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ABSTRACT

EDUCATIONAL PROBLEMS AND POLICIES IN

POST-INDEPENDENCE TANZANIA

Ed

Rodney James Hinkle

Purpose

. '
In March, 1967, President Julius K. Nyerere of
the United Republic of Tanzania issued a statement,

Education for Self-Reliance, calling for significant"

reforms in Tanzanian education. Nyerere's prescriptions
for Tanzanian education were directed towards the cre-
ation of an educational system appropriate to an inde-
pehdent rural-agricultural African nation.

In justifying the need for Taqzanian educational
,fef;rm, President Nyerere briefly surveyed post=-
independence Tanzanian educational development con-
cluding that except for a few modifications, it had

continued unaltered the inherited colonial model.
rd

- The purpose of this study is to examine post-‘

independence Tanzanian educational development to




determine wﬁgther in fact it continued the policies of the
colonial model. By examining six educational problems and
the pblicy responses taken by the Tanzanian government
towards-their resolution, the study assesses'the dégree to
which those policy t%spoﬁses were essentially Tanzanian

‘rather than continuations of colonial education policy.

Methodology

The study utilizes historical methodology, tracing
Tanzanian educational development from 1958, the year in .
which the Committee on the Integration of Education in

Tanganyika was convened to 1967, when Education for Self-

Reliance was issued. Each chapter focuses upon the histof-
ical evolution of a single edﬁcational problem and then
casually relates‘fhe educational policy response of the
Tanzanian government to the problem. Each chapter weigh;
the developmental significance of the.policy response in
terms of its Tanzanian content. w

The study is further divided into three parts, re-

flecting its historical approach. Part I contains chap-

ters surveying educational problems associated with the




transition to independence; Part iI, problems associated
ﬁith Tanzania's early efforts to plan soéial and economic -
de&elopmgnt; and Part III, educational problems resulting
frombthe-broad political ana social crises in Tanzania '
during 1966-67.

Conclusions

Overéll,.the record of Ténzanian educational develop-
ment from 1958 to 1967 is impressive with many solid
achievements. Perhaps most impressive is the quantitative
increase in educational opportunity, particularly at the
secondary .and university leQel. Accompanying the physical
expansion oﬁ_the system was the success of the government
‘in insuring the former inequities of edﬁcational opportqné
ity based on race, religion, sex and geogfaphy were
alleviated. The governance and,orgénization of education
was clarified by new laws,-and a sound_educationalIbureauc-
racy was created in a single'hinistry responsive to national
: pqli?icél mandates. Finally, efforts to improve'the‘internal
;ﬁf;cieﬁcy ofvthe‘educatibnél'strqctqre and to relate the

'output of the system to well-studied national manpower




requirements were important achievements in a country where £
educated people remain a scarce resource.

Less impressive, at least until Education for Self-

Reliance, was Tanzania's success in.rethinking and reformu-

lating the aims and content of most levels of the Tanzanian

k4

educational system: Largely, what Tanzanians expected from

schools (and what' went on in Tanzanian schools) remained

’ ~#  what was former polonial educational practiée. 1t took

six years of independent status and two educational crises

/ before Tanzanians seriously examined the aims of education

in. their society.

Thus, Nyerere's“charge that post-independence

~ -~

Tanzanian education was an unexamined continuation of a \ .
colonial model needs some qualificaéion to be historically !
accurate. 1In the case.df the listed achievements, inde-
pendent Tanzanians méhe»effective policy responses to
critical educational‘proﬁlems. ‘These were Tanzanian re-.
spdnseé dissimilar from former colonial educational p;li-
\\\~—-\,/ cies. The continuing colonial feathres of Tanzanian edu~- ‘ '>;
- - .cation«circa'19§? repfesented less impressive policy re- ' .

sponses to inherited‘pfoblems of the Tanzanian educational

gystem.
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INTRODUCTION

The United Republic of Tanzanial is no exception to
" the prevailing tendency of African nations to view educa-
tion "as the key that will open the door tb a better life

énd the higher living standards they were promised as the

reward. of--the-struggle for national liberationv"g~~Testi-“"'

' monf to that faith is the fact that Tanzania currently
allocates around 20% of total government expenditure to
education.

Still there have been expressions of concern by
eveni?resident Julius Nyerere that T;nzanién education (as
it existed in 1967) may not be the magic elixir to the

problems of underdevelopment in that country. For in 1967,

, 1On December 9, 1961, the Trusteeship Territory of
Tanganyika -became independent and one year later was :
fenamed the Republic of Tanganyika. Following the union
with Zanzibar in April, 1964, the new name became the

- United Republic of Tanganyika and Zanzibar which was later
~ -shortened (October, 1964) to the United Republic of

\\\;_fxggpzania. Unless stated otherwise, all references to
- Ianzania in this paper refer only to "mainland" Tanzania,

formerly Tanganyika,'

_ 2L. Gray Cowan, James O'Conhell-aﬁd‘hévid G. Scanlon,
eds., Education and Nation-Buildinz in Aftrica {New York:
Praeger, 1965), p. v. -

-7
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tbe‘President in 4 well-reasoned docupent, Education for
Self-Reliance, appraised post-indepeﬁdence Tanzanian edu-
cational development, found it wanting and offered some
prescriptions for its future deveioppent.

In that document, the President firs; concluded
that Ianzania inher;ted an educatiqnal systé& thaf was both
inadequate and inappropriate for an independent African'

couwitry. It was inadequate because at the time of inde-
pendence, ". . . we had.too few people with the_qeceésary
qualifications even to man the administration of government
as it was then, mucb.less undeptake the big economic and
- social development work which was essential."1 ‘It was
inappropriate because ". . . it was motivated by a desire
‘to inculcate the values bf the-colonial society and to
.train individuals for the service of a colpnial staf:e."2
Nyerere stétes that unfortunately the new independ-
ent governmenp‘of Tanganyika did not c;itically examine .
the inherited educational system, but iﬁgzead contippeq
5=t:T-“~\j/ 1Julius R. Nyerere, Education for Selwaeliance"
(ﬁDar-Es-Salaam; Government Printer, %967), p. 4. 5 -

2 S
Ibid., p. 3.

enrmm




unaltered the basicrstructure and content of the former
system. Yet he admits that three of the most glaring
weaknesses of the inherited system were corrected; a policy
of racial integration was implemented to replace the
rac1a11y segregated system, a policy of rapid expansion of
the secondary sector was pressed to meet the minimum man-
power needs of government and industry, and Tanzanian songs,
languages, history and culture were introduced into the
curriculum to offset the non-Tanzanian focus of the fermer
system. But these'lhodifications” did not transform the
inherited system into something more appropriate for the
- educational needs of a developing African nation.

© So, he concludes, "It is now time for us to think
seriously about this question: 'What is the educational
system of Tanzania intended to do--what is its purpose'l'"1
The remalnder of his statement is his prescrlptlon for the
future, a prescription that stresses educational reforms

to produce citizens who appreczate their ties to the-land,

\tg\egsﬁ/9thér and to the state.

%Julius K. Nyerere, Education for Self-Reliance
(Dar-Es~Salaam: Government Printer, 1967), p. 5.

"




Education for’Self-Reliance provided much of the

impetusAfor this investigator to undertake'a study of
educational developments in post-independénce Tanzania.
Post-independence Tanzanian educational‘development (in

LY

which this investigator participated for over thrge years)
had been thought by many to Le an iﬁpressive e#ample of
enlightened educational thinking.

In purely quantitative terms, expansion of the
various sectors of the educational system since inde:
pendence had been impressive. In the years 1961-1966,
primary school eﬁrollment had increased by 537, secondary
enrollment by 101% and enrollment in institutions ef
higher learning by 259%.1

Slmllarly, Tanzanian educational expansion had been
an orderly rational endeavor with careful attention paid

-,to the manpOWer requlrements of the national development
k:effort Tanzanla is an example ‘of a developlng nation

that has made tough educatlonal decisions based on hard

\eaggggliy eocumented economic realities.

. lUnlted Republlc of Tanzanla Ministry of Education,'
- "Admission at Different Levels of Educatlon. Comparative
Figures' (Dar-Es-Salaam, 1966). (Mimeographed.) .



At the same, time, the thinking behind Tanzanian

. educ?tional dévelopment has eﬁlisted some of the best minds
of international scholars and advisors. The Tanzanian

- record is impressive, with such organizafions as UNESCO,
the International Bank for Reconstruction and ngelopment,
the Ford Foundation, Européan and American un}versities and
foreign government agencies all having shared in pbst-
independence Tanzanian educational development. Thus,
,educational development in Tanzania since independenée has
not been a haphazard undertakipg but one that would seem
to inspire confidence from the véry breadth of its parti-
_cipants.

The fact a President of a recently independent na-
tion could be so self criticai of ﬁost-independence educa-
tipnal development in his country, when that development
‘éxemplified.the just named favorable characteristics, pro-

"vides'additional juétification for this study. If post-
independénce Tanzanian educational development is truly
\\\Yfﬂfffg’ then the recofd of other African nations, many of

- -----whom ‘have based their educational developmeﬁt on similar
assumptions to Tanzania, will also have to be re-examined.

Thus, an examination of Tanzanian educational development



from 1958, the year the Committee on the Integration of ' i

Edﬁcation was convened, to 1967, the year Education for

Self-Reliancé was released, should provide a bettgr_basis
than we now have for a broader appraisal'of African edu- %
cational development over the past decade. }

The. purpose of the study, to provide‘an\;ccdunt
ofATaﬁzanian educational deveIOpmént from 1958 to 1967,

lends itself to an historical approach. Educational g

development is a dynamic process occurring over time.

To .enhance understanding of both the dynamic sequen-

"tial development of educational problems and policy re-

sponses as well as the relationship between educational
and broader national development problems and policies,
the -study has been divided into three parts;)Part I (1558-
61), which treats educational problems of the political
~ transition period just prior to.independence, Part II

(1961—66), which.analyzes educational problems stemming :
from efforts to devise comprehen31ve natlon;l development' B T
plans, and Part III (1966- -67), which surveys educat10na1

-...problems associated with Tanzanian efforts to redefine

socialism in a Tanzanian context. Each chapter will

focus upon a particular problem and policy response, -




éttempging where possible to judge the appfopriatenéss of
the policy response taken to the problem under scrutiny.
The final chapter will summarize the conclusions of the
§£udy and relate them to the observations of the in-
vestigator gained from his personal contact with the,

Tanzanian educational system.




PART I

THE EDUCATIONAL - POLITICAL PROBLEMS OF

TRANSITION (1958-61)



CHAPTER 1

THE CREATION OF A NATIONAL SYSTEM

OF EDUCATION

Background'

In 1958, it wodl@ have been inaccurate to speak of
a single Tanganyikan system of educétion. In reality,
there were four different systems of qducation;-the
African, the Indian, the European, and the Other an-Native
(Goan) . The historical evolution of these separate systéms
stemmed from‘early efforts of non-indigenous communities,
assistgd and in some cases encouraged by missionaries,‘tp
provide schooling responsive to the particular educétional

. . 1 :
needs ¢f their respective communities. Government

lFor a hlstorlcal account of educatioral development
during the German- Perlod in Tanganyika see George Hormsby's
"German Educational Achievement in Tanganylka,” Tanganyika
Notes ‘and Records; No. 2 (March, 1964), pp. 83-90; for the
British-Period see the article by 0. W, Furley and T. Watson,
~"Education in Tanganyika Between the Wars: Attempts to
Blend Two Cultures,'” The South Atlantlc Quarterly, LXV

(Autunn, 1966), 471-490. :
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financial aid to these,non-ingiéenous systems of education
began.slowly after the Phelps-Stokes Report in 1923 urged
such assistance and with more constancy and breadth only
-after the 1949 statutory creation of Non-African educa-

tional authorities.

b4

.Thus, the evolution of four separate'réciél educa-~
tional systeﬁs in Tanganyika was a somewhat haphazard de-
velopment, as the ". . . colonial gpvernmenﬁs tardily and
without enthusiasm first supervised and sugéorted-fiﬁén-
cially the large, piecemeal education systems built by the

‘missionaries and then, as financial subventions inevitably

increased . . . moved into a position of control as both

paymasters and inspectors. of organizations which they them-

selves had not created."l

There were no serious efforts by the government to

alter these racial systems of education until 1958. One
year before, the_1957’United:Nations Visiting Mission to
Trust Territories in East Africa had recommended that the

qusffffff/".w. . should take a more positive lead in’

Ljohn Cameron, 'The Iﬁtegration of Education in
Tanganyika," Comparciive Education Reviéw, XI (February,
1967), 41-42. -




introducing interracial, education, if not by legislationm,
at leaét by a firm policy statement-on the matter and by
taking active measures to persuade the European and Asian
components of the population of its necessity‘."1 That
same year the government officially admitted tﬁat "Ehe
devélépment of one educa;ionalbsystem was the ultiﬁate
aim."2 Still, little was done towards integrating the
educétional systems until after the first general eleétion
of 1958. 1In that election, TANU (Tangényiké African
Nationalist Union), a party which had campaigned for the
end of racially segregated schools, defeated every candi-
datg of the U.T.P., the United Tanganyika Party which had
endorsed the continuation of. sepgrate racial educational
systems.

In October, 1958, one month after the general elec-

tion, the Minister of Social Services (whose portfoiip

- included the Department of Education) announced the

1Un:.ted Nations Trusteeship Counc11 21st Session,
pReport of the 1957 U.N. Visiting Mission to Trust Terri-
. tories in East Africa (T/401) 1958, p. 62.

2Tangany1ka, Department of Education, Triennial
Survéy of Education, -1955-57 (Dar-Es-Salaam: Government
Printer, 1958), Introduction.

11




formation of a Committee on the Integration of Education
whose mandate was:
a)  To review the organization and financing
of the existing education provisions for
: the various races in Tangdnyika; and
b) To consider how . . . the present system
may best be integrated in the interésts
of all the people of the territory, so
as to lead to the development of a single 1
system of education in the Territory e
The one month lapsed time between the general elec-
tion and the formation of this committee leaves little
doubt that the decision to begin the process of abolishing
racial segregation in Tanganyika education was a politically
inspired move. by the colonial government. . A new political
era had begun, and the first business on the education
ey
agenda was the abolition of the distasteful (to the
Africans) system of racially segregated schools.
Let us examine the inherited educational system

which confronted the members of the Committee on the Inté-

gration. of Education2 as they began meeting . in late 1958,

\\\\'lTédéanYika Report of the Committee on the Integra-
tion of. Education (Dar Es-Salaam: Government Printer, 1960),
p. 1.

The Commlttee on the Integration of Education
(hereafter referred to as the Integration Committee) was a
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The Pre-Independence System of Education

The task that confronted the members of the Com-
mittee on the Integration of Fducation was extraordinariiy
eemplex and difficult. For in almost every aspect, the
pre-independence system of education in Tanganyika was
diverse and uncoordinated, the preduct of unplanned and
haphazard development. Variation occurred in its finan-
cial structure, patterns of governance apd management,
classification of stages, entry and exit points, language,
and syllabus. Most importantly, im terms of impending
independence and the assumption of political power by
Africans, this incredible diversity was reflecéed iﬁ con-
siderable disparities of educational-opportunity on the
basis of race, religion, geography and sex.

Before ekamining diSparities in educational oppor-
tunlty resultlng from the haphazard and uncoordlnated

development of educatlon w1th1n the territory, some attempt

to describe the'divers;ty in the pre-independence educa-

tieﬁﬁi—system is necessary, particularly as to the

-multl-rac1a1 committee of 13 members, W. W, ‘Lewis-Jones:
serving -as Chairman.



&

governance of education in the territory. Tﬁe most obvious
K diversify in the system was the separate statutory racial
systems of education; the African, European, Indian, and
Other Non-Native. Thi; racial division in’eduéation
paralleled the de facto separation of races in pre- 3
independence Tanganyikan society, evident in hospitals;
hotels, clubs, traveling facilities, and residential areas.

Each of the separate racial systems of education
differed in many respects. Their powers and limitations
flowed from different legislative enactments.1 Only in the
African system was both the policy making aﬁd daily opera-
*tional authority in the hands of the central government's
Department of Education, whose professional head, the
Director of Education, administered the system with the
advice of an advisory committee. In the Non-African sys-
tems, policy making was ‘delegated to .three statutory
authorities though much of the routine administration of
the Non-African systems was in fact carried out_by an

Assistant Director of Education in charge of Non-African

: 1These were the Educatlon (African) Ordlnance (Cap.
71 of the Laws of Tanganyika) and Non-Native Eddcation
?Ordinance (Cap. 264 of the Laws of Tanganyika).
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education. The African‘system was financed'by public funds,
school fees paid by parents and contributions of voluntary
agencies (mostly religious). Non-Africans paid a special
Non-African Education Tax, the proceeds of which were
divided into separate education Ffunds for each racial com-.
munity. As one might expect, e;cﬁ racial system ﬁad dif-
fering grants-in-aid systems, conditions of teacher's
services, language policy, entry ages and class nomen-
clatures and, .to some degree, syllabuses,

Though racial compartmentalization of pre-

" independence Tanganyikan education existed, this did not

" necessarily mean” that the Non-African Educational Author--

ities were sufficiently powerful to thwart the government.
The fact that the budgets of the Non-African authorities
were subject to the approval of the Legislative Council,

that all were somewhat dependent upon deficiency grants

- from the central govérnment, and that the daily operation
‘of the four racial systems was in the hands of the Depart-

ment_of Education made it realistically difficult for any

—

rac1a1 system of educatlon to pursue policies in strong

-'contravention of the- colon1al government's will.



ST

A further complicatioﬁ.of the situaticﬁvCOnfronting
the Iﬁtegration Committee . was the role of the Voluntary"
Agencies in pre-independence Tanganyikan educatiqn. By
statute, each of the two major Christian reliéions
(Protestant and Catholic) appointed (with the approval of
the Minister for Education and Lab;r) Secretary Genefals
who sat on the Advisory Committee on African Edication and
were responsible for the coordination and supervision of
all schools operated by their religions. As Table lﬂindi-
cates, the percentage of total schools operated by
Voluntary Agencies was considerable. In 1958, Voluntary
Aéencies were the dominant operating agency at all three
levels of the African system of education. While all
Voluntary Agency schools receiving government aid had to
comply with certain common standards and wére subject to
governﬁent inspection, the'quality and atmosphere of such
gchools differed greatly depending upon the financial re-
sources of the Ageﬁéy or its religious pefsuasibn.

\nggig\i/aléb indicates that at the primary and mid-

- dle leVél of schooling, local governments played a signifi-

cant role 'in the operation of schools. Here, ﬁoo, the

quality of education offered varied markedly with the
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financia} resources of the local community aﬁd its ability
to aﬁtract competent teachers and administrators.

One final pattern of diversity should be.noted, this
one based upon standards of quality. In 1953, all Tanganyi-
kan schools were separated into two categories: Category I
schools (also known as Aided schégls) and Category II
schools (often referred to as Bush schools). Only the
former were entitled to government financial assiétance
since they met government teacher.ceftification require-
ments and employed a common syllabus and examination system
recommended by the Department of Education. While enroll-
ﬁent in sub-grade Bush schools varied from year to year and
was concentrated in the first four years of schooling, in
1958 Betty George estimated that abqut 74,000 pupils at-
tended such inferior schools.l

This brief descriﬁtion of the varying patterns in
the ownership, management and control of pre-independence
Tanganyikan schools should provide sufficient'docﬁmentation

of tﬁe\giygsgityriﬁ educational governance that confronted-

-

1Betty George, Education for Africans in Tanganyika-
(Washington, D.C.: U.S. Government Printing Office,
1960), p. 30. .
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the Integration Committee. 'The Integration Committee had
to creéte from this chaotic situation an integrated system
that would be both politically acceptable to Africans and
at the same time not discourage the effofts ofinon-Africans
who had contributed usefully to thg overall developmepttof
Tanganyikan education to that date. |

As suggested earlier, perhaps even more important .
than simply creating unity from diversity was the need to

create a system of education that would reduce the inequi-

. ties of educational opportunity present in 1958--inequities

based on race, religion, ‘geography, and sex.
Let us examine. these inequities in educational

opportunity.

