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Abstract: This dissertation reveals the enduring willingnegSouth African history
textbooks to legitimate white supremacy. Duringgpartheid era, a historiographic
mythology bearing the stamp of officialdom was pggied by history textbooks.
This mythology constituted the era’s “white historyhat version of history which
serves to legitimate white supremacy in South Afric

Though in specific instances the old mythologylieen forsworn, white
history survives in the post-apartheid textbookee fenets of white history are now
delivered individually and indirectly by way of seed heads (primary or secondary
sources) that, once recovered and reassemblediderst learners, constitute the
familiar grand narrative.

Two historiographical myths promulgated during epaid are taken as
emblems of white history and adopted for the purpad study as units of analysis.
Their form and location are then traced through @meminent publisher’s history
textbooks of the apartheid and post-apartheid eras.

The demonstrated survival of white history in pagsrtheid history education
is traced to the white stipulations placed upongbst-apartheid curriculum during
the reconciliation process. The contemporary trehgrogressivist education
enabled the phenomenon pedagogically through engpbasa zealously learner-
centred, interactive approach.



Preface

As a North American student of history | developadnterest in how
particular interpretations of my nation’s histogve been invoked in defence of
governmental policies such as ethnic cleansingalraegregation, imperial conquest,
and genocide. With the final defeat of the ciwjhtis movement this interest shifted to
the way in which a new spirit of multiculturalismas/implemented in defence of the
capitalist system, illegal military interventiorntanforeign and sovereign states, aled
factoempire.

The pursuit of these interests has imbued me cati@l analyst, with a
healthy scepticism toward liberal-multicultural,‘orulti-perspectival,” approaches to
history teaching, specifically in regards to thestual willingness to serve the cause
of social redress. One must never draw simple adgiizces between the North
American and the South African context, but theeelassons to be learned from the
experience of multiculturalism in the United Stattest could only benefit the South
African academy.

This study thus hopes to provide some indicatiahe® lengths to which post-
Apartheid South African history textbooks of a lidle multicultural persuasion will
and will not go to redress the acknowledged wronggiof the nation’s past and
challenge the enduring economic status quo of vwhifgemacy.



Chapter 1
Introduction
1.1. Overview

Previous studies have identified Apartheid eréohystextbooks as
instruments of ruling ideology propagation. As @ins notes: “South African history
textbooks [were] goldmines for those interestedaw the status quo is legitimated
through ideology.* Such a pedagogy was of necessity to the oppreapiarheid
system if it would sustain and reproduce itself.

Marianne Cornevin delves further into the nuts bolis of the ideology
propagation process. She identifies ten ‘mythsthais term) integral to Apartheid
historiography that served to legitimate the comterary status quo.

That history which serves the capacity of legitimafor the ordinate stake
held by whites in South Africa is here termed “wltitistory.” During the Apartheid
era, the mythology identified by Cornevin servedagsrticularly forthright
manifestation of white history.

The political transition experienced by South &drin the early 1990's
witnessed the official end of Apartheid. Yet maniegral and tangible elements of
white supremacy remain unchallenged or hardly edtén the post-Apartheid era. If,
then, the official history of the Apartheid eraitegated the contemporary status quo,
and important elements of that status quo remasmngxa study tracing the
whereabouts of that official history through SoAthnica’s political transition should
undoubtedly prove heuristic.

For if the inordinate stake held by whites in $oéfrica has not been
redressed, and if the political and economic claetded by whites remains
disproportionate, then it stands to reason thadtary once used to legitimate their
stake in South Africa would not be decisively demeay with. Rather, white history
should at least partially survive in one adaptethfor another. A study of the
particulars of its survival and transfiguration twbanly benefit current scholarship on
post-Apartheid South African history education.

1 Chisolm, Linda. “ldeology, Legitimation of the StatQuo, and History Textbooks in South
Africa.” in, Perspectives in Education: Journal of the Facultfgdfication of the University of
Witwatersrand and the Johannesburg College of EtloicaVol. 5 No. 3 November 1981. Pg. 134



This dissertation is a partial attempt at suctudys Two of Cornevin’s ten
myths are taken as units of analysis for use mdhse study. Their manifestations
and permutations are traced through history texkbad the Apartheid and post-
Apartheid eras.

Maskew Miller Longman has been a long standingehegnic school history
textbook publisher for the Cape Province. A diaciocstudy of its textbooks may
serve as a powerful indicator of the manner andestetp which South African history
education has accommodated the tenets of whiteswgmy over the last twenty
years.

1.2. Inordinate Political Influence Wielded by Whites at the Time of
Reconciliation and Demands Placed by Them upon a BeApartheid History
Syllabus.

What is hailed as “the miracle of 1994" was thienimiation of a series of
concessions made by the ascendant African Nat@oagress (ANC) to the outgoing
Apartheid government while negotiating the termghefnew democracy. In his
recent account of these negotiations Hermann Gdesntaims that “what the whites
wanted” from the new democracy was something daiffefrom a pure, one person -
one vote system. According to Giliomee, many fadtt tsuch a democracy would
constitute “simple majoritarianism,” and effectiyéteplace one kind of racial or
ethnic hegemony with another.” To avoid such aasitun, Giliomee claims whites
approached the negotiation process with the hoplesilding a democracy “in which
the interests of the black majority and white mityowere balanced, in which matters
were decided by a large degree of conserfsus.”

That the interests of 85% and 9% of the populagtoould bebalanced
constitutes a peculiar type of democracy. Accordmblermann Giliomee, South
African whites ascribed a detailed and definite itol national history in the new,
balancedtype of white-anticipated democracy. In that widéamanded history,
“white and black histories were [to be] integratather than having a one-sided
interpretation imposed from above.” The authorugk to contrast this “integrated”

2 Giliomee, Hermann. The Afrikaners: Biography of aple. University of Virginia,
Charlottesville: 2003. Pg. 636. (Giliomee doeselaborate on the term ‘white history,” and it isish
not entirely clear what he means. Yet there seétiegsreason to suspect that his definition of tiren
would be fundamentally incongruent with mine.)




history to a much-feared “ANC authorized versidrafi replaced white history’”
Giliomee was not writing specifically about textigpbut it is textbooks that recount
the national history of nations. So it is to texike that this study turns to see if white
stipulations have been realized.

1.3. Changes in Dominant Pedagogical Theory Concwent with South Africa’s
Political Transition.

1.3.1. The ‘New History.’

Any diachronic study of South African history teabks must take into
account the vastly different pedagogical approacinelertaken by textbook writers of
the Apartheid and post-Apartheid eras. Aparthegdhéstory teaching method

exemplified the Freireian concept of ‘banking pemag’ “in which the scope of
action allowed to the students extends only sa$areceiving, filing, and storing the
deposits.” According to Freire, the only beneffbadled students by such an
education lay in “the opportunity to become colbestor cataloguers of the things
they store.®

In fact, critiques of traditional, top-down pedag@receded Freire by
centuries.
Michel de Montaigne, writing in 1575, prefigurectBrasilian educator’s critique

uncannily:

“Tis the custom of pedagogues to be eternally tiewimg) in their Pupil’'s
ears, as they were pouring into a funnel, whiletthginess of the pupil is
only to repeat what the others have said: now llvbave a tutor to
correct this error, and, that at the very firstsheuld, according to this
capacity he has to deal with, put it to the testpptting his pupil himself
to taste things, and of himself to discern and skdbem, sometimes
opening the way to him, and sometimes leaving énoipr himself; that is,
| would not have him alone to invent and speak that he should also
hear his pupil speak in turd.”

3 Giliomee, Hermann. The Afrikaners: Biography of @le. University of Virginia,
Charlottesville: 2003. Pg. 636

4 Freire, Paulo. Pedagogy of the Oppres§zhtinuum, New York: 1970. Pg. 53.

5 de Montaigne, Michel.Of the Education of Childreh1575 Essays. Translated by Charles
Cotton. http://oregonstate.edu/instruct/phl3024érbntaigne/montaigne-essays-1.html#ll.



British ‘new history’ also preceded Freire’s wodad marked the earliest
formidable attempt made at supplanting the old oeih history education. Of all
the early documents which formulate and proposénie history,” P.J. Rogers’ The
New History: Theory into Practide the grandest in scope. Therein, the authoresrgu

that the discipline of history is a distinct waykwiowing. Though quite different from
other academic subjects, Rogers considered histomparatively pedestrian in its
concept and method. Rogers asserted that “Unliksi& History is continuous

with, not distinct from, general human experiendeist as there was “continuity
between the concepts met in historical enquirytande encountered in general
experience,” proper scholastic exploration of themecepts best equipped pupils with
beneficial critical thinking facultie®.

The ‘new history’ would devise a new structuradlpgogical approach in
order to meet these lofty goals. The most pedagtigicreverent aspect of this
approach was its fervent slant “against adoptioa waditional, chronological
syllabus... in favour of a more radical, discontins course structuré.Proponents
argued that the chronological approach “embracesnistaken assumption that
historical education consists of the pupils contmgossess a definite and extended
body of information.” They believed it was not tt@ntent but “the procedures [that]
make history a discipline,” therefore, “study thaglects them can hardly count as
history.” Proponents’ new focus on methods was advanceudtiéisedical to a
chronological approach, which by design “resulted superficial coverage of a
formidable mass of content.”

In place of chronology, ‘new history’ “emphasigke complexity of causation
in human affairs*® Indeed, the bulk of student work would involve &gtions about
causation, about why events happened and also #imftactors which prevented or

delayed change. Central to any understanding lsetige realisation that causation in

6 Rogers, P.J. The New History: Theory into Practiemdon: 1978. Pg. 9

7 Shemilt, Denis. History 13-16 Evaluation Stuéiplmes McDougall, Glasgow: 1980. Pg. 4
8 Rogers, P.J. The New History: Theory into Practiamdon: 1978. Pg. 19

9 Schools Council History 13-16 Project. A New LodkHstory. Holmes Mc Dougall,

Edinburgh: 1975. Pg. 27

10 Schools Council History 13-16 Project. A New Lodk#story. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 12




history is never simple but compound.Thus, ‘new history’ sought to explore in
detail the social relations at work within a givene period of human experience,
rather than ice skate through its entirety. Such@proach “does not set out to cover
in detail the mass of content usually demanded.rttore ambitious because it gives
pupils the opportunity of sampling in some depthrage of historical content and
adopting a wide variety of approaches to histdfy.”

Causation was to be understood by reconstruatibith ‘new history’
proponents considered integral to their craft. Suak “the nature of history, which is
fundamentally a_‘reconstructibaf a past which has vanished apart from the sade
it which fortuitously remain?® Reconstruction, it was asserted, is what difféated
historical practice from fiction or free invention.

Two principal methods, as identified and advoc#igthew history’
proponents, were to be inculcated in schools asdmlreconstructive practice. The
first of these was interpretation of evidence. ‘N&story’ practice emphasised the
application of “the great variety of types of histal evidence available for the study
of ancient, mediaeval, and modern histoy2vidence, understood as “both primary
and secondary sources... documents and artefadtings and works of art...
pictures... and the very ground upon which we Waillas at the forefront of ‘new
history’ method. Dispossessed of chronology, Inysto schools became “not a
coherent body of knowledge... [but] a heap of malewhich survives from the past
and which historians can use as evidence aboyatste™

Yet evidence was just a starting point. Sourcegwensidered “mere dust
and dry bones until teachers and pupils make ttemealive.*® Therefore, “analysis

11 Schools Council History 13-16 Project. A New LodkHstory. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 39

12 Schools Council History 13-16 Project. A New Lodk#story. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 19

13 Rogers, P.J. The New History: Theory into Practi@mdon: 1978. Pg. 12

14 Schools Council History 13-16 Project. A New Lodk#story. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 21

15 Schools Council History 13-16 Project. A New LodkHstory. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 36

16 Schools Council History 13-16 Project. A New Lodk#story. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 36




of historical evidenceé” was a key skill inculcated under ‘new history’. #ifferent
things [are] “evidence” for different kinds of engy [and] different ways of
handling them are necessafyjt followed that analysis of historical evidencasv
“different from much of the analysis undertakemiher subjects® Much of this
involved identifying and tracing “elements of big8 Students were trained to
consider “the purposes and the prejudices of @moita contemporary document.”
Pupils would also learn to judge the relevanceiammbrtance, the relative ‘weight’ to
afford multiple sources, which were often timesoimgruent.

The second technique ‘new history’ proponents akimtegral to the process
of reconstruction would become the most controaérebdule of the ‘new history’.
What they dubbed ‘Empathy’ became a major politiaeget of the British
Thatcherite Right. One could hardly expect the eotdn that “history involves some
attempt to rethink the past, to re-enact it anenipathise with the people concerned
in any past situatior? would incite such fervent reaction.

Considered “a vital part of the reconstructivegess,” Rogers defines
empathy as “to identify with the character undedsgt.. not only in the contextual
senses but also in the personal sense of seemgsths Cromwell or Nelson or Hitler
did.”* In a social sense, to engage in empathic praatatadent was to “empathize
with the ideas and motives of his predecessors@retonstruct frames of reference
within which those ideas and motives can seem tatibinal and justifiable? By

17 Schools Council History 13-16 Project. A New Lodktstory. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 40

18 Rogers, PetefHistory - The Past as a Frame of Referende:'Portal, Christopher (ed.) The
History Curriculum for Teacher&almer, London: 1987. Pg. 6

19 Schools Council History 13-16 Project. A New LodkHstory. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 40

20 Schools Council History 13-16 Project. A New Lodkdistory. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 38

21 Schools Council History 13-16 Project. A New Lodktstory. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 38

22 Schools Council History 13-16 Project. A New Lodk#story. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 15

23 Rogers, PetetHistory - The Past as a Frame of Referende.’Portal, Christopher (ed.) The
History Curriculum for Teachergalmer, London: 1987. Pg. 13

24 Shemilt, Denis. History 13-16 Evaluation Stuétiplmes McDougall, Glasgow: 1980. Pg. 5
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way of this empathetic method, students were “ék $e understand from inside the
situation under study?® In the classroom, students were to be “set exesaigich

ask them to consider the viewpoints of the varicheracters or sides of any situation
and of people with whom they may not naturally feghpathy.*

Imaginative reconstruction was thus possible imieighing and
interpretation of evidence on the one hand, whie#lfiinvolved empathy, conjoined
with empathic projection on the other hand, a pssaghich itself was limited within
the boundaries of reason by congruence with aveailddence. In this way, the two
components of imaginative reconstruction suppaatedichecked one another.
Imaginative reconstruction was to be applied taiqular moment in time. This
undertaking was labelled an in-depth study, rasglith “a coherent account of an
event or period of the past”In-depth studies would “increase pupils’ self-
knowledge and awareness of what it means to be mionaoncentrating attention
upon the ideas and beliefs, values and attitudgseaple of a different time and
place.”® The ‘new history’ would be constituted by a numbgthese in-depth
studies, thereby aiming for depth of understandibtg the human experience in
different historical manifestations, rather thae traditional chronological approach,
which aimed for relatively shallow understandingaafepic timeline.

Colloquia held in 1995 consisting of “textbookiters, academics, and
publishers,® focussing on “school history textbooks for a deratic South Africa®
concluded that “textbooks should be structurechtes iactive learning materials,” and
that, “source materials in books... can be usesh#édble the construction of a narrative

25 Schools Council History 13-16 Project. A New Lodk#story. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 41

26 Schools Council History 13-16 Project. A New Lodktstory. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 41

27 Schools Council History 13-16 Project. A New Lodk#story. Holmes Mc Dougall,
Edinburgh: 1975. Pg. 40

28 Shemilt, Denis. History 13-16 Evaluation Stué¢iolmes McDougall, Glasgow: 1980. Pg. 5

29 Sieborger, RobThe Dynamics of History Textbook Production Duri@guth Africa’s
Educational Transformation.in: Nicholls, JasonMethods in School Textbook Researéh.Foster

and K. Crawford (eds.) What Shall We Tell the Claldrinternational Perspectives in School History
Textbooks Information Age, Greenwich Connecticut: 2005. Pg.

30 Sieborger, RobThe Dynamics of History Textbook Production Duri@guth Africa’s
Educational Transformation.”In: Nicholls, JasorMethods in School Textbook Resear&h.Foster
and K. Crawford (eds.) What Shall We Tell the Claldrinternational Perspectives in School History
Textbooks Information Age, Greenwich Connecticut: 2005. Pg.
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by students® Participants of the colloquia further resolved treampathy... and
moral commitment are important aspects of the lagraf history,”®? decreeing:
“historical understanding should develop empathatiderstanding, emotional and
moral commitment with the past™”

These colloquia seem to reaffirm the basic priesipf ‘new history.” And
yet, the notion that narrative must not be providetionly assembled by students
from provided fragments seems a peculiar interpogtaf the format. Many
proponents of the ‘new history’ felt that the fotmnshould develop student awareness
of the value of narrative and the use of narrativaistory.

As we shall see, the pedagogical approach addgtéte post-Apartheid
Looking into the Pasteries is a severely zealous, generally unhedgedrnation of

‘new history,” one influenced by a ‘from-to’ prog@vist trend prominent in South

African educational circles at the time of its \wri.
1.3.2. The Rise of Progressivism and how its Imgletation Crippled ‘New History.’

Pedagogical trends stressing interactivity anthieracenteredness came to
prominence among anti-Apartheid circles of the Bd\ftican intelligentsia in the
1970's. These trends are often lumped together uhe@ebulous term
‘progressivism.” The exact meaning of ‘progressiviss a matter of contention even
amongst its foremost proponents. Yet its divergiergads hold at least one common
thread, a “pervasive chiliasm... the original oestlsystem was, in progressivism’s
founding gesture, exposed as a fraud, and the peahgirogressive future depended
on a complete and total replacement of the oldl iitsamanifestations*

31 Siebdrger, Rold'The Dynamics of History Textbook Production Durifiguth Africa’s
Educational Transformation.in: Nicholls, JasorMethods in School Textbook Researéh.Foster

and K. Crawford (eds.) What Shall We Tell the Claldrinternational Perspectives in School History
Textbooks Information Age, Greenwich Connecticut: 2005. &g.

32 Siebérger, Rob:The Dynamics of History Textbook Production Durigguth Africa’s
Educational Transformation.in: Nicholls, JasorMethods in School Textbook Resear&h.Foster

and K. Crawford (eds.) What Shall We Tell the Claltrinternational Perspectives in School History
Textbooks Information Age, Greenwich Connecticut: 2005. 5

33 Sieboérger, Rob:The Dynamics of History Textbook Production Durigguth Africa’s
Educational Transformation.in: Nicholls, JasorMethods in School Textbook Resear&h.Foster

and K. Crawford (eds.) What Shall We Tell the Cléldtrinternational Perspectives in School History
Textbooks Information Age, Greenwich Connecticut: 2005. Pg.

34 Muller, Johan. “Progressivism Redux: ethos, polgathos.” in Kraak, A. and Young, M.
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Muller's 2002 article points to a contemporaryl&teation of progressivism
in South Africa,” from whose fervour emerged a ffrd@o’ approach. According to
this approach “everything in the first column waditpcally and educationally
bankrupt while everything in the second column espnted the inauguration of
redressive social justicé™

Maskew Miller Longman harked to this trend in #galy 1990's in an effort to
anticipate the educational policy as yet to be anoned by the ANC. Their effort
proved quite apt; the ultra-progressivist C2008rlaromulgated by the ANC adopted
and further galvanized precisely this pedagogieadd. Looking into the Pakfarkens

emptily to the devices formulated by proponentthef‘new history,” implementing
them in an inert form to a broad-sweeping degremglaway with nearly all
heretofore seen textbook conventions.

The result is a super-interactive textbook, ora thlls no story but scatters
pictures, questions, and various fragments of diifestories across the palette.
Indeed, it seems all we have in the textbook israpheap of evidence, source
materials, and severed heads to empathise witm theeigh the word ‘history’ is
etymologically derived from the Greek word ‘histtiwhich implies ‘narrative,” one
would never guess this from looking at the newliesks, who have dispensed
themselves of the obligation to disseminate hisabmarrative.

With the obliteration of narrative, what risestsstead is a hodgepodge of
maps, pictures, and critical thinking activitieplete with severed heads. If, then,
narrative is obliterated by the new textbooks, #redold narrative of ‘white history’
can thus not be told by the text, what happenshiteviistory?

Looking into the Padtactures the narrative of white history into its

component parts. Disassembled thus, the compoaentnfined to the critical
thinking exercises. Therein, they are issued byrhay severed heads who
proliferate in the textbook. The format, then, aoly reiterates the familiar tenets of
white history, but protects them from critical cmegation from the scant
authoritative text (those passages of the textlloaktell us authoritatively what
happened and what is true) provided by the textbook

The fact that the component parts of white hisarg/spared authoritative
consideration has tremendous ramifications. Itotiffely means that when the

(eds.), Education in RetrospeBretoria, HSRC: 2002. Pg. 60

35 Muller, Johan. “Progressivism Redux: ethos, polgathos.” in Kraak, A. and Young, M.
(eds.), Education in RetrospePretoria, HSRC: 2002. Pg. 61
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severed heads talk none are presented by the tdxéisomore ‘right’ or ‘true’ than
any other. What we have in the exercises is thunoi@ than a melange of disparate
yet ‘equally true’ conjecture. They are simply &ipof differences,’ a collage of
different colours flashed on a screen. They tethathing more than the fact that there
are different colours and opinions in the world.

