in the educative relationships that

exist in the training of History teachers? Can true

eguality exist in education as practice? What are the

educative relationships in classrooms? There are two

views es answert to these questions' This creates a

dilemmaforthedemocratizationofeducationasPractice'

Both views have strong arguments'
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View one maintains that the democratic principte of

eguality must be applied in the classroom situation'

View two maintains that this is untenable' There is an

unegual retat ionshi.p between student and teacher '

The proponents of view one argue that in democratizing

education the practice must be democratic' That is

education as practice. This means that power relations

in the classroom are neutral i zed ' Pupi 1s and teachers

areequals.Thisnotionofdemocraticeducationisbaged

on the assumption that PuPils also have rights and that

space must be created in the classroom for theEe rights

to be democrat ical ty exerc ised ' Furthermore t the

defendersofviewoneviewthisaSdemocracyineducation

and education for democratry. Democracy in education

views educative relationships onry as being democratic if

it is a relationshiP of equals'

Thede{enderso{viewtwodonotassufnethatpuPilshave

no rights. They argue that pupils are not mature enough

to exercise these rights, Pupils should be prepared {or

and taught democratic practice' This notion o{ the

democratizationofeducationisbasedontheideathat

the relationship be'tween teacher and PuPit cannot be

equal i zed . Educat ive relat ionsh ips cannot be

relationships betwqen equals becauEe no person can

contribute to another person's edutration unless that
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person knows or understands somettring that the other does

not. This notion has been contested as being elitist and

technicist . This not ion assu,nes that educators are the

only rational beings and "experts" in the educative

relat ionshiP. ( 14)

Howcanthisdilemmaberesolved?Both'viewsmayb'e

necessarilytruerbutbothcannotbecorrect'ViewonE

is true in terms o{ the principle'of equality and in

terms of pupils' rights. View two is also true given the

rational inequtal i ty that there might exist in a

classroom. These are incompatibte Positions on the

notion o{ educative relationship and democratic classroom

practice'Boththesenotionscanberenderedcorrectin

as much as only clne rnay tre true ' In acknowledging the

pupil's rights you should also acknowledge his rational

abititytoexecutethatright.Thiswouldmakeviewtwo

correct . However' , trow does one measure rat ionat i ty?

what would be the criter'ia? would it be age? 6ender?

Race?Thisdilemmaofviewtwocouldrenderviewone

correct. Is there a way out o{ this dilemma?

Awayoutofthisdilemmaisforeducationalpracticerin

striving to be democratic, to create sPace for human

agentrytodevelopintheeducativerelationships,Inthe

training of History teachers one can through the

educativerelationshipdevetopdemocraticagents.Under
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this type of arrangementn History teacher training

pratrtice, although it cannot in itself be democrat ic ' can

contribute to democracy, Another way out of the dilemma

is the solution suggested by Alan Reid and Bill

hJhitt ingham. In a paper ent it led "The Eonst itut ional

classroom: A Pol i t icat Educat ion for Democracy" r they

arguethatdemocraticclassroomarrangernentsCan

contribute to political education' A central feature o{

ilris arrangement is "the process of creating discourse"

(15) , Power relations are clearty defined 50 that

neither the teacher's nor the pupil's power is arbitary'

author i tar ian or unl imi ted .

From this exposition by Reid and t^lhittingham

democratization of education is education for dernocratic

participation. This should be the practice 1n the

training of History teachers at colleges o{ Education.

space can be created by bclth staff and students for such

a practice, In this regard Neville Alexander says:

"Clearly, there is room for educational
practice'to lead the way out o{ the unresolved
tension between our recognition of the reality
that teachers/educators are di{{erent from
their students by virtue o{ their theoretical
knowledge on the one hand, and our warning on
the other hand against the 'demagogy' o{
pseudo-part icipa{ory methods ' We have t'o f ind
ways of avoiding the catch e? situation in
which educators might begin to {eel that
anything they did might be either too
'ega1 i tir ian or too iuthor i tar ian' ' " ( 16)
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What potential does there exist for Colleges of

Education to be dbmocratized 5o that it can pursue

democratic practices? This will be the next question

to be looked at criticatlY.