Racial Inequities in the Educaticnal System

The objections of the emerging African leaders to a

"raciaily segregated educational system were both-ideologi-

cal and practicall From its incepfion, the African na-
tionali party /in Tanganyika (TANU) condemned racialism. -

One objective of TANU ﬁég to ". . . see that the govern-

ment - gives equal opportunity t0\511 men and women

19
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irrespective of race, religion, or status,.’"1 "Obviously,

the Africén nationalists could not attack racialism in
the civil service, in commerce and in private life, yet
permit its continuation within the educationdl system.

The figures in Table 2 document the unbalanced ,
represegtation of the races in terms of 1958 pupil
enrollment showing the majority racial group (African)
having the lowest percentage (10.5%) of school age popu-
lation enrolled in school.2 No political party anxious
to attract the allegiance of Tanganyikan Africans could
ignore that practical fact.

-Additional evidence of the racial inequities in
education in pre-independent Tanganyikan education can be
found in the total amounts of money spent in 1959/60 on
the various racial systems. (See Table 3.)

While non-Africans represented about 1% of the
total population of Tanganyika, almost one half (£1,219,782(

of the total educational expenditure for Africans

1H"Iﬂebrand Meienberg, Tanzanian Cltlzen (Nalrobi
Okford-University Press, 1966), p. 33.

2Of the three non-African racial groups, Asians were
more likely to send their children to schools in Tanganylka
rather than to overseas schoocls.
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‘TABLE 3

TOTAL EDUCATIONAL EXPENDITURE BY RACIAL SYgTEM
OF EDUCATION

1959/602
Racial System of Total Educational
Education ) Expenditure
Africam . . . . ... ;‘. P £2,632566§
vEuropean e e e e e e e e e e e ; . £ 485,787
Indian ., ., . . . . .+ o v v v .. £ 682,536
Other Non-Native (Including Goan) .b. £ 51,469

éTanganyika, Report of the Committee on the
Integration of Education (Dar-Es-Salaam: Government
Printer, 1960), Appendix D.

(£2,632,663) was spent on education for non-Africans in
pre-independent Tanganyika. This was discrimination in
its most blatant forﬁ.

Religious Inequities in the
. Educational System

Because of the-predomioance of the volunrary agen-
" cies in the operation of AfriCan schools at every level
"' of ‘the- system, rellglous 1mba1ances in educational oppor-
,tunlty had. resulted Voluntary Agency schools had the

right to select their own puplls, to refuse teachers
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posted by the Ministry and to create a school atmosphere
-cohducivé to their particular religious éersuasion. The
two Education Secretaries, representing tﬁe two major
Christian bodies (Catholic and Protestant) were.given
powers under statute to éppoint their own teachers an@
school supervisors and, the power‘to coordinate the work

of all their schools at various levels of the system. One
result of Voluntary Agency autonomy was the creation of
religious geographical "fiefdoms" of educational influence
in areas where a particular religious group had developed
predominant power and influence over the years. Educa-
‘tionaL‘inbreeding occurred in that a child would enter the
mission primary school, proceed to the mission éecondary
school, and then, if selected, proceed on to the mission
teacher training college. Following completion, he would
be employed by the mission in one of their primary schools.
.If he wanted to change his employer (this was before the
creation of the Unified Teaching Service) he would have:
to seek a release from the Education Secretary General of
:the,miséi;n;bddy that had supported him through the years
.of'his formal education.- Unlike his counterpart employed .-

by the government, thé mission employed teacher did not



receive free medical service, subsidized housing or retire-
ment righté. In a sense, the mission teacher was an edu-
cational serf to the particular mission body that happened
to possess predominant power in his home‘area.'

But even more critical politically was the effec;
of an educational system dominated by Christian missions
on the educational attainment of the Moslem community.
Partly as a result of their own distrust of the Christian
mission school, the educational advancement of Moslem
children lagged behind the Christian community. As v
Margaret Bates reports, one of the first demands of
Moslem leaders on TANﬁ was for the expansion of govern-
ment schools to redress the imbalance in the educational
preparation of Moslem children.1

It is difficult to document in precise terms the
extent of disparity in educational opportunity on the
-basis-of religion either dﬁring the transition period or

_ more vecently. The 1957 official census of the Tanganyika

Terrifqzz‘iggweq that 30% of the African population was
o .

) ‘ lMargaret Bates, "Tanganyika," in African One-Party
States, ed. by Gwendolyn M. Carter (Ithaca, N.Y.: Cornell
+ University Press, 1962), p. 474.

=
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Moslem and 2?% Christian.1 The Ministry of Educétien has
never publisﬂed figures on the religious affiliation of

its students, but an unpublished study in 1963 of seconéary
students who were citizens (mostly Africans) shoWed.that
147 of the students were Moslem and 51% Christian.? The .
difference between these figures and the figures showing
the relative strength of the various religions in the
total African population suggests some disparity fat

least at the secondary level) in educational opportuﬁity
on the basis of religion.

Geographical Inequities in the
Educational System

Closely related to the problems tesulting from the
~ strong position of the voluntary agencies in education were
the resultantvdiSParities in educational opportunity on the
basis of. geography. As one might expect, progressive re-

gions with favorable cllmates and relatively strong

lﬁe blic of Tanganylka The Treasury, Statistical
Abstract _1962 (Der-Es-Salaam: ,Government Prlnter, 1962),

Spe24,

: 2United Republic of Tanzania, Ministry of Education,

-Educational Statistics, 1964 (Dar-Es-Salaam,‘l964 p. 3.
(Mlmeographed Yy
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economic potential tended to be areas in which Voiuntary
Agenéies concentrated their efforts. One example was the
wealthy progressive Northern region, the Chagga home.
Table 4 ‘compares regional distribution of population with
the number and location of secondary schools that offered
Cambridge School Certificate work in £960.

Table 4 indicates that two regions, the former
Eastern Region (now the Dar-Es-Salaam and Morogoro regions)
and the former Northern Region (now the Kilimanjaro ;ﬁd
Arusha regions) between them contained 20 of the 47
secondary and technical schools offering Form IV work on
Januéfy 1, 1960. Yet, in terms of their ranking in total
African population those regions ranked third and seventh
respectively. Interestingly, these two regions ranked
:one and two in terms of total European population.

Whiie it is harder to document geographical dis-
parities in edueatibnal opportunity at the primary level
before indepen&enqe, the 1962 UNESCO Educational Planning
Mission sﬁpgliggprmeHestimétes of approximate percentages
of Schéol“&ée population enrolled in Standards I-1V in

" ten sémpié,distriéts thiroughout the country.” Table 5 pre-

sents the UNESCO Educational Planning Mission data.
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TABLE 5

PERCENTAGE OF PRIMARY SCHOOL AGE POPULATION
ENROLLED IN TEN SAMPLE DISTRICTS®

Percentage of

s School Age

Population
Enrolled

District and Region . (Standards I-1IV)

Bukoba (West Lake Region) . . . . . . . . 67

Kwimba (Lake Region . . . . . . . . . . . 41

Kilimanjaro (Northernm Region) . . . . . . 66

Lindi (Southern Region) . . . . . . . . . 32

Masai (Northern Region) . . . . . . . . . 26 . -~

Nzega (Westerm Region) . . . . . . . . . 35

Singida (Central Region) . . . . . . . . S4

Tanga (rural) (Tanga Region) . . . . . . 49

Tukuyu (Southern Highlands) . . . . . . . 41

Utete (Eastern Region) . . . . . . . .. 23

aReport of The UNESCO Educational Planning Mission
for Tanganyika, June to October, 1962 (Par§§ UNESCO,
1963), p. 90. —

With a national average at that time (1962) of

about 50% of appropriate school age population enrolled

in Standards I-IV, Table V, showing a range from 23% in
Utete District to 66% in Kilimanjaro District; illustrates

the considerable disparity in the geographical distribu-

' tion of‘Iggggﬁ;EEQ; education at the primary level.




Educational Imbalances Based on Sex
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The development of education for girls in Tanganyika,

as in most African countries, has been a major problem.
The neluctance of African parents to send girle to school
no doubt partially stemmed from centuries old traditions”
in which the female held a subordinate position in
African society and from the more current reality of few
career possibilities for girls that demanded much beyond
a few years of primary education. The result was far
fewer girls than boys attending school at any level with
the ratio of enrollment between boys and girls increasing
at each higher level of education. Table 6 illustfates
the decreasing percentage of girls attending schools in
pre—independent Tanzania the higher the standard involved.

'In pre-independence Tanganyika, at no level of the

African educatlonal system, primary, middle, or. secondary,

was more than a third of all puplls female. By the end
of the secondary cycle' (Std. XII) enrollment of girls as a
‘percenczge-eﬁ\_ptal enrollment had dropped to 7%. Consid-
erable 1mBelance in educational opportunity on the basis
- of sex existed in pre-independence Tanganyika education.
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TABLE 6
PUPIL ENROLLMENT BY SEX IN AFRICAN SCHOOLS, 1959

" Enrollment of
Girls as a Percentage of

Standard Total Enrollment
1. 38
. IT. - 36 o7
ryz,  Primary 33
Iv. .29
v. ' 17
VI. : » . 18 .
VIL. Middle 18
VIII. 17
IX. : ‘ 11
X. : 11
XI.© . Secondary ’ 7
XII. i 7

& International Bank for Reconstruction and Develop-
ment, The Economic Development of Tanganyika (Baltlmore.
Johns Hopklns Press, 1961), p. 310.

'These then were some ofvthe major educational
inequities that characterized Tanganyikan education during
the trans%pioﬁal_peripd. The challenge to the Integrétipn'

?Cdmmitteeﬁy; to ‘QQise-a new pattern of gbverﬁance for

“the educational system that would hold promise for righting

these inequltie,. h
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Committee on the .Integration of
Education in: Tanganyika

The Committee on the Integration of Education in

Tanganyika, faced with the choice of recommending'eitﬁer

a limited, piecemeal approach or a bolder more comprehen- ,
sive blueprint for total integrationm, Qdopted the second
more ambitious goal and submitted in March, 1960, a report
&etailing 26 recommendations for government action. (The
recommendations of the Integration Committee are contéined
in Appendix A.) Yor purposes of this study only the recom-
mendations of the Committee which specificall& deal with
tﬁe diverse Patterns of governance of Tanganyikan educa-

tion and their corollary effect upon inherent inequities

in educational opportunity will be considered.

John Cameron concludes that overall the 26 recom-
mendations of the Integration Committee displayed com-
~mendable moderation in that the committee could have recom-
mended wholesale nationalization or confiscation of schools
in Tanganyika in view of the approaching "responsible

‘gpvernment“wstatué of the Africdn majority (such status

. occurred September-L,’l960).1, Instead the Committee only

1Caméron, "Infegrétion of Education," pp. 49-50.
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recommended far-reaching alterations in the govérnance‘of
Tangényikan education.

The most drastic step recommended by the Committee
was the abolition of all existing statutory non-
governmental bodies that had authority to determine edu-,
cational policy in Tanganyika. (Re;ommendaﬁion 22.) ‘All
statutory authority formerly delegated to the European and
Indian Educatlon Authorities and the Advisory Committee
for Other Non-Native (including Géan) Educétion‘and ghe
Advisory Committee on African Education would cease and -
instead come under the juéisdiction of the Minister of
Ed;cation and a single Advisory Council on Education.
That all statutory authority over education would be in
the hands of the government did not mean that all schools
must be government schools. A non-governmental school
"~ could continue its operatioﬁ and even receive goverpment

aid, but only if the school abided by the principles of
an integrated system of education (Rec;mmendation 1).
The prgétiggl\gﬁfe;t of these two reéommendations was to
rfé&uééﬂzﬁe'diVErSity.in‘the governance of Tangauyika
schools by establishing two broad categories orf_"';schools H

government and government aided schools being the fivst
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category, and:private non-aided schools, the second.

. A fgcommendation by the committee.which on the sur-
face would appear to reduce the government's policy making
power o;er the bulk of the educational system wa; the
recommendation that Boards of GovernoEs or School Commit- ~

 tees be‘appointed for all post-primary institutions
(Recommendation 14). However, as William Dodd has pointed
out, the actual effects did not diminish the power of
central government over secondary‘schools. )

Thus, neither the creation of Boards of
Governors for post-primary institutions nor
the creation of Local Education Authorities
has resulted in any dimunition of the power
- and control of the central government.
Rather, these reforms should be regarded as
steps to delegate powers to bodies which
will implement the policies of the govern-
ment and thereby tap sources of funds, per-
sonnel and expertise which supplement those
of the central authority.1

What were the principles of integration that any
school désirous of receiving government aid must comply

with? Any child should be eligible for admission to any

school in\the—Eeg;itory (Recommendation 2). In the case

Y9illiam A. Dodd, "Centralization in Education in
Mainland Tanzania," Comparative Education Review, XII

(October, 1968), 280.




of secondary schools, both lower and higher, admission
would be on the basis of competitive exams and general

school record (Recommendations 4 and 6). WNo school could

34

maintain a name that made reference to race (Recommendation

24), nor in the case of primary schools fail to adopt a
common govgrﬁﬁent approved syllabus (kecommeﬁdation 8).
While these principles on the surface would appear
to eliminate schools that maintained either a racial or
religious complexion, the Integration Committee included
several recommendations that softened or postponed the
impact of the above principles. Thus, in the case of.
A primary schools, while any child was eligible‘for admis-
sion to any school, priority should be given to children
of the community for whom the school was established
" (Recommendation 2)<\ Similafly, while all primary schools
must abide by a common syllabus, a language other than
English could be used as tﬁe medium of instruction (Recom-
mendation 8). Fees should be abolishea only in Swahili
medium pidmary schools (Recommendation 17). Finally,
schools :if;;;;;IZ;in the'iﬁtegrated system must assume a

. common nomenclature (Recommendation 23) and move towards

-a primary course of eight years and a secondary course of
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_ALour years followed by a gradual,development of a two year .
Higher Séhool Ceftificate course (Recommendation 10).

For the purpose of this study, the tendency of the
committee :to shift educational policy making power to the
central government had two salutary effects. First, the
Integration Committee's recormendations had the éffect‘of ‘
simplifying tbe governance of Tanganyika educatlon. This
prefaced what Dodd points out as the characteristic develop-
ment of post 1961 Tanzanian education, what he calls the
trend towards centralization in the control, organization
and administration 6f education.1 Secondly, the Integra-
tion Coﬁmitteg's recommendations placing education
. decision-making power in the central government provided
the mechanism whereby disparitiés in educational oppor-
tunity based on race, religion, geographf\énd sex could be
alleviated. As long as the powers of educational
governance lay in the hands of diverse bodies, none of
which were félitically accountable, there‘was little hope
for any sign{ffgiffﬂimelioratibn of educational.inquities,
particulaflyfineqdities based on race and religionm. The
Integration Committee wisely recogniéed that only the

..central government, soon to become pblitically accountable,

Ipodd, "Centralization in ‘Education," p. 269.




would be both responsive and instrumental in correctiﬁg
past inequitiés in educational opportunity. The wisdom.
of the Integration Committee's work lay in both recogniz-
ing this ana, at the same time, devising means by whi?h
special interests, whose continued operation of schools in
effect exacerbated educational inequities, would be per-
mitted to continue working in Tanganyika, contributing

to the overall development of Tanganyikan education.

-

The Basis for an Integrated System
of Education

Government Paper No. 1 of 1960, The Basis for an

Integrated System of Education, debated and approved by

the Legislaﬁive.Council in December, 1960, was the govern-
ment's official reaction to the 26 recommendations of the
Committee on the Integration of Education. It in turn

set forth the principles which would later be incorporated

" into the Education Ordinance of 1961 creating the

statutory framework for an integrated educational system

that came into..being-January 1, 1962. The main interest

of The Basis for an Integréted System of Education is .the

changes that it madeﬂin';he recommendations of. the

36
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Integration Committee since those changes reflected the
thinking of the "responsible Government" of Julius
Nyerere and his TANU associates.

As’ John Cameron has pointed out, the Government

k4

White Paper, The Basis of an Integrated System of Educa-
- tion, essentially affirmed a formula which ". . . was a
continuation of the one which had, perhaps half-heartedly,

been used by the outgoing administration, namely integra-

1

tion from the top down."™ As the White Paper itself

states:

The general policy is simple. Higher educa-
tion in East Africa is organized already on
non~ractal lines and this will be as true of
the University College in Tanganyika as it
is of Makerere College and the Royal Tech-
nical College, Nairobi. It is now planned
to organize on similar lines Teacher Train-
ing and Secondary Education and, of neces-
sity more slowly, Primary Education.

While it affirmed in principle the recommendations of the
Integration Committee, the White Paper did make some

critical alterations. Troubled over the indefinite time

lCameron, "Integration of Education,” p. 50.

2Taﬁganyika, Legislative Council, The Basis of an
Integrated System of Education (Dar-Es-Salaam: Govern-
- ment Printer, 1960), p. 2. -
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limit the Integration Committee established for eliminat-

ing priority of admission in primary schools to children

"of the community for whom the school was established, the

White Papér decided that such "special interest will be
adequately recognized if priority is accorded for a
period of three years from the date on &hich the inte-
grated system is introduced and the Non-Native Education
Tax abolished."l The govermment did not envision that at
the end of the three year grace period many changes would
be required in the languages of instruction used in
primary schools but left the issue open for subsequent
governﬁent decision.

The other major White Paper alteration from the
Committee's recommendations regarding integration was its
réfusal to abolish school fees in Swahili language
primary schools. (In fact, all the Integration Committee's
recommendations regarding fees and remissions were held .

in abeyance until they could be examined later relative

. to the‘ovefall development of the educational system.
H L1 develop . 4 )

In placing a“three year limit on the ability of primary

.schools to give priority of admission to particular ' .

1Tanganyika, Legislative Council, The Basis of an .
Integrated System of Education (Dar-Es-Salaam: Government
Printer, 1960), p. 2. :




groups, the Whi;e Paper seems to‘have been motivated by
political considerations. 1In rejecting the Integration’
Cormittee's call for the abolition of fees in Swahili
language primary schools, the government appears to.have
been motivated by economic considerations since this
would have been a politically popular mo;e in réspect to
the African electorate.

There are other sections of the government White
Paper which also had far reaching consequences for the
development of post-independence Tanzanian eduéation.
-One such section was the government's decision to disre-
gard the Integration Committee's recommendation for con-
tinuing the Standard Ten Junior Certificate Exam (Recom-

mendation 12), The government argued that maintaining

such an exam would reduce the flexibility of the proposed

four year secondary course. As 1ater chapters will show,
the decision to abolish the Standard Ten exam proved to

have significant effects on the structure of post-

39

independence \Tanzanian education and, as some would argue,’

on the quality of secondary school graduates. The govern-

ment, while accepting the Integration Committee's recom-

mendation for the eventual creation of a Unified Teaching



Service, was not p;épared at that time to endorse sucﬁ a
system. HoweQer, in 1333, the Unified Teaching Service was
created along with a statutory Central Board to both advise
thé Minister of Education and to supervise the execution
of the scheme. Following the creation of the Unified
Teaching Service all registered teachers e;joyed ﬁhe game
salary and housing rights, conditions of employment, pen-
sion, medical and maternity leave regardless of-thé mén-
aging . agency of their school.1 ’

Historically, perhaps the most interesting feature

of The Basis of an Integrated System of Education was the.

advance hint that the government gave as to its intentions

.

lWilliam'A. Dodd, in his article, "Centralization
in Education in Mainland Tanzania," Comparative Education
Review, XII (October, 1968), 274-75, argues that the cre-
ation of the Unified Teaching. Service was an important
factor encouraging the centralizing tendency of education
‘in Mainland Tanzania. After 1963, teachers no longer
looked to their particular managing agency employer on
matters affec 'ng their employment but to-the Central
Board. of the UnI -JIeaching Service. The elimination
of disparities-in terms of employment for all registered
teachers also reduced the opposition of teachers to be re-
posted to schools in areas where critical staffing
shortages existed, often because of poor employment con-
ditions.
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regarding the allocation of educational aﬁthority between
the central goVernment and local government and the
corollary financial issues surrounding the allocation of
such authority. In a section entitled "Other Issues for
Consideration" the central government expressed its in-
tention to exercise overall responsibilitycfor the admin-
istration and development of secondary education and
teacher training. However, in regard to primary education,
the government signalled its intentions by saying:

Under present arrangements, rural local
authorities already run education, but urban
local authorities generally have played no
part in the field of education. The Govern-
ment_ proposes -that under the integrated sys-
tem all local authorities should be required
to assume responsibilities for primary edu-
cation, including a duty to pay from their
own revenues part of its cost. The Govern-
ment also proposes that the present system
whereby local authorities make contributions
to the central govermments should, as sug-
gested by the Committee, be replaced by a
system of central government subventions to
local authorities.l

of course, the actual statutory delegation of'bower over

primary educafiagﬁgg\gepafkauthorities had to wait for

1Tanganylka, Legislative Council, The Basis for an
Integrated System of Education (Dar-Es Salaam‘ Government
~ Printer, 1960), p. 4.

e



the enactmentkof the Education Ordinance of 1961, but this
early signal by the central government of its intentions
in the aréa o6f responsibility for local primary education
had far reaching consequences in the post-independence |

development of Tanzanian education.