It is further of note that as progressivist pedpgwansfigures the elements of
‘new history’ it also cripples them. For severeddi® scarcely constitute ‘sources’ or
‘evidence,’ as stipulated by ‘new history;’ wher theads are those of historical
figures, it is not made clear whether the wordy iksue are actually theirs,
translations, or characterising dialogue wrougbitrfthe author’s own imagination.
Furthermore, there is no genuine ‘detective wookbé had here. There is simply the
noting of difference. There is no cross-checkingifferent opinions against facts
capable of rendering them true or false. Whattesnided to be interactive, then, has
actually become the most passive and languorousgogy imaginable. The student
simply watches colours flashing on a screen.

An example may illustrate the point concisely. WikeHistory? A New

Approach to History for Students, Workers and Comities™ is one example of

‘new history’ pedagogy implemented in the Southi@dén context. This textbook
comprised:

...exercises such as a comparison of newspapelearto establish which
is the most reliable source; contrasting the attituof different observers
at Sharpeville; questioning the difference thavileg out evidence can

make and reconciling three different interpretatiabout what happened

in Soweto in 197@.7

If What is HistoryAvere to see its pedagogy so progressivised asftilad

new Maskew Miller textbooks, two things would changirstly, it would consist of
almost nothing but such exercises. Secondly, tkeceses would become so inert that
they could hardly in good faith be called exercigéee hypothetical progressivised
textbook would comprise:

36 National Education Crisis Committee. What is HistoAyNew Approach to History for
Students, Workers, and Communiti€&otaville, Johannesburg: 1987.

37 Siebdrger, Robd‘Abandoning Neutrality? Taking Sides in Classroonstelry.” In: M.H.
Trimpelann. (Ed.) History Teaching in a MulticultuBdciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 27
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...exercises such as a comparison of newspapelearto establish that
newspapers say different things; examining théualitis of different
observers at Sharpeville to see if they are sinoitatifferent; looking at
evidence and examining three different interpretegtiabout what
happened in Soweto in 1976.

The question put forth by Siebdrger toward ‘nestdny,” “Where does it [the
exercise] leave one?” can thus be directed atahiasly progressivist version with
condescension; for “if it [the purpose of the exstis simply to be able to recognise
one’s own version from a number of competing varsjsmot much has been
achieved.®®

The inertia of their exercises notwithstanding, lgarning of history from the
new textbooks remains active in one critical seRse the student who intends to
glean a historical narrative from the many scattéragments therein must actively
choose which of the sparring fragments to recomdrassemble into his or her
constructed narrative. Should this student be gevdupremacist, he need not fear;
the familiar tenets of white history will always peovided.

The components of white history can thus be reea/&om critical thinking
activity boxes as truths by student readers argsezabled into the grand narrative of
white history. In other words, as student readerstuct their own narrative from
the scattered fragments, those who wish to do seltaose those fragments derived
from white history and reassemble them into the white supremacist grand
narrative.

The political implications of such an approach mamnifold. For instance,
such an approach accords with long held liberakgien “the function of history
education in democratic societies: views shoulexyressed in all their plurality
while actively interpreted by a critically engaggtddent populace®®

Furthermore, the incorporation of white suprentaustoriographical
conventions into critical thinking activities whetey are brought into juxtaposition
with revisionist or Africanist accounts means twaite history survives and remains
above authoritative criticism. Such a pedagogy meajize the “integrated” history
identified by Giliomee as “what the whites wantédim post-Apartheid history.

38 Sieboérger, Rob’Abandoning Neutrality? Taking Sides in Classrooistbry.” In: M.H.
Trimpelann. (Ed.) History Teaching in a MulticultuBdciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 27

39 Nicholls, JasonMethods in School Textbook Reseaf05. In: S. Foster and K. Crawford
(eds.) What Shall We Tell the Children: Internatiderspectives in School History Textbooks
Information Age, Greenwich Connecticut: forthcomiRg. 7




1t

It would appear, then, that all is well. The gaaees of the abdicating white
political power structure are propitiated whilegnaents of some new, insurgent
history meant to please all others are represdmtedeir own severed heads.

Yet the capacity of this particular approach tarisform school history so
that it can recover from the ravages of Apartheidoation,*® remains dubious. For
the shallow neutrality achieved by spilling outivas contentions in a play of
differences clearly does little to correct the dgmdone South African blacks by
centuries of denigratory, inculcated history. Whia¢én, must an effective
rehabilitative effort include?

In the case that a black history is called foreimedy the injustice done by
centuries of white history, as some scholars cahtdren the potential of the new
textbooks to put forth a meaningful black historg the progressivist method must
also be considered. Are severed heads enough? Gtesieerations shall be taken up
in a subsequent chapter.

40 Siebdrger, Rob, and Vigilieno, ElitdThe Status Quo in Curriculum Development in South
Africa.” in History Education Group (edjlistory Matters.Heinemann-Centaur, Cape Town: 1993. Pg.
11
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Chapter 2

Methodology

2.1. The Current State of Textbook Research

2.1.1. Current Scholarship on Textbook Researcthiitlogy

In an article on textbook research methodologpid&$icholls reminds
textbook researchers that “little work has beeredarterms of setting out clear
generic guidelines for analysing texts. While pienseof textbook studies... have done
much to develop the field there is little explidiscussion in their work of the precise
instruments used to conduct textbook research. N¥&tolls’ conclusion, that
“methods for textbook research are fundamentalfjeutieveloped and in need of
further research™ is contentious.

The notion that helpful general methods for tegtbresearch can be
abstracted from the field rests on the dubiousrapsion that history textbook
research share some sort of common cause, antthéhsitnilarities of all history
textbook studies outweigh the similarities of amytjgular study to other forms of
literary or textual research.

Falk Pingel is sceptical of such assumptions,erwting that “often our
guestions and aims are more specific and we [owgsEhave to... refine the
instruments to be used in the stud§Therefore, rather than elaborate a
comprehensive general methodology for textbookamese Pingel “emphasises the
complexity of textbook research and the need feeaechers to consider all
eventualities during their preparation to conduptaject.”*?

Pingel’s primary imperative is the definition ofextbook sample. As “there

41 Nicholls, JasonMethods in School Textbook ReseatohS. Foster and K. Crawford (eds.)
What Shall We Tell the Children: International Pexdives in School History Textboakaformation
Age, Greenwich Connecticut; forthcoming. Pg. 1

42 Quoted in: Nicholls, JasoMethods in School Textbook Researtin.S. Foster and K.
Crawford (eds.) What Shall We Tell the Childrenehmiational Perspectives in School History
Textbooks Information Age, Greenwich Connecticut: forthcami Pg. 5

43 Nicholls, JasonMethods in School Textbook Researtfn. S. Foster and K. Crawford (eds.)
What Shall We Tell the Children: International Pexdives in School History Textboaksformation
Age, Greenwich Connecticut: forthcoming. Pg. 3
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are few things more important than a preciselyrggfisample... the type and quantity
of textbooks to be analysed are essential congidesafor analysts wishing to
generalise on the basis of research findirgs.”

Pingel then identifies “two major concerns in t®dk research.” The first of
these is “the pedagogical implications of the tekibow are textbooks used by
teachers and received by students?” This study mloesxamine the ways in which a
textbook is handled in the classroom. It only consetself with pedagogy insofar as
content is delivered via pedagogithin the textbookThis study, therefore, falls into
Pingel’s latter category: that major concern wtigtthe content of ‘the text itself.*®
Field research is predictably unhelpful for sugtwy, unless textbook content is
cross-checked against empirical data that is niotgléected or written down.

Insofar as the reading of the textbook is conagrRéngel distinguishes
between quantitative and qualitative methods. Wtaleful to stress “the
complimentary nature of both quantitative and datlie techniques,” Pingel notes
that “different methods reflect different purpo&&sNicholls notes elsewhere in the
essay that “a positivist/empiricist flavour [is]tmmecessarily conducive to researchers
of, say, ideology in textbookd”and as this author does not deem quantitative
methods appropriate for any question of meaninglitgtive methods have been
adopted for this study.

“With qualitative methods of textbook analysis,fites Nicholls, “depth
presides over breadth. As such, the results tebd tacher with regards to
understanding the way that information is presemexdtext.*® Pingel notes different

44 Nicholls, JasonMethods in School Textbook Researti. S. Foster and K. Crawford (eds.)
What Shall We Tell the Children: International Pexdjves in School History Textboaksformation
Age, Greenwich Connecticut: forthcoming. Pg. 3

45 Nicholls, JasonMethods in School Textbook Researttn. S. Foster and K. Crawford (eds.)
What Shall We Tell the Children: International Pexdives in School History Textboaksformation
Age, Greenwich Connecticut: forthcoming. Pg. 5

46 Nicholls, JasonMethods in School Textbook Researti.S. Foster and K. Crawford (eds.)
What Shall We Tell the Children: International Rerstives in School History TextbooKaformation
Age, Greenwich Connecticut: forthcoming. Pg. 3

47 Nicholls, JasonMethods in School Textbook Researti. S. Foster and K. Crawford (eds.)
What Shall We Tell the Children: International Pexdives in School History Textboaksformation
Age, Greenwich Connecticut: forthcoming. Pg. 8

48 Nicholls, JasonMethods in School Textbook Researtfn. S. Foster and K. Crawford (eds.)
What Shall We Tell the Children: International Pexdives in School History Textboaksformation
Age, Greenwich Connecticut: forthcoming. Pg. 3




18

gualitative approaches to textbook analysis: 1ntégreutic analysis, 2. linguistic
analysis, 3. cross-cultural analysis, 4. discoarsaysis, 5. contingency analysis.

Nicholls mentions some forms of qualitative textamalysis omitted in
Pingel's list: disciplinary or historiographicalalygsis, visual analysis, question
analysis, critical analysis, structural analysisj aemiotic analysis.

The dark mires of epistemological problematicsiteasit of any attempt to
neatly separate between these approaches arbaessduristic. Certainly, there is no
form of textual analysis that cannot properly besidered a breed of Hermeneutics,
whose sole vocation &ferstehens broad enough to incorporate all lesser variants
There is certainly no definition of “discourse”time collected works of Foucault or
his epigones that is not problematic. Structural post-structural forms are so rife
with unresolved and abstruse internal problems &sve fallen out of favour in
universities across the world.

Attempts beyond those of Pingel to devise a gémeethod are also discussed
by Nicholls. Yet these are unhelpful as they prestimat all textbook research is
somehow similar and, quite prudently, perhaps,atattempt to resolve the
millennia-old epistemological problems surroundinigrpretation. Even according to
Nicholls’ own argument, these models remain “fundatally underdeveloped.”

2.1.2 Milestones of South African Textbook Research

Modern research on race and power in South Afrigstory textbooks began
with F.E. Auerbach. Auerbach’s The Power of Prejadn South African Education

published in 1965, was an ambitious attempt toviegtither South Africa “used its
educational system to divide its peopl@The study encompasses Transvaal High
School textbooks, “since it is easier and moreabddi to study the printed word
which, once printed, does not vary, and remainsipaent from lesson to lessott.”
Auerbach’s largely quantitative study concludethia affirmative: “there are
deep divisions in our public life - often on ethfiies... these divisions are also

49 All these are briefly described in: Nicholls, Jasiglethods in School Textbook Reseaitoh.
S. Foster and K. Crawford (eds.) What Shall We fhaIChildren: International Perspectives in School
History TextbooksInformation Age, Greenwich Connecticut: forthcagi Pgs. 3-4.

50 Auerbach, F.E. The Power of Prejudice in South AfriEalucationCape Town: 1965. Pg. 1

51 Auerbach, F.E. The Power of Prejudice in South AfriEalucationCape Town: 1965. Pg. 1
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sharply reflected in school textbooké.Auerbach traces this phenomenon to the
lagging influence of Christian National Educatictaimed by “one of its chief
architects” to have been “developed for the ortixofifsikaner.” This educational
policy subordinated all educational policy to essdiing “the national foundation
(as) Dutch South African nationalism... no otheraral foundation will satisfy
them... all subjects shall serve this national difT.extbooks of the early Apartheid
era, then, were found guilty of “inducing all whitkildren to adopt an attitude of
superiority,” an indicator of “aggressive natiosatiin education” on the part of the
dominant Afrikaner?

Auerbach concluded that “our educational system eang used to divide the
people,” and that “a pronounced trend to greatamatentrism, embodied in certain
Afrikaans textbooks only, has now also become @fattte aims and content of the
syllabuses prescribed for all schools irrespeatiianguage mediunt® Auerbach,
however, “do[es] not pretend to be able to knowrtidives of those who wrote the
books,” and as such his study does not focus odepyment of history-educational
prejudice in the service of status quo legitimation

Linda Chisolm’s Ideology, Legitimation of the StatQuo, and History

Textbooks in South Africdeals precisely with this issue. However, thechatis

hampered by a problematic Nineteenth Century dedmbf ideology and its
relationship to education that the author latecdbed as “crudely developed®”

Still, its findings on status quo legitimation irstory textbooks is no less important.
Analysing “one textbook for the Standard 8 use@afoured schools dealing with
South African history,” the author concluded thidue" history that is... taught the
African, Indian or Coloured denies his existencé &sa heroic tale of the rise of the
Afrikaner... by denying blacks a history, it isented to prevent the growth of a

52 Auerbach, F.E. The Power of Prejudice in South AfriEalucationCape Town: 1965. Pg. 2

53 Auerbach, F.E. The Power of Prejudice in South AfriEalucationCape Town: 1965. Pg.
115

54 Auerbach, F.E. The Power of Prejudice in South AffiEducationCape Town: 1965. Pg.
121

55 Auerbach, F.E. The Power of Prejudice in South AfriEalucationCape Town: 1965. Pg.
126

56 Chisolm, Linda. “ldeology, Legitimation of the StatQuo, and History Textbooks in South
Africa.” in, Perspectives in Education: Journal of the Facultfgdfication of the University of
Witwatersrand and the Johannesburg College of EtloicaVol. 5 No. 3 November 1981. Pg. 148
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national/class consciousness.”

In such a history the Great Trek is “presented ssuggle for existence
against savage tribes and imperialist England erp#rt of the heroic Boers.” Such a
history establishes “the European right to the latésed on two factors: his being
the first to settle it and his civilization beingperior. Though Chisolm identifies

“wide, open spaces’ into which the Voortrekkerswed™®

she does not deal directly
with the myth of empty land identified by Cornevas discussed in the following
section.

Chisolm does, however, perceive the reductionhakd, “leader of the Zulus
who had developed the military tactics of his atmgn astonishing extent,”
operating indirectly through the reduction of “th#agane (Mfecane), a complex and
central process of nation-building and economidgijcation,” to mere “‘murder
and slaughter’ between Bantu trib&s.”

Dean, Hartmann, and Katzen, in their 1983 studydtly in Black and White

deal more expansively with “legitimation, which miag loosely defined as the

process by which consent is secured among membarsaziety to the existing

social and political arrangemenf8.The purpose of their study, whose sizable
textbook sample was “based on the list of Englastglage history texts approved by
the Transvaal Education departméhtvas to reveal a “slant within those texts which
were officially used as part of the process knowsacialization... intended to
maintain the system of Apartheiff'History textbooks were important, the authors
believed, since “history can be, and frequentlyigged throughout the world to justify

57 Chisolm, Linda. “Ideology, Legitimation of the StatQuo, and History Textbooks in South
Africa.” in, Perspectives in Education: Journal of the Facult§dfication of the University of
Witwatersrand and the Johannesburg College of Etloicav/ol. 5 No. 3 November 1981. Pg. 137

58 Chisolm, Linda. “Ideology, Legitimation of the StatQuo, and History Textbooks in South
Africa.” in, Perspectives in Education: Journal of the Facult§dftication of the University of
Witwatersrand and the Johannesburg College of Etioicavol. 5 No. 3 November 1981. Pg. 142

59 Chisolm, Linda. “Ideology, Legitimation of the StatQuo, and History Textbooks in South
Africa.” in, Perspectives in Education: Journal of the Facult§dtication of the University of
Witwatersrand and the Johannesburg College of Etioicavol. 5 No. 3 November 1981. Pg. 141

60 Dean, Elizabeth, et. al. History in Black and Wh#r:Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 18

61 Dean, Elizabeth, et. al. History in Black and Whéir:Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 43

62 Dean, Elizabeth, et. al. History in Black and Whée Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 5
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particular forms of social structure and governniéht

These authors concluded that “South African teskisa. are better able to
serve narrowly conceived white nationalistic pugstan the more academic
purposes that they purport to serf&As such, history textbooks constituted “part of
the ideological apparatus that serves to legitirttaggoresent South African social
order.”® Importantly, these authors identify eight waysvinich the textbooks instill
“beliefs, attitudes and values that are part ofitibellectual underpinning of the
Apartheid system® These do not all need rehashing here, yet it shoelnoted that
the fifth, “the perpetuation of myths,” reiteratbe findings of Cornevin’s study. The
authors specifically locate in the Transvaal tegitso“frequent allusion to an
erroneous belief that the Boers occupied an enapiy When they trekked North
during the nineteenth century, suggesting thatl#mid ‘belongs’ to whites®

Marianne Cornevin’s Apartheid: Power and Histdrkealsification,published

in 1980, is the only of these studies that focussa@tlsively on Apartheid
mythology, and marks another important mileston8aith African textbook

research. Two of its findings are adopted as instnts of analysis for my study.

2.2 Instruments Adopted and their Implementation
2.2.1. Theoretical Framework for Analysis:

Marianne Cornevin’s Apartheid: Power and Histdriealsificationprovides

an apt theoretical framework for my study. Thoughr@vin relies on official
government documents and academic history as nausblmol textbooks for her
data, her findings are no less relevant for fuhuséory textbook research. The
historical mythology identified by Cornevin as detive of the Apartheid imperative

63 Dean, Elizabeth, et. al. History in Black and Whéa:Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 13

64 Dean, Elizabeth, et. al. History in Black and Whé#a:Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 105

65 Dean, Elizabeth, et. al. History in Black and Whéa:Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 102

66 Dean, Elizabeth, et. al. History in Black and White Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 103

67 Dean, Elizabeth, et. al. History in Black and White Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 103
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shall constitute the theoretical backbone of mggtu

Published in 1980 by the United Nations EducatioBaientific, and Cultural
Organization, Cornevin’s book identifies ten my&mglemic to Apartheid
historiography. Of these ten myths, two functioraa®le indicators of the influence
of ‘white history,” and thus provide a substantialt of analysis for my study. The
first of these is the myth “that Chaka, Dingaard Mrzilikazi were nothing but
bloodthirsty despots.” The second is the myth “thatVoortrekkers advanced into an
uninhabited land that belonged to noone.”

| have selected these two myths from the ten ifiletitoy Cornevin based on
both their practicality and heuristic potentialiagdicators; the first reinforced notions
of superior white civilization and black culturaferiority - the other served to
legitimate the contemporary economic status quamall part of which was the
distribution of land. These two myths, while notelated, may generally be said to
correspond to the psychological and the socio-eminoeeds of white South
Africans respectively. Sampling both the psychatagand the economic, | hope to
cover a good spectrum of white history.

2.2.2. Units of Analysis
Myth 3: That Shaka, Dingane, and Mzilikazi werehiteg but bloodthirsty despots.

The third myth identified by Cornevin, and thesfif have selected for use as a
partial unit of analysis, held that “Chaka, Dingang Mzilikazi were nothing but
bloodthirsty despot§? lends itself very well to my study, as these arepte whose
contributions to South African history are affordadstantial coverage in both
textbooks. The notion that the South African irdewas rife with bloodthirsty
despots before white settlement was an integralgbawhite history,” as it reinforced
white supremacist interpretations of South Afritéstory popularized by G.M.

Theal. This view envisions a “northward moving [tejicivilisation” in contest with
“a southward moving [black] barbarist Trekkers were thus seen as civilizing
force entering a region of darkness and savagery.

68 Cornevin, Marianne. Apartheid: Power and Historlealsification UNESCO, Paris: 1980.
Pg. 95

69 Quoted in: Auerbach, F.E. The Power of PrejudicBanth African EducatiorCape Town:
1965. Pg. 78
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Cornevin’s theoretical framework is further usafuthat it not only identifies
the myths but it is also prescriptive; for each Imiglentified Cornevin also provides
an approach for recovering history from its Apaidh@ythological shroud. Cornevin
recommends the de-mythologising of Shaka, Dingané ,Mzilikazi may commence
by further contextualizing their lives, so that tiistorian may achieve some
appreciation of these figures as “great kings” iadlers of their peoples, such as
they are remembered by their peofii€ornevin writes: “without wishing to
exonerate Chaka, Dingaan, and Mzilikazi completélthe charges of cruelty made
against them... their characters need to be seeiblioader perspective so as to reveal
their stature as statesmen.”

While Cornevin is certainly right in noting thentiency within South African
historiography to reduce the figure of Shaka, leeoant of the phenomenon is itself
reductive. For the historical personage of Shaka afforded a peculiar reverence by
many white South Africans who gazed retrospectiuggn his reported legacy.
Indeed, these whites tended to see the Mfecansyipiably started by Shaka, as an
“expresslion of] the peculiar genius of a peogfeShaka thus earned the reverence
afforded legendary tyrants, and historians oftkearied him to “Napoleon Bonaparte,
Shaka’s European counterpaft.”

This trend is evident in E.A. Ritter’s pioneerib@55 biography, Shaka Zulu.

Ritter put forth his account in order to “portralgeka, the founder of the Zulu nation,
as the Zulus saw hinf*The characterisation achieved by Ritter may in &@cord
with the way Zulus remembered Shaka. Yet even,iftework more importantly
met white, ‘orientalist’ demands for a drum-andipet biography of the savage

70 Cornevin, Marianne. Apartheid: Power and Historlealsification UNESCO, Paris: 1980.
Pg. 98

71 Cornevin, Marianne. Apartheid: Power and Historlealsification UNESCO, Paris: 1980.
Pg. 100

72 Etherington, NormariOld Wine in New Bottles: The Persistence of NawatBtructures in
the Historiography of the Mfecane and the greakTrén: Hamilton, Carolyn. (Ed.) The Mfecane
Aftermath: Reconstructive Debates in Southern Afiélistory.Witwatersrand, Johannesburg: 1995.
Pg. 35.