The potential for democratic Practices in History

teacher training at Colleges of Education can be

located in the relationship between bureaucracy and

History teacher tnaining, In analysing the potent iat

for the democratization of History teacher training at

colleges o{ Education, I witl attempt to answer the

question whether bureaucracy is an obstacle in the

democratization of History teacher training at Cotleges

of Educat ion.

central to my qlrestion concerning bureaucracy as an

obstruct ion to democrat ic teacher training is that i n

as much as bureaucracy in terms of its traditional

meaning might be a reastionary force given its

political connotations, it still remains a central

feature of any modern state. However, it is in this

very potitical context that bureaucracy needs to be

addressed in terms of obstructing democratic teacher

trai ni ng . The prob Iem con{ront i ng democrat ic teacher

training and the bureaucratry obstructing it is

political problem, not an educational problem per 5e'
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Bureaucracy therefore needs to be subiected to

democratic potitical control to ensure that it does not

create obstacles for democratic teacher training. This

can be achieved by apptying the participatory theory o{

democracy which will ensure the democratization o4

bureaucracy which in turn will aid and abet the

democrat izat ion of teacher training.

Bureaucracy in terms of a working de{inition in ,1"

context of teacher training in south Africa refers to

State bureaucracy and its normat traditionat {eatures'

It is a bureaucracy that is authoritative, centralized

and hierarchal in its nature. It has strongly overt

political leanings, always serving the dominant

ideology. A bureaucracy that trad i t ional 1y represents

and implements State PoIicies. This is what I

understand by bureaucracy in the traditional sense and

also in the south African potitical context. It is a

system of control in teacher training that is

reactionary and obstructioniEt. To answgr the question

whether bureaucracy is an obEtruction to the

democratization of teacher training, I would say that

in terms of my definition of bureaucracy, it is an

obstruction to the democratization of teacher training'

There exist serious tensions between bureaucracy and

democratie teacher training in South Africa' The

problem confronting us though concerns ways of



overcoming these tensions because for good or

bureaucracy will always be with us' Beetham

that bureaucracy is ".. - rooted in the most

{eature of the modern world". (17)
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for evi I t

rnaintains

distinctive

In the process o{ democratizing teacher training there

wi 1 1 be some ki nd of admi nistrat ion and organi zat ion '

However, this type of organization and administration

would be contrary to the traditional conception of

bureaucracy in terms of control and manipulation. This

type of administration concerns a bureaucracy that

would be ",,, necessary to the administrative

requirements o{ a democratic order". (18)

It would be a bureaucracy aiding and abetting the

democrat izat ion of teacher training. In this context

bureaucracy can ptay the role of a transformative

agent. I witt attempt to show how bureaucracy a5 an

obstruction to teacher training can be transformed into

a progressive force.

The political nature o{ bureaucracy needs to be

addresEed when viewing bureaucracy a5 an obstruction to

the democratization of teacher training'

Bureaucracy as an anti-democratic {orce in the south

African educational system sreates political tensions
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betweendemocraticteachertrainingandbureaucrats.

What we are thus exPeriencing in teacher training is

bureaucrat ic rule with overt po1 it icat leanings' In

obstructing democratic teacher training ' bureaucracy iE

nottobeSeenaSaneducationalproblembuta

political problem. These are both the result of a

particutar ideology. This needs to be sotved by

potitical means. South A{rica is not experiencing an

educational crisis. (19) How is bureaucracy then to

be addresged in a political context, given the

constraints it places on teacher training?

The democratization o{ teacher training needs to go

togetherwiththedemocratizationoftheState'that

iE , pol i t ica t democrat i zat ion ' There is thus a

conceptual connect ion between po1 i t ical democrat i zat ion

and democratization o{ teacher training' I cannot see

how democratic teacher training can take place in an

ant i-democrat ic state. This tronceptr.ral connect ion is

implied in the following staternent:

"The struggle {or PeoPle'5
be {inatlY won when we have
for peopte'E Power." (eO)

education can onlY
won the struggle

Impl icit in this statement is the assumpt ion that

democratic educati,na1 practices wirl only {ollow once

democrat ic pol i t ical structure has been establ ished '

This is a correct assumption, if not always true'

a
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GiventhedemocraticpoliticalEtructures,therefore'the