The Education Ordinance of 1961

The last step before an integrated system of edqca-
tion was established in Tanganyika was the passage by the
National Assembly on 13 October, 1961, of an "Ordinance
to Make Provision for a Single System of Educétion.in the
Territory." This piece of legislation, signed by the
Governor on 30 October, 1961, effective 1 January, 1962,
repealed existing educational legislation and established
thebstatutory framework for Tanganyikan education that
remains iﬁ efféét to this date.1

The most striking impression of the Ordinance is’

the absence of any reference to race or racial systems of

1Educat10n Ordinance No. 37 of 1961 (Cap. 446) of
the laws of Tanganyika repealed Education (African)
Ordinance (Cap. 71), the Non-Native Education Ordinance
(Cap. 264) and the Non-~Native Tax Ordinance (Cap. 265) of
the laws of Tanganyika
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education in Tanganyika. Nor does the legislation con-

cern itself with structural questions, such as classifi-

cation of stages, length of study within stages or exams.

Essentialiy, the legislation defines the powers and limi-

tations of various bodies to control edqcation in
Tanganyika. The scope and thrust of the legislation is
evident from the sub-part titles: Advisory Council on
Education, Local Education Authorities, Boards of
Governors and Schobl Committee, Control of Schools a&&
General (which delineates the powers of the Minister of
Education). -That the Education Ordinance.of 1961 was
basicaliy concerned with new patterns in the governance
of education is not surprising, for as one expert has
stated, ". . , the purpose of a law is‘to define and to
limit the powers, rights, and duties of those partici-
éating in the educational procesé, particularly of the
et |

governmen

Apart from the absence of reference to race, the

Education Ogﬁinancgagf 1961 contains some noteworthy

1;.1J. Roger Carter, Legal. Framework of Educational
Planning and Administration in East Africa; Kenya,

-Tanzania and Uganda (Paris: UNESCO, International Insti-

- tute for Educational Planning, 1966), p. 13.
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innovations from the pre-independénce patterns of govérnance.
If one had td isolate a key feature of the. legislation it
would be the almost endless list of powers grénted to the
Minister of Education (or his professiongl repreéentétives)
to direct, promote, and control the development of educa- »
tion in the territory. The list of power; conferfed upon |
the Minister of Education (or his chief professional
officer, the Chief Education Officer) included the power

to decide who may open a school (Section 23), who mugt
attend schools (Section 36), who may teach in a school
(Section 26), what may be taught in the school (Section 38),
and whenla échool could be closed (Section 33).

The statutory delegation of power held by former
educational authorities was transferred by the Education
Ordinance of 1961 to two new groups; in the case of
primary schools to Local Educatioﬁ Authorities, and in
‘the case of post-primary schools, to Boards of Governors
| and School Committees. (This was essentially the English
pattern of e&hea;iQQE; ggvernance.) The reasons for
deiégating control over primary schools to Local Education
“Aufhorities were partly financial, partly political and

‘ partiy administrative. It was hoped that by such
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decentralization locgl initiative, ldcal financial re-
sources and local needs would bear a direct role in the
maragement of the vast primary system. Also, there is lit-
tle doubt that’ financial stringency in the national
exchequer at that time and the national developmental pri-
ority given to the expansion of secondary scﬁools also
played a role in the decentralization decision regarding
primary education.

Fears later expressed by tﬁe 1962 UNESCO Educé&ional
Planning Mission that both local finances and administra-
tive talent would prove inadequate in the short run for

" the orderly‘governance of primary education proved cof%ect.‘
It took several years before the combined effort of
knowledgeable local authorities and such central Ministry
of Eduéation officers as Regional Education Officers,
District Education Officers, and Priﬁary School Inspectors

tcoqld cope with the problems of governing the vast primary
scﬁool system.

‘What effé&t\gig\fye Education Ordinance of 1961
have on the‘fdrﬁéfwability of religious voluntary agencies

" to manage schools of their religious affiliation? Criti-

,cal‘ié Section 29 of the Ordinance which forbade any
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public school from refusing admission to any pupil on the
basis of’religionvand which gave the parent the right to
choose what (if any) religious training a child would re~
ceive at any Tanganyikan school. As the Minister of
Education, Solomon Eliufoo, later pointed out, the
changes made possible by the Education Ordlnance of 1961
in the governance of religious (Voluntary Agency) schools
in Tanganyika has not been widely recognized. He reports
that with the passage of the Education Ordinance of 1561,
the Ministry of Education in regard to all grant-aided
schools exercised completé and effective control of:

a) staffing-recruiting, posting and
prom?tion and conditions of pay and
service;

b) admission of pupils on a non-racial
and non-religious basis; and strictly

on merit;

¢) syllabus and secular instruction which
are now common to all schools;

d) common standards of disclpline and
internal organization;

)\\£§%£~share of public funds, all public
schools now receive the same amount
"oﬁ public support.l

1Unlversity College Dar-Es- Salaam, Report on the
Conference on _the Role of the University College, Dar-Eg~
Salaam in a Socialist Tanzania, 1967, p. 14. (Mimeographed.)




It is not surprising, théh,rthat the UNESCO Educa-
tional Planning Mission in 1962 was able to conclude that
existing educational legislation ", . . gives the Minister
responsible for education all the powers necessary for its
control whether it be provided by others or by the govern-

ment itself, nl

Summary and Conclusions

This chapter has examined fhe major problem and
policy response that characterized Tanganyikan educational
development in the transitional years (1958-1961). The
‘problem was a diverse, racially structured system of edu~
cation creating considerable inequities in educational
opportunity on the basis of race, religion; geography,
and sex. The policy response was the creation of an
integrated systém,of education with the predominant power
to control education i;VEhe territory being placed in the
ﬁands of the central government's Minister’of Education.

After documenting the exténit of the educational inequities

e 1Report of the UNESCO Educatlonal Planning Mission
to Tanganylka June to October, 1962 (PariS° UNESCO,
1963), .p. 23.  .(Mimeographed.) : R
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present in the 1958 Tanganyikan educational system, the
chapter traced the evolution of the goverhment'§ policy ‘
response through the convening of a Committee on the Inte-
gration of Education, the issuance of a Government White

Paper, The Basis for an Integrated System of Education,

and finally the passage of the Education O;dinance of 1961.
The statutory powers entrusted to the Minister of Educa-
tion in the ordinance not only encouraged the centraliza-
tion tendency of subsequent educational development follow-
ing independence but had the additional virtue of bestowing
upon a politically accountable individual sufficient power
to redress former inequities in educational opportunity.
The policy response, then, was appropriate to the problem
faced by transitional leaders in Tanganyika.

Some overall impressions are gained from the recital
of these events. One is the remarkahle speed in which far
reaching reforms were finalized in the form of statute.
'What previous educational administrators had either been
unwilling or &ngglg\sg/do“over decades was now accomplished
in a matteriof”thrée to four yéars. Little doubt exists
that the assumption by Tanganyikan Africans ofrpoliticél

power in the territory played no inconsiderable role in
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the short time span required for these reforms.

At the same time, the recognition that Africans
would soon be inheriting the reins of government did not
result in sweeping and discriminatory reforms directed
solely against thé interests of non-Africans in the ter-
ritory. The proof of the wisdom and generosity character-
istic of the national reforms of the transitional period
is that there was no wholesale exodus of non-Africans
from the very active role they had been playing in pfé-
independence Tanganyikan education. Of course, it would
have been against the government's long range interest if
alterat}ons' in the governance of Tanganyikan education
has been so drastic as to discourage the continuing ef-
forté of non-Tanganyikan agencies, such as the expatriate
religiéus gommunities, in the development of Tanganyikan
education.

, ‘In this investigator's opinion, the acceptability
of the educational reforms during 1958-61 was due to the
farsighted wisddm\gfﬂgsTEFrS'of the Integration Committee
as to what ﬁaé the essential change required in the
governance of. Tanganyikan education. The essentidl change

required was not the eraditation of all traces of




religious and racial discrimination in Tanganyikan educa-

tion. Years éfter the enactment of the Education Ordinance
of 1961, one could visit schools iq Tanzania and find a

predominance of one racial or one religious group in the

student body. The critical and essential change required

.

was to ensure that the power to govern the pace and extent

of eliminating inequities in educational opportunity was

in the hands of a single, politically accountable individual,

e.g., the Minister of Education. - What had occurred between

1958-61 was not just the centralization of educational

- governance in Tanganyika but the statutory assurance that
post-indeéendence educational governancé in Tanganyika
would be politically responsive and accountable. .

Of course there is an inherent danger in the alterx-
atioﬁs in the governance of Tanganyikan education brought
about in the trénsitional period. .The,danger is the con-
sequences of sweeping povers over education in the hands
‘of a Minister -of Education who becomes unresponsive to the

. reducational aébizggig&g;of'the body politie. Whether this
- poténtial déngéf"ﬁas considered is not clear from the |
record. It.aépéars that the framérs of Tanganyika's

'pdlicy response td-ﬁhe'probiem of an ineQuitableL
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segregated educational system, opteé for a single cen-
tralized péwer éenter for the governance of Tanganyikan
education. Perhaps, in their eyes, the political risks
of attemptingta piecemeal, patch work revision of the ’
old system were far greater than the potent%al for abuses
inherent in a new system with a single political figure

the responsible agent for the overall governance of

Tanganyikan education.

I R L T ST,

:




CHAPTER II

THE SECONDARY SCHOOL STAFFING CRISIS

+

Background

| Up to this point, the story of Tanganyika's educa-
tional development during the transitional years has

focused upon the internal or domestic changes that oc-

curred within the educational system. This is a natural
focus since during the transitional years the first con-
cern must be in preparing the country for the internal
political and admi;istrative'changes that accompany the
advent of independence

‘However, the advent of independence means more: than

the mere replacement of colonial administrators by local

Indigenous civil servants. 1In a broader sense inde-

pendence elevates a former colonial territory into the
international family of nations with equal rights and
stafhs as a sovereign political entity. In other words,

1ndependence brlngs with it 51gn1f1cant change in.the

external as well as the internal polltlcal status of a
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nation. , ¢

Much in the same way, the transition from dependent
to independent status may cause the educational establish-
ment to look beyond national boundaries. For example, the
pre-independence planning for Tanganyika's first three
year development plan for education had tsftake into ac-
count potential foreign aid donors, because Tanganyikan
resources, both human and financial, were inadequate to
meet the targets of that plan. Foreign aid was needed to
meet the costs of constructing dormitories, classrooms
and laboratories. Technical assistance was needed to
staff scﬁools and universities until local teachers could
be trained to assume such responsibilities. Places at
foreign universities had to be obtained for Tanganyikans
to Be trained in the requisite skills called for by the
dévelopment plén. All of these needs required the men
reéponsible for Tanganyikaﬁ education to turn éutward to
-other foreign countries besides the former administering
country,bGreét\ggigségﬁ for advice and assistance as the
couﬁtry prepared forifhe responsibilities of self-

government. . e -
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This need to turn outward is evidenced by the in-
creased tempo of visits, conferences and exchanges between
Tanganyikan educators and educators of sympathetic govern-
ments that began occurrlng in the transitional years. In
the summer of 1960, a group of American eduq@tors
sponsored by the American Council of Education visited
Tanganyika and other Africdn countries to survey the edu-
cational needs of the countries as they approached inde-
pendence. Following that visit, the historic Princeton
Conference was convened, and in December, 1960, Tanganyi-
kan educators travelled to the United States to partici-
pate. Tangényikans joined their African colleagues at
the Addis Ababa conference of African Ministers of

Education in May, 1961. Tanganyika was represented at

the Commonwealth Education Conference from which the

sk

Commonwealth Scholarship and Fellowship Plan was developed.

By the year 1960-61, 1,062 Tanganyikans were studying
abroad under the provisions of this plan. Such inter-

changes of peopi\\\ﬂeﬁ\ynusual for a country on the

- threshold of 1nde§endence, are Just one example of the

new ahd éxpanding international involvement of the edu-

cational establishment of a former colony.
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While there is little doubt thdt the proximity of '
independence.brings into play a new international dimen-
sion to the story of educational development in Tanganyika,”
there is also little doubt that the difficulties of ‘
analyzing such development are increased corrgspondingly.
For now along with the intermal domé;tic politics of the
recipient nation one has to consider the politics of the
donor nation(s). As one political scientist reminds us,
foreign aid can never be politically neutral for ", : .
its effects are powerfully manifested . . . in thé
domestic pOllthS of both the giver and the receiver." nl
Thus, in examining the secondary school staffing crlsis
in Tanganyika and the international policy response made
to that problem, we must consider the partiqﬁlar politi-
cal cli@ate then present in the donor nations. In this
respect, this chapter will be particuiarly concerned
with the quite unusual political élimate that existed
in fhe United States of America during the transitional
years (1960-61) since it is likely that that political

climate hdd considerable effect on”the formation of one

1John D. Montgomery, The Politics of Foreien Aid
(New York: Frederick A. Praeger, 1962), p. 278.
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of the most significapt international ‘policy responses
to Tanganyika's sécondary staffing crisis, the Teachers
for East Africa program.

To convey some flavor of the international dimen-~
sion that was part of the story of tran51tlonal educa-
tional development in Tanganyika without reciting end-
lessly the visits, agreements, programs, grants and
loans that flowed into Tanganyika during these years, it
has been necessary to be"seleétive and pick the most“
important international policy response to the problem
of insufficient secondary teachers in transitional
Tanganyika, EA case-study of this particular Tanganyikan
problem and the policy response made to it is useful in
that many political‘ramifications, both internal and .
externai to Tanganyika, are opened up for scrutiny.
Lessons learned from what has been geﬁerally considered
a successful policy response to an internal Tanganyikan
problem have.influenced later international edﬁcational
act1v1ty both in Taggggzi/a and in the United States.

Therefore, while this chapter will necessarily
have to focus and limit its attention to one particular

Tanganyikan educational problem of the early 1960's and
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the international policy responselto’that problem, it ig
hoped that the depth and breadth of the analysis will be
helpful in understanding the bréade; impact that inter-

national education plays during the transitional years )

of an about-to-be independent African nation.

The Problem

<

To appreciate the extent of the secondary school
staffing crisis facing Tanganyika‘during tﬁe transitignal
years one must first examine the staffing implications of
the first three year development plan for the years 1961-
64, As we gill see in Chapter III, the main educational
thrust of that plan was the expansion of secpndary
schools, particulafly rural boarding schoois. The addi-
tionai staff required under this plan is detailed ink
Table 7. During the first three yeafs of independence,
witﬁ planned ekpansion of the secondary system so that
aﬁy pupil could complete four yéars of secondary educa-
tion upon being\admignsg/to”the first year, over 300
additional éééoﬁﬁéfy sEﬁodlAteacﬁgrs would be required.

" At the same time as additional teachers would be

required to meet the needs of an expanded system,




TABLE 7

ADDITIONAL STAFF REQUIRED FOR PLANNED EXPANSION OF
SECONDARY SCHOOLS IN 1961-64 DEVELOPMENT PLAN
OF MINISTRY OF EDUCATIONA

S

Category of Teachers Number

New Graduate Teachers Required . . . ., . , 184

i New Non-Graduate Teachers Required . . . . 145
Total New Teachers Required . , ., . . 329

aTanganylka Ministry of Education, Three Year.
Development Plan for Ministry of Educatlon, Dar-Es-Salaam,
1960, Appendix D. (Mimeographed.)

other teachers were required to replace those depart-~_
ing teachers; both. local and expatriate, who would leave
secondary teaching on or soon after independence. This
number was of course much more difficult to predict in
1959 of 1960. since the decision of expatriate secondary
teachers to remain or to leave dependéd upon many vari-
ables. Tanganyika did foresee the potential problem
and attempted to retain expatriate Education O0fficers
.contracted from ﬁtitigh\gpvefnment Departments (Colonial
Office up to July, 1961; Department of Technical Coopera- -
tion Jﬁly,1961v—.0ctober,.1964),by offering attfactive

' - financial inducements. But, as one writer reports
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happened in other African countries, a gonsiderable num-
ber accepted the "Golden Handshake” and left, often with
a considerable nestegg in liequf either accumulated or
prospective pension and retirement benefits.1

Even with efforts to retain the expatriate teacher
and given a quite friendly and enlightened attitude to-=
wards the former colonial civil servant by Tanganyikan
leaders, in the first year following independence 105
expatriate Education Officers left Tanganyika on leavé
pending retirement or upon completion of contract. Many
of the departing expatriate officers were posted at
sécondary schools, Some held administrative and teaching
positions at other levels of the educational system.

Unfortunately, there is no way to know the exact
quantitative effect independence had upon the retention
of local secondary school teachers since the official

summaries of the Ministry of Education did not break down

IThe term "Golden Handshake'" refers to the quite
considerable amounE\Qg_ggsgy many long term expatriates
received when they departéd from an African country soon
after independence.” Such sums might include earned vaca-
tion leave, terminal leave and accumulated pension con- .
tributions. A. L. Adu in The Civil Service in New African
States (London: George Allen and Unwin, 1965), p. 85 dis-
cusses this phenomenon of the "Golden Handshake."
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the secondary teacﬁing fprce by nationality before inde-
pendence. Even after inﬁependence, Ministry of Education
figures do not distinguish between the number of new
entering teachers and departing teachers and just give the
total of nationals on secondary school staffs for that
year. Table 8 presents the figures of the total number
of nationals on secondary school staffs for the years
1262-64 and reveals no décrease in the total number of

nationals for those years.

TABLE §

NATIONALS ON TANGANYIKAN SECONDARY SCHOOL STAFFS?

Year Nationals Non-Nationals Total Staff
1962 ' 139 - 671 810
1963 148 ) 638 786
1964 226 - 632 858

aTanganyika,\Ministry of“Education, Annual Report
of the Ministry of Education” (Dar-Es-Salaam: Government
Printer); 1962, p. 1331963, p. 14; and 1964, p. 34,
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While these figures do not reflect any siénificant
success in attracting Tanganyikans to secondary teaching
during the first three years following independence, on
the other hand, they do not support any claim that Tangan-’
yikans left secondary teéching in force during those years.
In fact, from 1962 to 1964, the percentage of T;nganyikans
on secondary school staffs increased from 17.1% to 26.3%.1
On the surface it does not appear that Tanganyika's
secondary school staffing crisis was unduly aggravatéa by
Tanganyikans (nationals) leaving secondary school teaching,
at least in the first three years following independence.

The facfors then that made up the Tanganyikan -
secondary school staffing crisis in the early years of im-
dependence were (1) the additional number of new teachers
reqﬁired‘to man an expanded number of classrooms and
(2) replacements fof expatriate teachers who left at or
soon after independence.

The nub of the problem lay not in the demand
created from these\tgg_fggfgrs"but in the almost non-

existent supply'of Tanganyikan teachers to meet the demand. .