73 Saunders, Christophé€Pre-Cobbing Mfecane Historiography.ih: Hamilton, Carolyn. (Ed.)
The Mfecane Aftermath: Reconstructive Debates inttgma African HistoryWitwatersrand,
Johannesburg: 1995. Pg. 22

74 Ritter, E.A._Shaka Zulu: The Rise of the Zulu Empirengman’s Green And Co, London:
1955. Pg. ix.
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Black Napoleor® Therein, whites could read of such tales as thetsitle between
Shaka and the supernatural Mad Giant, who wouldt‘whefore his kraal smoking
hemp in higgudu[before] charging out to kill and maim with hislessal axe.
Regarded as a supernatural, the bravest feareBhinthaka met and killed him in
single-combat, a match of wit and strengtf®..”

A reverent mythology not unafflicted by Said’sigmtalism”’ thus
enshrouded Shaka in the minds of many white Sofrikaks. This mythology
certainly found its way into the historiography,iaihrevered Shaka not only for his
legendary prowess or martial ingenuity as an aatoic ‘tyrant,” but also for his
alleged capacity for cruelty; “such cruelty asasdly comprehensible by
Europeans”®

The reduction of Shaka to a mere bloodthirsty deap Cornevin describes
did therefore occur, but was part of a larger hisggraphical trend that enshrined his
personage in lore and ‘orientalism.” From the prigation of such orientalist lore
was borne a popular reverence for Shaka as aroicesvagery, martial prowess and
ingenuity, and disciplining leadership such as kmmwn to Ritter’’ Therefore,
though reductive in its scope and brevity, Cornsviheory remains a useful guiding
instrument for this study.

Furthermore, since Cornevin wrote in the 198@batles around Shaka have
shifted their locus. The scholarship of Julian dogthas altered the nature and
purpose of these debates so as to cast Shakaty legan entirely different light, a
phenomenon with immediate ramifications for posaAbeid history textbooks.
While Cobbing’s original claim that the Mfecanensthing more than a

75 Ritter actually served as “a trumpeter in the medmitiatal Carbineers,” which accompanied
“Captain Lonsdale’s Natal Native Contingent, armétth shield and spear,” in battle against “a pért o
the Zulus [who] rebelled.” Since his childhood regbboured “an undying interest in all things Zulu,”
an interest nursed by his father’s “interest.allrthe battles of natives against natives.” Seebibok’s
introduction.

76 Ritter, E.A._ Shaka Zulu: The Rise of the Zulu Empirengman’s Green And Co, London:
1955. Pg. 36.

77 Said, Edward. OrientalisnVintage Books, New York: 1979.

78 Quoted in: Saunders, Christoph#tre-Cobbing Mfecane Historiography.th: Hamilton,
Carolyn. (Ed.) The Mfecane Aftermath: ReconstrucBabates in Southern African History.
Witwatersrand, Johannesburg: 1995. Pg. 22

79 The Timelinesseries spends much more ink on Shaka than theextiooks, and also
devotes much more ink to mention and consideratidns military innovations.



25

historiographical conspiracy put forth to legitimathite land seizure has been
dismissed as “implausible conspiracy theor[y],"bates emerging from Cobbing’s
work have conceded its “powerful insighf§.”

Most historians now acknowledge that Cobbing'shtagement remains: to
have challenged old ideas, [and] destroyed theequraf an upheaval that was solely
Zulu inspired.® Scholars heedful of the new scholarship variodiribute
responsibility for the violence referred to as ‘éecane’ to a number of factors,
including slave raiders at Delagoa bay and the Gapetier in addition to just Shaka.

Therefore, in addition to tracing the reductiorSbiaka to a bloodthirsty
despot, and the rehabilitation of his stature asqibed by Cornevin, this study shall
also note the manner and degree to which the tektbassign responsibility for the
Mfecane to Shaka. A brief examination of the debaf@inging from Cobbing’s
work, the usefulness of the new scholarship asatitaent part of a burgeoning
black history, and the possibility of such a blaiktory emerging from the
progressivist approach as implemented in the nethdeks shall also be considered
in a concluding chapter.

This study entails a comparative analysis of W textbooks’ presentations
of Shaka. The Apartheid era textbooks reproducetlxéne third myth identified by
Cornevin, while the new textbook does not activelguce Shaka, but allows and
equips the student to effect that reduction byvedag fragments of white history
from critical thinking exercises.

Myth 4: That the Voortrekkers advanced into an babited land that belonged to no
one.

The fourth myth identified by Cornevin, and theaad | shall employ as a
unit of analysis, is described as “the Voortreklaganced into an uninhabited land
that belonged to no one.” Such a myth was of ctusa to the Apartheid power

80 Hamilton, CarolynThe Character and Objects of Chaka: A re-consideratif the making of
Shaka as Mfecane “motorUniversity of the Witwatersrand, African Studiestitute. Seminar paper
presented "3 June, 1991. Pg

81 Saunders, ChristophéPre-Cobbing Mfecane Historiography.in: Hamilton, Carolyn. (Ed.)
The Mfecane Aftermath: Reconstructive Debates inttgmwa African HistoryWitwatersrand,
Johannesburg: 1995. Pg. 34.
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structure in that it provided “moral justificatidor the distribution of land®?
Apartheid ideologues had a certain ease in propapttis myth, due to “weakness or
absence of ‘primary’ sources... contemporary wriiecounts were written largely by
missionaries. Before 1833 none of them lived inititerior of the most troubled areas
of what is now the Orange Free State and SoutheinsVaal.” African Oral tradition
went untapped as a historical resource until wedlrrthe Twentieth Century. Its
narratives varied greatly in accordance with timieity of the relater of the history,
and had been further corrupted by written accotints.

According to Cornevin at the time of writing, veih South African history on
the Mfecane germinated from the work of pioneetigjorian G.M. Theal, who

referred to the phenomenon as “the wars of TshdKarheal is renowned by
contemporary historians for his “profound contemipthe blacks, combined with a
flagrant bias in favour of the white settlers.” téisography built upon his work did
little more than “repeat and sometimes amplifydbgastation and carnage described
by Theal.® It was thus a matter of great difficulty to pugésher a credible history

of the Mfecane and its immediate aftermath, thizarof the Voortrekkers. Into this
gap an official, Apartheid friendly mythology wasseminated, such that the

Department of Information’s South Africa 19@@cument read “after the devastation

and disruption of the Difagane, vast sections efitherior were virtually
depopulated. It was mainly those parts that the Béekaner pioneers populated...
The Matabele depopulated the whole of the Westeainsiaal in the years 1825 to
1832.%°

It is in fact a myth, however, as is made cleapbygulation counts conducted
in the forty years after the Mfecane. These figstesw that “after Mzilikazi's

82 Cornevin, Marianne. Apartheid: Power and Historkalsification UNESCO, Paris: 1980.
Pg. 101

83 Cornevin, Marianne. Apartheid: Power and Historlalsification UNESCO, Paris: 1980.
Pg. 103

84 Quoted in: Saunders, Christoph#tre-Cobbing Mfecane Historiography.in: Hamilton,
Carolyn. (Ed.) The Mfecane Aftermath: Reconstruciiabates in Southern African History.
Witwatersrand, Johannesburg: 1995. Pg. 22

85 Cornevin, Marianne. Apartheid: Power and Historlealsification UNESCO, Paris: 1980.
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86 Quoted in: Cornevin, Marianne. Apartheid: Power Bistorical FalsificationUNESCO,
Paris: 1980. Pg. 101
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departure for what is now Zimbabwe in November 188& Sotho returned in great
numbers to the lands from which they had been drbyethe Ndebele.” Furthermore,
while the African population of Natal was estimat@®0,000 to 100,000 people in
1843, their numbers were placed at 375,000 in 188nevin concludes that “the
guadrupling or more in forty years that these fegumply seems difficult to accept
on the basis of the natural rate of population ghat?/

According to revisionist South African historiatisese facts demonstrated
clearly that “the interior of South Africa had besall populated at the time of
Afrikaner expansion and colonisation (in contrasthe claim that the ‘Great Trek’
had been to an empty land¥”

The myth of empty land should prove as an esgg@alverful indicator of
the extent of change in the textbooks. This is beedhe myth served to justify the
contemporary dispensation of land, and while th@ieily racist proprietary law that
surrounded that dispensation, the actual dispemstaself remains effectively
unchanged in the new South Africa. It is thus ingtive to trace the myth of empty
land in history textbooks through these histongeissitudes.

With a crude myth of empty land no longer tenatile,new textbooks allow
for a justification of the unequal dispensationasfd to survive by confining
guestions surrounding its moral and legal merdritical thinking activity boxes.

Here their justification is juxtaposed with theanunciation and the twain are thereby
configured as apparent equals, for neither garoetradiction nor corroboration from
the authoritative text.

These myths are taken as instruments of researthd purposes of my study,
which makes no overtures toward the developmeabsfract, universal instruments
such as those called for by Nicholls. Rather thelmidg into the epistemological
guagmire presented by questions like: “How doesread what he reads?” this essay
takes Pingel’'s recommendation to heart, choosirgegarly define a textbook sample
then adopt and refine precise, transparent instntsyad analysis with which to

approach them.

87 Cornevin, Marianne. Apartheid: Power and Historlealsification UNESCO, Paris: 1980.
Pg. 104

88 Sieborger, RobThe Dynamics of History Textbook Production Duriogit8 Africa’s
Educational Transformationn: Nicholls, JasonMethods in School Textbook Resear&h.Foster and
K. Crawford (eds.) What Shall We Tell the Childrémernational Perspectives in School History
Textbooks Information Age, Greenwich Connecticut: 2005. 8g.
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2.3. Empirical Data

2.3.1 Textbook Sample: The Publications of Maskeniei

This study examines history textbooks publishedheyMaskew Miller /
Maskew Miller Longman (as the company was renamieelhwit merged with
Longman UK in 1983) publishing house. Maskew Milleas founded in 1893 and
has been the hegemonic history textbook publistrethe Cape Province from the
Union era to present day, and should thus proviigtable case study of private
sector publishers on the whole, and such an examajeserve as an indicator of the
nature and extent of change in South African hystextbooks throughout the
nation’s political transition.

Numerous South African private sector textbooklighers served the cause
of Apartheid education for many years prior to &ifian. Indeed, as Siebdrger notes,
“the political economy of textbook publishing pré2y reflected all the
characteristics of an enterprise closely tied eéoApartheid state apparatus.” Though
liberal apologists might note the seemingly contfact that textbook production
“was in the hands of privately owned companiesg’fédict remained that “the largest
of these companies were Afrikaans owned... [andgdded on orders from state
education departments for the overwhelming majaritiheir profits.”°

Yet the willingness of such businesses to makabaapt ideological about
face to meet the stipulations of a new governmieotilsl further astound those
educationists who deny the general subordinaticedatation to state ideology.
Maskew Miller Longman, at least, is no strangeidemlogical about faces. For the
company’s history textbooks had in fact undergarehsa reorientation well before
the demise of Apartheid.

Once a Cape Colonial English publisher, Maskewévitbegan incorporating
Afrikaner writers in the Union period and came odgen as a main South African
bilingual history publisher. Nasionale Pres, them#grikaans publisher, was
unwilling to produce any English language textsskiav Miller thus attempted to

89 Sieborger, RobThe Dynamics of History Textbook Production Duriogit8 Africa’s
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endear itself upon the United Party throughoutidh@n period via its policy of
bilingualism. Its stock history textbook authorsatiighout the Union period, C. de K.
Fowler and G.J.J. Smit, are British and Afrikarespectively, reflecting the
bilingual, white-alliance approach to education andiety advocated by the United
Party.

Maskew Miller's main school history textbook ftnig period was History for
the Cape Senior Certificate and Matriculatigvith few departures, the textbook

presents the top-down, Eurocentric narrative ctriste of Western liberal history
education. What we find in the early textbook camghly be described as British, and
largely unaffected by Afrikaner nationalism.

When the Apartheid government rose to power irB184e role of was history
education was soon clearly defined by the new gowent: “The basic principles” of
the Apartheid educational system stipulated thHa fiurpose of history... is to obtain
‘a clear vision of the nation’s origin, its cultlraheritance, and of the content of the
proper trend of inheritance...’ the Western, whitégious inheritance® Afrikaner
heritage with a nationalist emphasis lay at the adithis inheritance for the
Apartheid government.

Government regulation of textbooks and textboakteot during the
Apartheid era “operated at two levels.” One of thess “the selection of textbooks
for the ‘approved lists’ maintained by each edwratiepartment.” The other lay in
“the placing of orders for books, which was intethdle be done at school level but
was often done at department levé!.”

In the interest of continued sales Maskew Milleors made attempts to endear
itself upon the new government, a manouevre thailed the employment of greater
numbers of Afrikaner staff. The massification otiedtion in South Africa in the
1970's saw the allotment of many lucrative govemingentracts in the textbook
industry. The bulk of new contracts went to Afrikaupublishers, but Maskew Miller
did retain its status as main publisher for histestbooks in the Cape Province.

Sometime in the late 1960's or early 1970's (te dagprovided in the text)
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Fowler and Smit rewrote History for the Cape Seflertificate and Matriculatiom

a more Apartheid friendly manner. In the introdagtto the revised edition, re-titled
Senior Historythe authors claim to have “endeavoured to prabenfacts in

accordance with the principles laid down in theidagllabus for the whole
country.”® The rewritten History for the Cam®ntains many immediate departures

from its earlier incarnation. In the earlier versi®@ection Al was titled “The Spread
of Liberalism During The First Half of the NineteéerCentury.” In the rewritten

work, the same section is re-titled “The spreatationalism and Liberalism in
Europe,” reflecting the incumbent government’s ovadiist leanings. These and other
revisions of the old colonial textbook testify teetthoroughness of the publisher’s
initial ideological about face to meet the needa okw syllabus, the syllabus that
rewrote history in the image of Apartheid.

By the time of the official State of Emergency ac1985, Apartheid had been
thrust ever further on the defensive by popularcoratent, criticism, and unrest, both
foreign and domestic. By 1979 P.W. Botha fearetbtal onslaught” of communist
activity and abandonment by Western powers, ndhagin this “changing world, we
[Afrikaners] must adapt or di€¥Botha’s adaptation was made manifest abroad in his
Total Strategy initiative, and domestically in theate of Emergency Act. These are
the defining elements historians identify as ustgein the Late Apartheid period.

Maskew Miller’s_Timelineseries, first published in 1985 and having risen t
hegemony in the calcified Late Apartheid periodeeted this legitimation process by
invoking the mythology identified by Marianne Coweas characteristic of
Apartheid historiography, a point to be examined iater section of this study,

Having long towed the party line of Apartheid offildom, South African
history textbook publishers thus faced a dauntingagon with the loss of their
sponsor and the rise of a new power structuredretirly 1990's. Maskew Miller
Longman had in fact anticipated a political trainsit of one sort or another, and as
such their departure from official Apartheid higtaan be traced to before the
reconciliation process. The publisher in fact mad®eiddervolte faceas early as the
late 1980's and attempted to ingratiate itself upenAfrican National Congress.
With the mounting internal and external challenge8partheid political power the

92 Fowler, C. de K. and Smit, G.J.J. Senior Histdtaskew Miller, Cape Town: 1969? Preface
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ANC was largely expected to lead a new South Afrigavernment in the years to
come. It was thus necessary of Maskew Miller Longrteaendear itself upon the
ANC if it was to retain its coveted status as “pars to government in the
educational aren&?”

To be sure, no great moral calling lay at the thefaMaskew Miller's about
face. As attested by the continued printing andasse of Timelingsa crass fiscal
concern to play both sides of the fence was MadWéler's imperative. While, as
Siebdrger notes, it may have seemed “commercialy’t for a publisher to “jump
the gun’ and produce books... reasoning that tbeydocconfidently guess future
trends in curricula and textbooks,” if performedefally, such a manoeuver
constituted good fiscal practice. For in the cadsmany publishers, jumping the gun
“wasn’t much of a risk at all as they continued#dl annual ‘top-ups’ of their best-
selling older books - a practice which severelybitad the penetration of new books
into schools.*® Maskew Miller continued to print Timelinemtil at least as recently
as 1996, when my copy of the seventeenth impresgidimelines 10vas issued.

While Maskew Miller continued to tow the Aparthgidrty line by issuing
Timelines their gun-jumping efforts on the other side @& thnce entailed publishing
the work of John Pampallis. Pampallis was a radidalcator who had spent eight
years teaching at the Solomon Mahlangu Freedone@allan ANC exile school for
South African students located in Tanzania. Pang)&bundations of the New South

Africa *® (a title given to the revised edition publishedidg the transition to
democracy) is intended as “a general textbook w@icthe South African section of
our syllabus.” In Pampallis’ view, such a work wecessary as all then-existing
textbooks (including those published by Maskew &tilLongman,) “served the
interests of the Apartheid regime. They portrayeliséorted colonialist and racist
view of the past. They all but ignored the histofyhe black majority and provided
historical justification for the national and clagspression which was the essence of
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the Apartheid systent” To remedy this historiographical injustice, Partigalvork
“focuses on the history of the liberation and labmeovements... [and] land
dispossessior® It was widely expected by history educators trenpallis’ work
would become the cornerstone of post-Apartheichystducation.

Yet the extreme rightwards shift of ruling pardgology that both resulted
from and allowed for the reconciliation process wid bode well for an explicitly
Marxist approach to history education such asgpatt out by Pampallis. Indeed, by
1993 “people’s history was no longer present acof” in colloquia held on
textbook production attended by textbook writecgdemics, and publishers, having
been supplanted by identity polititsSo it was that, somewhere in the dust kicked up
by the sudden about-face of ANC ideology and thmeeful implementation of a
much-detracted new curriculum, Pampallis’ work \@handoned as the literary
flagship of post-Apartheid history education. Foatnohs of the New South Africa

was only published overseas, in conjunction withdan’'s Zed Books publishing
house, as an academic history book that asks fpeestions at the end of every
chapter.

What rises in its stead to become the hegemongk®ia Miller history
textbook of post-Apartheid South Africa is a seeesitled_Looking into the Past

These textbooks were designed in full accordante tive current trend of zealous
progressivism that later came to influence C20@®king into the Pass now a main

textbook series of the Western Cape. The missatersient of this new textbook
series is clear:

As the South African education system is reshaped,
the country’s history must be looked at anew andsesl to
take account of recent research and to refleaterfa
educationally sound approach.

Maskew Miller Longman discussed the history
syllabus with many teachers and historians. Togethe
considered how to develop quality history textboaksch
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would meet the main demands of the education
departments at the time of transition, but whichuldalso
make an important contribution to curriculum deyehent
in the future. Thé.ooking into the Pasteries is the
result®

But the shortcomings of progressivism and thei@adr history of the
publisher, as discussed above, leave room for dasubd the possibility for a clean
break from Apartheid historiography in the new egriHas Maskew Miller, in many
ways representative of South African private sesttiool textbook publishing
houses, completely broken with its Apartheid legabpes the new series make a
commitment to addressing and correcting the oldhs)thus redressing a profound
disservice to history? Or is the operation moredele? Do the myths go uncorrected
in the new text? If so, why?

The fact that one publishing house remained hegemo the history
textbook field throughout these recent periodsaitB African history affords great
opportunity to the critical analyst interestedhe telationship between state ideology
and history education. For my purposes, the fatttie Apartheid and post-
Apartheid history textbooks under analysis weraadsby the same publisher
provides a substantial control for my study.

2.3.2 How learner-centred pedagogy in the new tmkb allows for the deliberate
reiteration of white history while protecting ibfin criticism

The “interactive and learner-centred methodold¥yitnplemented in the new
textbook is quite uncompromising. The zealousnedswhich the pedagogy is
implemented undoubtedly finds it roots in the pesgivist trend which rose to
preeminence in People’s Education. An interactiwecome based approach is
reflected in the series’ preface, which tells & tistudents learn... about historical
evidence... they develop and practise their observand interpretation skills by
applying them to a wide range of stories, poemstqs) maps and drawing¥’®
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Such devices effectively supplant the narrativavige“factual knowledge”
approach of the old textbooks. Opening to a randoapter of TimelineChapter 2
of Timelines 10we find 23 pages of relatively dense text folloviy two pages of
exercises. It seems that in the new textbooks ¢nelydum has swung to the opposite
extreme. Chapter 3 of Looking into the Past fon8&ad 4 / Grade,Gvhere Shaka is
covered, spans 20 pages. The final 6 of theseeatlieated in their entirety to primary

sources or critical thinking exercises. Of the remmg 14, 8 offer but 1 or 2 small
paragraphs of authoritative text with the remairpogtion of these pages containing
pictures, primary sources, “Did You Know?” boxespther critical thinking
activities. 6 pages then, contain substantial aiittitve text, but the historical
narrative usually expected of such text is fragmemito discontinuous categories
that are far more sociological than historical.

Another artefact of interactive pedagogy is foondvirtually every page of
the new textbooks. Empathy, a philosophical cotnessof ‘new history,” has been
implemented with much fervour in Looking into thasp Its “To the teacher” section

tells us that “personal accounts, photos and iddidi stories show vividly how
people experienced particular time periofs.These devices are incorporated into
critical thinking activities where they providerstilus for student contemplation.