State bureaucracy in terms of being elitist and serving

sect ional pol i t ical interest , wi 11 no torlger erxigt -

BureaucraciegthatWereformerlybasedonprincipleso{

centralization and hierarchical authority will be

replaced by a bureaucracy where the central'principle

willbetheprincipleo{participation.Decentralization

o{ power and authority would not only take place

vertically because this will have the element o{

hierarchal structure, but will also be spread

horizontally so as to broaden the democratic base and

support the participatory theory related to the new

bureaucracy.ThistyPeofpoliticalbureaucracywouldbe

sLlpportive in the democratization of teacher training '

NolongerwillitbeobstructionistnbutProgreEEive.

Democraticteachertrainingwouldforexampleinthe

trainingo{Historyteachersinvolvesta{fandstudents

being consulted in the drawing uP of sytlabus and coursE

structure, This concept icln is central to PeoplE's

Educat i on :

"For usr People's Education for People's Power

entai Is i n a nutshel 1 the fol towi ng : the
;;;;.at i zat ion of educat ion, i nvolvi nq 

. 
a

crosE-section of the community rn decisions on

the content o.,J q,"t i ty o{ educat ion ' " (21)

This type of bureaucracy that accornpanles

teacher training is not el it ist ' It does

this tYPe of

not serve
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sect ional pol it ical interest or ideology ' Its authority

is not vested in a centralized power structure. Eentral

to this new type o{ bureaucracy would be the "general

interest" o{ the people that needs to be served'

Authent ic representat ives r'^rould be elected to serve on

these new strttctures and not aPpointed or selected as in

the traditional case of bureaucratic officials currently

concerned with teacher training' They witl not be State

functionaries as we know them today' They witl be

accountable to the people they represent ' This type o{

bureaucracy is thus democratic in that the participatnry

theory of democracy is being applied' In this context

bureaucracy cannot be seen as an obstruction to

democratic teacher training. It serves, rather in support

oforganizingteachertrainingagainstanti-democratic

forces, be it {rom the far le{t or {ar right:

tl

some
and

the democratic ideals need, in practicet
de{ense against ant i-democratic manoeuvres

this makes organization necessary'" (ee)

Bureauracy in not being obstructionistn should be

subiected to democrat ic control as opposed to

manipulative,sectionalcontrolaSinthetraditional

Weberian sense of bureaucracy' It should be of a

participatory liberatory nature as opposed to being

restrictive and geared towards controt' aE in the case o{

south African teacher training today. It was this

participatory nature of bureaucracy that Lenin feared was
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not emerging in the Soviet Union after 1917' when by

earlylgelhecharacterizedtheSovietUnionas',a

workers state with bureaucrat ic distort ions" (ee) . He

f eared that br-rreaucratry in terms o{ democrat ic control

WaSnotbeingimplemnrrted.Lerrinadmittedthatthe

Communists in terms of bureaucracy ,'are not directing'

they were being directed" (?41 '

Central to my ctaim relating to bltreaucracy as an

obstruct ion to democrat ic teacher trainirrg ' is that in so

muchasbureaucracyintermso{southAfricanteacher

training course structures is diametrically opposed to

democracYr it still remains a central feature of any

modern society or large organisat ion ' Howeve.r ' 
what is

needed for bureaucratic controt of teacher training is

that it be subiected to democratic procedures and.

principtes' This could be achieved i+ the bureaucracy

embeddedinteachertrainingisaddregsedintermsofits

political nature- This could be done by opting for a

participatory model of democracy and thus subiecting

bureaucracy to democratic control :

i + we wish ,to enhance I iberal democrBCY I and

iigfrten the'dark side' of bureaucratization'
thin greater direct participation should be our
direct ion of travel . " (e5)

Inthiswaythepotentialexistsforbureaucracytobe

democratized and play an important role in the
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democratization of teacher training.