1Total Tanzanian secondary staff in 1962 was 810 of

‘ " whom 139 were nationals; in 1964 it numbered 858 with 226

nationals.
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If there was a villain in the story, it was the fanganyikan'
secondary teacher training system which was completely
inadequate for the task. When Betty George made her
survey of Tanganyikan education in 1958 she reported
that only 36 Tanganyikan Africans were then enrolled in
any teacher training insﬁitution designed to prébare
secondary teachers.l And in the transitional years
(1958-60), the Ministry of Education reported that only
five graduate African teachers and thirteen non-gradﬁéte
African teachers joined the secondary teaching force.2
In 1961, the year of independence, only one African was
scheduled to complete»the post-graduate Diploma of Edu-
cation course at Makerere University, and four were

3 Thus,

scheduled to complete the same course in 1962.
while the demand for secondary teachers was in terms of

hundreds of additional teachers, the supply was in terms of

1George, Education for Africans, pp. 58-59.

2Tanganyika, Ministry of Education, Triennial
Survey of the Ministey of Educafion, 1958-60 (Dar-Es-

Salaam: Government;E;intéf;f1961), p. 4.

3Rgpublic of Tanganyika, Ministry of Education,
Annual Summary -of the Ministry of Education, 1962 (Dar-Es-

Salaam: -Government Printer, 1964), p. 3.
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tens. _ :

Thus, by 1960, the unfortunate results of years of
relative neglect by colonial administratorxs of the
secondary teacher training sector of the educational sys;
tem were upon African educators hard pressed to deliver
on development targets calling for vast expan;ion of‘the
secondary sector. The trickle of African graduates from
teacher training institutions during these transitional
years, much more than any precipitant exodus of eith;r
expatriate or local teachers, was the root cause of the
secondary school staffing crisis facing Tanganyika as
iﬁdependenceldrew near. Fogtunately, other educators
from other nations also realized the dimensions of the
crisis and were prepared to urge their govefnments to
assist fanganyika in meeting this crisis. We turn now
to examine what was happening some 7,600 miles away as
the dimensions of the crisis became apparent to educators
ouﬁside Tanganyika.



An Internmational Policy Response to the
Tanganyikan Secondary Staffing Crisis

In a sense, just as the years 1960-61 were years
of dramatic political transition in Tanganyika, so were
they politically transitional years in the United States
of America. For these years saw a change of natibnal
temper from complacency to concern, culminating in the
election and inauguration of a new young President, John F.
Kennedy. The choice of this man by the American people
was a fortunate one for Tanganyika since he was the first
American President to have a sincere interest in the
problems of the emerging independent states on the
African continent. Hié interest in Africa, stretching
as far back as 1957 when he delivered his famous speech
advocating the independence of Algeria, and strengthened
by his years as Chairman of the African Sub-committee of
the Senate Foreign Relations Committee, was evident in
the ﬁational election campaign in 1960 when, as Arthur
Schlesinger repprts,\gennedy qade 479 references to

Africa in his campaign;,spéeches.1 In a Very general way,

1Arﬁhur M. Schlesinger, Jr., A Thousand Days
(Cambridge, Mass: Houghton Mifflin Co., 1965), p. 554.
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_ second to none in the new administration.”

Kennedy's policy towards Africa was one advocating
"sympathy with the iﬁdepeﬁdence movement, programs of
economic and educational assistance and, as the goal of
American policy, 'a strong Africa.'"1 When he appointed
G. Mennen Williams as the Assistant-Secretary for African’

Affairs he described this "as a position of respohsibility
2

..

Thus, in 1961, African leaders couid be assured
that they now had a sympathetic ffiend in the personvsf
the new American President,

At the same time as American political interest in
Africa was growing so was the attention of American edu-
cators. Perhaps this interest stemmed in large part
from the bloodshed, anarchy and cold war polities that
accompanied the granting of independence ot the Congo on
June 30, 1960, a country that'suffeféd from a shockingly

inadequate supply of educated manpower.3

1Schlesinger,\A Thousand Days, p. 554.
21bid., p. 555..

3For an analysis of the educational problems in the
Congo, see an article by Barbara A. Yates, "Structural
Problems in Education; the Congo (Leopoldville)," Compara-

_tive-Education Review, VII (October, 1963), 152-162.

-
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In any case, during the summer of 1960, a group of
leading American edubatofs toured East Africa under the
auspices of the African Liaison Committee of the American
Council on Education to determine the educational needs
of the nations as they approached independence. They
came away sufficiently concerned with the approaéhing
educational staffing crises facing these nations to
recommend the conveﬁing of an international conference to
determine measures by which America, in concert withr'
other sympathetic powers, could best assist these
African nations educationally. Such a conference, to
which leading educato:s, government leaders and founda-
tion spokesmen from Great Britain, East Africa, and the

United States were invited, was held in Princeton,

=

New Jersey, from December 1.5, 1960, through the gener-

osity of the Carnegie Corporation.

The Princeton Conference

The participant$ at~the Princeton Conference were
a veritable "Who's Who of East African Education'" from
three continents. Both the Minister of Education and

. the Chief Education Officer of Tanganyika were present.

66
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Representing the American government wer'e both the out-
going and incoming Assistant Secretaries of State for
African Affairs, Mr. J. C., Satterthwaite and Governor

G. Mennen Williams, along with Arthur Fleming, the Secre-
tary of Health, Education, and Welfare under the Eisenhower
Administration. While the conference was held £n the
peculiar '"lame duck" period that characterizes Presiden-
tial transitions in‘American government, the fact that
both the old and new political administrations were fép-

resented insured some continuity to the conference recom-
mendations.

While tﬁe.conference participants discussed a
broad. range of educational problems facing the East
African countries, the attention of the conference became

increasingly focused upon the "bottleneck" in East

i

African education, the secondary schoolé. Speaking of
this "bottleneck,” the conference report stated,

We have left to the last the subject of
secondary education, It is at this level
that théere is the most urgent need for ex-
pansion. . . .“The obstacles are shortages
of teachérs and of money. Unless these
shortages can be overcome, there will be a
barrier not only to the expansion of the
whole education structure but also to the



plans for:the advancement of Africans in
other spheres and to the_general develop-
ment of the territories.

The conference report concluded that if this bottle-
neck was to be overcome so that these countries would ‘
emerge as a "stable and stabilizing force . . . they will
need help from the outside on a large scale in order to
be able to help themselves. 2 The conference recommended
that in the short run, such help should take the form of
secondary teachers recruited from abroad "to break tﬂis
very serious bottleneck, n3 .

As a spec1f1c proposal the Conference recommended
the_creation of a new multi-lateral program (Great Britain,
the United States, and the East Africa Territories) which
would recruit some 150 graduates from the cléss of 1961
to bg tfained at Teachers College, Columbia University,

the Institute of Education, University of London, and the

Institute of Education at Makerere College, Kampala,

1Amerlcan Gquncil on Education, African Liaison
Committee, Report of‘fﬁ‘\Génference on Education in
kﬁA&Ra@nmﬁm,NLfl%m p. 3.

21bid., p. 2.

31bia., p. 4.



Uganda, before beginning a two year tour of teaching

service in the secondary schools of the East African
7

countries of Kenya, Uganda, Tanganyika, and Zanzibar.

Aé the same time, a small group of teacher training pro-
fessors would join the staff at Makerere to assist their
staff in training the teachers from the United States
and Great Britain.
The long-range importance of the Princeton Confer-
J i ence on both the American political attitude towards )
educational assistance to East Africa and the educa-
tional staffing crisis facing the East African nations

- can hardly be overstated. It must be rémembered that

. prior to the conference the American government had

viewed the development of East Africa as largely the

: responsibility of European nations, specifically Great
; L. Britain. Now, for the first time, the American govern-
i ' .

» ment was being called upon to make a considerable fi-

nancial and political commitment in the educational de-

velopment of these teéritgxis§g 'As for the immediate

cause of this new commifment, the reference to the need
. _for a “stable and stabilizing force" in East Africa sug-

‘gests the impact the Congo‘educational debacle must have
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had on the conference participants. !

Whatever the'real motivating forces behind this
new American commitment and interest in East African edu-
cation, it is clear that for the sake of Tanganyika and
her secondary school staffing crisis the conference oc-
curred at a politically propitious time as far as American
queigp policy was concerned. This strengthens an earlier
contention of this study that in analyzing international
programs of educational assistance one has to consider
the politics of both the donor and the recipient nation.
The Princeton Conference provided a locus or converging
point for a whoie series of new political exigencies that
led to a new American commitment to assist Tanganyika
and her East African néighbors in meeting the éecondary
school stéffing crisis threatening the successful evolu-

tion of those territories towards independence,

rl

Policy Implementatioh: The Teachers
for East Africa Program

The speed by\QEIZE\Eﬁé specific policy recommenda-

tions of the Princeton Conference were implemented was

remarkable in view of the usual time lag in the creation -




of such large scale multi—laterél programs of educational
assistance, 1In Febrﬁary, a survey team of three Columbia
University professors and two I.C.A. administrators trav~
elled to London and East Africa to work out the details
of a new Anglo-American effort to assist East African
secondary education. A contract between Teachers‘Collegé,

Columbia University, and I.C.A. (soon to be A.I.D., The

Agency for International Development) was signed in March,

1961, and in June, 1961, 150 young American teachers
arrived at Teachers College to be dubbed "Educationaries"
by Dr. R. Freeman Butts, Director of Inte%national -
Studies. In Sepfember, the first American teachers under
the program were standing in front of African’pupils.
Nine months had elapsedisince the Princeton Gonference.
Whiie the original contract between Teachers Col-

lege and the U.S. govérnment had both a téacher training
and a teacher supply provision,. the teacher\supply provi-

sion, the Teachers for East Africa Program, is the

component most relevght\tg\ggg.i;mediate staffing crisis

- facing Tanganyika. Unfortunately, at the time of its
.inception,'the Peace Corps program of the Kennedy Admin-

istration was attracting the attention of the press and
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public, so little publicity was given to éhis important
program.1 The essential features of the program were
very similar to the Princeton Conference proposal. 1In
the first wave of 130 American and British teachers

there were three groups determined by the prior training ‘
and teaching experience of the participants. Group A,
composed of some 60 experienced and trained teachers,\
.would be. orientated at Teachers College for a few weeks
before leaving for a similar length of orientation at
Makerere College. They would begin teaching in September.
Group B, some 40 recent college graduates without any
teaching experience or training, would spend an academic
year at the Institute of Education, Makerere College,
before ente;ing secondary schools in March, 1962.

Group C, some 50 members who had professional training

1The Teachers for East Africa program has been
described in Dr. R. Freeman Butts' book, American Educa-
tion in International Development (New York: Harper &
Row, 1963) and in his article, "American Teachers for
East Africa," West African Journal of Education, VI,
October, 1962, 113-116.~-A-British point of view is ex~-
pressed by P. C, C..Evans in ‘his article, "American’
Teachers for East Africa,'" Comparative Education Review,
VI, June, 1962, 69-77. A journalistic account is
G. Samuels, "To Meet Africa's Greatest Need," New York
Times Magazine, August 20, 1961, p. 33.
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but no teaching experieqce, would receive about six months
training at Teachers College, the Institute of Education,
University of London, and the Institute of Education,
Makerere College, before entering secondary schools in
January, 1962. |

In the first wave of TEA teachers, 73, og‘about
one-half of the total number, were posted to Tanganyika
secondary schools. This does not mean that all 73 arrived
in Tanganyika to commence teaching in the year of inde-
pendence. Only the trained and experiencéd group A
teachers arrived during the 1961 calendar year (some 22
teachers) with]the.balance of Wave I (Groups B and C),
some 51 teachers, arriving in either January or April,
1962, to begin their actual teaching. There is no ques-
tion that‘the yearly supply of TEA teachers, in the
beginning predominantly American but with a steady pro-
port10na1 increase .of British teachers, hélped alleviate

the Tanganyikan secondary school staffing crisis in the

early years of indebqugggfsj In the 1962 Annual Summary

of the Ministry of Education, official recbgnition-of
_TEA'é assistance is given when after reporting the loss

. of 105 'expatriate Education Officers during the year,
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it is acknowledged:

The loss of these officers, which was felt
particularly in the secondary field, was
offset by recruitment under .the Teachers for
East Africa project of graddates from both
Great Britain (eleven) and the United States
of America (fifty-eight); the appointment of
twenty-four expatriate officers on contract
and the secondment ?n contract of five OPEX
teachers by UNESCO. :

Thus, the loss of 105 expatriate Education Officers in
1962 was offset by the total recruitment of 98 teachers
of which 69 were provided under the TEA scheme. )

To relate even more directly the effectiveness of
the TEA policy response to the problem of meeting the add-
itional graduate}teaching staff called for by the 1961-64
development plan targets for secondagy education it will
be recalled that 184 additional gradua;éxteachefs were
specified aé the staffing implication of the plan (see
Table 7). 1In the first three waves of TEA comparable to
this development period Peter Williams reports that 173
Americén TEA'ers were posted to Tanéanyikan schools~--a .

number approximately\équal.gg/the%need.2

1Republic of Tanganyika, Ministry of Education,
Annual Summary of Ministry of Education, 1962 (Dar-Es-
Salaam: Government Printer, 1962), p. 3.

. 2Peter Williams, Aid in Uganda Education (London:
. ‘Overseas Development Institute, 1966), p. 96.

74




75

Thus, éhere is little reason to doubt the sincerity
of Tanganyika's Parliamenﬁary Secretary for Education,
Al Noor Kassum, when at the Entebbe Conference he remarked,
"Most of the expansion in our secondary schools has taken
place in recent times and continues to do so at a rapid
rate. Indeed, it would have been impossible to meet this
expansion without the assistance of the TEA program."
E. B. Castle, assessing the impacL of the Teachers for
East African program on the staffing crisis facing aii
three East African countries, speaks even more dramatically
when he says, "But for the devotion of long term teachers
in the schools of tﬁe Voluntary Agencies and the short
term expatriate graduates provided by the Teachers for
East Africa scheme, secondary education in East Africa
would have collapsed by 1963."2 No ques?}on axists,
then, of the timeliness of thé Teachers for East Africa
program in meeting a staffing crisis facing East African

schools in general and of course Tanganyika in particular

1"Report of the a\ﬁferendg on the Supply and Train-
ing of Teachers for the-Secondary Schools of East Africa,
Entebbe, Uganda, January 21-23, 1963,” Entebbe, Uganda,
1964, p. (Mlmeographed.,

2E B. Castle, Growing Up in East Africa (London.
Oxford University Press, 1966), p. 90.
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Table 9, showing both the United Sthtes and British
contribution to the Téachers for East Africa scheme from
1961-64 (the last year of American participation) shows a
total of 702 TEA teachers provided over the four year
period. What began as a predominately American program

gradually evolved by 1963 into an equally shared British

and American responsibility. 1In 1964, the British con-

tribution exceeded the American share by 33 teachers.

Including the first wave of American Peace Corps secondary
teachers to Tanzania (30) som%g341 British and American
teachers came to Tanzania during the years 1961-65 under
the TEA and Peace‘Corps.schemes.

Thus, the Teachers for East Africa program, begun
initially as an Anglo-American program of secondéry school
staffing aséistance (gradually becoming more Anglo and
1ess American) proved to be an effective sﬁpplier of two
year contract teachers for Tanganyika's needs and, at the
same tiﬁe,proved the feasibility of joint international

cooperation in meetiné\thg,g&sﬁfiﬁg crisis of Tanganyika

and her East Africaun neighbors.
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.TABLE 9 !

TEACHERS FOR EAST AFRICA PROGRAM
CONTRIBUTIONS BY U.S./U.K.2

Country ° 1961 {1962 | 1963 | 1964 ] Total

U.S. Contribution . . . . . 152 | 109 99 75 435
U.K. Contribution . . . . . 8 57 94 108 267
Total . . . . . . . 160 | 166 | 193] 183 702

qpeter Williams, Aid in Uganda-Education (London:
Overseas Development Institute, 1966), p. 96.

An.Attempt-at a Broader Assessment of the
TEA Policy Response

An account of how the TEA program met the Tanganylkan
secpndary school crisis during the transitional years would
Be remiss 1f it stopped simply at a recital of how success-
fully the program met the q&antitative staffing require-
ments of the fecipient nat;ons.l For while the program
as a whole has received surprisingly little criticism,

there have been ocqas;Bhai—atpécks leveled at particular

features of the scheme. Therefore, it would be helpful

if some attempt was made at a broader assessment of the



TEA policy response which would consider both the profes-
sional and political‘feaéures of the design.

One of the positive professional outcomes that
supporters of the TEA program hoped would ensue was the
strengﬁhening and expansion of the indigenous teaching
force in East Africa. The argument ran that onlfvwith
the supply of TEA teachers could the expansion of thé&~
secondary school output take place which, in turn; would
permit additional numbers of secondary school graduages to
enter teacher training institutions. While the intention
may have been reasonable, the evidence suggests that the
TEA program did not have this beneficial effect on
teacher»fraining output, at least during the early
years of the program. During the first three year plan
period (1961-64) the number of students entering Teacher
Training Colleges for the first time in Tanganyika in-
creased from 939 to 1,150, an increase of 22%.1 This
was the lowest percentage increase of any sector of the

educational system ower that timé period. During the

;A.,C. Mwingira and Simon Pratt, The Process of

Educational Planning (Paris: UNESCO; International
Institute for Educational Planning, 1967), p. 64.
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same period, the number of East African graduates from the
Diploma in Education course at Makerere increased from
150 18.1 ;

* This lack-of siiccess in training local secondary
school teachers during the years of the TEA program has
been reported to have caused the donors, Great Brit;in
and America, to feel, "that their great effort under pro-
grams like the Teachers for East Africa scheme has, to
séme extent, actually encouraged inaction on the paré of
African countries.2 Karl Bigelow, one of the architects
of the TEA program, recognized this danger when he
stated, "The easier the terms on which such teachers are
provided the less African governments, harassed by their
problems of limited resources, will be disposed to step
up the producﬁion and employment of their own teachers."3

It is difficult (perhaps impossible) to document what

effect -the supply of TEA teachers had upon the

1"Report of the Conference on Teacher Education

. for East-Africa, University-Gellege, Nairobi, Kenya,

‘April 5-7, 1965," Nairobi, Kenya, 1965, p. 31.
(Mlmeographed )

2W1111ams,'Aid in Uganda, p. 78.
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Massachusetts: ‘Harvard University Press, 1965), p. 72.



establishment of developmental priorities by &anganyikan

officials as they may have affected the training of local

secondary teachers. It appears, however, that the provi-
sion of TEA teacher assistance did not result in any im-
mediate and substantial increase in the number of loial
secondary teachers ﬁrained. It should be noted that sub-
stantial growth in enrollment in Tanganyikan teacher
training institutions came only after 1964, the last
year TEA teachers from America were provided. The ’
original TEA design may have been faulty in not linking

the continued supply of TEA teachers to some index of

effort by the recipient country to train its own teachers.

8o

Some critics of the TEA program have objected to its

two year tour as being too short for productive contribu-
tion. One writer, referring to Tanganyika, voiced the

following objection:

Moreover, the tendency to appoint such
staff’on short term contracts may have
serious disadvantages from an educational
point of viey. In Tanganyika, for example,
it is expected~that_the annual turnover

of staff may rise to 50% or more and it is
‘hardly conceivable that any secondary
.school can be successful in setting high
standards of learning, integrity, and
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responsibility when such a high éropor-

tion of the staff serve on a temporary

basis.
It is undoubtedly true, as one commentator has noted,
that the first year og the expatriate teacher's tour is
largely devoted to acquiring an understanding of the_host
country and its educational system leaving only the second
year of the tour for any meaningful contribution.2
E. B. Castle, in discussing the limited productivity of
the two year contract teacher, rightly pointé up the a;di#
tional problems American teachers faced in the East
African school context. Such features as the less
democratic and more authoritarian atmosphere of East
African schools, the strong and sometimes inflexible
control of the headmaster, the English based syllabus
and examination system and even the use of American English
as opposed to British English as an oral teaching medium

presented greater obstacles for American contract teachers

to overcome than their British two year counterparts.

1Adrian Moyes, Volunteers in Development (London:

Overseas Development Institute, 1966), p. 36.
2

Castle, Growing Up In East Africa, p. 168.