A bifurcation is thus at play within the voicetbk post-Apartheid textbooks,
and it thus becomes necessary to distinguish bettvee separate strands of text
within their pages; The first of these is the auathtive text: the voice of the textbook
authors themselves telling us what is true. Thersgstrand is an external voice: the
many evidential sources, personal accounts, an@ctomal sources incorporated into
the textbook for student contemplation.

The primary voice, the authoritative text, is veoanty in the new textbooks
and fragmented into discontinuous sociologicalidors. Were it to stand on its own,
this voice would do no justice to history, undeost@s “acontinuoususu. [usually]
chronological, record of important or public evehishe etymological origins of the
word ‘history’ lie in the Greekistoria which partially translates as ‘narrativ8®*

The new textbooks, however, do not disable naeatirely. They merely

Longman, Cape Town: 1996. Pg. iv.
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defer the construction of narrative to studentriees. This is made possible by an
interactive pedagogy which takes as its primarysahe provision of “source
materials” that “enable the construction of a niaregs) by students™®

The fragmentation of history into discontinuousistogical corridors and
evidential sources means that historical narrasivet directly provided by the new
textbooks but can only gleaned from these scatteagunents by an active process of
collecting, assembling, structuring, and interprgtindertaken by student learners.

The primary, authoritative voice of the textbookside from being
fragmented, is also thoroughly innocuous. Any cléiat might be considered
political or inflammatory is quarantined to thetical thinking activities, where they
are delivered in the form of evidential sourcesnllaf these sources, taking the
visual form of severed heads and speech bubbiésate the foundational
lineaments of white history.

This has implications for the construction of atisre by student learners. For
if the second voice of the new textbooks, the evidésources, choose to reiterate the
tenets of white history, it remains only to be sai®ecked whether these tenets go
uncontradicted by the first voice, the authoritatigxt, to see whether or not the grand
narrative of white history survives in the new t®dks to be gleaned and
reconstructed by student learners.

To illustrate, then, one exemplary artefact of tiiand design is the use of
multicultural severed heads who advance diverganns about South African
history. An example can be found on page 21 of iimpknito the Past for Standard 4 /

Grade 7While these heads are not as neatly severeass thund in subsequent
exercises, they nonetheless exemplify the fornrautih which the new textbooks
reproduce white history.

The first thing we notice is that a blazing red tpaarantines these heads from
the primary, authoritative text. While not all bielse exercises are allotted such a bar,
the effect is nevertheless the same. These head®afined to protected, enclosed
exercises where their most contentious utteranegsh®a spewed while spared
consideration by the authoritative text. For thaharitative text, that primary voice
which tells us authoritatively what is true and wisgpoppycock, may not intrude
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across the blazing red bar. The veracity of claanhganced by severed heads in
activity boxes, then, including those of white smpacist historiography, go
unmeasured by the authoritative text, which by ways silence defers such
measurement into the hands of student learners.

Such a pedagogy is certainly interactive, and idenably learner-centred, yet
is far from “detective work” as stipulated by Ersli‘'new history’. This is because
there is no corresponding information yielded g dluthoritative text capable of
assigning truth or falsity to any of the heads’esppebubbles. This absence constitutes
the ‘innocuousness’ of that primary, authoritatwséce. Effectively, then, there is no
way to crosscheck the claims advanced in the spadables against something in the
book which is “true” and in turn reveals the trudilue of the speech bubbles
themselves.

These severed heads and their speech bubblesatkamt devices for use in
a process of crosschecking and detective workabatutotelic phenomenon in whose
coruscating lustre are reflected all the unceriesgnf post-modernity; the severed
heads present a melange of disparate yet equadlyctmjecture, the speech bubbles a
Derridian post-structuralist “play of differences.”

The particular exercise in question, for instaneks the reader only that
“historians do not always agree with each otheadRehat these different historians
think.”*°® No detective work, then, is even contemplated,hareh less assigned.
Neither is any quest for historical truth impliedthe exercise. In looking for
historical truth, then, a student can only choosempathise with whichever bubble
he is inclined to believe according to whateveejule criteria suits his fancy. In
other words, these exercises are the philosopbaual/alent of “What is your
favourite colour?”

Crucially for my study, when a budding white supeeist seeks historical
truth according to the all too real criteria of tehsupremacy in South Africa, he is
always - at least in the instances surveyed - gealivith a speech bubble that serves
in this capacity. At least in the instances undiadys he will always find a speech
bubble that serves to legitimate his beloved whitgremacy. If, therefore, blue were
the official colour of white supremacy, and thetbeok asked in a thousand separate

interactive exercises, “What is your favourite esl®y’ the multiple choice answers
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provided in each individual exercise may vary, tm¢ of them would always be blue,
and blue would always be just as correct as amgr @hswer.

These exercises therefore exemplify the pedagoaiam that “source
materials in books... can be used to enable thstieanion of a narrative(s) by
students.®®’ The fact that white sources always occur attestise fact that this
approach has been utilized by Looking into the Bast passive way of delivering the

grand narrative of white history. Its individuah#gs lie latent in isolated speech
bubbles, waiting only to be recovered, strung togebnce more, and activated by the
volition of student learners.

According to Giliomee, white demands for the conéid survival of white
history in the South African historical narrativasva major facet of the reconciliation
process. The new pedagogy has been implementedhinasway as to allow for this
survival. The fact that white history survives Buhow propagated only passively by
South African history textbooks in an inert celdlma of subjectivity may mark a
profound transition to historiographical democrémysome. Unfortunately, at least
one argument against this approach is far more etimg.

For to simply spell out all the historiographitahets of white supremacy and
juxtapose them with revisionist accounts whiletiain are deliberately rendered as
equal truths by a scanty, fragmented authoritagxe- an authoritative text that
refuses to take sides or adjudicate between tipaudite contentions in any way -
makes for a feeble history textbook series andi@sih to “recover from the ravages
of Apartheid education®®

2.3.3 Selection of Page Sample for Analysis

Shaka and the Great Trek receive substantial ageen the Apartheid era
textbooks. These have chapters dedicated spebiftoahe Great Trek, and | shall
analyse these chapters in total searching for §tb of open land or its refutation.
While Shaka himself does not have chapters devotadn, there are chapters
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devoted to the Mfecane which afford a great amotiobverage to Shaka. | shall
analyse those passages that deal specificallyStittka to get a sense of the degree to
which they reproduce or undermine the myth of tledthirsty despot. Dingane and
Mzilikazi are afforded much scanter coverage intéheébooks of both periods, and so
| shall not consider their presentations in my gtud

The_Timelinesseries covers Shaka twice. The first coveragensained in
Chapter 6 of Timelines, & chapter entitled “The Mfecane and its Consecg®i
This chapter spans from page 103 to page 107 ane @hall see in a subsequent
section of this research proposal, allocates afgignt amount of space to
characterising Shaka as a warmongering tyrant alfdyea lust for revenge.

Timelines 8revisits Shaka and the Mfecane in chapter 7. diflhe
Mfecane,” this chapter spans from page 101 to A8@8elt is prefaced by the passage
“The Mfecane and the Great Trek were dealt witthanStandard 6 syllabus. A
concise revision included in the Standard 8 sykatut Chapters 7 and 8 aret
intended for examination purposes’ Still, the coverage of the Mfecane here is just
about as lengthy as that found in Timelines 6

The Looking into the Paseries is organized via a different methodology.

Since it is not organized according to a chronaalgbut a thematic format it is more
difficult to isolate the presentations of partiguladividuals or events. Still, there is a
fairly continuous passage in Looking into the RasStandard 4 / GradetBat deals

with Shaka and the rise of the Zulu. This passaggnis on page 25 with the section
entitled “The Growth of the Zulu Kingdom.” The tediscusses many aspects of the
Zulu kingdom, such as the army and government lsupditant women, in a kind of
collage format that does not tell a story so muehaint a picture of life in Zulu
society. Still, much of this does involve Shaka.@ge 30 there is a passage titled
“Chaka: ruler of a large kingdom,”and this sectouiminates in a pair of critical
thinking exercises surrounding Shaka’s legacy ae@8. Another critical thinking
exercise on page 44 handles the reasons for thealiée and thus deals indirectly
with Shaka.

These 7 pages afforded Shaka and the Mfecaneshyeth textbooks say
remarkably little about Shaka in the authoritatimet. Rather, all historiographical
claims surrounding Shaka and his legacy, includiag of the bloodthirsty despot, are
relegated to the critical thinking exercises.

The bloodthirsty despot Shaka and the vast opehdiimed by Trekkers
were not, according to the old official historytiesly unrelated phenomena. To the
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contrary, the two seem to have a cause and e#kttanship: “The recognised
linkage is the supposition that the mfecane cletdredighveld of people at the very
moment the Voortrekkers decided to go and liveeti&f’ For this reason, much of
the myth of open land identified by Cornevin plégelf out in those sections
covering the Mfecane. These take the opportunigsgert that “Chaka’s attacks on
neighbouring tribes marked the beginning of maryry®f destructive wars. The
survivors of the tribes attacked by Chaka fled medrd... These fugitives, in turn,
destroyed other tribes... As a result... the grqze of Natal was virtually
depopulated*'® Passages like this abound in the Timeliseses: “The Voortrekkers
were also influenced by the Mfecane. For instatieeVoortrekkers were able to
settle on the vast plains between the Vet Riverthad/aal river, since this region
was largely uninhabited as a result of Mzilikazvars of annihilation.” Therefore,
any search for the myth of open land must exanhiosd passages dedicated to the
Great Trek and also those dedicated to the Mfecane.

Like the Mfecane, the Great Trek is covered tviicthe Timelineseries. The
Great Trek is afforded 5 chapters and 30 pagesrhglihes 6 Spanning pages 129 to
159, these are chapter 8: “Events Leading Up td@iteat Trek,” chapter 9: “The
Great Trek,” chapter 10: “The Voortrekkers in Ngtahapter 11: “The Republic of
Natalia,” and chapter 12: “The End of the GreatTre

Timelines 8revisits the Great Trek in a more concise forBanply entitled
“The Great Trek,” chapter 8 spans from page 1QYatge 118. This chapter shall be
analysed as were those_in TimelinegnGegards to the inhabitancy or non-
inhabitancy of land in the interior by indigenoweoples.

The Great Trek is not granted an exclusive chaptseries of chapters in the
new textbooks. Rather, white settlement and lardihglin the interior are presented
thematically in Looking into the Past for Grade3tandard and_Looking into the

Past for Standard 10 he coverage in the Standard 6 edition is hgodbjitable for

this study, however, as it deals almost exclusivetiy Boer culture. The Standard 10
edition, however, covers the issue of Trekker lahding directly. This coverage is
concentrated in pages 18 to 44.
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The old Apartheid myth of open land finds its daa refutation in the pages
of Looking into the PasSearching for it, one immediately encounters ppsséke:

“Some historians have suggested that the Trekkex®dinto lands that were empty
as a result of the wars and migrations that wetit thie rise of the Zulu kingdom. But
this is not what happened. While the populatiosarhe areas... had been disturbed
and reduced, the Transvaal was far from empty dtafs.***

Scanning those pages_of Looking into the Headtdeal with the Great Trek

we find very quickly that a justification for whitandholding takes new form therein.
Therein, white history takes the form of a seriesamtentious claims to white
proprietary rights in the interior. These do nopegr in the authoritative text, where
they might face the judgement of the author/hiatorbut rather in a set of critical
thinking exercises. Primary sources are quotellasd exercises which serve to
legitimate white landholding in the interior. To feare, these claims are disputed by
other primary sources in the exercises, but inrtietee all becomes a frenzy of
subjective speculation, with no authoritative juchgat presented by the text.

There is, of course, much to be said for a pedagbbistory wherein learners
draw their own conclusions about facts in evidefi¢te purpose of my research is not
to lambaste learner-centred education, but meoethow how the pedagogy is
implemented in the new textbooks to protect whistony from consideration by the
authoritative text. Thereby, rather than directtysidering the mass amounts of white
landholding derived from the Great Trek as legitienar illegitimate, the text
displaces the act of judgement entirely to the egagb that “you [the reader] must
judge whether the colonists’ claim to the land wasvincing.**

It is in this act of judgement that white histongy find its re-iteration in the
post-Apartheid textbooks. Via this second instatioen, | hope to further substantiate
my argument, which asserts that the new textboake implemented progressivist,
learner-centred pedagogy in such a way as to pratate history. Certainly in this
particular case the format has been implementsddh a way so as to accommodate
a historical justification of white landholding, lagst for those who would wish to
find one. This justification, of course, differsegtly from the Apartheid era myth of
empty land, yet one must remember that the purpeed by the “erroneous belief

111  Seleti, Yonah (ed) et. al. Looking into the Past:rheds Book Grade 10Maskew Miller
Longman, Cape Town: 2000. Pg. 34

112  Seleti, Yonah (ed) et. al. Looking into the Past.rbeds Book Grade 1Maskew Miller
Longman, Cape Town: 2000. Pg. 35
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that the Boers occupied an empty land when thégkéek North during the nineteenth
century,” was to imply “that this land ‘belongs’ whites.™® Therefore, the myth of
empty land was but a single, temporal manifestatiomhite history and the broader
phenomenon, the phenomenon of legitimation of wianelholding in the interior,
must be considered.

113 Dean, Elizabeth, et. al. History in Black and Whita:Analysis of South African School
History TextbooksUNESCO, Paris: 1983. Pg. 103
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Chapter 3

Reduction of Shaka in Timelinesand Looking into the Past

3.1. Reduction of Shaka in Timelines
3.1.1. Shaka in Timelines 8

This chapter entails a comparative study of thee Maskew Miller textbooks,
using Cornevin’s third myth as my unit of analygike third myth identified by
Cornevin is described by the author as “Chakag®m and Mzilikazi were nothing
but bloodthirsty despots.” | shall consider maitiig figure of Shaka, as the figures of
Dingan and Mzilikazi are not afforded enough cogerhy the textbooks for a
meaningful study.

In the instance of Shaka, the Timelirsesies reproduces Cornevin’s myth.
Timelines 8introduces “Chaka,” a man of “power and cruelftie textbook
characterises his rise to the chieftaincy as ncerttftan a terror campaign: “He
[Chaka] was born in about 1785 and became theaf etith the aid of Dingiswayo...
establishing himself as chief of the Zulu by kijiall who opposed him.” It was not
long before Disingwayo’s death, whence “the leas=sIMtetwa combined with the
Zulu... Zwide also claimed the paramountcy but defeated by Chaka... thus by
1823 Chaka was the undisputed master of what iskwazulu and Natal***

Timelines 8tells us that, after rising to power by cruellilikg all who
opposed him, Shaka immediately started “destruetiaes” igniting “a terrible chain-
reaction of killing.” In these wars, Shaka “proceddo defeat and destroy all the
surrounding tribes. He devastated their crops,tiibeir huts and killed all the
captured warriors*°

The entire Mfecane, dubbed “wars of destructionTbmelines,is thus traced
only to the Zulu king’s destructive urges: “Chakdéstructive wars started a terrible
chain reaction of killing**® Such an interpretation ignores all that was pasigibout

114  Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 101

115 Lintvelt, et. all. Timelines. Second Edition. Maskew Miller: 1985. Pg. 101

116 Lintvelt, et. all. Timelines8. Second Edition. Maskew Miller: 1985. Pg. 101
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the Mfecané?!” and serves to further reduce Shaka by attribirdy a “destructive”
phenomenon to his personal will, ignoring the nuwsrhistorical forces that were at
play in South-East Africa at the time.

The reduction of Shaka is yet more thorough andrelg so far as to obviate
the Zulu leader’s military genius. Cornevin remingsthat “Chaka’s genius lay in
setting up a military state in which territorialnsmands were given not to members
of the royal family, but to Indunas, military chegdifom either his own clan or a
subject tribe whom he appointed and dismissed. Syst&em made possible the
remarkably rapid and stable integration of the sctjribes...” Cornevin believes that
Apartheid historiography habitually ignores thigiontant socio-military innovation:
“Nothing is said about [this] new organization bé&tarmy, which had far reaching
118

sociological effects:
In keeping with Cornevin’s theoretical framewofkmelinesavoids

mentioning this contribution to history. The textliaeads “His [Chaka’s] discipline
was severe and he had 50,000 aggressive, braweedirlained warriors, led by his
ablest Indunas.” The word Indunas appears in lawid,refers to a box on the bottom
of the page which defines the word: “Indunas: secéonmanders and advisors:”
While it does mention and define the Indunaséxédoes not indicate that Induna
leadership was a key military innovation. In fabg textual narrative does not even
note the phenomenon as an innovation at all. TmaslBthus omits one of Shaka’s
key positive qualities as a statesman: “the nowaatty originality of the fighting
methods adopted by the king of the Zullf.”

The “integration of subject tribes,” noted by Cewm as a positive product of
Shaka’s innovation, is also obscured by the texteéd, this integration is reduced to
mere kidnapping by Timelines 8Vomen and children were taken back to Zululand

and incorporated into the Zulu. In this way Chakadmsure that there would be no

117 Chisolm notes that the Mfecane was “both a destieind a constructive process; a process
in which traditional tribal links were severedanfl] new powerful kingdoms were forged.” in:
Chisolm, Linda. “Ideology, Legitimation of the StatQuo, and History Textbooks in South Africa.”
in, Perspectives in Education: Journal of the Facultdfication of the University of Witwatersrand
and the Johannesburg College of Educatial. 5 No. 3 November 1981. Pg. 142

118 Cornevin, Marianne. Apartheid: Power and Historalsification UNESCO, Paris: 1980.
Pg. 109

119 Lintvelt, et. all. Timelines. Second Edition. Maskew Miller: 1985. Pg. 101

120 Cornevin, Marianne. Apartheid: Power and Historkalsification UNESCO, Paris: 1980.
Pg. 96
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tribes near Zululand to endanger his people oowis position...” The textual
narrative does not allude to the unprecedentedlsomyanizational capacity of the
Zulu kingdom under Shaka to incorporate subjecpfe=o Thus, the text not only
fails to identify Induna leadership as a great wratmn of Shaka’s, but also fails to
note the crucial enabling role of the new orgamiretl system in the subsequent
integration of subject tribes. According to Cormesiinterpretation, then, “Chaka’s
genius” is indeed neglected and ignored by the the#ad-era textbook.
Though_Timelines 8oncedes that “under Chaka the Zulu became a great

military nation,**

it characterises that leadership in purely negatvms. It is
purely a matter of killing, kidnapping, devastatibgrning, and terrorizing. The only
trait Timelines &ffords Shaka that is not explicitly evil but, paps, morally
ambiguous, is that of “severe discipline.” Yet ontext such severity only reinforces

the image of the heartless despot within whichiétxé has enshrouded him.
3.1.2. Shaka in Timeline®

Timelines 6 the first book in the series, paints a slighifyedent though no
less reductive picture of Shaka. Here we are todtl $haka is the son of
Senzangakona, though “because his mother cametfi@iidlangeni tribe, he was not
accepted by the Zulu.” When Shaka’s mother broaghtto live with the Elangeni
“he was kicked, beaten, and derided and the unhgmpygster decided that some
day he would have his revenge on the ElangE€fAlM/e thus have Shaka presented as
a bitter, grudge-bearing tyrant, one willing to tieg entire tribes to revenge the
kicks, beatings, and derision of an unhappy chibdho

Surprisingly, the presentation of Shaka’s ascenwidhe Chieftaincy in
Timelines 6is far less bloody: “Senzangakona died in 1818hWie aid of
Dingiswayo and the Abatetwa army , Chaka then becamef of the AmaZulu.”
Violence here is only partially implied in the pked‘aid... of the Abatetwa army.”
However, purely destructive violence immediatelyeeges when Shaka becomes
king, as “the very first thing he did was to degttioe Elangeni tribe*?

121 Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 101
122 Lintvelt, et. all. Timelines 6Maskew Miller Longman: 1985. Pg. 103-104

123 Lintvelt, et. all. Timelines 6Maskew Miller: 1985. Pg. 104
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It is to this burning need for destruction imbiued&haka that Timelines 6
attributes all of “The Mfecane or wars of annihidat” We are told by Timelines 6
that “when Chaka was ready, he started his sefidsstructive wars. One of his first
victims was Zwide’s powerful Ndwandwe tribe. Thewahdwe had killed Chaka’'s
benefactor, Dingiswayo, and Chaka wanted to avaimdeath.*®* These
“destructive wars” (the Mfecane) soon depopulakedregion, (a point taken up in a
subsequent section) finally leading Shaka to Umguadglovu where he “continued
his wars of annihilation” until his deatf’

Timelines 6spends much time on Shaka’s military tactics,navier identifies
any of these as innovations of his own, and neree anentions indunas or their
importance. “Chaka’s Genius” as identified by Catings thus completely crippled
here. Furthermore, his “stature as states[manptaly eradicated; While Timelines
6 does spend some time on the incorporation of emtalbes, it does not relate this
capacity to incorporate conquered tribes to Shakditary innovation. Serving in
place of this genius is an indefatigable capaditycfuelty, for following the narrative
of Timelines 6one can only conclude that though Shaka builZillea into a great
and powerful nation, he was only interested in d@a as a means to annihilate
people.