A {urther notion that is being debated at present

concerning bureaucracy and teaeher training r is the

"free enterprise,,solurtion. A central feature of thiE

notion is that the private sector should take over

teacher training from the State bureaucratic machinery,

Replacing the state bureaucracy with private sector

bureaucracy will not solve the problem that democratic

teacher training has with bureaucracy. The "Private

enterprise" solution will be a type of democracy based

on e1 it ibm with strong leanings towards the capital ist

model of democracy. This will have crucial

impt icat ions for the training of teachers, especial 1y

History teachers. History witl be taught from a

capitalist perspective. In this regard the bureaucracy

control 1 i ng teacher trai ni ng wi 1 1 also be structured

along tradit ional 1ines. It wi l1 also be arr

obstruction to democratic teacher training iust asr the

state bureaucracy is. Transferring teacher training

from state control to private control would purely be a

case o+ changing bureaucratic rulers. The only

solution to this is, to reiterate my centrat claim, a

po1 i t ical solut ion. Bureaucracy as a technic iEt

feature o{ teacher training should be viewed as a

political problem and be addressed as such'
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In this chapter I have attempted to provide answers

relating to the questions troncerning the

democratization of teacher training. Issues such as

autonomyr accountability and bureaucracy and how they

effect teacher training, especially the training o4

History teachers at colleges o{ Education under the

Department o{ Education adnd culture in the House o{

Representatives, have been raised'

I will now finally proceed to argue how educators at

colleges of Education involved with training History

teachers can contribute to a new hegemony in South

Africa, a hegemony based on the democratic procedures

and goals argued for in this chapter.
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CHAPTER SI X

HOW HISTORY TEACHER TRAINING EAN CONTRIBUTE TO A NEW

IDEOLOGY IN SOUTH AFRICA

In this final chapter I will elaborate on a few claims

that were made in the {irst chapter. These claims

concern the role of college intetlectuals and their

contribution to a new hegernony. This will also further

develop the central argument of this thesis concerning

ideology and the training o{ History teachers at Eolleges

of Education, These moves are also made in support of my

claim in Ehapter one that Eollege intellectuals can

contribute to the,,collective wi11" via the training 0+

History teachers. I will develop this {urther by

claiming that in this way col lege intel lectualE are

contributing to what Eramsci ca1ls "the war of position".

This will be developed in rnore detail at a later stage

in the chapter. Let us now proceed to look at how

Eollege intellectuats involved with History teacher

training can contribute to a new hegemony. Intellectuals

in this context is meant traditional intellectuals in thF

EramEcian sense as developed in the first chapter. It

also refers to Educators at cotteges of Education.

Educators tran either maintain or contribute

the current theory and Pratrtice relating to

to changing

the trai ni ng
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o+ History teachers' at Col leges of Educat ion. I n

at tempt i ng to contr ibute tn changi ng the current Pract ice

and theory of Histony teacher trainingr College

intel lectuals wi 1 t have to posi t ion themselves in the

pot i t ics of Liberat ion, How is th is done?

Educators at Cotleges cannot change the current practices

by educational means only. Education can make a

contribution to this change. This is done by confronting

the ruling class ideotogy in terms o{ its educational

policies. In this case Christian National Education.

Through their pol it ical posi t ioning, that is, their

posi t ion in the po1 i t ics o{ Liberat ion t which is

indicated by their conception of the nature and aims o{

History teacher training, college intellectuals tran

contribute to the disart iculat ion of rul ing class

ideology. This political positioning tr+ the College

intellectuals vis A vis their tronception of the nature and

airns of History teacher training might be seen as an

insufficient criterion for determining their political

position, but is nevertheless a netressary criterion in

the context o{ History teacher training and its

contribution to a new hegemony. By disarticulating the

ruling class ideology, intellectuals should at the same

t ime re-art iculate ,a new ideology regarding the training

of History teachers. In this way educationr specificalty

the training of History teachers, can contribute to a neh,
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non-reduct ionist concept ion
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hegemony would have a

ideology, a hegemony that:

This

of

"... is not to be found in a PurelY
instrumental atliance between classes through
which ttre class demands o{ ttre "rl l ied claslieg
are art ict-tlated to those of the f undamental
class.,.

hegemony invotveg the creation o{ a higher
synthesis., so that all its elements fuse in a
'cot lect ive wi 1 1 ' which becomes the new
protagonist of political action ..." (1)

Havi ng c laimed that intel tectuals at Co1 teges must

contribute towards the new hegemony and having defined

this new hegemony, I witl now attempt to argue how

intel lectuals at Eol legeE can disart j.culate the current

ruling class ideotogy and by impl icat ion re-art iculate a

nEW ideology based on the principle cr{ "collective will"'

The notion that there is a concePtual connection between

knowledge and power (power in this sense meaning to have

the monopoly to dominate), is a materialist and

determinist notion. It is materialist in that it has a

class base. Knowtedge is vested in a particular claEs.