A corollary criticism of the two yeat contract
feature of the TEA program is the alleged negative
impact of inexperienced teachers on the exam performance
of Tanganyikan pupilé. E. B. Castle, quoting Elspeth
Huxley, has stated, "staying put and getting resulﬁs are
two sides of the same coin."1 This reservation suggests
the handicap American TEA téachers experienced in struc-
turing their teaching for the demands of the unfamiliar
Cambridge School Certificate Ex;m within the two yea£
contract period. In fairness to the original designers
of the TEA program it should be noted that the possible
difficulties that Amerlcan TEA teachers might experience
in orientating their teaching to a single exam given at
the end of the secondary cycle were foreseen. American
TEA teachers underwent a very thorough orientation in
America and in Africa (Wave I, Group C, evén spent a
month in Great Britain) to thé syllabus, texts and
methods appropriate for prepariﬂg students for the
Cambridge School Certi}icate>§§am:a Undoubtedly some

American teachers found the rigidity and restrictions of

1Castle, Growing Up.in East Africa, p. 121.
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an exam-orientated secondary school syllabus confining.
But to prove that Américan TEA teachers were less suc-
cessful than their British counterparts in preparing
Tanganyikan pupils for the Cambridge School Certificate
Exam requires more empirigél data than is now available.

A preliminary examination of Tanganyikan S;hool
Certificate results both before and after the arrival
‘ of American TEA teachers does not give initial support
to charges that American tegchers were unable to preﬁare
their pupils for this exam. School Certificate exam
results for the year 1958-1966 are reproduced in Table 10.
a When one éxamines the percentage of pupils sitting
the exam who received éither a Division I, II, or III pass
for the years 1958-66, he sees a marked deterioration from
1958 to 1962 with a leveling off around the 50% mark for
the remaining years except for 1964 when fesults dipped
sharply to 42%. The height of the American TEA presence
was_reéched in 1963 and school certificate results for
that year do not sho@\agi_mssked¢deterioration. However,
this investigdtor has heard Tarnganyikan Ministry of

Education officials point to the disastrous 1964 results

as reflecting the cumulative effect of the American TEA
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TABLE 10
TANGANYIKAN CAMBRIDGE SCHOOL CERTIFICATE EXAM RESULTS
1958-19662
Total Percentage of Those
Total Candidates Sitting
Year Candidates Receiving Receiving
Sitting Div. I, II, 1, II, and III
and III Pass Pass
1958 681 478 70.2
1959 954 560 58.7
1960 1,359 832 61.2 -
1961 1,605 859 53.5
1962 1,950 1,006 51.6
1963 2,839 1,472 51.8
1964 3,630 1,525 : 42.0
1965 4,505 2,295 50.9
1966 4,760 2,455 51.6

8United Republic of Tanzania, Ministry of Education,
Annual Summary of Ministry of Education, 1966 (Dar-Es-
Salaam, Government Printer, 1966), p. 73. In 1964, the
Ministry of Education in its Annual Summaries began report-
ing pupils who received -a General Certificate of Education
(G.C.E.) as part of the total number "passing" the
Cambridge School Certificate Exam. (The G.C.E. is a less
rigorous standard that does not demand a pass in English.)
The result was that since 1964, the official Ministry
_statements on Cambridge School Certificate Exam results
are not comparable to previous years. In the above table,
the results for the years_1964-66 have been adjusted to
" agree with the earlier éﬁzgrgfféeporting used prior to
1964 and thus the percentage pass figures in the above
table for those years would not agree with some official
Ministry reports. As one can easily see, in 1964, the
percentage of candidates who received either a Division I,
II1, and III Pass dropped significantly and it was probably
this fact that persuaded the Ministry to change its re-
-« porting form.
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sults in 1965 returned to 51% pass when substantiél
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presence. They argue that 1964 was the first year in
which it was theoréticélly possible for the exam taker
to have had an American teacher in one subject for the
full four years of secondary school. They conclude that
it took three years, i.e. fromvl961-64, for exam results
to reflect the weaknesses of American teachers in t;ach-
ing for the Cambridge exam.

Such a charge, and it is a serious one, cannot be:
rebutted until an extensive analyéis is done compati&g
the exam results of pupils in 1964 who were taught by
American teachers with the results of pupils who were

taught by either African.or British teachers. Such a

study would have to be expanded to explain why exam re-

numbers of American teachers (now Peace Corps) were
s;ill operating in the Tanganyikan secondar& schools,
Perhaps a more likely explanation for the 1964
exam detérioratiqn is found in a study made by Mwingira
and Pratt. They repurf\thg;\ig/l9g4 one post in six
at ‘the secondary level was vacant, and conclude, "There,

must, therefore, have been considerable difficulty in




-
T e

‘ Planning p. 77.

the schools during the latter part of 1964.”1 The criti-
cal state of the secondary school establish@ent in late
1964 may be a better guide for explaining the poor exam
performance in that y;ar than any hypothesis linking
that exam performance to the cumulative presence of
American TEA teachers.

In conclusion, there has been no systematic at-
tempt to evaluate the broad professional impact of the
TEA program on Tanganyikan secondary schools. Until éhe
time when some empirically respectable study of this
kind is made, we will have to be satisfied with claims
and counterclaims often based on the personal prejudices
of the claimant. It ;ould appear likely that the parti-
cipation of some 200 American teachers in a relatively
small secondary system would have some measurable effects
but what those effects were still awaits definition.

Turning now from the professional to the more po-

litical features of the TEA program, one discovers a

: comfortlng absence of QBTIttcal/artacks upon the original

TEA de51gn. It is 11kely that the politlcal acceptability

of the TEA program was due to amicable and close prior

1Mw:.ngira and Pract The Process of Educational
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consultations between the participating gove;nments which
in turn led to incorporating mutually beneficial safe-
guards into t he original scheme.

Perhaps the mogt important feature of the TEA
scheme which encouraged éolitical acceptability by the
recipient governments was the contractual terms under which
the TEA participants served. In almost every respect the
TEA teacher was an employee of the recipient nation and
served under the same conditions and regulations as his
African counterpart. Such an arraegement had several
beneficial political effects. Unlike its successor, the
American Peace Corps, the TEA program did unot require a
large comnspicuous in-country administrative and support
organization. At no time did the Kampala based TEA ad-
ministrative office require more than two full time ad-
ministrators for all TEA teachers, British and American,
serving in the three countries. But more importaet than

African sensitivities to a highly visible administrative

\
bureaucracy was the freedbm—and,authority each employing

.Ministry had over the posting and supervision of the TEA

‘teacher. Such administrative flexibility was welcomed

by the East'African governments,
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African). Some 68% of.all such teachers-ppsted to

But the ability of the Ministry of Education
to post TEA teachers aléo had imporéght political conse-
quences. In a developing educational system the scarcest
resource is trained m;npower and the power to allocate
that resource has political ramifications. A minisgerial
decision (perhaps based upon political considerations) to
support a particular kind of school or a group of schools
within a particular region is greatly strengthened by its
ability to either withhold or extend staffing assistaﬁce.
The guaranteed supply of a certain number of graduate
teachers by TEA allowed the Tanganyikan Ministry of
Education a freer ﬁand inm allocating teachers to support
political-educational priorities as stated in the Three
Year Developmgnt Plan.

Table 1l,which compares data regarding the posting
of Tgﬁ and Peace Corps teachers with types éf Tanzanian
secondary schools, discloses the interesting fact that a
disproportionate number of TEA and Peace Corps teachers
were posted to governmékb\boa:g;ng‘échools (traditionally
b
Tanganyikan sécondary schools from l96i-65 were assigned

tq_gbvernmént boarding schools which comprised 247 of all

88




TABLE 11

I3

89

COMPARISON OF POSTING DATA WITH TYPE AND SIZE OF -
SECONDARY SCHOOL2

TEA ;nd Percentage] Number of |Percentage
Peace Corps| of Total | Operating| of Total
Teachers . TEA and Streams {Operating
Type of School Posted Peace Corps Streams
1961- Teachers 1965 1965
1965 Posted [forms I-IV|Forms I-IV
Government
Boarding 231 67.7 152 23.8
Day 53 15.5 130 20.3
Total Gov't. 284 83.3 282 44,1
Voluntary Agency]
Catholic Board- :
ing 33 9.7 111 17.4
; Protestant
AN Boarding 24 7.0 88 13.7
Others :
Boarding 0. 0.0 7 1.0
v Day 0 0.0 111 17.4
Total. Volun-
o _ tary Agency 57 16.7 317 49.6
‘ ’ Non-Aided
ég i Total Non-Aided 0 0.0 40 6.3
o Grand Total 341 100.0 639 100.0

aPosting Data take

from published listings from TEA

administrative office, Kampaia, Eéanda, for first four waves
"of TEA teachers and from Peace Corps records for first wave
of .Peace Corps Secondary school teachers for Tanzania.
"Type of school" data taken from datz of Ministry of Educa-
tion entitled, "List of Tanzanian Secondary Schools-1965,"
- Ministry of Education, EDS10/127, Dar-Es-Salaam, 1964.

_(Mimeographed.)




operative streams in 1965. Voluntary Agency s;hools which
maintained about 507 of all operative streams received
only 16% of the contract teachers. No TEA or Peace Corps
teacher was posted to a-Voluntary Agency day school
(traditionally Asian) even though that type of school con-
tained 17% of Tanganyika's operating secondary streams,
The fact that TEA and Peace Corps teachers were
concentrated in certain kinds of Tanzanian secondary
schools is understandable when one realizes one majo;
emphasis under the first Three Year Development Plan was
to be the expansion of rural secondafy boarding schools
which traditionally catered to African pupils (see Chapter
I1T). Thus, the posting patterns of TEA and Peace Corps
secondary teachers reveals how the Ministry was able to
allocate its scarcest resource,_trained manpower, to
achieve one of the political-educational aimé of its
development plan. Conversely, the donor governments

by supplying such contract teachers 8331sted the Tangan-

'ylkan government in fulfilfiﬁg’its/polltlcal—educational

objectives.
Another politically attractive feature of the TEA

program from the recipient's ﬁoint of view was the

30
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assurance that no untrained teacher would begin teaching
without first completing the Diploma in Education course
at the Institute of Educ§tion at: Makerere College. This
was also a wise step from the Amefican point of view
since it removed the potentially embarrassing political
issue that can arise if the recipient nation objects to
the quality of personnel sent by the donoxr nation.l It
was a particularly astute move since at the time of the
inception of the TEA scheme much of the East African4-
educational establishment was in the hands of British
expatriates or British trained Africans, both of whom‘
may have had suspicions about the quality of American
teacher training institutions. By giving the recipient
ministries of education the assurance that untrained
American teachers would obtain a Diploma from an African
Institute of Education thg potential issue of dumping
unqualified teachers never arose.

Finally, mention should be madg‘of an important
political feature of all_in;ernat%dﬁal progFéms of
technical assistance--that being the repercussioné of a

sudden termination of the program by one of the parties.

+. lSuch an issue did.actually arise when the first

'contlngant of American Upper Primary Peace Corps Teachers

arrived in Tanzania.
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Unfortunately, this occurred when the American government
in 1964 unilaterally decided to end its secondary teacher
supply through the AID-TEA arrangement and substitute the
American Peace Corps as the supplying agency. One of
the few published accounts of this decision states the
following:
The decision of the U.S. government to
pull out of TEA and to use the Peace Corps
instead came as a shock to both the -
British and the East African governments,-
and was not popular with either. . . . The
American decision is a most unhappy ending
to one of the few promising genuinely co-
operative ventures between two major donors
in the foreign aid field.
The reasons for this decision, generally attributed
to inter-agency rivalry between AID and the Peace Corps,
do not lie within the concern of this study. But the

potential political repercussions on the recipient na-

tion must be menticned.. The withdrawal of an important

. supply of expatriate secondary teachers could have pro-

duced a politically serious situation for Tanganyika if

the American Peace Corps\ﬁad—nngassumed the responsibility

. for continuing the supplngf American teachers., Secondary

o

Wil1iams, Aid in Uganda, p. 112.
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education expansion plaﬁs would undoubtedly have been cur-
tailed and, more importéntly, fhe.expectations of some
pupils already in secondary school would have been
threatened by such a sudden unilateral cessation of ex-
pétriate secondary teachers.r Both of these contingencies
would have been politically embarrassing to the Tang;nyikan.
government.

The lesson of the unilateral withdrawal of the
American government from the TEA program points up once
again the necessity of incorporating into any analysis of
an international program of teacher assistance the domestic
political situation‘in both the donor and recipient govern-
ments. The vagaries of International Education are in-
creased when a scheme such as the Teachers for East
Africa prpgraﬁ, highly regarded both politically and pro-
fessionally by the recipient nation, is suddenly terminated
as ;‘result of what appears to be a bureaucratic power

struggle within the government of the donor hation.
\\\~7;f;é/ -
Post TEA "Developments

Although this chapter has concentrated on the TEA

program, a successful policy response that had its
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inception during the transitional years ahd flourished in
the early years of iﬁdependence, some mention should be
made of more recent developments in the international
staffing of Tanganiikan secondary schools.

The heavy reliance by Tanganyika and her East
African neighbors upon the two year contract teacher pro-
vided in such schemes as the Teacher for East Africa
program in the early 1960's marked a turning point in
those territories traditional reliance upon the caréér
iexpa;riate education officer. As E. B. Castle has
written: "The era of the career education officer is
past . . ..whoseuofficers, it would seem, were posted
less to cater for the needs of particular schools than
to ﬁreserve the smooth routine of promotion by séniority."1
Caskle goes:on to argue that with the advent of large .
numbers of two year contract office;s beiﬁg recruited
from abroad, aﬁd placed within a general pool of avail-
able st;ff which can Be posted and transferred at the
government's wishes, E°QEEEEEE¥: tradition and staﬁility

of secondary schools siiffered.

1Castle, Growing Up in East Africa, p. 121.
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But with the phasing out of the Ameridan contribution
to the Teachers for'Easﬁ Africa scheme a new kind of inter-
- national staffing assistance pattern in Tanganyika began
to gain headway. This was the increased role of two
year (or even one year) international volunteer teachers,
characterized by the American Peace Corps and its in;er—
national counterparts. In 1964, the Ministry of Education
stgted that its teaching establishment included 361
volunteers1 and by 1965, 549 volunteers (not all of éhem
teachers) were working in Tanzania.2 Of that number,

400 were American Peace Corps volunteers with additional
complements averagiﬁg 40 from Great Britain, West Germany,
Canada, and Denmark. Of the total American Peace Corps
Volunteers, 210 were upper'primary school teachers and. 74
were secondary school teachers. The Tanzanian example of
increasing reliance upon volunteers was not ﬁnique for as
a very useful study of the volunteer movement reports,
by 1965, éome 7,000 volunteers were working in Africa.3
1Un:Lted Republlc\;g\ag;ﬁﬁ;nla, Ministry of Educa-

tion, Annual Summary of the Ministry of Education, 1964
(Dar-Es-Salaam: 1967), pp. 24-25.

2Adrian Moyes, Volunteers in Development, p. 122.

31bid., p. 41.

—
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The reasons for the shift in Tanzanian reliance
upon the more experiencéd two year contract teache¥ (such
as the TEA teacher) to the less experienced volunteer have
not been fully explained. Cost to the host government
was probably a factor, bﬁt as Peter Williams reports,
using Ugandan data, the cost difference between the ;on-
tract and volunteer expatriate teacher is only about
£§50 per annum,l Perhaps multi-national volunteers,
younger than most contract teachefs, were Seen as le;s
politically threatening by recipient govermments. However,
Tanzania in 1968/69, for what appears to be mainly polit-
ical reasons, terminated its use of American Peace Corps
teachers,

| No doubt one important factor for greater reliance
upon international volunteer teachers was the superior
recruiting success of supplying agencies in the donor
countries for this younger, less professionally settled
individuai. In other words, the supply of such teachers
and not the demand for Ehem_ggz/bavé been the'reéson why

Tanzania was forced to place greater reliance upon

11ians, Aid in Uganda, p. 111,
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international volunteer teachers to meet its secondary

school staffing needs.

Summary and Conclusions

This chapter has explored an educational problem
that became evident to Tanganyikan leaders in the years
prior to independence--the problem of staffing the expand-
ing secondary sector of its educational system after
independence, and the policy responses made to that ’
problem. The staffing problem at the secondary level
in Tanganyika was chosen for close examination since the
staffing problem appea}ed most acute at that level.

It was seen that as iﬁdependence drew near, Tanganyikan
educators began participating in international confer-
ences which not only documented the extent of the
secondary staffing problem facing new African ﬁations
but in the case of the 1960 Princeton Conference, led to
an effective.policy response, the Teachers for East
Africa program. The proviéiqg_gﬁ\}argé numbers of ex-

patriate contract teachers under the TEA scheme not only

‘helped solve Tanganyika's secondary school staffing prob-

lem in the early years of independence, but also permitted
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the faster expansion of certain kinds of secoédary schools
that had high political-educational priority. This chapter
concluded by suggesting some reasons for the success of

the TEA program and soﬁ; of the possible reasons for the
gradual shift to Tanganyikan reliance upon volunteer X
teachers from many countries.

Looking back on the years 1960-61, one is impressed
with the fortuitous occurrence of Tanganyika receiving its
independence in that period. For.up to that time, tﬂére
had not been (and perhaps will not be again) such a
responsive and extensive international commitment to the
educational staffing needs of African countries. By

becoming independent in late 1961, Tanganyika was the

beneficiary of much of that enlightened international

educational commitment to African education. One example

of that era's enlightened international commitment to
African education, the Anglo-American Teachers for East
Africa program, some observers believe, prevented a col-
lapse of secondary educaéibn-iﬁ\ganz;ﬁia, Kenya, and -
Uéanda in the early 19607;: ‘

Those of us who were participants in that period

of pgrtnerShip look back with some mostalgia om a time
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relatively free of politicaliconsiderations.’ However,

as Tanzania first decre&sed the two year contract teach-
ers (mostly British and American) and later her interna-
tional volunteer teacher contingent, one might suspect
that political factors played an increasing role in
Tanzania's reliance upon expatriate teaching assista;ce.
Admittedly, as Tanzanian teacher training institutions,
first primary and then secondary training colleges, began
increasing output there was some reduced 'need" for iérge
numbers of expatriate teachers. What appears to have been
more important than any demonstrable reduction in ﬁneed"
on purely professioﬁal grounds in Tanzania's reliance on
expatriate teachers was increasing political sensitivity
to large numbers of foreigners instructing Tanzanian youth.
As subéequent.chapters show, Tanzanian efforts to re-
define Tanzanian socialism in terms of self-reliance no
doubt had implications for any continuing large scale re-
liance on'non-Tanzanian teachers. Here again, the post-
independence Tanzanian f8<gg§133;ioﬁ of her "need" for
expatriate teacher assistance demonstrates the close inter-

action between a country's domestic and foreign policy.
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PART II.

THE INTEGRATION OF EDUCATIONAL AND
DEVELOPMENT PLANNING

(1961-1966)
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. CHAPTER ITI

EDUCATIONAL DEVELOPMENT UNDER THE FIRST.THREE

YEAR DEVELOPMENT PLAN

Tanganyikan Educational Planning Before 1961

As has already been pointed out, the date of inde-
pendence is not a magic watershed in which everything new
begins and everything old ceases. This is true of educa-
tional planning in Tanzania, for early efforts to plan
educational development-in, Tanganyika had occurred some
time before 1961. .

Shortly after the cessation of World War II when
Tanganyika became a U.N. Trust Territory under the super-

vision of the United Kingdom;l it became evident that if

V'there»was to be an orderly advancement of Tanganyikans

into the executive and legislative roles of governance

(as required by the trust ob&iﬁffigi/assumed by Great

lAn excellent source of the trusteeship period in

iTanganylka s history is B: T. ;. Chidzero, Tanganyika and

International Trusteeshlp (London. Oxford University

‘Press, 1961).