Indeed, all of the leader’s nation building aratesmanship has been
subordinated by the text to his supposed desireiédent revenge: “His [Chaka’s]
ideal was to mould the AmaZulu into a great and grdw nation and to take revenge
on the enemies of his youth.” It is thus contengdimelines &hat Shaka'’s only
ambition in life was to destroy. Building the Zulation may have been a
phenomenon of some historical importance but weenhded merely a means to the
singular end of destructidi®

Shaka has thus been reduced to a bloodthirstytlbgphe Apartheid-era
Timelinesseries. The only possible deviations from thigetiory are the adjective
“brave” and the noun “fearlessness” afforded SHakd@imelines 6 Yet such bravery
does nothing to rehabilitate the beleaguered paggoof Shaka when considered in
light of the stipulated fact that it was never eayeld in any capacity beyond

124  Lintvelt, et. all. Timelines 6Maskew Miller: 1985. Pg. 104
125 Lintvelt, et. all. Timelines 6Maskew Miller: 1985. Pg. 105

126 asindicated by the use of the singular “idealbpgosed to the plural, i.e.: “His ideals
were...”
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annihilating. Indeed, as Cornevin reminds, sucitstraay at times be mentioned
“only to emphasize their role both quantitative gudlitative in the extension of
terror.”?’
It has thus been demonstrated that, in the instah8haka, the Timelines
series has indeed reproduced Apartheid mythol@glyaing the historical figure to
nothing more than a bloodthirsty despot with littleviation from contemporary
convention. Such smear campaigns embedded in icetoarrative legitimated the
Apartheid system by casting their intended figuhesyever revered by their
respective peoples, into the realm of the belliGse atavistic. Such degradation,
especially when applied to the historic ‘great Eratof the nation’s black peoples,
propagated a key ideological principle of Apartheitd: “the backwardness of the
black peoples.” This principle, reminds Corneviseif served as “the justification for

white trusteeship®

3.2. Shaka in Looking into the Past

The next step of this study entails analysingpitesentation of Shaka in
Maskew Miller's new post-Apartheid textbook seriegspking into the PasBut

before embarking upon the venture it is necessaagk: “What would a proper
historiographical rehabilitation of Shaka entaiCarnevin concludes her section on
the mythologising of Shaka and other historic blsigitesmen by asserting that
“without wishing to exonerate Chaka, Dingaan, amdlikbzi completely of the
charges of cruelty made against them... their dbarsineed to be seen in a broader
perspective so as to reveal their stature as stated?

Can we expect this broader perspective to maniidbe new MM series? As
Giliomee has informed us, the particular naturthefhandover of power and in
particular the demands made upon the new natiasi@ria by whites during the
reconciliation process would lead us to believe wiate history, in this instance the
reduction of Shaka to no more than a bloodthirsgpadt, would survive in the new

127  Cornevin, Marianne. Apartheid: Power and Historkalsification UNESCO, Paris: 1980.
Pg. 96

128 Cornevin, Marianne. Apartheid: Power and Historkalsification UNESCO, Paris: 1980.
Pg. 31

129 Cornevin, Marianne. Apartheid: Power and Historkalsification UNESCO, Paris: 1980.
Pg. 100




47

textbook.

The reduction of Shaka still takes place in the textbook, as does some
meagre rehabilitation of Shaka’ stature as a staasbut only in the confines of
critical thinking activities that stress the sulbjgty of the discipline. The
authoritative text remains noncommital and thushearesultant whirlpool of
subjectivist interpretation, both the reduction #mel partial rehabilitation are, as far
as the textbook goes, equally true. It remains @oryhe student reader (probably
with considerable guidance from his or her particimstructor) to choose whether to
interpret Shaka as a bloodthirsty despot or astse.

What is important for this study, it should bedsai the outset, is not whatever
meagre rehabilitation of Shaka takes place in thaty confines of a critical thinking
exercise. Rather, this study reveals the survikalhote history in post-Apartheid
textbooks, where it can be found without any aduthtive refutation, and notes the
persistence of this white history as a legitimatiewice for white peoples’
disproportionate social-economic stake in post-Apad South Africa.

The survival of white history in post-ApartheiduBio African history
education through progressivist pedagogy certaplyroximates the “integrated”
history Giliomee alludes to as white-demanded atithe of reconciliation and also
coincides neatly with the rightward shift of the 8NIt is thus further argued that
white history survives in contemporary history ealian as one of many concessions
made to the powerful white minority population chgrireconciliation.

Looking into the Padbllows a different method of organization thae th

Timelinesseries. The influence of British ‘new history’ metlology can be seen in
its pages of illustrated activities and criticahtting questions. In keeping with the
tenets of progressivist pedagogy, content is orgahso as to facilitate the learning of
“historical and analytical skills, basic competesi. technical skills of how to read a
graph or table... [and] some skills concerningaaltthinking.™>°

As a result of the new methodology, coverage @k3hs not concentrated in
any one specific passage. Rather, Shaka and timerde of his legacy are dispersed
over a wide array of passages on disparate the3oese of these involve new social
organization in the burgeoning Zulu kingdom. Othemes primary source accounts

illustrated in a comic book format. The Mfecanec®@adeemed Shaka’s most

130 Seleti, Yonah (ed) et. al. Looking into the Past:rheds Book Grade 1Maskew Miller
Longman, Cape Town: 2000. From the Foreword.
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important contribution and the salient aspect sfleégacy, is similarly scattered about
in the Looking into the Paseries. A bit more sifting is thus required toagi¢he

character of Shaka and the meaning of his legaey the post-Apartheid text.
Though coverage of Shaka is scattered about aeuofbhematic passages,
Looking into the Pagfioes, at least in the authoritative text, affondl& a far better

characterization than the Apartheid-era texts.dfrecall_Timelinesclaim that Shaka
“establish[ed] himself as chief of the Zulu by kity all who opposed him...,” we see
that_Looking into the Pagtaints a far more becoming picture of Shaka’s racaece

to the chieftaincy: “Shaka was the son of Senzamgakruler of the Zulu army.
Shaka was trained in the Mthethwa army. When higefadied, Shaka became ruler
of the Zulu people?®! Timelines if one recalls, neglected to mention the fact tha
Shaka was the son of Senzangakona and thus hatitagrelaim to the Chieftaincy.
This omission enabled the narrative to charactdnigescendance to the Chieftaincy
as a terror campaign and thus reduce Shaka.

The integration of surrounding tribes also meaifar more becoming passage.
As we have seen, Timelindgscribed the process as a campaign: “to defeat an
destroy all the surrounding tribes. He devastdted trops, burnt their huts, and
killed all the captured warriors. Women and chifdveere taken back to Zululand and
incorporated into the Zulu. In this way Chaka madee that there would be no tribes
near Zululand to endanger his people or his owitipas'*** Such a description,
while not exactly untrue, only emphasizes the tesra destruction of the process.

The new textbook omits such violent detail, regdirmply: “Shaka led the
Zulu people against the Ndwandwe and defeated thiaenNdwandwe and Mthethwa
became part of the Zulu kingdom. Shaka becamettbiegest ruler between the
Mkhuze and the Thukela rivers. All the people iis trea were now part of the Zulu
kingdom.™3* Keeping in mind Oxford’s definition of the verbfdat: “overcome in a
battle or other contest” it is clear that the dgimum offered in_Looking into the Past

does not emphasize or even necessarily mentiovidlence of this process. As we
shall see, the violence integral to Shaka'’s legaonly implied by the new

131 Clacherty, Glynis, et. al. Looking into the Pasir@tard 4 / Grade @laskew Miller
Longman, Cape Town: 1996. Pg. 25

132 Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 101

133 Clacherty, Glynis, et. al. Looking into the Pasir@tard 4 / Grade @laskew Miller
Longman, Cape Town: 1996. Pg. 25
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textbooks, not asserted with the full authorityaathoritative text.

The neutral implication of violence is a runnihgme in the new textbooks’
characterization of Shaka. In another section ergtowth of the Zulu kingdom,
titted “Government,” the text reads “Some of Shakaéighbours decided to join his
kingdom. Chiefs who did not support Shaka weraovedand members of their
family who did support Shaka took their placesthiis way the king made sure he
controlled all the people in the kingdor?*Without even opening the dictionary, it is
clear that the word “remove” again implies but donesassert violence. And violence
in the capacity of cruelty? Again, there is onlg tmplication.

The entire growth of the Zulu nation, once decasd series of “wars of
annihilation” by the Apartheid textbooks, now apseas aelatively painless
enterprise. Only one battle is mentioned, the daitainst the Ndwandwe. Looking
into the Pastells us: “In the area around the White Mfolozv&i, some small
chieftains joined together under a leader calleak&to defend themselves against
the Ndwandwe... Shaka led the Zulu people agdieshNtiwandwe people and
defeated them™® Quite interestingly we have the war (if we asstheze was an
actual war, as the text does not disclose) agthedidwandwe presented here as
defensive. Indeed, it is presented as a kind oepmptive strike. Far from the austere
reduction of the old textbooks, the post-Aparthext is ambiguous as to the merits
of such an endeavour, moral or otherwise.

Why does the pattern of neutral ambiguity emengéé new textbook? The
most obvious answer may be that Shaka is covert#ttiStandard 4/ Grade 6
textbook, and the violence of human history isofileemed an unsuitable topic for
such young children’s ears. But as we shall ségjgmot the case, for the same trend
emerges in the high school editions of Looking ith® Past

In the high school editions of Looking into thesP&haka is mentioned twice.

He is first mentioned in passing and in referenckis death: “in 1823, a group of
traders from the Cape Colony had established tHgsssat Port Natal (later named
Durban) with the permission of Shaka, the Zulu Kimg1828, Shaka was

134  Clacherty, Glynis, et. al. Looking into the Pasdr®tard 4 / Grade @laskew Miller
Longman, Cape Town: 1996. Pg. 27 (my italics)

135 Clacherty, Glynis, et. al. Looking into the Pasir@tard 4 / Grade ®laskew Miller
Longman, Cape Town: 1996. Pg. 25
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assassinated by his brother Dingal¥& The second mention of Shaka is equally
brief, and occurs in reference to Mzilikazi: “M&dizi had been a military commander
under Shaka. He fled from the Zulu kingdom withvea8l band of followers after
openly disregarding Shaka’s authority””

These scanty sentences covering Shaka in theshighol editions do naught
to restore the prevalence of violence to his hisébtegacy. Rather, the pattern of
neutral ambiguity holds. It can thus only be codeldithat the reason for the pattern
lies somewhere other than the youthful age oféltbbok’s intended readership.

As we shall see, by implying violence, even vigkeim the capacity of
cruelty, in the Zulu leader’s characterisation tésdbook is able to avoid actively
reducing Shaka while allowing the old white histofithe bloodthirsty despot to
survive. For the debauched and cruel bloodlust sngeowerfully imbued onto
Shaka’s personage remains in the new textbooHlatsrat force, awaiting only its
ignition by an incendiary spark. This spark, of is®) cannot be provided by the
authoritative text, lest the authoritative text @sdauthors adopt the brazen garb of
white supremacism and thus incriminate themselessuch a spark must come if
white history is to survive in the new textbookse ¥hall soon see that it does in fact
come, arriving in a roundabout manner via progwestspedagogy. And because it is
delivered by severed multicultural heads, the smaiksued indirectly and thus does
not incriminate the authoritative text or the unemargly non-committal authors.

But we must first remember that the Apartheid mgtntified by Cornevin
held not only that Shaka was a bloodthirsty dedpattywasnothing more tham
bloodthirsty despot. If Looking into the Pasisincerely attempting to recover

Shaka’s “stature as a statesman,” it does littlectueve such a recovery in the
authoritative text. On the one hand, it does aehsame of the “broader perspective”
stipulated by Cornevin. To this end, the new tealbstresses a defensive aspect to
the Zulu war against the Ndwandwe: “small chiefdgonsed together under a leader
called Shaka to defend themselves against the Niimeii>?

Yet the new textbook does little more than thiseiwover Shaka'’s stature as a

136  Seleti, Yonah (ed) et. al. Looking into the Past:rheds Book Grade 1Maskew Miller
Longman, Cape Town: 2000. Pg. 19
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statesman. Indeed, it almost seems as if Shakith&iZulu nation to steal cattle and
introduce oppressive class divisions:

Before about 1750, there were no big differencesaalth
between people in the small chiefdoms. But in thieiZ
Kingdom there were some people who were rich ancepol
and others who were poor.

The King, his family and the people who servedking
were very powerful and owned most of the cattles phople
who joined Shaka early on were also powerful. Tjo@yed
theamabuthoand were rewarded for their successes.

The people who were conquered by Shaka later dn an
who lived on the edges of his kingdom were muchr@oo
Shaka took their cattle, and their young men wereed to
look after his cattle. These poorer people wereminsulting
names likeamalala(low-class servant) andiyendane (people
with a strange hairstyle'J®

Such a statement is not untrue, of course, butitpesition of class hierarchy
is taken out of its proper context of nation-builgtino mention is made of how the
new dispensation may have bolstered productionaeased military power. It seems
here that Shaka enforced such divisions for naquéar reason except to insult
people.

Furthermore, while Looking into the Padlots two full pages to the Zulu

army, it does not mention any of Shaka’s militaing®gic innovations. Indeed, all of
the military structures described in the textboak@ated back to 1750, seventy years
before Shaka'’s rule: “Before about 1750, chiefddeeeto call on men to fight for
them only when they needed them. The chiefs gotfnoem only one area. Now, in
the large Zulu kingdom, the king had a permanemiyaEvery young man in the Zulu
kingdom had to join thamabutho.”**® This section, entitled “the army,” goes on to
describe the division of labour within the armylates a partial description of its
hierarchy, and provides two primary sources. Cuwlgwnone of this even mentions
the leadership of the indunas, identified by Comes the key to Shaka’'s military
success and personal genius.

Thus, the new textbook tells us that if Shakaaserthan a bloodthirsty
despot, he is not much more. He did lead his peaamesuccessful defensive war

139 Clacherty, Glynis, et. al. Looking into the Pasdr®tard 4 / Grade @laskew Miller
Longman, Cape Town: 1996. Pg. 26

140 Clacherty, Glynis, et. al. Looking into the Pasir@tard 4 / Grade ®laskew Miller
Longman, Cape Town: 1996. Pg. 28
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against the Ndwandwe, but other than that he oelyt\@round stealing cattle and
subjecting people to a harsh new class systemof@articular reason, except perhaps
to insult them.

It thus seems clear that, while the new textbaak ot reproduced the official
white history of Shaka as nothing more than a kloiosty despot in the authoritative
text, this authoritative text has also done vdtielto recover Shaka'’s stature as a
statesman. Once the neutral, rather innocuous taiinve text ends, however, the
active agent is introduced. This is the “interagt@and learner-centred
methodology*** central to progressivist pedagogy as it later camiefluence the
much criticized C2005.

Progressivist, learner-centred pedagogy has spghimnamerable critical
thinking activities in the pages of Looking inteetPastAt least two things can

immediately be said about these zones in the ppattAeid textbooks. Firstly, they
allow for the recapitulation of white history’s ma®ntentious claims by occupant
parties without incriminating the authoritative tte®econdly, they function as a kind
of containment zone wherein these claims may Hatesthand spared consideration -
any active refutation or abetment - from the authtive text.

Two critical thinking exercises appear at the ehdhapter 3.6 The first of
these, titled “What kind of man was Shaka?” begiith the sentence: “Here are
some of the things that people have said abouteBligkix disembodied speech
bubbles then appear. The first of these reads: ‘témnot easily think of a story
which is more brave and more successful than trg sf Shaka the Great, the
founder and emperor of the Greater Zulu Nation.8 Speaker is then identified as
“Jordan Ngubane, KwaZulu politician, 1976.”

The second speech bubble reads: “Shaka was rkerarlianimal than a
human. He had no feelings for other people.” Treakpr is then identified: “Alfred
Bryant, Natal Missionary, 1929.”

The third speech bubble reads: “Shaka used ta kilan simply because he
was ugly. A man would be killed though he had doaothing.” The speaker is then
identified: “Baleka, daughter of Mpitikazi of then@be people, about 1920.”

The fourth bubble reads: “I stayed at the coud la@ showed me kindness.”

141 Clacherty, Glynis, et. al. Looking into the Past@ 7 Maskew Miller Longman, Cape
Town: 1998. Pg. 5

142  These can both be found on: Clacherty, Glynis,leLamking into the Past Standard 4 /
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The speaker: “Charles Rawden Maclean who was shigked off the Natal coast in
1825.”

The fifth bubble: “There has not been in histompare powerful and cruel
monster than Shaka.” The speaker: “James KingisBritader, 1826.”

The sixth and final bubble: “Shaka came and raigethe power of his people
so that (they) became stronger than all the otivatshad been strong, and they that
had been above his father and grandfather he hdnable lowered.” The speaker:
“Magema Fuze, Natal writer, 1922.”

The six speech bubbles are followed by threecatithinking questions. These
are:

1. Read what these people said about Shaka. Ayeathgaying the same thing?

2. Look at the date when each person spoke. WHittiese people met Shaka. How
do you think the others got their ideas about him?

3. Now look at what your class said about Shaka.

These questions ask students to think about wideesah statement and
when. | am assuming it does this to help the stisdemtemplate the relationships of
each of the speakers to Shaka and thus infer soti@rof whose views are more or
less valid. However, | cannot detect any obvioggcldehind this. A black person
praises Shaka, another condemns him. A white cqaeary is treated kindly by
Shaka, another calls him the most powerful, crughster in history. A missionary
calls him an animal, a writer passes no moral jotg@ upon his person.

What is clear, however, is that three of thesesipdubbles blatantly
reproduce the Apartheid mythology surrounding Shéka in fact these three speech
bubbles that provide the aforementioned sparknieghe old Apartheid myth of
Shaka as no more than a bloodthirsty despot. Treusltt mythology has been
kindled without incriminating the authoritative te® manouevre made possible by
the “interactive and learner-centred methodold&idt the core of progressivist
education.

What is also clear is that, looking back at théhartative text, one finds
nothing to contradict these contentious white nystcdApartheid-mythological speech
bubbles. Indeed, their only refutations are foundther speech bubbles. Two of
these, those belonging to Jordan Ngubane and Mdgeteg do restore some of

143  Clacherty, Glynis, et. al. Looking into the Pasa@# 7 Maskew Miller Longman, Cape
Town: 1998. Pg. 5
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Shaka’s stature as a nation builder. The othemati®to impart some humanity and
kindness onto the Zulu leader.

The relegation of white history to these intenaetzones is recapitulated in the
second critical thinking exercise, whose multictdtland neatly severed heads issue
divergent claims in speech bubbles. The title “Howand how powerful was
Shaka’s kingdom?” seems a misnomer when one readg st (reading clockwise
from lower left) speech bubble: “The Zulu army eddar and wide, forcing their
neighbours to flee. These neighbours attacked gib@ple in the area, and soon the
whole of South Africa was at war.” This statemexstjs clear, lacks all but the
mildest reference to the size and power of Shalatgdom. It does, however,
complete the iteration of white history commenagthie first critical thinking
exercise.

For now, having linked the white history bubbleghe two exercises, we
have fully reconstructed the old official white tioisy of Shaka as a despot who started
the Mfecane for no particular reason other thareddioodlust. To be sure, the
contention is plunged into a frenzy of subjectiuderpretation, but it also finds no
refutation in the authoritative text; refutationlypnomes from other speech bubbles.

Chapter 4.4 covers the Mfecane specifically. @litlé¢iolence and drought,” it
tells us that “some people have called the timéaénce in the 18 and early 19
centuries thédfecane People spread out to get away from the violemckta find
land with water. Why was there violence in southé&ifrica in the 18 and early 19
centuries? Historians have different ideas abouyt wifi**

This leads us to another critical thinking exexdrsvolving speech bubbles,
the first of which reads: “The trouble was causgdhe Zulu KingdomThe Zulu
rulers wanted to make their kingdom bigger, so thtgcked their neighbours. The
victims ran away and went further inland. Someheht attacked other chiefdom¥>
Again we find Shaka blamed for the Mfecane, andotflg motivation attributed to
them is lust for power. Again, there is nothing ttadictory to this viewpoint in the
authoritative text. There is some mention of a ghdubut this phenomenon is not
anywhere related to the Mfecane except in othenidsable speech bubbles. Thus we
find once more white history given expression ia ¢hitical thinking exercise without
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decisive refutation in the authoritative text.

Such a subjectivist format is clearly ambivalenits prescribed vocation to
actively rehabilitate the historical personage lodl&. As the speech bubbles to which
his disparate characterisations are relegatedadrauthoritative but mere objects of
speculation, and since there is no marker of trexiacities made obvious to the
reader, they all appear as equal truths, or fatsith a maelstrom of relativism and
conjecture. In fact, there is nothing in the textontradict any of the viewpoints
capitulated in the critical thinking activities. @hesult of such a pedagogy is that
students can choose which Shaka to learn fromigteri lesson.

Such a pedagogy may impress those partial torpodernism or the idea that
democracy should extend to the realm of histoticah, yet despite these possible
merits one must concede that white history survinets throes. It remains only for
the student to choose it from the pool of equalle t(or equally groundless)
conjectures. Once white history is recovered bysthdent he can flip back through
the entire section on Shaka, note the many lateplications of violence, and let rage
the oceans of blood beneath them.

Might not the opposite conclusion also be drawmfthe maelstrom of
subjective speculation and reflection on primamyrses? Might not a very different
Shaka be gleaned from the authoritative text atigites of Looking into the Pa3t

One who was a great statesman and nation buildee2vose legacy knows
obeisance to not even the least charge of crueltyh@r moral transgression?

It is clear that it can, and this is exactly whg new textbook realizes the
“integrated history” stipulated by Giliomee. Anélwe may recall, the very purpose
of such a history, according to that author, waalltmw for the survival of white
history. In this case, the Apartheid myth that Shaias nothing more than a
bloodthirsty despot has hardly been correctedastdimply been displaced into a
critical thinking exercise that emphasizes the ectiyjity of the discipline.

It is thus clear that, in the instance of Shaka,leéarner-centred activities of
the new textbook have in fact realized the “intégpléa format stipulated by Giliomee,
a format that was ostensibly white-demanded. Itatss been demonstrated that, in
this instance, the format has served its enuncjaiegose, for in its cradle white
history has survived.