In this case the clasE that holds Power. Embedded in

this not ion is the f alse assumPt ion that People who have '

knowledge (knowledge in tlris ,sense meaning inf orrnal ly or

formally acquired education) n also have or should have

power over persons with no knowledge. The converse of

this assumption is also fatse. The people with power are

not necessarily more knowledgable than the people without
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power. Another {alse assurnpt ion embedded in this

o{ knowledge and power, is the idea of authority'

assumes that PeoPle with knowledge and power also

authority and should be respected {or it '

not ion

It

have

These notions are supported by the current rulin9 class

ideology. The evidence suggests very strongly as shown

in chapters Two and Three that these notions must be

taught to the student via the teaching of History. one

of the aimg of History in the senior Primary Diploma in

Education is to inculcate in the student the resPect for

power and authority. This is in theory ' In Pract ice t

the Educators, "the lecturers" at colteges o{ Educationt

in sorne casesr are Seen and see themsetves as an

,,el i t ist,, group . The educat ive relat iong between

educator and student are crudely defined in terms of

knowledge and power. In this sense the "lecturer", the

intellectualn is viewed by the crude Marxist as serving

the interest of the ruling capitalist class by

maintaining such relationshiPs. How can the

intellectuals at colleges dislodge themselves from this

position and disarticulate the ruling class ideology? I

wittarguethatonewayo{dislodgingthemselvesfrom

this position is to contribute to what Gramsci catls the

"war o{ position". What does this mean?

This rneans the evolut ion of a new strategy ' This
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social formations would re-articulate a new ideology'

Th is would be what 'Grarnsc i cal ls the "war of posi t ion" ,

which is "... a strategy o{ building up a broad btoc of

varied social forcesr uf,ified by a cornmon conception of

the world..." (e)

How tran intellectuals at

to the "war of Position"

contr ibut ion?
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of Education contribute

is the nature of the
Co1 leges

and what

Given the particuloir position o{ the intellectuals at

trolleges of Education in relation to their studentsn

emphasis should be placed on the "collective wi11" of

these posit ions, instead of their c1a5s posit ions ' The

,,collect ive wi 1t " in this instance would be their "common

concept i on" of dernocracy and the need f or i t i n

educational practice. In this case History teacher

training , The ,,co11ect ive wi t 1" becomes a part icular

ideotogy and transcends class barriers concerning Power

and authority. It involves establishing a new hegemony

attrollegeso{Educationasde{inedearlierinthis

chapter. Attempts in this direction have already gtarted

withtheestablishmento{aHistoryLecturers'

Association in May 1989. One of the aims of the

association as set out in the constitution is to

"Encourage the teaching of History as a means of
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preparat ion and adVancement towards a non-racial

democratic South Africa" (3) . Intellectuals in

articulating this "collective witl" in their theory and

practice of History teacher training, become part of the

social protagonists "which urill function as the

protagonist o{ political action during that hegemony's

ent ire durat ion" (4)

The sociat protagonists are "the masseE" (5),

Educators at Colleqes q]f Education in becoming part of

the social protagonist become part of "the ,na55e5". They

are no longer an "el i t ist " group in the tradit ional

capitatist sense' Hurnan action now becomes your prime

,novers in History. This is atso how both educators and

students of History can Bscape the traditional "chains"

of History and modify their historical positions. ThiE

is when the self-will transcends into a higher synthegis

than pure mechanical manipulation that is presently

practised at Colleges of Education in their training of

History teachers. Transcending into a higher synthesis

is when a particular ideology is developed that includes.

space {or atl typeE o{ human action involved in the

training of History teachers. This alliance of grouPs at

Eolleges of Education should have as its aim the

contribution to a new hegemonic group and so doing

contribute to the "war of position". What wi1t the
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nature o+ this contribution be?