101



102

Britain) there also must be a considerable exparfsion of
the educational system. So, in 1946, the Tanganyikan

Government issued a Ten Year Plan for the Develqpment of

African Education which stressed expansion of primary

education (the goal was 36% of the appropriate age group
enrolled by 1956), less but still considerable expansion
at the middle school level and even less at the secondary
and post secondary levels. (Specific features of this
plan will be examined later as they related to plannéﬁ

changes under the Development Plan for Tanganyika, 1961/62-

1963/64.) Estimated new annual revenue outlays required

for the Ten Year Plan for the Development of African

Education ran in the neighborhood of £500,000 for both
capital costs and recurrent charges.

In 1950, the Ten Year Plan for the Development of

African Education was revised, raising both the annual

capital and recurrent expenditure targets to £1.4 million,
with new and increased emphasis on girls' education,
teacher training and techniéal\gdgsétidh. At the same
time, a temporary halt was called to the expénsion of

middle level education {Standards V-VI) to allow the

‘growth of village schools (Standards I-IV) to catch up.
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As the end of the ten year plan period ;eared,
studies were undertaken to prepare the way for a new plan
period of educational development covering the years 1957~
1961 (later extended toll963 for financial reasons).

These studies were incorporated as official policy of

the government in two sessional papers; Draft Five Year

Plan for African Education (Sessional Paper No. 5 of 1956)

and the Riddy and Tait Report on Development of Non-African

Education (Sessional Paper No. 6 of 1956). In the Draft

Five Year Plan for African Education, emphasis was placed

on middle school expapsion and redirection of its curri-
culum ﬁo the likely vocational future needs of its gradu-
ates, i.e, agriculture and simple handicrafts. It was
hoped that by the end of the five year plan period (1961)
a higher percentage of those completing each Level of
education would proceed to the next higher level so that
30% of the boys completing primary education would con-
tinue to middle level, and that 20% of middle school
leavers would proceed to ;Ehondary/scLool.

Apart from the sub;;éntivé content 6f these ex-
amples of Tangaﬁyikan educational planning before inde-

pendence, six generalizations can be made regarding them.




The first is obvious--Tanganyikan Africans were’not pri-
marily responsible for their preparation. Instead,

these plans were usually prepared by expatriate civil
servants working in Tangényika with the occasional ad

hoc assistance of other international educational experts.
Second, the pre-independence educational plans were not
conceived with imminent independence as a basic planning
assumption. The year 1958 saw the first election of
Africans to the Legislaéive Council, and not until 1960
did "responsible government"” by Tanganyikan Africans come

into being. Thus, both the Ten Year Plan for the Develop-

ment of African Education and the Draft Five Year Plan

for African Education were formulated free of the com-
pelling pressures imminent independence creates for

educational planners--pressures which tend to give pri-

ority to the expansion of secondary and post-secondary

institutions. Third, the pre-independent educational

plans were not integrated with any overall developmental

1ok

effort of the government. \Hnlikg\ghe ;ubsequent Tanganyika

Five Year Plan for Sdcial and Economic Deveiqpment, 1964/65~

1968/69, pre-independence plans were not conceived as part

. of a total national development effort, integrating the
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developmental effort of all government ministries over a

comparable period of years. Instead, such plans were
concerned only with edugation. Fourth, the pre-
independence plans did not establish priorities among
several desirable planned objectives. All plan objec--
tives theoretically were of equal worth. Fifth, while
overall capital and recurrent cost estimates were made
for the successful implementation of the plans, various
subparts or plan projects were nof individually cost;d.
Thus, from the plans themselves, it is impossible to
know what relationship existed between the cost of a
planned recommendation to increase Standards V-VI en-
rollment by 30% and another plan recommendation to
increase Standards IX-X enrollment by 25%. Sixth, the
staffing implications of the plan's recommendations were
not spelled out in detail, For example, if the plan
called for a certain pefcentage increase in the teacher
training college output of Grade II teachers, the plan
neglected to mention the sEaffingf{mplicat%ons'for the
colleges of such increased Feacher training college’

output,

105




106

In short, the tendency of educational plaﬁners in
Tanganyika before indepehdence was to propose to the
government broad policy directions for educational de~
velopment accompanied by éough costing estimates. Such
plans were often hortatory in nature, very descriptive
and without explicit formulation of integrated terri-
torial development goals as the basis for their recom-
mendations. This in no way suggests that the substantive
recommendations of the plans were either ill-conceivéﬁ
or unimplemented. (Actually, as far as the Ten Year

Plan for the Development of African Education was concerned,

plan "targets" were substantially met.) It only means
that pre-independence educational plans in Tanzania were
less specific and comprehensive than the educational

plans that were to characterize the post-independence

. record.

The Inherited Structure of Education
at Independence

Whatever the limitations characterizing pre-

independence educational planning in Tanganyika, it is

obvious that the implementation of such plans had created
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" an educational structure by 1961.. This structure,;in-
herited by Tanganyikans, was a constraint upon the free-
dom of educational planners at independence to devise a
new structure more appropri;té to the overall educational
demands of independent status. Before one can adequately
appreciate what structural modifications independent
Tanganyikans made to their educational system, it is
necessary to survey briefly the main characteristics of
~ the inherited structure. | i
It is difficult to describe the inherited edﬁca-
tional structure operative in 1960-61, for in essence
there were several different educational structures cor-
"~ responding to the different racial systems of education.
Each racial system had its own classification of stages
with differing exit points and varying appropriatg ages

*for enrollment in each stage., Table 12 illustrates the

TN .
= ‘\iég: structural complexity of the pre-integration system.

The main structural difference existed between
the three stage African syste;\and—thg/tw; stage European,
'Indian, and the Other Non—Nati;é (inéluding Goén)‘systems
(not shown). 1In tufn, this difference resulted in an

African pre-secondary cycle of eight years as opposed to
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a six year pre-secondary cycle in the non-African systems.
The longer pre-secondary stage in the African system

stemmed historically from the 1950 Scheme for Revision

of the Ten Year Plan fortthe Development of African Edu-

cation which lengthened the primary cycle to eight years

to insure better employment preparation for African
children not proceeding to the secondary stage.

As one might expect from the structural differ-
ences in the several racial systems, there were also
marked differences in the slope of the educational pyra-
mids in each system. The sharpest slope occurred in the
African system, reflec£ing mere than anything else the
much broader intake base at Primary Standard I.1 Histor-

ical reasons also played a part. The Ten Year Plan for

the Development of African Education (1946-56) had

. stressed education for literacy, a policy which in turn

'spurred government efforts to cteate a broad base of at

least four years of primary education for African child-

ren. While the Draft Five Year Rlan for African Education

llﬁ 1960, there were 414 European children enrolled
in Standard I, 243 Other Non-native (including Goan),
2,996 Indian, and 114,356 Africans.
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(1957-61) had called for substantial expansion of the
four year middle level sectér, actual growth of middle
level schooling had lagged so that only about 25% of
primary school leavers préceeded on to middle school
(Standard 5) in 1960.

Thus, as a result of historical decisions made
by colonial administrators, planners in 1960 found an - -
African system of education which,while enrolling some
56% of the appropriate age group in Primary Standards-I
and II, had narrowed itself to 6% in Standards VII.and
VIII and to one-half of one percent of the appropriate
age group at the secondﬁry level.l Perhaps in attempting
to describe the shape or slope of the African educational
system of 1960-61 a more accurate image than a pyramid
would be an icebe¥g, one with sharp and distinct levels,
‘These levels were caused by éeveral exit points.in the
iyétem, each ;arked wifh a selective exam designed to

reduce sharply the number of pupils proceeding to the

" next higher level or standa>d\afaghg;e&hcational system,

1United Nations Educational, Scientific and Cul-
tural Organization, Report of UNESCO Educational Planning
Mission for Tanganyika, June to October, 1962 (Paris:

UNESCO, 19563), p. 15. (Mimeographed.)




111
- Table 13 shows the effect of these exams and exit pdints
| on the African educational system.
) TABLE 13
NUMBER OF AFRICAN STUDENTS ENROLLED IN EACH STANDARD
FOR EACH 1,000 STUDENTS ENTERING STANDARD I,
19602
. Enrollment as Percentage] Enrollment
© Standard . of Previous (Using a Base
: Standard - Figure of 1,000)
1 - ‘ 1,000
2 91 910
3 93 © 846
4 © 97 820
; --=-E X A M--=-
: 5 18 219
- P 6 92 196
7 85 166
8 96 160
N ee-E X A M----
9 25 40
Lol 10 99 40
b . . -=--E X A M-e~-
: # ., 11 .~ 35 13
IO 2 12 : . 100 13 -
\ - " =c<-E X A M--a-
13 -35 5
14 91 " 4
: ~==-E X A M®wu—_

3Arthur J. Lewis, "The Shortage of Teachers in
East Africa: The Causes,-Extent and Plans for Allevia-
tion" (paper presented at Conference on the Supply and
Training of Teachers for the Secondary Schools of East
. #Africa, Entebbe Uganda, January 21-23, 1963), p. 6.
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Table 13 graphically illustrates the sharp’ but
jagged slope of the African éducational pyramid in 1960
due to large egress of pupils at the end of Standards 4, 8,
10, and 12. The fact that of a base figure of 1,000
pupils enrolled in Standard I only 4 were enrolled in ,
the last year of the secondary cycle points up the tardi-
ness by which colonial administrators had attacked African
post-primary education in Tanganyika up to independence.

The substantial difference in the number of i
pupils enrolled in Standard I and Standard XI1I has
sometimes been referred to as the excessive attrition or
wastage rate which chargcterized pre-independent
Tanganyikan education for Africans.l Oné must be careful

in using these terms since they often have a loaded or

pejorative meaning. It is not fair to criticize pupils

‘who "drop-out" along the way, if in fact there are

lFor a better understanding of the controversy sur-
rounding wastage in Tanganylka schools during the period
under discussion see John Cameron's article, "Wastage iu
Tanganyika with ‘Special Ref::EHEE"te/Primary Schools,’
Teacher Education, VI (November, 1965), 103-114, and
Sidney Collin's contribution entitled, "The Social and
Economic Causes of Wastage in Schools and Other institu-
tions- in Tanzania," Teacher Education, V (May, 1964),
44-50, : ,
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insufficient places at the next higher stage for their
promotion. Such wastage could be called forced or struc-
tural attrition since the lack of places at the next
higher stage itself causes pupils to "drop-out." An
example of forced attrition is the sharp drop in the en-
rollment of African pupils from Standard IV to Standard
V, the first year of the next higher Middle School stage.
AThe other kind of wastage occurs when pupils for
a variety of reasons fail to advance in the system even
when sufficient classrooms exist at the next highest
standard. Obviously, Lhere was this type of wastage
also, although there is some concroversy as to the extent
of it, Of the 107,261 African pupils enrolled in Standard
I in 1958, 93,978 were still enrolled in Standard IV in
1561, indicating an'attrition rate of 12% over four years.
?his is not a devastating attrition rate by African
standards for the first four years of primary schooling.
To comélete this brief survey of the inherited
strucfure‘of Tanganyikan eéuéatigg\gsptién should be made
of twb trade schools for Africans (Ifunda and Moshi), a
Technical Institute at Dar~Es-Salaam and the K.N.C.U.

College of Commerce in Moshi, all open to students of

~_lIncludes repeaters.

I
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all races. In November, 1960, the total of full’ and part

time African students at these institutions numbered 1,627.

In addition, some 450 African students attended vocational

schools operated by volunéary agencies. At the teacher
training level in 1960 the Government operated five-
centers for African trainees and one for Indian trainees.,
However, Voluntary Agencies operated some 25 teacher
training institutions for Africans giving a total African
enrollment at the teacher training level of 1,441.2

This thén was the extent of the inherited educa-
tional éystem. Tanganyikans who desired higher education
had to go outside the térritory to institutions in
neighboring Uganda and Kenya or abroad.r Betty George,
in her excellent study of Tanganyikan education in the

years prior to independence, reported that arcund 200

Tanganyikan African students were enrolled in East

African institutions of higher learning and zbout 200

more were enrolled in foreign universities and

1Tanganyika, Ministry-of Education, Annual Summary

of the Ministry of Education, 1960 (Dar-Es-Salaam:
Government Printer, 1961), p. ii.

21pig. -
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colleges.l

The Development Plan for Tanganyika
1961/62—1963/64--An Overview .

During the summer of 1959, a nine member commission

organized by the International Bank for Reconstruction and

Development visited Tanganyika at the request of the
Governments of Tanganyika and the United Kingdom to study

- the productive sectors of the Tanganyika economy and to

make recommendations regarding Tanganyika's future social

and economic development. While the commission did not

include any educators, the final report of the commission,

~ The Economic Development of Tanganyika did contain a
chapter on education along wiﬁh some recommendations fe-
v garding the future development of education in the terri-
. .
‘ E .‘tory.z »
‘<%§i' * The impbrtance of the World Bank study is the key

role it played in the formulation of the first three year
\\\~——\\,/

Betty George, Education for Africans, pp. 73-74.

1

2International Bank for Reconstruction-and Develop-
ment;, The Economic Development of Tanganyika (Baltlmore.
Johns Hopklns Press, 1961), pp.- 301-321.
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development plan for Tanganyika covering the years 1961/62-
1963/64. This heavy reliance upén the World Bank study is
écknowledged in the plan itself, "The broad framework of
development expenditures recommended by the World Bank
Mission has been accepted by the govérnment and forms, in
fact, the backbone of the present plan."1

The general thrust of both the World Bank Mission

study and the Three Year Development Plan was the strength-

.ening of the existent agricultural and livestock industries

(the main revenue producing activities of the territory)
and the supporting economic infrastructure required

if these primary economié'actiyities of the territery
were to flourish. Thus, Ministries responsible for
water development, irrigation and tragsportation re-
ceived large allocations of development funds. Develop-
meﬁt of roads, particularly sécondary feeder roads
ﬁeces;ary for getting agricuitural producé to markets,
also received a high development priority. The actua1>

pod

allocation of development funds under the Development

1Tanganyika; Development. Plan for Tanganyika
1961/62-1963/64 (Dar-Es-Salaam: Government Printer, 1961),
p. 14, Hereafter this plan will be referred to as the Three

~Year Development: Plam.”
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Plan for Tanganyika 1961/62-1963/64 by ministry is .shown

in Table 14 and reflects the overall developmental targets

just enumerated. Over 507 of all development funds were

2

TABLE 14

ALLOCATION OF DEVELOPMENT PLAN FUNDS
1961/62-1963/6428

Percentage
Ministry Allocated of Total
Funds
) Funds
Education . . » . . . . . . .| £ 3,270,000 13.7
Prime Minister . . . . . . . 1,252,000 5.2
Agriculture . . . . . . . . .| 5,637,000 24.0
. 5;\ Communications, Power,
T " andWorks . . . .. . ... 6,900,000 28.8
Commerce and Industry . . . . 1,095,000 4.6
m .
) Local Government . . . . . . 1,244,000 5.2
1 " - 'Home Affairs . . . .. ... 2,180,000 9.1
i ) T A .
‘".(ﬁ ‘:éi; Health and Labor . . . . .. 954,000 4.0
. ) -
: Lands and Surveys . . . . . . 1:298,000 5.4
Total . . . . . « o . \E23:9304boo 100.0

- aTangan'y_ik'a,-neveloﬁment Pian for Tanganyika
.~ 1961/62-1963/64 (Dar-Es-Salaam: Government Printer, 1961),
p. 13, ' ) ‘




I el
118

-+ allocated to just two ministries, Agriculture and Cémmuni-
cations, Fower and Works, reflecting the planners intent

to establish a base for the future economic development

A

of the country.

Scholars from various disciplines tend to be

o

critical of the De&elopment Plan for Tanganyika, 1961/62-

1963/64. Some contend that the plan did not represent

any significant advance in the planning art in the

Tanganyikan context. In the plan's introduction, itg

framers state that the plan goes beyond the traditional

public capital expenditure program in the old sense. They

point to its incorporatioﬁ of statistical studies, the

- . 3. inclusion of the plan's recurrent budgetary costs and
manpower implications and the extensive role ministeriall

& coordination played in the plan's formulation.
P : : R
B Gilbert Rutman, an economist, feels that the Three

—~ -\:ggi‘ *Year Development Plan was essentially a capital budget
N

'

) plan in the traditional sense. He argues that its

planning ". . . did not involGé\thgxsgmpléte governmental
-administration of all phases of economic activity; nor
- did it even evolve the stating of specific growth rates

for the economy, or the attainment of target increases
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in production in certain sectors by certain datesil
Rutman's statement is correct in that while the
Three Year Development Plan demonstrated considerable
inter-ministry agreement om broad planning objectives it
still fell short of the planning art as it developed in
Tanzania after 1964.
Another scholar, Henry Bienen, attempting
to explain why so many of the Three Year
Development Plan targets were not fulfilled, attributes
such failure to the lack of African identification with
the plan's underlying economic philosophy. He writes,
It was its célonial origins which counted
against it. TANU leaders realized it
was no plan at all but merely the collec-
tion of development projects. It did not
commit the government to a full scale on-
slaught against poverty, it did not call
for structural changes in the economy and,
it did not question most of the basic as-
sumptions which had governed the colonial
government's economic policies.

This criticism no doubt has some validity but, as

the subsequent examination of edudational development

\—-—\

N
1Gilbert L. Rutman, The Economy of Tanga;yika
(New York: Praeger, 1968), p. 29,

2Henry Bienen, Tanzania: Party Transformation and

_Economic Development (Princeton, N.J.: Princeton Univer-

sity Press, 1967); p. 278.
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under the Three Year Development Plan will show, Tanganyi-
kan planners in 1960-61 at least were not insensitive to
African educational aspirations.

IS

Educational Problems Under the Three Year '
Development Plan

As the Ministry of Education officials began pre-
paring their draft three year educational development plan
in 1966 they faced at least threeleducational probleés,
all of which had structural implications. They were:

(1) How could the educational system be expanded to best
meet the rising educational aspirations of the majority
African race once independence was attained? (2) How
should the educational system bf restructured to insure

an adequate output‘of trained ngghnyikaﬁf to man the ad-
ministrative bureaucracy after independence? (3) How could
’internal iﬁefficiencies within the educational system be
reduced to insure the maximum use of scarce educational
resources?

The educational cpmpo;;;zuggfz;e Three Year Develop-
ment Plan embodied: their policy responses to these educa-

tional proﬁlems along with educationél policy decisions
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taken over the three year period as the problems became
clearer in all their ramifications. The remainder of
this chapter will discuss the government's policy re-

i

sponses to each of these problems,

Restructuring to Meet African Educational
Aspirations

Ministry of Education planners in 1960 operated
under the assumption that concurrent with independenée
racially segregated education in Tanganyika would
legally end. A single integrated educational system
presented a dilemma to .educational planners because with
integration there woﬁld be no identifiable African edu-
cational system which could be éingled out for preferen;
tial treatment. Some way had to be found whereby schools
continuing to cater to Africans after indepeﬁdence could
bé expanded faster than schools contiﬁuiﬁg to cater to
non-Africans.

The planning device c;iledfupgn‘té,solve the
dilemﬁa was to make distinéti;;.in tﬂe Three fear Develop-
ment Plan betﬁeén pian projegts directed towards the

expansion of rural échbols as opposed to urban schools.



122

7 —

Rural schools had traditionally catered to Africans, urban
schools to non-Africans. There was nothing underhanded
or sinister in tﬁis categori?ation, for as tbe plan it-
self admits, "The process of expansion of boarding

secondary schools in rural areas which even after a single-

- system of education has been introduced will continue to

serve almost entirely the African community . . ."1

Table 15 shows the functional allocation of the Ministry
of Education's development fundS»utilizing‘the new |
categorization of rural-urban schools.

Comparing the total funds set aside for priﬁary
and secondary level rural schooi expansion (£1,550,000)

against the total funds set aside for primary and secondary

urban school expansion (£442,000) we see the independent

government allocating pvér three times as much money to

schools in rural areas, areas traditionally occupied by

A

Africans, than to urban schools, schools traditionally oc-
cupied by non-Africans. In this indirect manner, the

independent govermment set out to red?éés former

. 1Ta’nganyika,,Development Plan for Tanganyika,
1961/62-1963/64 (Dar-Es Salaam: - Government Printer, 1961),

p. 81, B .
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MINISTRY OF EDUCATION EXPENDITURES?