The question nags one, why even include thesekpgrébles that reduce
Shaka in these exercises at all? Why have littl®oas in critical thinking activities

recapitulating the historiographical tenets of wistipremacy? They do serve as a
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good topic for a critical thinking exercise, butwould anything else involving Shaka
that various primary sources in history disagreedhy not an exercise on his
military tactics or the intricacies of the incorpton process? Those reductive
bubbles may make for a titillating critical thinkirexercise but in the process
propagate a mythology designed to entrench aniiyfevhite supremacy.

What is clear is that in the presentation of Shakhe new textbooks “white
history” survives. It still serves to legitimatesthotion of black despotism and a
chaotic, otiose interior soon to be civilized byodvivekkers. Such white history is, to
be sure, plunged into the realm of subjectivigtriptetation. But its recovery from
that realm is aided by the text’s provision of “tehhistory” primary sources, which
find no contradiction in the authoritative text.ush we see in this instance that the
learner-centred approach central to progressiedagogy has provided a vehicle for
the survival of white history in post-Apartheid tiesoks.

It has thus been demonstrated that, at leastim#tance of Shaka, white
history survives in the new textbooks. If we takédBee at his word, then this
survival can be traced to the reconciliation precé®r as we have seen, whites
placed substantial demands on post-Apartheid listoring the reconciliation
process, a process which entailed the extensiveaggpment of white minority
demands in exchange for a handover of power. Asi@de claims, the demand that
white history survive in an integrated approach wasiority of the powerful white
minority population. The survival of white histary post-Apartheid textbooks
through progressivist pedagogy can be said toatetthet demand.



57

Chapter 4

Justification for White Landholding in Timelines and Looking into the Past

According to Marianne Cornevin, Apartheid histgraphy propagated a myth
of empty land in the South African interior to legiate white landholding therein.
Yet this justification entailed more than more thiaa single myth; a broader
historiographical justification was propagated wheharacterised the Trekkers as a
benevolent force for order in a dark, chaotic ragywannized by Dingane’s Zulu and
Mzilikazi's Matabele. This section first traces nifastations of the myth of empty
land in relevant chapters of the Timelirsesies, then details the manner in which the
narrative reduces Dingane and Mzilikazi in ordecharacterise the white annexation
of their land as a force for order and civility.

4.1 Justification for white landownership in the_Timelinesseries

4.1.1 The myth of empty land, ‘ that the Voortreldkadvanced into an uninhabited
land that belonged to no one.’

As Sparks wrote in 2003: “Land had long been phthe mythology of
Afrikaner Nationalism.” Even when financially unpitable, white landownership
retained “a value in political nostalgia that was@less... to the Afrikaner Nationalist
regime,” thus garnering massive subsidies fromAhartheid governmerlt®® White
landownership, a stake vastly disproportionatesjoutation size since well before the
oft-noted Land Act of 1913, thus formed an integradle of the South African white
supremacist ethos.

Justification of white landholding in South Afrigaas both religious and
secular. The religious component bore strong reksmobs to that found among
settler colonists in Israel/Palestine and the NewarlV For white South Africans,
especially Afrikaners, white landownership in SoAfrica, particularly the interior,
was no less than “a God-given right extrapolatedhftheir interpretation of Calvinist

146  Sparks, Allister. Beyond the Miracle: Inside thesN8outh Africa Chicago, Chicago: 2003.
Pg. 20
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theology and given divine sanction by their Dut@fd®med Church*’

The secular component of the legitimation proceasifested
historiographically as the myth of empty land. Thgth of empty land begins where
the myth of Shaka as nothing but a cruel despat,eamttd in the conjunction of the
two one finds the very marrow of white history. acording to the old
historiography, the Mfecane cleared vast spacémndfin the interior from African
habitation, thus leaving these land available gageful white settlement.

The Timelinesseries reproduces this mythology faithfully but word for
word. At the end of Chapter 6, “The Mfecane andCissmisequences,” Timelines 6

reads: “Chaka raises a powerful army and defeata¢ighbouring tribes; Wars of
annihilation spread across Southern Africa and teambverty and depopulatiofi*®

Such an account is untenable for at least twaread-irstly, as has been
shown, the Mfecane was also a constructive pramessmpassing the birth of the
Kingdom of Zulu, a process completely obviated liy misnomer “wars of
annihilation.”

Secondly, the claim that the Difagane “spread ssx&outhern Africa” too
conveniently overlooks the localized nature offhagane. As Cornevin reminds,
“the Difagane [Mfecane] affected primarily the Smerin Sotho... Mzilikazi’s
destructive campaign was borne chiefly by the Eagieoup of Tswana.” The wars
were therefore localized in that “the north and e&she Transvaal escaped the
horrors of the Difagane. The Northern Sotho (Bapeeire only marginally
affected... and the Venda not at all. In the soutist of the Transvaal and Botswana
the western group of Tswana also remained outsfde.”

Though clearly untenable, the notion of wars afilamation consuming
Southern Africa proved incredibly useful to whitgosemacist historians. It served as
the platform upon which could be built a historiaginy that morally and legally
justified white landholding throughout the interimfrSouth Africa, even to the extent
of effective monopoly. For according to such adrisigraphy these all-consuming
destructive wars decimated and depopulated thetigmioke, leaving the land

147  Sparks, Allister, Beyond the Miracle: Inside theAN8outh Africa Chicago, Chicago: 2003.
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“uninhabited and belong[ing] to no one-*
At the close of chapter 6, in a section entitldthe Mfecane and its
Consequences,” Timelingslls us that “the trekkers were also influencgdHz

Mfecane. For instance, the Voortrekkers were abkettle on vast plains between the
Vet River and the Vaal River, since this region Veagely uninhabited as a result of
Mzilikazi's wars of annihilation ! Here we see how the reduction of the Mfecane to
a purely destructive enterprise has segued nedtythe myth of empty land.

The myth is reiterated in a small passage identifgauses of the Great Trek.
The sixth cause is identified as “the need for ngyezing [which] led the frontier
farmers to move farther north® This passage informs the reader that “ever since
1820, uninhabited cultivatable ground had beencecand the British government
had no desire to expand the Colony still furth@hfs led to a shortage of grazing
land within the Cape Colony as “cattle-farmers megplilarge farms, for they had to
make allowance for drought.”

According to Timeline$, the solution to the farmers’ problem was empty
land in the interior. “Consequently,” the textbaglads, “in times of drought, even
before the Great Trek, farmers had crossed theeb®af the Colony in search of
grazing. They were aware of the excellent grazamgl, plentiful game in areas which
lay uninhabited beyond the Orange RivEF. The passage thus informs us that even
before the Great Trek whites moved northward beybedOrange River, where they
found excellent and, more importantly, uninhabitetd.

The myth of empty land is iterated still furtharTimelines 8In its own
passage on the causes of the Great Trek, the t&«ibfmrms us that “by the outbreak
of the Frontier War of 1834-1835 all the land aablié for grazing livestock had been
taken up.” In time, groups of “frontier farmersealized that they would obtain no
more land beyond the eastern frontier.” Therefpresumably continuing the pattern
of white northward migration detailed in Timeling@s'they [white frontier farmers]

150 Cornevin, Marianne. Apartheid: Power and Historalsification UNESCO, Paris: 1980.
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turned northwards into the unoccupied territoriegdmd the Orange Rivet>

Yet itis in its section on the Mfecane that Times 8most brazenly iterates
the myth of empty land. According to this sectilemnants of... [defeated] tribes...
attacked and destroyed all the Black tribes inrtpath so that a buffer-zone was
created between themselves and the power andycoiélthaka and his Zulu impis.”
As a result of this process, “most of densely-pafmd Natal was depopulate™

In a section summarising the effects of the Mfecamtitled “The results of
the Mfecane,” the myth of open land is reiteratetetand time again. It’s first
sentence tells us that “thousands of tribesmen wibeel or left homeless and vast
areas were depopulated by the Zulu and Matabelisiimp

The third effect of the Mfecane identified by te&tbook is again concerned
with empty land. This passage alludes to the “wexiBlack tribes which had fled
from the Zulu and Matabele attacks.” These “formed settlements far from each
other, separated by vast depopulated areas.”

The textbook emphasizes and reiterates the degtigubf land in the interior
in order to justify white settlement therein. Thatian of white settlement on empty
land in the interior did much to legitimate whitatiholding there, both historical and
contemporary, as it effectively precludes any gaesallegations of wrongful
dispossession or land theft that might be levieslregy the Trekkers. The next
sentence of the textbook introduces the theme eltkiar settlement in empty land:
“when the Voortrekkers entered the Orange Free @tad the Transvaal, they found
these largely depopulated territories where theydeettle.”>°

It is therefore asserted by the text that in th@nQe Free state and in the
Transvaal, the interior heartlands of white Afrikathom at the time the Timelines
series was written, white settlement was achiewatt@fully. One can only conclude
that if there was any violence in the process,\tlukence was so negligible as to not
merit any mention whatsoever by the text. The autiga that white settlement was
peaceable process that occurred in empty landgleanrved to legitimate white
presence and landownership in these regions ireogurary Apartheid South Africa
both morally and in a legal-proprietorial vein.

154  Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 108
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Not only was all of the Orange Free State andltaasvaal empty, but so also
was a vast portion of Natal: “Also in Natal, betwegululand and the Umzimvubu
River, there was a large apparently unpopulateal.’aféis led to a massive migration
of “White frontier farmers, [who,] unable to pera# further in their trek eastwards
across the Karoo, now turned northwards into tlaesgdy populated regions created
by the Mfecane.” White settlement in Natal is thiso characterized as a peaceable
movement of farmers into empty space, for the abdity of empty land supposedly
left by the Mfecane “led to the migration of the Méhpopulation of the Cape Eastern
frontier into the open territories north of the Gya and Vaal rivers and into
Natal.**’

Timelines 8is so persistent in propagating the myth of entgutg in the
interior that it even characterises those landswieae purchased by whites as having
been empty. Timelinesi@forms us that “in the Orange Free State, Pagiehs able
to acquire a large tract of empty territory betwdsnVet and Vaal from the Bataung
Chief Makwana in exchange for protection againstNtatabele **® It would seem
white settlement in this instance was so peacdhhbteeven the land they bought was
empty. It is in any case made clear by the textlibakin no instance were Africans
run off land or dispossessed by the white settlers.

The first passage of chapter 8 in Timelinee@ps the mass migration of
whites into the interior of South Africa, where yr®ubsequently claimed vast
amounts of land and settled permanently, takinggp®ortunity to once again remind
us of the emptiness of the land: “From 1835 onwanise 15,000 Dutch-speaking
frontier farmers from the eastern Cape left wilhitadir livestock, belongings and
servants to found new homes north of the Orange/aadi Rivers and in Natal, in the
empty regions depopulated by the Mfecatd.”

According to this passage, then, the process déwkttlement in the interior
did not involve a single incident of dispossesslbthere was any dispossession to
speak about, Timelinesould have us believe, then this dispossessioraiself to

the Mfecane, the purely destructive wars led byallegedly bloodthirsty tyrants
Shaka and Mzilikazi.
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4.1.2 Proprietary legitimation beyond the myth wipgy land, the arrival of the
Trekkers and their annexation of African land d&&aevolent activity.

The myth of empty land has thus been shown toebeagive in the most
relevant chapters of the Timelinssries. Yet in a broader sense, a historical
justification for white monopoly landownership imetinterior is not complete. This is
for two reasons. Firstly, references to empty leanot possibly be stretched to
incorporate Zululand and that land controlled byilMazi. A sizeable portion of the
interior, this land was obviously taken by forcel d@ne violence involved in the
endeavour can scarcely be obviated. Secondly, thieciiareat of the demonically
bellicose Zulu and Matabele was quelled, wouldthetscattered tribes return to the
land they had cultivated for centuries with profaig claims?

Timelinesresolves these problems by characterising thek€reknnexation of
these territories as a benevolent force. It doeditlst and foremost by reducing
Dingane and Mzilikazi much as it had Shaka. Thotingise figures do not receive
enough coverage in the new textbook series to dbova comparative study as was
undertaken above with the figure of Shaka, it isetbeless heuristic to briefly
explore the ways the reduction of Dingane and Ma#i allow for the
characterisation of white land annexation as a\s@nat force for order in the
territories they held.

Timelinesaffords Dingane similar treatment to that doledtothis brother
Shaka. Another bloodthirsty despot, after havingiftkered” his brother, Dingane
“continued [Shaka’s] reign of terror and also Idliall his relations..**® Thus
established as a murderer and slaughterer of msfamwily, it was not long before, in
an incident that has taken on its own mythologicaportions in the South African
mind, the wrath of Dingane was turned on Piet Retiel his band of peaceful white
settlers in February of 1838.

Timelines 8tells us that “when Retief asked for land Dingpaomised him a
grant of territory only if Retief recovered stolgalu cattle from Sikonyela...” Soon
“Dingaan was given back his stolen cattle... Grebruary, when Retief and his party
were taking leave of Dingaan, they were suddengrwiielmed in Dingaan’s kraal

160 Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 103



and killed.*®*

Here, in the case of Dingane, Cornevin again ilhates the mythological
nature of the text. What Apartheid historiograpbypsistently omits is the fact that
Dingane had himself been hoodwinked and put o#fensive by the whites. In this
way, his “treachery and cunning’ were in a way fgsponse to that of the white'§?

According to Cornevin, Apartheid historiographynsistently ignores “the
way European traders at Port Natal repeatedly hitodie word and continually
infringed the provisions of a treaty concluded iayML835.” Apartheid historiography
further omits the fact that Piet Retief “who haddged to give Dingaan sixty-three
horses and eleven rifles captured from Chief Siktmydelivered only the
animals.*®®

According to Apartheid mythology, then, the dedpotgane broke the treaty
between himself and Retief out of sheer depravity simply murdered the settlers.
Timelinesrepeats this myth, first by attributing bloodthimgess to Dingane and
secondly by omitting the significant events aforatimned - Retief’s failure to
deliver the guns as per the agreement, and théulahbreaking of treaties by the
white settlers.

Mzilikazi is also reduced by TimelineShough characterized as “a brilliant
leader,” his break from the Zulu nation is redutteiaving “dishonestly kept some
cattle.” Ordered executed by Shaka, Mzilikazi “fctoss the Drakensberg
Mountains... [and] followed the usual Zulu pattefriooting, burning, and killing in
large areas among the scattered Sotho trit§és&'s “Mzilikazi was hostile from the
start” to Voortrekkers, it was not long until, dugi Potgieter’s Trek, “two trekboer
hunting parties were attacked and most of the nidloy the Matabele... and on 19
October 1836, 40 Voortrekkers fought a large Md&bapi under Kalimpi.

Although the attack was beaten off, the Matabedé &l their cattle.**

Mzilikazi is thus reduced to a looter, burner|ékil and cattle thief by
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Timelines Like Shaka, he too has been stripped of his tipaliand military system.”
The sophistication of Mzilikazi’'s unmentioned systes attested to by its
“remarkable capacity for integration,” so that ‘00 to 20,000 Sotho accompanied
him in his flight north at the end of 1837.” Funthmre, according to Cornevin “this
large number [of Sotho] suggests that the terrodpced by the Ndebele armies was
not as total as the official [Apartheid] historylipates.*®

In a previous chapter, Timeliness shown to reproduce the third myth

identified by Cornevin, “That Chaka, Dingaan andilMazi were nothing but
bloodthirsty despots,” in the instance of Shaka Apartheid era textbooks have now
been shown to reproduce the myth in its entiretlynbt only do they reduce Shaka to
a mere bloodthirsty despot, but also impart theesaharacteristics to Dingane and
Mzilikazi.

The reduction of Dingane and Mzilikazi effects m¢han just the denigration
of historical black statesmen, it also allows fug text to characterise the annexation
of their territories by the Voortrekkers as a baslent force for order. Such a
characterisation coincides with the fifth myth ided by Marianne Cornevin: “that
only the advent of the whites saved the blackeéenQrange Free State and the
Transvaal from total destructioh®

A diachronic comparative study of the influencetos$ fifth myth upon South
African history textbooks beckons; unfortunatelgris insufficient empirical data in
the textbooks selected for such a study to hol@mvétis for the moment, however,
both possible and immediately relevant to my stiedgonsider the way in which the
reduction of Dingane and Mzilikazi makes it possifdr the_Timelineseries to at
least approximate this myth by characterizing th@exation of their territories by the
Trekkers as benevolent. For this characterisatidorn served to legitimate white
landholding in the regions annexed from Dingane Maiikazi.

Indeed, Timelinesforms us that, after the “final defeat of thetistaele” by

“a well organized Voortrekker commando... the viarge area under Matabele
control was now available fareacefuNMoortrekker settlement:®® The alleged fact of
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peaceful white settlement in the territory libedateom a bloodthirsty Mzilikazi did
much to legitimate white landholding and politisabremacy in contemporary
Apartheid South Africa, for it was thereby thatéthorthern Orange Free State and
most of the Transvaal became Voortrekker territory.

The legal and moral merit of white settlementhe Orange Free State and
Transvaal, of course, held tremendous implicationshe day, as “it was in these two
areas that the two Boer republics, the Orange &taie and the South African
Republic, were later to come into being>These areas survived as the Orange Free
State and Gauteng and remained the pronouncechéeiad Afrikaner domination
throughout the Apartheid era.

Yet a number of questions remain: What of thogesrthat had fled the
region? Did their surviving remnants not returreathe defeat of the Ndebele? How
did they regard the annexation by Voortrekkershefland they had cultivated
ancestrally? According to the Timelingsries, so benevolent was the annexation of
their territory by the Voortrekkers that upon thegttlement “the scattered Black
tribes welcomed the Voortrekkers and looked to thenprotection.*”

The annexation of Zululand and those portions ataNunder Dingane’s
control by the Voortrekkers is similarly presentesda benevolent force for order.
According to_Timelinesthe battle of Blood River, whose “climax... camieen a
detachment of Voortrekkers on horseback chargedrtpg” left “Natal... open for
Voortrekker settlement and for the realization etiBf’'s ideal - the establishment of a
Trekker state !

After this penultimate defeat of Dingane by herdaortrekkers “many Zulu...
deserted Dingaan to join Panda, the half-broth&infaan, who in 1839 had become
an ally of the Voortrekkers.” It was scarcely arykafore “the Voortrekkers and
Panda’s impi together decisively defeated Dinga#¥ith the final defeat of Dingane,
“the Voortrekkers recognized Panda, as paramouef ohthe Zulu. [sic] He gave
the Trekkers 36 000 cattle as compensation for tbeses and Zululand was placed
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under the protection of the Republic of Natdf”

Indeed, so protective was the annexation of Natdlrekkers that the venture
apparently met with no proprietary claims by theeimeing scattered tribes. Timelines
tells us only that, “in Natal the remnants of thkds, who returned to their original
dwelling places, were protected by Pretorius dfterdefeat of Dingaar*® We thus
have the annexation of Natal by Voortrekkers preegeas an entirely benevolent
force, one that swept the region of the bloodthiBihgane and his impis, protected
the scattered, beleaguered black tribes, and pdicefected a Trekker state on the
liberated land.

The previous section demonstrated that the my#nygity land is enacted and
persistently recapitulated by the Apartheid-eradlinesseries. This section has
demonstrated that, in the cases of specific regidiNatal, the Northern Orange Free
State and Transvaal - instances where this mythcleasly untenable - Timelines
characterises the annexation of these territogiegdortrekkers as an emancipatory,
benevolent force for order in regions plagued mobthirsty tyrants.

4.2. Justification for white landownership in the_Looking into the Pastseries.

In the preceding chapter it was demonstratedpibsit Apartheid South Africa
inherited a legacy of history education that endeasd to legitimate, both morally
and legally, white landholding in the interior. Thgh a process of legitimation in this
vein may in fact survive in the post-Apartheid tedks, there are a number of
changed circumstances necessitating its alteration.

Firstly, white landholding as the divine rightaothosen people, the religious
plinth of Afrikaner Nationalism, is now little motean an artefact. As even “the
Afrikaners have abandoned their claim to sovergigner South Africa their historic,
God-given homeland:* such a contention is longer tenable in the histexybooks
of the new South Africa.

Secondly, the myth of empty land has been debubitedgeneration of
revisionist historians. It would appear ridiculons post-Apartheid textbook if read

172  Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 117
173 Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 104

174  Sparks, Allister, Beyond the Miracle: Inside theAN8outh Africa Chicago, Chicago: 2003.
Pg. 17




67

by students of any ethnicity. With its secular fhlithus also removed, a
historiographical legitimation of white landholdingcontemporary South African
history education would require a new form if itasperform.

Maskew Miller Longman textbooks of the post-Apaithera do provide this
new form- a new historiographical approach to legting white landholding in
South Africa. With the myth of empty land no longenable, Looking into the Past

duly foreswears it, subsequently relegating thallagd moral merit of white
proprietary land claims to critical thinking exeses. In these jumbles of subjectivity
and speculation, these contentious land claimsgaeed critical consideration by the
authoritative text and are made subject to noctsiti other than that afforded them
by student learners.

Looking into the Past: Learner’'s Book Gradeb®gins its section entitled

“Across the Vaal” with a direct refutation of the@rtheid era myth of empty land.
“Some historians,” reads the textbook, “have sutggkthat the Trekkers moved into
lands that were empty as a result of the wars agdations that went with the rise of
the Zulu kingdom. But this is not what happenedoitdver, this direct refutation of
the myth of empty land only applies to the Trang§wahich was “far from empty of
Africans,” harboring both the “Venda and Pedi kinogts” as well as “the Ndebele
kingdom under Mzilikazi.*” In regards to Transorangia, which | shall consfitst
here, Looking into the Past less clear as to the emptiness or occupaniandf

Looking into the Pastovers white settlement and proprietary claims in

Transorangia in a section entitled “The Trekkers tre Sotho*’® This passage
informs us that “after 1835, groups of Trekkersvad in Transorangia. Most of them
moved through the area on their way to Natal ofdn@orth, but some of them
stayed on the fertile land between the Caledortlam®range Rivers and began to
spread outwards towards the north-east.”