The contribution of intellectuals to the "war. o{

position" in terms of training History teachers Ehould

not be seen as a reformist strategy. lnteltectualst in

making their contribution, should take up a critical

non.technicistpositiontorulingChristianNational

Education ideotogy' This position must be a radical

departutre from the positivist educational theory

contrerning the training r:f History teachers' The

strategytocontributetothe.'warofposition',canalso

not be seen as reformist or some type of social

engi neer i ng becauge the "hlar of posi t ion" is by

implicationacriticalreatignmentofsocialgrouPsbent

on fundamental change. It is not an alignment o{ classes

whereoneclasEhastheintentionofdominatingor

maniputating the other' This is social engineering'

To summarise, I have argued that intellectuats at

Colteges of Education in training History students can

help to eEtabtish a new hegemony' This is based on my

claim that these intellectuals can contribute to the "war

of posit ion" by diEart iculat ing current rul ing class

ideology pertaining to the training of History teacherg'

In this way they are re-articutating a new ideology for

the training of History teachers at Colleges of

Educat ion.
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CONCLUSION

In this thesis I have tried to argue {or a new approach

to the training o{ History teachers' The thrust o{ my

argument is that History students at Colleges of

Education under the Department of Education and culture

intheHouseofRepresentativesarecurrentlybeing

trained to take their place in an educational system in

SouthAfricawithovertChristianNationalEducation

foundations. This argument o{ course also holds for all

othereducationaldepartmentsinSouthAfrica.The

undemocratic ideological foundations of this educational

system is suggested by its theoretical underpinnings

relatingtoracismandpoliticalauthoritar:ianism'

One of my central claims in this thesiE has been to

suggest that History and in particular educators o{

History teachersr has a crucial role to Play in

dislodgingtheseundemocraticideologicalfoundationsof

Christ ian Nat ional Educat ion ' I do, however ' 
concede

that this role cannot be over-simplified' I have tried

to argue that such a task has crucial politicat

overtones.Inotherwords,thechangefroman

undemocratic educational practice to a democratic

educat ional pract ice is fundamental ty a po1 i t ical change '
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Teacher training and the current ideology underpinning

it will remain pretty much entrenched if there is not a

move towards pol it ical democracy' This is to reiterate

one of my other claims in this paper: that South Africa

is not expBriencing an educational crisis as such but a

politicatcrisis.onewayinwhichtheeducatorof

History teachers can help address this crisis is to

locatethetrainingofHistcrryteachersinthepolitics
of Liberation. New conceptions of History relating to

its aims and purpose needs to be debated. There shoutd

be a rigorous analysis of what is currently being

conceived as the role o{ the History teacher in south

African schools. To this end the History teachers should

research and debate the democratic principles and

procedures that they would be informed by in attempting

to conceptualize their new frameworks retating to the

role of the History teacher and how they shoutd be

trained. i

Theagendaforthisdebateisamatterofurgency.A

crucial item on the agenda would be the question of

values and its relationship to History and historical

understanding. ouestions that would have to be answered

are! Does History seek to sustain or devalue tradition,

heritageorculture?DoesHistoryassumethatthereare

shared valueE waiting to be defined? Does History

require us to believe that a society's vatues are atways



valuable?

John Slater in a special pro+essorial lecture in the

Institute of Education at the university of Londont

entitted',The Politics o{ History Teaching - A Humanity

Dehumanized?" saYS that :
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i nf luence

"I+ History Eeeks
thingst it cea!;es
indoctr inat ion. "

to
to
(1)

guarantee anY o{ these
bcl History and becomes

Answers to these questions witl have a profound

on the way we train our future History teachers

Cot leges of Educat ion.

at

In conclusion I wish to express the hope that this

research paper will contribute to the growing debate in

south Africa about ideology and education, esPecially the

function of History and History teachers, In as much a5

I do also concede that this project is not a sufficient

contribution, I do however see it as a necessary

contribution to the debate concerning ideotogy and its

connection with education. Furthermore, it is my hope

that this proiect witl also contribute towards

constructing the new values and new kind of Consciousness

that will characterize the new society in south Africa.