CHARGED TO DEVELOFPMENT FUNDS,

1961/62-1963/64

- N

o

(\ ~Q§§: Higher Education

Project Capital Recurrent Total
Expenditures | Expenditures |Expenditures
Rural Secondary : '
Expansion . £ 992,000 L238,000 £1,230,000
Rural Primary
Expansion . . . 60,000 - 60,000
Urban Secondary
Expansion . . . 120,000 112,000 232,000
Urban Priméry .
Expansion . 190,000 - 190,000
iy Girl's Rural
Boarding Pri-
mary Expan-
sion . . . 260,000 - 260,000
Teacher Training
and Institute
* . of Education 128,000 - 128,000
850,000 - 850,000
Probation Ser-
vices . . . 28,000 - - 28,000
~——__
Library Services 27,000 .. - 27,000
Totals . | £2,920,000 £350,000 £3,27o,ooo

TanganV1ka Development Plan for Tanganyika, 1961/

62-1963/64 (Dar-Es Salaam

Government Printer,. 1961), p. 81.
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inequities in educational opportunity based on race by
directing development funds towards expansion of rural
schools which continued to serve Africans, even with an
integrated system of education.
This examination ef the functional allocation of
~ Ministry of Education development funds over the Three
Year Development Plan tends to coﬁnteractvany argument
that African interests were not a governing factor in
the plan's formulation. But what‘of the question of’
total government commitment to education under the Three
Year Development Plan? 1If it is assumed (probably
rightly) that an increased government commitment to
- education would work more to the advantage of the
Tanganyikan Africanfhanthe Tanganyikan non-African,
— did the Three Year Development Plan show any sizeable
N ‘increase in government commitment to education over the

) A
f* '\lggi pre-independence commitment?1 .Here the answer depends

lgince education is a Social service it is de-
———

fensible to argue that the main beneficiaries of in-
creased educational expenditur€ are the students them-
selves, Even though educational expenditure is not
entirely a consumption expenditure (economists differ
on the extent educational expenditure is an investment
expenditure) it is likely that Tanganyikan Africans -
would benefit more directly from increased government
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upon the base year utilized and the index of effo;t em-
ployed to compére the government's financial commitment
to education before and after independence.
Historically, in thetfive years prior to inde-
pendence (1955-60) total'annual government expenditure
(capital and recurrent) on e@ucation had ranged from a
low of £3,343,000 in 1955-56 to a high of £4,438,000
in 1958-59. Annual expenditure on education as a per-
centage of total governmental expenditure for those i
years similarly fanged from 15.0% in 1955-56 to 18.0%
in 1958-59.l In terms of percentage of Gross Domestic
Product, educational expenditures in the five years
prior‘to 1961 averaged around 2.47% annually by govern-

ment with an additional 0.3% of GNP contributed by volun-

tary agencies.2

expenditure to education than by increased government
expenditure towards strengthening the economic infra-
structure, some of the results of which would abound to
the benefit of the non-African owners of the major com-
mercial and agricultural aCtIY&EiEE\iﬁ»the country.

1Unlted Nations Educational, Scientific and
Cultural Organization, Report of the UNESCO Educational

Plannlng Mission for Tanganyika, June to October, 1962

(Paris: UNESCO, 1963), p. 87. (Mimeographed.)

Ibld
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Table 16 shows the percentage of total gove%n-
ment expenditure allocated to education during the three
year plan period.

2

In absolute terms, government recurrent and

126

capital expenditure on education in the first three years

following independence (ranging from £5 million to

£6 million) showed increases over the pre—independence
period (£4.4 million in 1958 being the highest). How-
ever, as a percentage of total goﬁernment éxpendituré;
government expenditure on education during the first
three years of independence never equalled the record
percentage of 1958 (18.07%). But as one expert has
noted, "it is difficult to say, whether, or to what
extent fhis fall resulted simply from the change in ac-
counting procedures . . . an increasing contribution
from non-government sources, or a diversion of national

lll

resources away from education . . . Therefore the

record is unclear as to any greater financial commit-

ment by government to educati;ﬁ\aﬂde;/the Three Year

i IJ. B. Knight,; Costing and Financing of Educa-
tional Development in Tanzania (Paris: UNESCO, Inter-

national Institute for Educational Planning, 1966), p. 20.
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-~ Development Plan. f

Similar problems occur wﬁen one attempts to use

a different measure, "educational expenditure as a per-

centage of Gross Domestic Proauct," to determine whether the

government's commitment fo education rose after inde-
pendence. Knight's study, using 1956 as a base year,
indicates that educational expenditure as a percentage

" of Gross Domestic Product rose from 3.1% in that year
- to 3.5% by the end of 1963.1 Even though Knight feels

that educational expendiEdre as a percentage of Gross

Domestic Product is a preferred measure of government

commitment to education he‘warns that in Tanzania,as in
- S;\most African countries, estimates of Gross Domestic Prod-
uct can be subject to considerablé error.

What then can be said about the financial commit-
mqu of government under the Three Year Development>Plaq
> —~Q§€i' fo education? - There seems to be some ground for viewing

| the government's post-independence financial commitment
to education as not being dramﬁéicallyvgreé£er than that

of the pre-independence governméﬁﬁ[ In this senéé, the

1Khight, Costing and Financing, p. 21.
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..' Three Year Development Plan was not noteworthy in its

response to rising African educational aspirations.

At the came time, the Three Year DevelopmentAPlan
was responsive to the educatiénal needs of the Africans
in its skillful re-direction of development effort from
those segments of the educational system which formerly

had catered to non-Africans to those segments that would

. ' now most directly serve the educational needs of Africans.

: As such, the Three Year Development Plan served a vefy

=N

N

useful transitional function as educational pricrities
were shifted gradually over time to better meet the ed-
ucational aspirations of thé majority race, Perhaps, only
.after the integrated system had taken some years to 'settle
in' could the government with confidence expend the large
portions of the natioﬁal budget upon education it did

with the initiation of the Tanganyika Five Year Plaﬁ for

_\:&EiA Etonomic and Social Development in 1964.
¢l =

Restructuring for Increased Trained
Manpower_ Output ~

No Tanganyikan educational planner in 1960 could

dismiss the tremendous demands independence would make
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upon the scarce reservoir of educated, trained Tanganyikan

manpower. It appeared that the most immediate need would

be well educated civil servants to keep the machinery of

government in operation if and when sizeable numbers of
expatriates departed, This most basic requirement of any
viable new government had real implications as to which

levels of the educational system would receive priority

*. attention in terms of Three Year Development Plan funds.
There is little doubt that when faced with this critical

manpower problem Tanganyikan educational plannefs opted

to.shift developmental efforts to secondary education.

The Development Plan for Tanganyika 1961/62-1963/64 stated, f

. "The Government considers that, at this stage of the

country's development the greatest need is for a con-

v siderable expansion df-secondary education."l A lower

Al griority was given to expansion of the primary sector; g
~ \:ggi any expansion beyond the 400-500 additional primary class-

) " rooms that would be supported by central ~government sub-

ventions would depend on the exgsgfrfgﬂyhich local

Ll
-

1Tanganyika, The Development Plan for Tanganyika
1961/62-1963/64 (Dar-Es-Salaam: Government Printer, 1961),
- p. 79. -

.
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- authorities weré able to increase their contribution to
primary education. Thus it apéears that beginning with
1961, the government decided that secondary sector ex-
pansion would take precedencé over expansion.of all other
sectors of the educational system.

Table 17, showing the sectoral allocation of

Development Funds (just capital) under the Three Year
Development Plan, leaves little doubt of the planner's
l intention to expand the capital plant of the secondaf&
sector. Tablel shows that almost forty percent éf the
total Three Year Development Plan (capital) funds were

allocated to secondary sector expansion. The sector

s

~. receiving the next highest allocation (29.7%) was

Higher Education, another critical level in preparing

.
trained and qualified Tanganyikans for the modernizing
e v ~ .
sectors of the economy.
o . P ' ’ "
_\%gi .. Recurrent expenditures on education over the three

year plan period also show an increasing percentage of the
total educational budget being\aireetgg/to secondary
education. Because of its dominant size within the

system, recurrent expenditure on primary education con-

tinued over the three year plan period to dwarf recurrent
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2

SECTORAL ALLOCATION OF THE THREE YEAR DEVELOPMENT PLAN

FUNDS FOR MINISTRY OF EDUCATION
(Just Capital)?

Percentage
Development of Total
Sector 0P Development
Funds
Funds
" Primary . £ 510,000 17.8
Secondary . . . 1,112,000 38.8
Teacher Training
(Including Institute
of Education) 265,000 9.2
Technical Training 128,000 4.5
. $_Higher Education 850,000 29.7
Total £2,865,000 100.0
v
- aExtrapolated from Tanganyika, Development Plan
for Tanganyika, 1961/62-1963/64 (Dar-Es-Salaam:

\:ggi Brinter, 1961), p. 81.
e

Government

expenditure on all other sectors of the system. The in-

teresting fact is that startina\ﬁieh—lﬂﬁl the percentage

share of total recurrent expenditure on primary edﬁcatiou

-

decreased each year of the plan period.

At the same time,

‘the percentage share of total recurrent expenditure on
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- secondary education increased each year of the pldn
period.; J. B. Knight cdnclu&es.that "Compared with
many African countries, the planned growth rates for
primary education in Tanzania reflect a remarkable
measure of restraint."2 'Such restraint is reflected in b

the decreasing share Af recurrent.expenditure on primary

education and the increasing share of recurrent expendi-
ture on.secondary education beginning with independence.
The shifting of developmenf effort from primaf}
to secondary educgtion is also reflected in the per-
centage change in enrollments at these two sectors.
Table 18 presents thesevénrollment figures for the years

1961-64.

. Table 18 indicates that_from 1961-64 pupil enroll-

. ment at the primary level incréased by.30% while secondary

"+ enrollment increased by 68%. Over . the entire system

* pupil enrollment rose by 30%, a rate comparable to the

1Frpm 1961 to 1964, thé\gsiggntage*bf total recur-
rent  educational. expenditure deveted-t6 primary education
fell from 66.3% to 60.2% while—the percentage of total
recurrent’ educational expenditure devoted to secondary
education rose from 16:8% to 19.7%. (Knight, Costing
and Financing, p. 73.)

2

Knight, Costing and Finéncing, p. 72,




Ay

134

. ‘8¢
‘9¢ *dd € (£961 ‘IIUTIJ JUSWUIDA0YH (WEBIBG~SF~-IBJ) #961 ' UOLIFONDE FO LIFSTULH
343 JO AXpmung [enuly ‘uoTiwonpy 3o AI3sTUuTW ‘eruezuej Jo ariqnday pa3itun
fYTTX-TT.°dd ‘(2967 ‘I9IUTIJ JUSWUIDAOH WBETEG-ST-IABQ) 196 ' UOTIEONDH
JO AIISTUIW JO Aapmumg Tenuuy ‘uorieonpy yo Laasiury eqrdueBuey (49 *d ° (9967
‘Buruueg FEUOTIIEONPY I0F SINJTISUI [BUOFIPUILIUI ‘QDSIANN :STIRd) EIUBZUEBY

UT SJuTuUPg [PUOTIEONDYH JO §59001J oY ‘3IBIJ UOWIS pue BATBUTMK °) Vg

1°1¢ # TZS9ST#| L8£°099 998°€05 Tttt TIVIOL ONVUD-
1°9L # 616/ 121z 80Z°T R L
6°0L 7 01L7 FAVAR} Z00°1 " * * Lawpuodss-3sod 1ey3p
$"10T# 6027 STy 902 + s s+« eoTazy Isem FO
4£3TsSIPATUN UT SuBTURZUR],
_ 2a43TH
Lrogf 09°GST#} 09Z°859 869°20S Tttty 1F30%
L - 68 - Ziv'e T19°¢ Tttt ottt IBOTUYRR]
S 6ZF SIG# £€92°¢ - 89L T © 0 * " (Juewyioauy {e30])
Sututea], I9yoeay,
7°89¢ 890°8# L68°61 628°T1 ot ottt s ¢t Laepuoosg
g o¢t 80ZLYT#| 8L9°€€9 0L%°98Y Tttt otovocot ot fTewlag
(#9-1961) @8ueyg| o8ueyy |Juswyioauy |JuswjToxuy ’

88ejusoasg 2anTosqy $961 1961 .muouuwm

27961-1961 ‘S¥0103S A€ INIWTIOWNA TIdNd NI HONVHD FOVINIOWHA

8T HTAVL




3

o

135

12

-/primary sector growth but less than one-half of the
secondary growth rate.l
Thus both in terms of financial commitment and
the resuitant growth in pupil énrollments, it seems clear
that after 1961, the Tanganyikan government, responding
to the manpower requirements of independence, placed
- highest priority upon expansion of secondary and post
ﬁ?éecondary education. At the same time, the relative
iweakness of the teacher training and technical educaﬁion
sectors‘in terms of pupil enrollﬁent growth were disturb-

ing features of the three year plan period and would come

to haunt Tanganyikan educators after 1964. But the edu-

Do 3 .
- S-eational policy response to what then appeared as the

most critical problem--the provision of secondary gradu-
¥ ates to staff the governmental and commercial segments of

the society--seems to have been appropriate and effective.

. . \\\*“‘\,/
'llt should be noted that the impressive growth
- rate in secondary pupil enrollment after 1961 continued
an: equally impressive growth rate in the years 1957-60.
-From 1957 to 1960, secondary pupil enrollment rose from
6,288 to 10 i33 for a growth rate of 61, l%.

.
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o Restructuring for Internal‘Efficienéy

As we have seen, one of the cénstraints operating
upon educational planners in 1961 was ‘the mandate to
integrate the educational system beginning January 1,
1962. Some of the political consequenées for Tanganyika's
Three Year Plan formulations were discussed earlier in

:Ithis chapter. But the government's decision to integrate
Aﬁts educational system, spelled out in The Basis for An

Integrated System of Education, also had structural

ramifications. These structural ramifications demanded
planning decisions regarding new classification of
é&tages, the number of years within stages, the designa-
) tign of appropriate exit points both within and between
n,stages; and the relational role of one stage to another.
& In other words, planning responses were necessary to. -
‘ '»mag;ﬁize the internal efficiency and consistency of the
f¢ " educational system.’
It will be recalled from ths\sffiiif discussion

of the educational structure on the. eve of independence

(1961) that the varying»racial systems of education had

vaf}ing-classificafion of stages and varying number of
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- Years within each stage (see Table 12). The important

B3

a

difference in stage'classification was between the three

stage African system (primary, middle, secondary) and

the two stage non-African systems (primary and secondary).
As the Three Year Development Plan illustrates, in order
to have planned expansion of an eduéational system within

‘the framework of a single integrated system, some agree-

, ment as to both the classification and length of stages

had to be'made. The decision of the Three Year Planners

following the recommendation of both the Committee on the

Integration of Education and The Basis for an Integrated

S

.

System of Education was to adopt a two stage system

(primary and secondary), or in other words, the former
non-Afkican pattern.
As far as the number of years to be included

within each of the two stages, primary and secondary,

(Q ‘Qﬁgi in The Bagis for an Integrated System of Education the

government declared .

It is proposed that _the single~system of
education for Tanganyika will provide for

a four year secondary- course leading to the
School Certificate Examination. At the
present time, it is not possible to evolve

a uniform system of educatioun which pro-
vides for the School Certificate Examination



: 2
to be taken after less’than twelve years
schooling. It follows that it is necessary
to lay down that the primary course will be
one of eight years.
In this respect, as far as the number of years in the
pre-secondary stage, the government decided to adopt the
former African pattern, i.e. a stage of eight years.2
The decision of the government in 1961 to move to-
wards a two stage educational structure, with a primary

stage of eight years and a secondary stage of four, con-

tained within it the need to re-examine the role of

lTanganyika The Basis for An Integrated System of
Education, Government Paper No. -1, 1960 (Dar Es-Salaam:
Government Printer, 1960), p. 3.

2The government recognized in the Three Year
Development Plan that the decision to create an eight
year primary stage would take many years to accomplish,
Project A3, Rural Primary Expansion, began the process by

_calling for expansion of the four year primary schools to

six years during the 1961-64 plan period and provided

Aequlpment grants for some 1,200 additional classrooms

for this purpose. These schools then became known as
Lower Primary schools while the former four year middle
schools, now only having two standards (VII and VIII)
became known as Upper Primary .Schools. As.. far as the
Urban (non-African) primary schools—were concerned,

.Project A2, Urban Primary and Secondary School Expansion,

the Development Plan provided for some 90 new classrooms
in former primary schools to handle Standards VITI and

138

VIII which formerly were 1ncluded in the 8ix-year secondary

‘'schools.-
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“ selective exams within and between stages. In the past,

such selective exams had largely determined the points in

the system where the major exodus of pupils occurred.
The govermment's 1960 decisieﬁ to move towards a four
year secondary stage whereby each entering pupil in Form
I would proceed dninterrupted through four Forms to sit
the Cambridge School Certificate Examination necessi-
tated the abolition of the former Standard 10 (Form II)
l selective exam which formerly terminated about 2/3 of
Form II students at the end of two years of secondary
schooling.l As one would expect, during the three year

period 1961-64, the percentage gains in Forms III and

:§‘\Form IV enrollment were dramatic (see Appendix C) and

accounted for a large part of the total percentage in-
v » '
crease in secondary school enrollment during those years

(see Table 19).

1Interestlngly, the Reporb~o£\the Committee on
the Integration of Education (1960) argued for the con-
tinuation of the Standard 10 exam on grounds of llmited
“provisions of Standard 1l places in African boarding
schools. Obviously, this concern was rejected by the
government in its policy declaration, The Basis .of an
Integrated System of Education (1960), p. 3.

139
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But the more troublesome issue regarding exams '
and exit points occurred at the new primary stage. Previ-
ously, under the old three stage system, a selective exam
at the end of Standard IV had '}revented' 4/5 of pupils
completing Standard IV f?om continuing on to Standard V,
Iq principle, the”édoption of an eight year primary
stage would require the abolition of the Standard IV

ééxam so that all pupils entering Standard I would be

:able to complete the eight year primary stage. But éﬁe
abolition of a selective exam after Standard IV permit-

ting the continued progress of all Standard IV pupils

_on through Standard VIII was an impossibility for many

- SLreasons. One obvious factor was cost.1 A second factor
was shortages of trained staff because higher primary
u’ .
. standards required a greater proportion of Grade A and
e :

B ﬁegqhers, teachers who respectively had either com-

g . _ |
(* ‘flég:pleted a four year secondary course or two years of

The UNESCO Educational Piw ning Mission to
Tanganyika in 1962 estimated the agﬁﬁai\rééurrent per
‘pupil cost at Standard V and VI t&°be £6-16/ and at
Standards VII and VIII to be £12-7/. These costs are-
increased by £20 if the pupils are boarders. Per pupil
costs at Standards I-IV range from £2-18/ - £5-18 de-
pending ‘upon whether single or double.sessions are held,

- (Report of the UNESCO Educational Planning Mission
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1

sécondary work.1 Because such teaghers were in short s;p-
ply in 1961, the rate of expaﬁsion of the Upper Primary
Schools (Standards 7 and 8) was necessarily limited,.
Still another limiting factor onla speed& removal of the
Standard IV selective exam was that most former rural
(Af:ican) middle schools had been boarding schools 1)
t@at the capital costs involved in rapidly converting

d;y schools to boarding schools were considerable. Con-
.f;onted with these practical limitations, tﬁe governaént
decided to extend the former day primary schools
" (Standards I-IV) to Standard VI so that more African
puplls could attend school through Standard VI without
Eﬁé\heavy cost of providing new boardlng facilities. h
Thus, some selection device had to be maintained in the"

%
rural primary schools after Standard IV (the necessity

was not so great in urban primary schools which were pre-

2 A -
I ‘f%%ﬁéminantly day schools) during most of the 1961-64 plan

to Tanganyika June to October, 1962, (Paris: - UNESCO, 1963),
P. 92. ) - \_’_\—/

: 1The actual staffing formula for a single stream

Upper Primary School was a Grade C teacher for Standard V,
a'Grade B teacher for Standard VI and a Grade A teacher
_for each of Standards VII and VIII with one additional
grade C teacher for each school.
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périod. These factors limited the ability of the govefh-
ment to build an uninterrupted eight year primary stage
during the first Three Year Development Plan period.
Still, measures taken by Ehe government after 1961
did result in considerable dimunition of the pupil attri-
tiop that had characterized the pre-independence educa-
tional system, Table 19 documents the success the govern-
ﬁ;ht had in reducing attrition in the educational system
‘ ;fter 1961 by comparing pupil attrition rates over two
comparable time periods, one before'independence and one
" just after independence. While the enrollment figures do
%pclude repeaters, pupil attrition rates at all three
- §Eages of the educational system show reductions after
independence as compared»with the pre-independence period.
Xétrition of the entering standard of the primary stage
¢xifeli°f:om 14.1% before independence to 5.6% after inde-
f* ‘\lgggén&;nce. At the middle school sfage, there were actually
\ 5

more pupils enrolled in 1964 in the same standard that had

entered Standard V four years earlzérr-—The/most remarkable

reduction in attrition rates occurs at the secondary level
- where attrition in the entering standard (Std., IX) de-

creased from 49,6% before independence to 13.4% after

<
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/ independence. There is no questioq that the abolition
of the Standard 10 exam in 1962 was instrumental in the
sharp reduction of pupil attrition at the four year
secondary stage. With the abolition of that exam, there
no longer was any structural reason why pupils entering
the first standard of the secondary stége could not pro-
lceed uninterrupted thrbugh four years of secondary
schooling.