The passage then recounts the relations betweite sdttlers and the
indigenous inhabitants. “Initially,” the text readthese Trekkers and the Sotho lived
peacefully alongside one another... But, as thesywant by, bitter conflicts
developed. At the heart of these conflicts wertediint attitudes to land.”

The rest of this section, in keeping with the terw# progressivist pedagogy,

175 Seleti, Yonah (ed) et. al. Looking into the Past:rheds Book Grade 10Maskew Miller
Longman, Cape Town: 2001. Pg. 34
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comprises nothing more than a melange of divergemtce excerpts and two learner-
centred activities. It is overtly clear in thistasce that this progressivist pedagogic
approach has been utilized in such a way as tadto “white history” - here

manifest as a historiographical justification fdnite landownership - to survive in the
post-Apartheid textbook.

The first two excerpts form the backbone of thstfactivity. The first excerpt,
taken from Reader’s Digest lllustrated History oug Africa, tells us that “there was
no uniform legal system or concept of ownership/kich all parties interested in the
land subscribed.” The second excerpt, authoreddwebyport, tells us that “the
Trekboers thought, apparently, that they were nminto land where they would be
able to reach an agreement with those alreadyglithere. They found very quickly
that their own occupancy was contested, sometireeguse they insisted on
ownership rather than mere occupation.” The agtivien asks the student to consider
these two sources and “write a paragraph explainavg the different views on land
rights held by the Trekkers and the Sotho conteédub the conflict in Transorangia
in the 1840s.”

It is thus imparted by the text that the ensuanflct did, in fact, geminate
from divergent understandings of land rights. Taetention that misunderstanding is
at the root of the conflict effectively dissuadestadent learner from identifying the
process of white settlement in Transorangia adibedate campaign of dispossession.
In other words, the imposed notion that misundeditey lies at the heart of the
conflict precludes the alternative interpretatibattwhite settlers, in full cognizance
of the meaning and ramifications of their actiomirglled and intimidated the Sotho
out of vast amounts of their land.

We then find that both source excerpts serve tolpate the Trekkers from
any possible allegations in this vein. Accordingite Reader’s Digest history,
intercultural mis-communication and the lack of coom and clear definitions are to
blame. According to Davenport, Trekboers had (agmuidy) sought to reach an
agreement with the Sotho but found them intrangig&nworst, the Trekkers had
“insisted on ownership” because they were misinfry their deep-rooted cultural
norms so as to believe that they did in fact ovenlémd.

Clearly, then, there is no substantive way tomgfeam the text the idea that
deliberate dispossession was undertaken by the@irekThe best that can be hoped
for in this vein is the possibility that a studensomehow springboarded by the single
word “apparently” to conceive of the idea by himherself. Surely, the notion that
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the mass volumes of white landownership in Tramsgieaand the wars that
established them were begotten of a mutual inglidicommunicate effectively,
rather than deliberate dispossession by aggre$sakkers, does much to legitimate
inordinate white landholding in this region.

The second activity asks students to considethiing source excerpt. This
third source comprises the severed upper bodis®ehweshwe, the Sotho king, and
the appropriately named Jan de Winnaar, issuingrgent speech bubbl&<.Each
leader is quoted twice and their quotations ar&josed in such a way as to make
clear that “the views expressed... are entirelytraniictory.™ 8 In the first
juxtaposition, Moshweshwe claims:

“The ground on which they stayed belonged to me) bad
no objections to their flocks grazing there uritédy were able
to proceed further, on condition that they remaimepleace
with my people and accepted my authority... thenggbr
renting of land was a practice unknown to us.”

Opposite Moshweshwe, de Winnaar voices what Lapkito the Past

chooses to call “a very different understandinghefsituation:”

“l asked Moshoeshoe to grant me a farm... he dshgong
that it was mine in perpetuity. At about the sameet and
subsequently, many farms were granted to otherlpewpthe
same terms.”

In the next juxtaposed pair of quotations, JalW\ilenaar speaks first:

“Although we found the land unoccupied, after hgvireen
informed that Moshoeshoe claims the territory wigh &
view to acting amicably, requested his leave taupygat, and
he gave us the farms for always.”

Moshweshwe responds:

“I have never ceased to warn them that | viewedithe mere
passers-by and, although I did not refuse them ¢eanp

177 One wonders if the exercise is not weighted froengtart, the name ‘de Winnaar’ translating
as ‘the winner’ or ‘the victor.’

178  Seleti, Yonah (ed) et. al. Looking into the Past:rheds Book Grade 1Maskew Miller
Longman, Cape Town: 2001. Pg. 29
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hospitality, | could never allow them any rightpbperty. | rented
no place to them fearing that this might be considas a
purchase.”

The activity then informs students that “Moshoest@oint of view is
completely different to that of Jan de Winnaar el Trekkers.” The ostensible fact
that conflicting points of view are probably at Wahus reiterated, the text asks its
student readers: “Do you think one of the viewpmistmore correct than the other?
Give your reasons, but first consider these points.

In the points that the textbook asks student®hsicder when answering the
activity question the possibility of dishonestyimglly introduced, but only in such a
way that the possibility is levied toward the Sothbe first point asks: “were one or
both sides in this conflict simply telling blatdies?” However, the second quickly
reintroduces the exculpatory claim of mis-commutiica “could there have been
misunderstandings in discussions between the Tré&lders and Moshoeshoe,
perhaps because of inaccurate translation?”

The concept of dishonesty has appeared in thibdekt as the parties may be
“telling blatant lies,” but has been quickly couti@lanced by the concept of honest
misunderstanding. Therefore, the texts have mantgiatpbly dishonesty in a neutral
kind of way, one that levels the charge at botk sithout really levelling it at either
side. The neutral implication is averred within dwnfines of a critical thinking
exercise where it is undermined by a counterclapable of exculpating the
Trekkers from any possible charges of deliberadedpossessing the Sotho.

The two follow-up points reintroduce the implicatiof dishonesty, but
exclusively on the part of the Sotho. The firsthise claims that “the missionaries
were hostile to the Trekkers,” and asks the stigdiéiittis “possible that they
influenced Moshoeshoe to deny grants of land thdtdd made?” This question
implies the dishonesty of the Sotho king, who mayehlied about handing out land.
Moshweshwe is thus to blame for the conflict thegueed, though mayhaps prompted
and influenced by missionaries hostile to the umidbed Trekkers.

The final point tells students that “there is eride that chiefs who fell under
Moshoeshoe’s rule entered into agreements withkKerskover specific pieces of
land. Do you think these agreements were valid7etagain the Sotho king
Moshweshwe is to blame for the conflict; his ridenept, his underlings unruly and
willing to dishonestly grant the land under hisertd Voortrekkers.

Following these two questions that implicate tl¢h$, there is provided no
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correlate question to balance the exercise i.ehit®\settlers had engaged in a
deliberate campaign of conquest and dispossessioa their arrival in Southern
Africa. Do you think Jan de Winnaar and his Voddkers might have fully
understood that the land was never granted to themMoshoeshoe on a permanent
basis and simply lied as part of a ploy to dispsss$ke Sotho?” The textbook does
not even ask the most obvious question: “Why otheaould Moshweshwe give
away land to Trekkers?”

Bearing in mind that de Winnaar’s claim, quotedhie third bubble, that the
Trekkers “found the land unoccupied,” was nevettiaicted by Moshweshwe or the
authoritative text, one can only glean from thisrerpassage that the Trekkers in
Transorangia settled peacefully on vast stretchespty land. Their proprietary
claims were later disputed by the Sotho, (who exadht attacked them over these
same land claims in 1858) though whether out ofgear misunderstanding remains
an object of speculation. So in this particulargpessivist historical nether-region of
activity based learning, critical thinking, and gdiivist interpretation, white history
survives.

This is not to say, of course, that the text alidar white history
interpretations exclusively. Surely, if one bririgghe text the notion that
Voortrekkers deliberately dispossessed the Sotbsenply lied in every debate
surrounding their proprietary claims, then he @ sfight impart that interpretation
onto the passage. However, the student would fatdimg definitive in the
authoritative text to support that position andyenonportantly, would have to obtain
that idea from somewhere outside of the textbook.

The phenomenon of white history through activeriesy extends itself to
Trekker landholding in the Transvaal. Though hbeerhyth of empty land is
decisively refuted: “Some historians,” reads thesage entitled “Across the Vaal,”
“have suggested that the Trekkers moved into |&matswere empty as a result of the
wars and migrations that went with the rise ofZlséu kingdom. But this is not what
happened.”

The textbook concedes that “the population of sameas -such as the south-
western region where the Trekkers first settledd heen disturbed and reduced, the
Transvaal was far from empty of Africans,” and ttthe Trekkers who crossed the
Vaal... had [a] tougher time imposing their contrgf

179  Seleti, Yonah (ed) et. al. Looking into the Past:rheds Book Grade 1Maskew Miller
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In a paragraph that would surely be applaudeddiyné€¥in, Looking into the

Pasttells us that “in the east and north, the VendhRedi kihngdoms were recovering
some of their previous strength amidst numerouslenysfrican chiefdoms.”
Furthermore, as had proved problematic enoughnwegaeduction by propagators of
white history, “the most powerful society in thgi@n in the 1830's was the Ndebele
kingdom under Mzilikazi.**°

The subsequent passage, titled “The Ndebele,flypdetails the rise of the
Ndebele kingdom under Mzilikazi, arriving at “183®&hen] Mzilikazi and his
followers were based in the Marico valley in thesteen Transvaal'3*

With no segue whatsoever, the text then inforresdader that “the Ndebele
were defeated in 1837 by a party of Trekkers ledbgries Hendrik Potgieter and
Gert Maritz. Mzilikazi moved across the Limpopo &ivnto present-day Zimbabwe.”
We are thus left with no explanation as to the eaafghe war or the intentions of its
participants. While we have been told that the Keek had a tough time “imposing
their control,” we are not told whether this cohtr@s imposed in an offensive or
defensive capacity. We are, of course, also tatlitthe Trekkers wanted arable land,
but are furthermore told that they had already ébtamritories with reduced
populations in the south-western regions where finstysettled.

Why did the Trekkers fight the Ndebele? As anadctaked aggression and
land theft? As a pre-emptive strike against a leoblidebele kingdom? Surely,
readers searching for white history are not thvebloie this ambiguity or the general
lack of detail surrounding the defeat of the Ndeb@&hose who care to carry the old
Apartheid mythology of Mzilikazi as a bloodthiratespot and the Transvaal
Trekkers as a benevolent force for order into ¢éx¢biooks of the post-Apartheid era
are not thwarted either, though they have beeppsid of their myth of empty land.

The textbook then deals directly with Trekker laoldling in the conquered
territory. According to Looking into the Pa&The Trekkers wanted to establish their

right to the land in this vast new region. Theye@eped a number of arguments to
show that the land belonged to them.” To whom heearguments directed? The
textbook does not say.

Longman, Cape Town: 2001. Pg. 34
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What is clearly missing here is the voice of thgigenous tribes who had
themselves been dispossessed by the Ndebele sidteofdhe recent Mfecane. If we
remember the coverage afforded them in Timelittesse “scattered Black tribes
welcomed the Voortrekkers and looked to them fotgmtion.*®? The claim is, of
course, contentious, and coincides altogether ¢éadlywwith the fifth Apartheid myth
identified by Cornevin. However in the new textbsdke voices of these indigenous
peoples, who everyone would probably agree wefadindispossessed by the
Ndebele, is lost entirely. For while the Trekkeogmietary claims are presented in the
narrative, the views these indigenous peoples hagdatowards the Trekkers’
annexation of their former territory are not.

Still, if the Trekkers formed arguments to subBtda their proprietary claims
then it is at least made apparent by the textvitnde landholding in the Transvaal
was a matter of some contention. This contentias thtroduced, its immediate
displacement and quarantine to a critical thinlemgrcise is characteristic of the new
textbook series. “One argument,” the textbook reaaas that the defeat of the
Ndebele by the Trekkers made the Trekkers ownettseofand in the Transvaal.
Historians have debated this claim.”

Unsurprisingly, the contentious land claims of Wigte settlers are all too
conveniently utilized by the post-Apartheid textkdo dramatize the subjectivity
inherent to the discipline of history: “We shallpdore some of these arguments,” the
textbook reads, “you must judge whether the coteh@aim to the land was
convincing.*#

We are then presented with Source B, an illustnatif three historians in a
room full of books. The first is a woman of indetenable ethnicity. Her speech
bubble reads:

The Ndebele state was the most powerful in theoregihis
authority over the land naturally passed to the&kRees when
they defeated the Ndebele.

The second historian is clearly black. His speadtble reads:

Living on the land and controlling it is not thersaas owning

182 Lintvelt, et. all. Timelines 8Second Edition. Maskew Miller Longman: 1985. Pg. 113
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it. Private ownership of the land was not part delNele
custom. Therefore, it is incorrect to say thatThekkers took
over Ndebele rights to the land after the defedi337.

The third historian is white. His speech bubblaelsea

While they sent out raiding parties and receivédalite from
the people in the surrounding areas, the Ndebeitalted
only the land in the heart of their kingdom.

It is clear that white history, serving here dsgitimation device for the vast
landholdings of whites in the Transvaal, survivethis maelstrom of subjectivist
speculation. Those who seek such legitimation ifimal the first speech bubble.
(Much can be said of the pictorial presentatioreh@&he fact that the woman to whom
the first speech bubble belongs is of no one disioler ethnicity only serves to
legitimate her opinion in that she appears an ‘cibje” party. Her belief, one must
assume, germinates from genuine philosophical ctiowi rather than a crass need to
defend the landholding of fellow white people.)

There is something inherently dubious about ptatie proprietary claims of
centuries-dead Voortrekker colonists on equal fgptiith the views of modern
academics and historians. Yet it is precisely tggoeuvre that has been enabled in
post-Apartheid history textbooks by the much cstd, zealously learner-centred
pedagogy derived from contemporary progressivstds.

White landholding has thus been legitimated bypibst-Apartheid textbooks
in the instances of Transorangia and the TransVaal leaves only white
landholding in Natal to be justified. This subjectovered by Looking into the Past

in earlier sections entitled “Natal and the intefiand “Dividing up the Land.” Here
again we find the Apartheid-era myth of empty landhoritatively refuted. The
textbook informs us that, even after the defed2iafane by the Voortrekkers, “Natal
was not the empty land they (the voortrekkers)ih@ined. It had a large and
growing African population..*®*

After a scant passage on Shaka, Dingane, andsthefrthe Zulu kingdom,
one learns that “the arrival of the first partiéd oekkers in 1837 made Dingane...
nervous. They came in numbers and wanted largestod¢and on the borders of his

184  Seleti, Yonah (ed) et. al. Looking into the Past:rheds Book Grade 1Maskew Miller
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kingdom.

It should be said here that the character of Dierga not reduced as it was in
Timelines Rather, he is more contextualized, his nervousstegards the arrival of
trekkers informed by “how the Xhosa had lost lamavhite farmers, and how the
Trekkers had defeated Mzilikazi's Ndebele.” We elearn here that “Boer leaders
sent messages to suggest that he would meet tleefagenif he did not meet their
demands.” It was not long before “he and his cdlorsidecided that the Zulu should
strike first.”

We are then presented with the story of Piet Ratid how his “party of
trekkers... was killed and Zulu armies went onttack Boer settlements, killing 600
men, women, and children.” The battle of Blood Rife#lows and it was not long
before “Dingane’s brother, Mpande, joined forcethwine Trekkers and together they
invaded Zululand and overthrew Dingan. Mpande watailed as king.”

At this point in its narrative, Timelinesformed us that “he [Mpande] gave

the Trekkers 36 000 cattle as compensation for theses and Zululand was placed
under the protection of the Republic of Nat4f The new textbook does not even
afford us this scanty bit of detail. The very nsghtence reads: “The Trekkers now
set about distributing land among themsel&6S0 all we are told is that somehow,
with the ascendance of Mpande to the kingshiplahe in Natal was passed to the
Trekkers.

Within the confines of this narrative logic notioasts suspicion onto the
Trekker annexation of land in Natal. It seems ratand right as rain. The ensuant
activity does not encroach upon the moral or legaiit of the Trekkers’ proprietary
claims. As we have seen, the narrative is curiosiggnt on Trekker land rights to
Natal. The text only picks up the subject of laigihts in a subsequent passage which
covers the period in history after the British lzemhexed Natal and the Trekkers had
sold their land to speculators. Even in this passtge text does not consider or
mention the possibility of dispossession commitigd rekkers upon Africans. The
merit of Trekker land claims in Natal that accomipdrthe ascendance of Mpande
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can therefore be said to be presented by the sextgiven.

It has therefore been shown in the instancesafidorangia, the Transvaal,
and Natal that the presentation of white settleraedtland annexation has left open
all necessary avenues for white history interpi@tat Though the myth of empty
land has been discarded by the post-Apartheiddekt their pedagogical approach
to the teaching of history has been conspicuoustfigured to facilitate “white
history” - here taken as an understanding of tis {et serves to legitimate
contemporary white landholding, even to the curdagree of effective monopoly, in
the interior of South Africa.

4.3.Why a continued legitimation of white landholding?Its background and
likely impetus.

The fact that post-Apartheid South African histteytbooks continue to
provide a defence for white landholding, in itsremt and historical inordinate
manifestations, has many implications. For whitaeltzolding is a veritable monopoly
enterprise in post-Apartheid South Africa. Why,itheould a publishing house
attempting to ingratiate itself upon the ANC isseretbooks that spread justifications
for this enduring vestige of white supremacy in thoifrica?

There are many possible answers. The first isttigatextbook authors, while
so willing and informed as to refute a discreditegth of empty land, are steeped in a
white history tradition, one which sees the roléistory as the provision of
justification for the stake white people hold inuoAfrica. The lingering effects of
such steeping may influence their writing in a nerhat is hardly conscious.

Another likely explanation lies in the ANC’s abaminent of its socialist
platform. The issue of these post-Apartheid texkisamincided neatly with this
rightwards shift in the ANC, a shift which saw tbarty dispense with its
redistribution platform. For this rightwards shifeant essentially meant that there
was no significant social force left in South A&ipushing the issue of land
redistribution. The point requires some elaboration

By the time of its rise to power the African Natt& Congress had “undergone
an astonishing about-turn in the formulation ofeit®nomic policy, from a left-wing
socialist position that envisaged large-scale natiration to a position where it has
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now embraced free-market orthodoxy that involvegdascale privatization'®

In a stark reversal from Nelson Mandela’s 199@stent: “The
nationalization of the mines, the financial indiitas and monopoly industry is the
fundamental policy of the ANC and it is inconceileathat we will ever change this
policy,”*8°
formerly communist-aligned ANC upon its rise to mvallowed for the preservation

the laissez-faire approach to national economicertiaken by the

of tangible elements of white supremacy in Southcaf

Issues surrounding the dispensation of land, doting and after the
Apartheid era, are integral to this study. The tgirds shift of the ANC held
tremendous consequences for the contemporary &me fiispensation of land in
South Africa. For though the party’s foundatione¢étdom Charter envisioned “all
the land... re-divided amongst those who workR3tthe party’s rightward shift
ensured that standing proprietary rights to Soutican land were honoured in
almost every instance, leaving the institution efitable white monopoly landholding
intact.

The abandonment of land socialization by the guparty was a multi-staged
process. In the early days of its rise to powes ANC retained some of its rhetoric
on land redistribution in the ill-defined Reconstian and Development Programme.
This document held that “in five years it woulddrstribute a substantial amount of
land’ to the landless black population.” Howevée RDP had been “hastily crafted
in preparation for the election campaign,” and tvasally an election manifesto rather
than a systematic set of policy programmes.” Theudwent was rife with “such
ambiguities it was not clear what it meant,” andved “an administrative
disaster.** That land reform could somehow occur when “the AfN@ already

adopted clauses in a new Bill of Rights entrenchiraperty rights*** was
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inconceivable, but served well as a myth dispetsedn over poor, uneducated and
populist minded voters, as well as to placate CO3Aand SACP allies who felt
betrayed by the ANC’s abandonment of socialism.

By 1995 the RDP was trounced altogether. Jay Maithocharge of its
implementation, saw his position disappear, andRibe “disappeared as a political
slogan.” the RDP was replaced by the Growth, Empleyt, and Redistribution
document, “an unvarnished free-free market prograptinectly in line with the neo-
liberal agenda, or what is known as the ‘Washingtomsensus.**®

If we are to take Sparks at his word, honest giterto implement social land
reform, even under the vague terminology providgthie RDP, may have fallen
victim to internal sabotage by the ANC. This wagdmalear in the case of Helena
Dolny, “an agricultural economist whom Mandela apped to head the Land Bank
and transform it into an institution that would pheé-establish a black agricultural
class after nearly a century of disinheritance.fnypwho was also Joe Slovo’s
widow, approached the task “with a passionate camerit” and soon fell victim to
“an orchestrated campaign to squeeze her out gbhebolny resigned in despair -
and with a parting jibe about ‘ethnic cleansingthie Land Affairs Department,
which had shed seven whites with ‘land strugglévestt backgrounds from senior
positions in five months'®*

It is of course possible that Dolny and her simcades were purged from
government for simply being white, but I, for ofied it hard to believe that this
could be the case when many whites from similaoipciunist backgrounds who are
now willing to tow the neo-liberal party line, suak Alec Erwin, retain such
prominent positions in the upper echelons of theCAN can also not be a matter of
pure coincidence that the Land Affairs Departmbatjing purged these leftist
elements, has produced nothing in terms of thestidloliition stipulated by the RDP.