History teachers find themselves at the iuncture where

the new and the old are doing battte. Their contribution

towards this battle rernains crucial '

I
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MODULE 2

:JOUTH AFRIEAN HISTORY

1 Pre-Colonial Cape Hlstory I 1590 - 1652

1.1 Hnoi-Hnoi: pastoral agriculturlste

1.2 lian: Hunter-gatherers

2. Discovery and occupation of and settlement at the Cape

2.1 '/oyages of Discovery: de AImeida, Bartholomeus Diaz and

Uasco da Eama - ' ,

2.2

2.2.1 lrjreck of the Haarlem

2.2.2 tiemonstrantle of Janssens and Proot

2.2.3 lan van Rleheeck at the Eape

2.2.4 ilmon van der SteI

2.2.5 ttlillem van der SteI

3 lntergroup relations: 1652 - 1795

3.1 Indigenous people

jlaves

)utch officials
3urghers (include French Huguenots)
vlalays

Torrrn-DureII ers
Trekboers

3.2 lesult of inter-action

6/ .. ..

I

Dutch occupation of and settlement at the Eape
I

I

I



6

MODULE ]

IiUBJECT DIDACTICS

1. [ieneral aims of the subject

2. The objectives that are striven for in a lesson

3 The various types of lessons in the subject

4 Elementary teaching techniques, in the SU bj ect

5 Elementary teaching aids e.g.
charts, textbooks sketches

chalkboards, pictures,

6 ttJritten preparation of the Iesson

7/.....

I

I

I

I

1

I
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MBDULE 2

50UTH AFRIEAN HIST0RY | 1795 - 1851r

1 0ccupatlons of the Cape

1.1 First Britlsh 0ccupation

1.2. Reforms brought about by the Batrrvlafr Republlc
I

1.3 Second Britlsh 0ccupation (Urieft y)

2. Intergroup relatlons: 1806 - 18!'4

2.1 British policy touards:

(r)
(rr)
(lli )
(iv)

the settled community (Malaya, Ktol-Hhol)
the trekboers (frontier farmers)
Xhosa

the northern frontler - emergentrE o f
I

the Grlqua states

3 General PoIlcles ln regard to Slevery
i

i

3.1 Slave Laus (Urlerly) : g

Somerset

overnors Ealedon Cradock and

3.2 Ordlnance 50

3.3 Circuit Eourts

3.4 Philanthropism in South Africa

4. The Difecane,/Mfecane (oorsigtell<)

4.1 The migration of the Eantu to Southern Africa

4.2 The spread of the Eantu into ethric Aroups

\.3 The Mfecane End its results

12/....
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5 The Great Trek

5.1 Eauses

5.1.1 The threats agalnet the splrltual v

farmers

I

+
Iues of the Frontier

5.1.2 The threats against their material r,.re1l-being

5.2 Routes: origln and destination (in broad outline)

5.3 Selected figures: Dingaan - Retief
Mosjesj; Silkaats - Potgieter
(NB: Any ti,lo combinations)

M.ltJ. Pretorius -

6. The Conventlons

6.1

6.2 t

6.3

6.4

13/....

I

I

I

Historical background

Eloemfontein

Sandrlvier

Si gn lfl cance



13

MODULE ]
OIPLOMA IN EDUEATION

SECOND YEAR

SUBJECT DIDAETIES

1. The emphasis is on the teaching of lltetory in standards z, f and 4

The preparation and use of audlo_vlsual alds2.

2.1
2.2
2.3

2.3.1

Maps

Time charts
Projection media

2.
2.

3.2
3.3

0verhead projector
FiIms
Tape recorder
Video tape2.3.4

3 The chalk board

General guide lines3.1
3.2 Time Iine, dlagrams/Illuatratlons/sketch mapB

l
4. Specific Methods :

Narrative

Question and ansuer

Text book

Biograp hical

4.1
4.2

4.3
4.4

5 Lesson Structure

The folror,ring aspects may be regarded as the basic elements on
uhich a lesson shsuld be structured

5.1 Lesson details

SchooI

Standard

Eomposition of class
Subj ec t
Subdivision of subject
Lesson Topic
Date

1t+/....

I

I
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Time

Duration

Notes of Iesson

General aim (s)
Specific aim(s)
Introduction and relation to previouri
Presentation of nerrr subject matter
Eontrol
App I ica tion

5.3

edget^tI

I

I

I

I

kno
I

Didactic form and principles
Method of development

Method of teaching
Teaching and Iearning aids
Tesb development
Remr:diaI teeching

AppI ica tion
Exercise Material

The above is the general form for a I esson uhen

and fuIly-r.trritten tresson notes are rr:quired of

The physical conditions for the teactring of the

The History. room

The History library

carefully planned

students

subj ect6.

6.1
6.2

7

?.1

?.2

7.3

7.4

?.5

7.6

?.7

Qualities of a successful History tee cher .

Attitude of life and academic and prr fe,ssionar quarif ications
Character and sense of responsibilitr

Diligence, devotion to uork and perscnal example

Remains a student ilith lively interes t in subject

Fairness and objectivity

Interest in and understanding of pupi Is

Effective methods of presenting lessc ns

15/....

rn the above, uherever appricabre, ar;tention shourd be given to

I

I

I

I



I

I

I

I

I

I

I
I

i

ng

15

?.8

7.9

'l .10

Effectlve uae of textbooke and teachi alds

Creates

Inaptres

a sultable classroom
l

i

etmoephere

eelf-actlvlty on the part of the puplIa

i

16/ .. .. .

I
I
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MODULE 2

SOUTH AFI1ICAN HISTORY: 1B5I+ 1961

i

.

i

I

I

l
I

ca1 British Imperialism in South Afri

1.1 Federation Schemes: Grey and Earnarvon

1.2 Diamond Fields dispute

1.2.1 Elaimants

1.2.2 l{ea te-aulard

1.2.3 Significance

1.3 Discovery of gold: significance (social and economic)

1.4 Rhodes and Hruger

1.4 .1 British Imperialism versus Afrikaner Nationalism

1.4.2 Uitlanders: Jameson-raid

1.4.3 Encirclement (Uriefty)

2. The Anglo-Boer lJar: cause, tror.lrse and significance

3 The National Convention

3.1 Milnerism

3.1.1 Recon s truc tion

3. 1.2 Failure

3.2 The Unification of South Africa

The rise of 0lack political aurar

The Bombata movement

enPss: 1890
I

4. 19 lC

21/....

l

I

I

I
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MUDULE ]

DIPLOMA IN EDUCATION

THIRD YEAR

SUBJECT DIDACTICS

1.

2..

2.1

2.2

2.3

3.

3.1

3.2

3.3

4.

Emphasis is laid on the teachlng of HI
".toT, to Standard 5

i

i

I

j

Nat:re of the subject (brlefly)

The meaning of the urord history
The content of history

The scope of history

Alnr r of the subject

The general aims

The specific aims

Lesr:on objectives

Aimr: and content
starrdards

of the syllabuses for the senlor primary

N.B Students are not expected to memorise the various
syllabuses

tr

5.1

5.2

5.3

The scheme of ulork

Divtsion of uork

Ordr:r and arrangement

Det:tiling (term, u:eek and lesson unl bs,
exantplesl exercises, tests and planning

teaching aids,
of tests, revisionl

5.4

group teaching)

Var:.ous methods of approach ln organising
tear:hing of the subject

Reprrrt of completed uork

and planning tne

5.5
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6. The pupi

Far: tors
stirge of
horne and

I and the subject

trrhich influence the pupil

I

I

I

studying the subJect:
development, retentlon, attltude, facilities at
et school, co-ordlnatlon urlth other aubJects

7. Evaluation and Testing

Ty1:es of testing-advantages

Evaluation of assignments,

Exanination

7.1 and disadvantages
; .i

7.2 projects, hom
I

l

I

o
I

EUork

'7 .3

/ .3.1 drafting question papers and memoranda

time aspect

division of marks and mErk allocatlon

marking technlques /'

Remedial urork

f marking

'7 .3.2

q

7 .3.3

7.3.4

7.4

B. The Text Eook

The place and effeetlve uee of the
of History

8.1 text book in the teaching

13.2 The characteristics of a good textbc:ks

,). The physicar conditions required for the teaching of History

t) .1

10.

10. 1

1Q.2

10. l

The availability of historical materLal

Non-formal aspects of History teachi ng

Excursions and exhibitions

Neu spaper History

Neu spapers and periodicals
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