Those within the ruling coalition who seek to el the institution have met
with severe reprobation from the uppermost echebbiise ANC; these vestiges of
the popular anti-Apartheid movement sympathetitéoerstwhile nationalization /

redistribution programme of the ruling party haeeb deemed “ultra-left sectarian

elements™ by President Thabo Mbeki, who now irsstbiat “the ANC had always
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been a national liberation movement with no inhenaission to fight for
socialism.*®

The rightwards ideological shift undertaken by ANC was a concerted,
wide-sweeping effort that entailed severe discipgrwithin its own ranks. Such a
phenomenon held immediate implications for MaskeMeMLongman’s effort to
ingratiate itself upon that party. For such an eatighlly right-reforming ANC would
surely look askance at any overtly socialist schextbook with an enunciated focus
on “land dispossessio® such as that envisioned by John Pampallis.

Surely, any socialist inspired approach to histextbooks would be ill-suited
for circulation in the new, neo-liberal South Afid-or, as Kallaway writes:

Instead of the popular or socialist ethos of Pésple
Education... the master narrative of educatiorfairne has,
to a large extent, been framed by the guidelifidiseo
World Bank and the International Monetary Fundtéas
of the vision promoted by People’s Education foofe’s
Power, the defining concepts of the new educataneh
been rationalisation, downsizing, line management,
efficiency, equivalencies, and outcomes based
education”®’

An approach to textbook writing that challengeel tirrent economic status
quo, including white monopoly landholding, wouldithundermine both government
policy and the current trend of globalization. Hreluring presence of a legitimation
for white landholding in South African history texioks is probably at least in part
resultant of the ANC'’s rightward shift. For if negr the outgoing white political
power structure nor the new ruling party was frigrid a redistribution programme
then it seems unlikely that a publishing house wassgue textbooks that do more to

encourage such a programme than to discourage one.

195 Sparks, Allister. Beyond the Miracle: Inside thesN8outh Africa Chicago, Chicago: 2003.
Pg. 199

196 Pampallis, John. Foundations of a New South Afifd Books Ltd.: London & New Jersey,
and Maskew Miller Longman: Cape Town. 1991. Rearefack

197 Kallaway, Peter, et. al. Education Af#épartheid: South African Education in Transition.
UCT Press, Cape Town: 1997. Pg 1
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Chapter 5

Conclusion

5.1. “What the Whites Wanted”: General Conclusions

In the Apartheid-era textbooks the influence obApeid mythology has been
shown to be direct and unmitigated. Such a histeryed as a powerful legitimation
device for the contemporary white supremacist stgtio. Apartheid mythology thus
constituted the era’s ‘white history,” a historattserved important psychological
needs of whites and legitimated their economicestalsociety.

The new textbooks have been shown, at least inabes of Shaka and white
land seizure, to leave “white history” - taken hasea legitimation mechanism for
white people’s inordinate stake in South Africatact. This is made possible by a
rigorous implementation of zealously progressitesyrner-centred pedagogy, whose
severed heads reiterate white history’s contentitaims from the protected space of
critical thinking exercises. The explicit purpoddltese exercises is to emphasize the
subjectivity inherent to the discipline, not to dek the ideology reproductive devices
of Apartheid historical narrative.

The authoritative text, therefore, does not déogimtrude on the potential
truth or falsity of the speech bubbles, all of wheonsequently appear as equal truths.
By this method white history and left-wing or raeisist accounts are integrated into
one ostensibly value-free format. The location bfterhistory has thus shifted with
the end of Apartheid. White history is no longelivded directly by the authoritative
text of the textbooks, but indirectly via severegtis and other devices.

The form of white history seems not to have chdrigehe instance of Shaka.
The Apartheid mythology in which he was enshroudestill delivered verbatim by
severed heads in the post-Apartheid textbook$dnrstance of white landholding,
the form of white history has indeed changed. Tlthrof empty land has been done
away with by the post-Apartheid textbooks, andsrpiace severed heads advance a
series of contentious proprietary claims.

That the narrative-flimsy, non-committal formatsaedopted by the new
textbooks for its capacity to harbour and abet evhistory in the post-Apartheid era
is probable; the fact that it does so has beemfigriemonstrated. It can therefore be
said that the zealously progressivist pedagogyamphted in the post-Apartheid
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history textbooks under analysis arrays with tmeegrated” approach identified by
Stellenbosch historian Hermann Giliomee as “whatvthites wanted™®®

It may, of course, also be averred that the mgfdrmed ANC wanted
something of the same sort, having dropped itsteldution platform. Even if so, and
if, therefore, representatives of blacks and ofteghagreed upon the new format in
harmony, then this phenomenon does not necessaristitute justice. For
concessions made by upper echelons of an upcomingrgelite to vestiges of an
outgoing one in secretive negotiations certainlyked the end of the popular
movement; yet whether ending it in triumph, bettagasomething in-between is still
hotly debated among South Africans of all backgdsun

5.2. “Justice” and “Fair-Play”: Prospects for Black History via Progressivist
Pedagogy as Implemented.

Whether the particular, white desired approadiextbook writing adopted by
Maskew Miller Longman’s post-Apartheid textbooks&pable of breaking with the
legacy of Apartheid is doubtful, and whether ijust is also subject to contention.

The most obvious critique to level at the newliexks deserves
consideration: the nation’s black majority will @\be shown to have so gleefully
anticipated the format stipulated by Giliomee atiteo South African whites during
the reconciliation process.

Marianne Cornevin put forth her critical studyAgartheid mythology “to be
of help to South African blacks who have a driviteged to establish the historical
truth of their past**® She considered the exposing and debunking of Agiarmyths
a “contribution to the much needed rehabilitatibthe history of South African

blacks , a rehabilitation passionately called fpiSteve Biko... [who wrote] “...If we

as blacks want to aid each other in our coming @éottsciousness, we have to rewrite

our history...”?%

198 Giliomee, Hermann. The Afrikaners: Biography of @le. University of Virginia,
Charlottesville: 2003. Pg. 636

199 Cornevin, Marianne. Apartheid: Power and Historkalsification UNESCO, Paris: 1980.
Rear Jacket.

200 Quoted in: Sieborger, RobAbandoning Neutrality? Taking Sides in Classroonstdiy.” In:
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For Siebdrger, both “justice” and “fair play” raguithat “the dominant
paradigm... be allowed to change: that Aparthestolny should be replaced by anti-
Apartheid history, white history by black histor$#*

Siebdrger’s 1990 essay “Abandoning Neutrality?ifgiSides in Classroom
History,” focussed on the possibility of implemergtisuch a rewritten history in post-
Apartheid schools. The author identifies shortcausiaf ‘new history’ pedagogy, the
pedagogy at the roots of the progressivist forrmandl in the new textbooks, in its
application toward justice, fair play, and the tahtation of black history. For
Siebdrger notes the impulse behind ‘new historgl haen a simplistic attempt at
“neutrality or a lack of bias?®?

The nuts and bolts of ‘new history’ bore “two siggant implications which
bear on the concept of ‘neutrality.” Of the twhetsecond is of utmost importance to
this study. The desire for neutrality in textbodblesl led to such pedagogical devices
as “a two paragraph account of a historical characne paragraph biased in favour
of the character and one agairfS£ In South African textbooks of the anti-Apartheid

movement, such devices had taken the form of “ésescsuch as a comparison of
newspaper articles... contrasting the attitudediftdrent observers at
Sharpeville...2*

Such devices generally take the form of severed$ée Looking into the

Past Indeed, judging by the cases studied here, ihsdbe hotly contested issues of
South African history have been deliberately quinad to such exercises, where
various contentions are issued by severed heads thii authoritative text remains
sparse and non-committal.

Sieborger claims that such devices, even in graginal ‘new history’ form,

M.H. Trimpelann. (Ed.) History Teaching in a Multieulil Society Sasht Randse Afrikaanse
Universiteit: 1990. Pg. 25

201 Quoted in: Sieborger, RotAbandoning Neutrality? Taking Sides in Classroonstdiy.” In:
M.H. Trimpelann. (Ed.) History Teaching in a Multicukl Society Sasht Randse Afrikaanse
Universiteit: 1990. Pg. 28

202  Sieborger, Ro‘Abandoning Neutrality? Taking Sides in Classroomstsiry.” In: M.H.
Trimpelann. (Ed.) History Teaching in a MulticultuBaciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 24

203  Blyth, J. History in Primary Schoolsondon, McGraw-Hill: 1982. Quoted in: Sieborger,Ro
“Abandoning Neutrality? Taking Sides in Classroonstdiy.” In: M.H. Trimpelann. (Ed.) History
Teaching in a Multicultural Societasht Randse Afrikaanse Universiteit: 1990. Bg. 2

204  Sieborger, Robd‘Abandoning Neutrality? Taking Sides in Classroomstbiry.” In: M.H.
Trimpelann. (Ed.) History Teaching in a MulticultuBdciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 27
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were “inadequate to meet the demands of a new dtittan history curriculum.°

If one believes that a black history must be tolddrrect the legacy of Apartheid
education, then it is difficult to dispute the ahaiAs black history was suppressed and
beleaguered by Apartheid policy, can its realizattoSouth African schools be
achieved by textbooks who relegate all contentissises to severed heads and
critical thinking boxes? Can black history truly t@nveyed when broken up into

tiny, discontinuous fragments and strewn non-chiagioally about the pages, each
printed node submerged in the lifeless watersaflgectivist play of differences?

Some bare rudiments of black history may in fatstan the new textbooks.
For there are severed heads that adumbrate atbiesé rudiments. Their presence
may indeed constitute some shallow form of textboeltrality. The problem is that
white supremacist history had centuries to flouashthe hegemonic paradigm. Its
story is familiar. Its tenets, even if scattereakkien the old grand narrative. Black
history has never been told in South African scholt$ fragments, therefore, are
relatively impotent. Therefore, even if the begimgs of a vague black history exist
somewhere in the new textbooks, black history kistarical narrative does not. Such
a textbook may advance claims to some kind of maleneutrality. Yet when
considered in its real world context it becomesictaat the textbook has made little
effort to redress the lingering injustices comnaitby its predecessors.

Siebdrger traces the impulse toward neutralitgonath African history
education to the contemporary prospect of recorgitinglish and Afrikaner
historical perspectives. The concept of neutralias useful to these whites as a part
of this effort. Yet it was clear then as now the different perspectives of white,
brown and black historians will still need many aeées until a reconciliation might
become possible?® It was thus a matter of importance for Siebérdleat those who
are on the point of reconciling their perspectwgth each other, do not seek to
impose their new-found ‘neutrality’ upon those ¥dnom a new perspective in vitally

significant.”’

205 Sieborger, Robd‘Abandoning Neutrality? Taking Sides in Classroomstbiry.” In: M.H.
Trimpelann. (Ed.) History Teaching in a MulticultuBsciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 27

206 Nipperdy, T. “Can History be Objective?” Quoted Bieborger, Rol‘Abandoning
Neutrality? Taking Sides in Classroom Historyn: M.H. Trimpelann. (Ed.) History Teaching in a
Multicultural Society Sasht Randse Afrikaanse Universiteit: 1990. Bg. 2
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Certainly, a more meaningful objectivity would l@wn by post-Apartheid
history education if it allowed for black history €merge. Why should this story not
be heard at last? If the textbooks contained dputld be ingested and mulled over,
critically considered, appreciated for its meritsl aoted for its shortcomings. But the
unwillingness of the new textbooks to tell any ative handicaps this process at the
outset. For it is doubtful whether severed headseahre up to the task.

Maskew Miller Longman seems to have fallen in® titap warned of by
Siebdrger in 1990, that of producing a textbookesathat is “very bland - and likely
to satisfy neither those who believe that theisigT needs to be read for the first
time, nor those who are afraid that theirs willldmt."?%

Yet | would venture the critique a step furthanc® the various critical
thinking exercises of the new textbooks involviédimore than the student’s ability
to “recognise one’s own version from a number afipeting versions®* it would
seem the new textbooks are “balanced” in favouhefwhite minority. For, since
white history has reigned hegemonic for centumeSauth Africa, its tenet-fragments
are easily recognizable. It is thus fairly easygassemble them, if one wants to, into
something resembling the old grand narrative henexhfrom his father and his father
before him, as was taught in schools and promulgayestate power.

South African blacks, on the other hand, whossigarof history has never
really been told in schools, only find unrecogniedipagments of something vaguely
sympathetic. Where do they go? What do they fa?ris there a grand narrative
passed down from his father and his father beforelly which the fragments might
be recognized and aligned. If so, it is one a#licand besieged by the dominant,
white supremacist narrative. Those who seek blstkry in the new textbooks,
therefore, generally bring no prior inculcated graarrative.

One telling instance of the inability of the newvrhat to teach a history
capable of overcoming the legacy of Apartheid escbverage of the Mfecane. Since
Cornevin put forth her theory, there has been #iofescence of new scholarship on

Trimpelann. (Ed.) History Teaching in a MulticultuBaciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 29

208 Sieborger, RoAbandoning Neutrality? Taking Sides in Classroomstslry.” In: M.H.
Trimpelann. (Ed.) History Teaching in a MulticultuBdciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 27

209 Sieborger, Rob‘Abandoning Neutrality? Taking Sides in Classroomstbiry.” In: M.H.
Trimpelann. (Ed.) History Teaching in a MulticultuBdciety Sasht Randse Afrikaanse Universiteit:
1990. Pg. 27
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the early Zulu kingdom?*° Understandings of the Mfecane were challengecay e
as 1983 by Julian Cobbing, who argued for an dildmmmissal of the concept:

Cobbing argued that the idea of a ‘Zulu explosiwhich set
in motion the mfecane was a settler myth which eomsntly
obscured the disruptions of local societies cabyetthe
labour needs of the Cape colonists and the denwritie
Delagoa Bay-based slave tr&de.

Cobbing’s theory was itself problematic and subjeanuch contention. And
yet, though “marred by inaccurate references tdisi@riography... also by
overstatements, exaggerated claims and a seleévef evidence,” most conceded
that “his achievement remain$-2 For, while his notion of the Mfecane as a vast
historiographical fabrication was dismissed by masyimplausible conspiracy
theor[y],” most were not unswayed by “Cobbing’s @ful insights.?** For to call
attention to the obscured role of white colonidd alavist violence in instigating the
Mfecane and to all for its restoration in historgaburse was appreciated as a genuine
contribution to the field.

Such a restoration also has profound implicatfonshe telling of a black
history, one which rehabilitates South African lB&érom age-old historiographical
allegations of baseness, brutishness, and aggeessiose violence. The question that
emerges, then, is “how does the new scholarshipvirice in the new textbooks?”

As we have seen, Looking into the Pdatotes two pages and two critical

thinking exercises to the Mfecane, noting that ‘ave not sure why this happenéd*
Before looking for the position afforded recentaealnship in the new textbooks, then,
the question lingers: “Why so little on the Mfecah@&he contention may be averred

210 Hamilton, Carolyn. (Ed.) The Mfecane Aftermath: Restructive Debates in Southern
African History. Witwatersrand, Johannesburg: 1995. Pg. 2.

211 Hamilton, Carolyn. (Ed.) The Mfecane Aftermath: Bestructive Debates in Southern
African History. Witwatersrand, Johannesburg: 1995. Pg. 2.

212  Saunders, ChristophéPre-Cobbing Mfecane Historiography.in: Hamilton, Carolyn. (Ed.)
The Mfecane Aftermath: Reconstructive Debates intl8wa African History Witwatersrand,
Johannesburg: 1995. Pg. 34.

213  Hamilton, Carolyn‘The Character and Objects of Shaka: A Re-considenatif the Making
of Shaka as Mfecane “Motor African Studies Seminar Paper. University of thivwatersrand,
African Studies Institute. 1991. Pg.1.

214  Clacherty, Glynis, et. al. Looking into the Pasirtard 4 / Grade 64askew Miller
Longman, Cape Town: 1996. Pg. 25.
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that, given Zulu politics at the time, the new t®dks neglect the Mfecane
deliberately in order to for the writers and puldisto dissociate themselves from
Inkatha and thereby further ingratiate themselyEsthe ANC. The Mfecane was
indeed harkened to by Inkatha and Zulu nationaiistee early 1990's as part of their
movement's call to arms. Yet, if this were the ¢dlsen the manouevre would be a
flimsy one. Cobbing’s revisionist theory was puttfioprecisely aa challenge to
Inkatha power:*As Cobbing put it himself... ‘...as we deliberafailu impis are on
their murderous march with the myth of Shaka riggimtheir ears and a new
mfecane is being threatened, a desperate last thirtdve dice to forestall the united,
ethnicless South Africa that has to be bd.”

Revising popular understandings of the Mfecaneelsyoring the agency of
white settlers and slavists, then, was a far betethod off undermining Inkatha and
ingratiating oneself on the ANC. One wonders if tiegligence afforded the Mfecane
by the new textbooks is a concession made to cquurary politics at all, or just
indicative of the from-to zeal inherent to the pexsivist format, which would reduce
the Mfecane, formerly assigned paramount importatocan obscure cellar of the
new curriculum.

The new format does not bode well for the new kohip. Unfortunately for
the revisionists, we find absolutely no mentionhe slave traders at Delagoa bay or
mention of white colonist violence that instigated Mfecane in the authoritative
text. The slavists and colonist are, however, noeetil by two severed heads.

The first of these appears in a critical thinkeaggrcise entitled “How big and
powerful was Shaka’s Kingdon?® Therein, a female severed head tells us that “The
Zulu army was never enormously powerful. The viokeat that time was caused by
raiding for the slave trade at Delagoa Bay andipgply labour to the Cape
Colony.”'" It is certainly nice that this is here, and tt hew scholarship is
represented in the play of differences, but asthboritative text remains
conspicuously silent on the contributive role ofitwk in the Mfecane, the severed
head contributes little to overcoming the legacyhbite supremacist history. For one,

215  Hamilton, Carolyn. (Ed.) The Mfecane Aftermath: Bestructive Debates in Southern
African History. Witwatersrand, Johannesburg: 1995. Pg. 3

216 Clacherty, Glynis, et. al. Looking into the Pasirtard 4 / Grade ®4askew Miller
Longman, Cape Town: 1996. Pg. 33.

217  Clacherty, Glynis, et. al. Looking into the Pasirtard 4 / Grade 64askew Miller
Longman, Cape Town: 1996. Pg. 33.
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there is nothing of substance provided by the atititve text to hark back to and
cross-check, and conclude that what she is sagitrge. Secondly, she is placed on
equal ground with a severed head in the same sgeliftat repeats white supremacist
scholarship verbatim: “The Zulu army raided far ande, forcing their neighbours to
flee. These neighbours attacked other people iatb&, and soon the whole of South
Africa was at war2'®

The second critical thinking exercise involving tifecane, entitled
“Violence and Drought,” is a repetition of the sapfenomenon. Therein, two
severed heads point toward unknown or unknowallgores for the conflict, one
citing a lack of evidence. A third tells us thabdght caused the Mfecane. Of the
remaining two, one reiterates Cobbing’s view, whitether invokes the old,
Apartheid sponsored view. These read, respectiVietiiink violence was caused by
raiders like the Griqua people and the Europedtesetind Portuguese traders who
came to look for land and slaves,” and “The trowsdes caused by the Zulu kingdom.
The Zulu rulers wanted to make their kingdom biggerthey attacked their
neighbours. The victims ran away and went furthiamd. Some of them attacked
other chiefdoms?*°

The old, white supremacist history and the reviseare or less pro-black one
are assigned equal footing once more here, a teatamthe liberal ‘neutrality’ of the
new textbooks. Subjugated beneath such neutrdigyscattered, discontinuous
adumbrations toward black history issued by sevheadis add up to little in the mind
of young South Africans, black or white. These abtations certainly do not add up
to a magniloquent teleology to rival that of wrstgoremacy. They are better likened
to the useless historical scrapheap contemplatdd®yElliot after the Great War, the
“fragments | have shored against my ruins” in aged “wasteland®®®

There are severed heads that attempt some re¢atbiliof Shaka, and
certainly the dismembered bust of Moshweshwe déesptite land claims advanced by
bygone Trekboers. Yet when delivered in such aidastihey cannot possibly be
understood as part of “a history,” certainly nopast of a grand narrative of injustice,

218 Clacherty, Glynis, et. al. Looking into the Pasiritard 4 / Grade 6daskew Miller
Longman, Cape Town: 1996. Pg. 33.

219 Clacherty, Glynis, et. al. Looking into the Pasirtard 4 / Grade ®4askew Miller
Longman, Cape Town: 1996. Pg. 44.
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conquest, expansion, land dispossession, etc.dumal@rations offered by severed
heads are simply floating, disjointed voices, eggparently no truer or less true than
that of its white supremacist adversaries in tis¢ohnical wasteland. If a narrative of
black history must be told to correct the extantatéave of white history, as scholars
contend it must, then this need has been ignoréteimterest of a shallow neutrality.

To put the whole thing simply, white history hamg from hegemonic
narrative to severed heads. Meanwhile, black hidtas gone from less than nothing
to severed heads. Is this justice for South Afriea® could deny the lingering
gravity of the old narrative.

Though black history is hardly presented by thet{#partheid textbooks, the
continued presence of white history and its compbagefacts is a noteworthy
phenomenon. A partial investigation into the newrf@nd location adopted by white
history has been undertaken here, though a defaiedtigation lies well outside the
scope of a Master’s dissertation.
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