Overall, t?e record of thevindependeht governéént
in restructuring for greater internal efficiency of the
educational system is impressive, particularly when one
reviews the reduction in pﬁpil attrition rates after
. é;\\independence. By 1964, more and more Tanzanian pupils

were staying in school long enough to complete the four

ﬁv years of the stage in which they were enrolled.

o~ -\Qg%i' & . Summary and Conclusions
y T '

In attempting to summarize the overall development
- of Tanzanian education under the Three Year Development
Plan it is probably safe to say that the main emphasis was

on restructuring the system to make it both more internally




Ty

145

< efficient and more responsive to the increasing demard
for trained African secondary gfaduates to meet the em-
ployment requirements of independence. The stimulus for
much ofrthe restructuring was the integration mandate

contained in the government's White Paper, The Basis for

an Integrated System of Education. As we have seen, this
led to a reclassification of the system into two stages,

.('primary and secondary, of eight and four years respec-

L tively and the elimination of some selective exams wﬁich
reduced attrition within stages. Manpower requirements
brought on by independence led to highest development
priorities being given to sécondary and post-secondary

- f;\education, critical levels if trained Africans were to
be ready to assume positions of leadership in the govern-
ment bureaucracy. Ovérall, the government's efforts to

implement structural changes during the first three year

)

~Q§§i' plan period were consistent with its stated educational

pblicy objectives for the period.

However, in looking back\at\ghg\ggriéd, one can
see potentially troubling sqrucﬁﬁfal problems arising
for the future, probléms thch in some sense may have

been exacerbated by planning decisions taken in 1960/61.
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“One problem was the weak and ineffective efforts under the
Three Year Development Plan to de&elop an adequate teacher
training program. The enrollment growth in teacher train-
ing institutions during the period lagged behind all other
sectors of the educational structure (except technical
education). The results of the decision not to devote
coﬁsiderable governmental developmental effort to the
f&ncreased output of Tanganyikan teachers would become
imore evident in the next planning period. )
Another{serious problem that had itg germination
during the Three Year Development Plan was the primary
school leaver problem. Althéugh Tanganyika was unique
- Sémong African countries in deliberately limiting primary
- school expansion, it appears that some structural modifi-
wcations affecting the pfimary school stage made during
= the Three Year Development Plan had far-reaching ram--

o~ ~ng:1fications. For example, the decision to move towards
|

\

an uninterrupted e:ght year primary stage without an-
swering the question whether priﬁény_gg¥39ti5h should

be viewed as terminal or preparatory to secondary education
wouldicome to plage the government in 1966/67. It_saéms

clear that when the goVernment committed itself, as it
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did in the Three Year Development Plan, to an extension .
of the former four year primary stage té a six year
primary course, as the first step to an eventual eight
year course, it undoubtedly encouraged parents and
pupils alike to tﬁink that they are now entitled to an
eight year primary course once a child wﬁs accepted
;nto‘Standard I of the primary stage., And it is also
1i§ely that with eight years of primary schooling, pupils

woﬁld be increasingly reluctant to have their education

. terminated at that point without continuing on to the

.secondary stage. Resentment would follow when insuffi-

cient places at the secondary stages were available for
t§;§g primary school graduates.
Finally, even though the development of Tanganyikan

education from 1961-64 is commendable in terms of enroll-

*xaent'gains and internal efficienies realized, the long
_\:ggéngé effects of policy decisions taken during the Thrée

'Year Development Plan.may prove to have been more

consequential for the subsequent development of” post-
S—
independence education in Tanganyikay- For-the two edu-

cational crises of 1966, the_arimaryvschool leaver prdB-

lem and the university student-National Service controversy,
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had their roots in two of the major restrgcturing deci- |
sions of the Three Year Development Plan,’i.e. the deci-
sion to move towards an eight year primary stage and the
decision to give highest development priority to secondary
and higher educatién. The full ramifications of these two
crises will be the focus of chapters in Pért IIT of the

study.

-



CHAPTER IV

EDUCATIONAL DEVELOPMENT UNDER THE

FIVE YEAR PLAN

Introduction

T The year 1964 was a momentous year in Tanzania.
Aﬂhe January overthrow of the Sultan's government in -
éanzibar, the Tanganyikan army mutiny and the April union
of Tanganyika and Zanzibar into the United Republic of
Tanganyika and Zanzibar were -some of the dramatic events

‘which make 1964 a significant year in Tanganyikan

history.
. However, the long run significance of 1964 in

PR Tanzania's history may lie not with the political events,

' \,drqpétic as they were, but with economic and social
g

! " ~endeavors. For it was in that year that Tanzania com-

mitted itself to the first of thrg? five year. comprehen-

sive national development plans, qé;~E;;E§;yika Five-

Year Plan for Social and Economic Development, lst July

149
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.1964-30th June 1969.1 Unlike the fo;mer Three Year De~

velopment Plan, the Five Year Developmént Plan was a
comprehensive national development plan built upon
Tanganyikan development objectibes. These development
aims in turn provided the basis for determining priori-
ties for the allocation of scarce national resources and
fuﬁds. Thus, an examination of the Five Year Development
Plan reveals much of what Tanzanians desired f£6r the
:development of their country in 1964, since the plan )
states the development goals of the country as articulated
by its 1eaders.2

While.it may not be quite so evident,. 1964 may

. '§p£ove to have been an epochal year for the deVelopmeut

of education in independent Tanganyika. The 1964 Annual

w'.Summary of the Ministry of Education states:

koas

v

B Ynited Republic of Tanganyika and Zanzibar,
‘*:gg:Tanganylka Five-Year Plan for Social and Economic Develop-
L ment, 1lst July 1954-30th June 1969 (Dar-Es-Salaam:
Government Printer, 1964)... Hereafter this plan will be re-
ferred to as Five Year Development Plan. o

2Henry Bienen-argues: that the real significance of
the Five Year Development Plan is its genuinely Tanganyikan
quality.  He considexs-prior national plans as basically-
colonial inheritances which the Tanganyikans were saddled
with until they could construct a national plamming




s .« + . the importance of 1964 stems from «
the fact that this was the first year of
implementing a program that would determine
the future of the nation. The role which
the Ministry of Education is to play in this
great task makes the inaugural year all the
more significant [simece] . . . this is the
first time that the Ministry of Education is
to play an unprecedented role in the provi-
sion of manpower requirements for nation
building.

Whatever its lasting significance, the year 1964

fprovides the educational historian a convenient starting

:point, for the Five Year Development Plan carefully
articulates the developmental objectives for the educa-~
tional system over a set period of time, 1964-69. This

does not necessarily mean that educational development

E;gpok any new or radical departures in 1964, but cnly

that from 1964 on educational policy responses are ex-

5tensively documented and related to broader national

policy objectives. 1In other words, the task of the

- _\:gg:chfonicler becomes somewhat easier after 1964. At the
'\ K
3

mechanism which would then translate their nation-
building aspirations into concreﬁe\ggtional development
programs, Bienen, Party Transformation;—-p. 277.

1Uriited Republic of Tanzania, Ministry of Educa-
tion, Annual Summary of the Ministry of Education, 1964
(Dar-Es~-Salaam: Government Printer, 1967), p. 5.

151
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safle time, the task of relating educational development in
Tanzania is riskier because of the temptation to accept

something as "given" because it is announced in an impres-

B

sive national development plan.
With this introduction, let us first examine briefly
the historical antecedents of the educational component of

the Five Year Development Plan.

7

. The UNESCO Educational Planning Mission
for Tanganyika

The story of educational development under the
Fave Year Plan probably should fegin with the historic
- Aéﬁis Ababa Conference of African Ministers of Education
held in May of 1961, some months befofe Tanganyika re-
cgived its independence. This conference, a landmark
@x;ccaéi¢q for the continent, established priorities for
gﬂ 'jigg;ﬁcgfional developmegt in Africa through 1980 and set
.forth enrollment targets by sectors in terms of per-

centage of appropriate age group ta\be~en:g;1ed.1

1The‘recommendations'of this conference can be
found in Final Report of the Conference of African ’
~States on. the Development of Education in Africa, Addis
Ababa, 15-25 May 1961 (Paris: UNESCO, 1961), p. 19.
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Rébresentatives from Tanganyika attended.

Late in 1961, the Government of Tanganyika in-
vited UNESCO to send an educational planning mission to
plan future development of educaéion in the country both
in view of the Three Year Development Plan and the enroll-
ment targets established by the Addis Ababa Conference.
Ip essence, the original purpose of this UNESCO team was
t;‘determine both the cost and the extent of structural
.cﬁanges necessary if Tanganyikan education was to attain
the enrollment targets set forth by the Addis Ababa Con-
ference targets by 1970. Instead, the most urgent recom-
mendation of the UNESCO team was the establishment of a

- ﬁgfmanent educational planning unit within the Ministry
of Education. This uﬁit would be directed by an
: Agsistant Chief Education Officer for Coordination and

e

Planhing (the actual title became 'Assistant Chief

r* ‘\%égducation Officer for Planning") who would nct only be
‘ responsible for the collection of educational statistics
but would also have the responsibiikty—ﬁe(ieoofdinating

all educational plans with natioﬁa1“;1anning agenciés and
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eg;ernal aid donors.1 - .

It was this planning unit within‘the Ministry of
Education that had the major responsibility for the prepara-
tion of the educational component.of the Five Year Develop-

ment Plan.

Manpower Surveys and Tanzanian
Educational Planning

At the same time as the UNESCO Educational Plénning
Mission was visiting Tanganyika (1962) two of the three
 manpower surveys which would play a crucial role in the
formulation of the Five Year Dévelopmgnt Plan were under-
W§X;~ The first survey, undertaken by Guy Hunter for the
University of East Africa, was a preliminary assessment
of the high level manpower requirements of the three

ﬁ*East.ﬁfriéan countries for the periods 1961-1966 and 1966~
_\ig%?7l,$.The Hunter study divided East African high-level

'Shanpower needs into two broad categories; Category I,

' — \\\‘—”\\J/

Ihe full range of responsibilities of the
Tanganyikan Educational Planning Unit are well discussed
in Mwingira and Pratt, The Process of Educational Planning,
pp. 28-31. The first of the co-authors was the first
Assistant Chief Education Officer for Planning.




155

“comprising professionals, technologists, senior adminZ?
istrators and managers, and Category II, comprising tech-
nicians, secondary school teachers, junior administrators
and supervisors, nurses and senior members of the exten-
sion services. Hunter in turn specified the minimum
preparation required for these two categories of skilled
ménpower as Higher School Certificate graduates required

‘Qfor Category I occupations and School Certificate gradu-

:ates required for Category II. Uging the 1961 stock ;s
a base, then adding expected wastage, Hunter projected
the total manpower requirements in the two categories on
the basis of two different rétes of growth in GNP. For
- ﬁ%Tgnzania, for the period 1961-66, Hunter projected a
‘total requirement of 10,000-12,300 (depending upon the
&.GNP growth rate) jobsréquiring either a School Certifi-
. = cétg or Higher School Certificate;1 -
(ﬁ_-figg? * Both the strengths and weaknesses of the Hunter

) study are summarized well by George Skorov who points

out that while the Hunter study %as‘ghg\;irsz effort in

1Guy Hunter, High Level Manpower in East Africa:
Preliminary Assessment (London:_ Institute of Race Rela-
tions, 1963), p. 13.
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~East Africa definitely incorporatingva manpowef planning
approach it suffered from the 1a§k of precision in both
defining manpower categories and equating those categor-
ies to the requisite level of education needed.1 Despite
its weaknesses, the Hunter study was important for it
pointed out very soon after independence that existing

plans for the expansion of Tanzanian secondary and post-
3

.héecondary schools through 1966 would be inadequate to
. meet the estimated Category I manpower needs (at botﬁ
rates of growth in the GNP) and would be inadequate to

meet even the Category II needs if the economy grew at

the faster rate (157 per annum as opposed to 10%).2

- Sﬁﬂupter's essential conclusions were verified by later
more sophisticated manpower surveyé.
v At the same time as the UNESCO Educational Planning

o .
Misgion was visiting Tanganyika, another manpower survey

(Q —\lggi'bf'George Tobias, a Ford Foundation consultant, was under-

way. Tobias interviewed employers (both public and
N v

1Ceorge Skorov, Integration of Economic and Educa-
tional Planning in Tanzania (Paris: UNESCO, International
Institute for Educational Planning, 1966), pp. 21-25.

2Hunter, High Level Manpower, p. 19.
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private) of 71.5% of all the non-agricultural employees’
in Tanganyika, asking first the nuﬁber of people employed
as of March, 1962, and then the likely increases in employ-
ment needed through 1967 on the basis of planned production
expansion. From the responses of employers and using pro-
jected rates of growth in the economy, Tobias calculated
‘ fhe émount of trained manpower that would be required
tﬁéough 1967.
i‘ Tobias' conclusion was essentially the same a;
Hunter$s; there would be a shortfall in the supply of
~skilled manpower for administrative and professional posi-
tions. The need for such peopie (for which the very
- Miﬁimum educational requirements would be 12 yeérs of
schooling) would double by 1967 for a total requirement
o% 8,054 while the supply.would amount to 2,267. On the
Fr;thet pand, in the crafts (occupations‘not requiring »
o~ —«Qé%;coﬁdary education) gross additions would amount to only
S
3

‘2,448 over the period 1962-67, an amount which could be

met by the planned expanded output\Ef\the\ggucééional

system,1

1Tanganyika, Survey of the High level Manpower
Requirements and Resources in Tanganyika, 1962-67 (Dar-
Es~-8alaam: ~Government Printer, 1963), p. 24.

~a
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i It is not surprising then that Tqbias, like Huntef
before him, recommended that the gréatest emphasis be
laid on the expansion of the secondary educational sector.
But, because of the greater sophistication of his study
which broke down expected manpower requi;ements into oc-
cupations showing the great shortfalls in the future sup-
ply 6f engineers, scientists, medical personnel and
té;chers, Tobias could argue that a greater technical
'cdﬁtent be built in secondary education aldng with pgo-

- visions for vocational counselling.l These educational
‘recommendations flowing from Tobias' occupational group
survey were to prove important iater in the Five Year

- Dé;a}opment Plan, for the "initial estimate of ﬁanpower

" needs of the five year plaﬁ were derived by extrapolating

tﬂé data qf the Tobias sufvey « + . land] . . . no doubt

E2

"« « +. it greatly contributed to the formulation of major

7 "

T 1Just as Tobias's survey confirmed the shortfalls
predicted by Guy Hunter in his earlier study, so did the
educational recommendations of Tobia§~agree with many of
Hunter's recommendations. Hunter agreed—that the
secondary sector must be expanded. as--first -priority.-
Although Hunter did not specifically divide manpower
categories into occupations, he did specifically point,

- out the great shortfalls that were likely in the medical,
agricultural, and veterinary services, engineers, sci-
entists, and graduate teachers,
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policy decisions in the field of educatiqn.1
| The Ministry of Economic Affairs and Development
Planning submitted to the Ministry of Education the extra-
polated results of Tobias's surveylfor that ministry's use
in preparing the education component of the overall de-
velopment plan. In the submitted guide for the Ministry
of Education's use, a new categorization of jobs was
use;'equating jobs to the educational levels necessary
férientrance to each category. The following categofies
were used in the planning guide.
Category A -- Jobs which normally require a
university &egree-
- fgx\ Categofy B -- Jobs which require from one to
three years of post-secondary
education

A ] .
*Category C -- Jobs which require a secondary

—~ »\Qggi' * education.
\ A
With this revised categorization of jobs (closely attuned

to the developing Tanganyikan educatiﬁnal—s;;ucture),

1Skorov, Integration of Educational, p. 30.
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the-Ministry of Education proceeded to make preliminary
estimates on how the structure of thé ;ducational system
should be altered over the planning period to produce the

numbers required for each category‘of occupation.

The third and final manpower survey was undertaken
by Robert Thomas, a Ford Foundation manpower advisor in
1964.1 Thomas had the advantage of having access to the
preiiminary broad policy directions governing the public
séc;or that the Ministry of Development Planning had
tentatively approved for the Five Year Development Plan.
Thus, the Thomas survey (uhlike the Tobias survey) could
prqject the probable manpower neéds of-individual min-

~is€éies (the country's major employer of skilled man-
Vpower) depending upon the projected role each would play
_ in‘éttaining the broad developmental targets of the
c:l‘;aft Five Year Development Plan. This knowledge of the.
*\ﬁgipr directions the Five Year Development Plan would take
also helped Thomas in estimating manpower needs in the

private sector, since the plan inclu&éd\grqggh térgets

lUnited Republic of Tanzania, Directorate for
Development and Planning, Survey of the High Level Man-
power Requirements and Resdurces for the Five Year Plan
- 1964/65-1968/69 (Thomas survey) (Dar-Es-Salaam, Govern-
ment Printer, 1965).
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and expansion rates for the various components of the
private sector. .

The Thomas survey results reinforced the major
finding of the Tobias survey in that the total demand
for manpower in Categories A and B (minimum of Highér

School Certificate work required) would require the pro-

duction over five years of more than the total present
co;plement of manpower in these two categories. While
'tﬁé actual numbers in the Thomas survey differ consié—
" erably from'the Tobias (because Thomas had a broader
‘occupational coverage), Thomas' conclusion was the same--
f%rst priority must be given ta the expandéd output of
- s§%ondary schools and a ratio of 4:3 between science
and arts should be maintained at the Higher School
Cg¥t1ficate level., University work must be closely tied

A ) .
to the country's manpower needs in terms of the plan's

(* fjigg;bigi and economic development philosophy. Finally,

Thomas recommended a much greater use of on-the-job

training (as Hunter had several yeaés\beﬁqggb fsr

i 1For Tanzania; Thomas projected a 2.5 percent per
annum growth rate in the private sector and 3.4 percent
“in the public sector over the plan period,
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Category C manpower. ;
The three manpower surveys ofAHunter, Tobias, apd
Thomas provided Tanzanian educational planners with much
more exact data on likely manpower ‘requirements than was
available in other African countries. It may well have
been thié exactitude as to future manpower needs that
creatéd a 'halo effect' around the educational planning
sug;éstions ofrthe manpower surveyors. One expert who
hés:examined the major conclusions. and methodology
of Tanzanian manpower surveyors concludes that whatever
limitations characterized their work, their educational
conclusions are unlikely to have been wrong; i.e., that
"fif;t‘priority be given to secondary school expansion
over p;imary education, and that at the secondary level

scPence subjects should predominate over arts subjects.

e
And the expert adds that any subsequent oversupply of

S ained high 1level manpower could probably be absorbed

| e

’ by a faster Africanization program in the event the man-
powér surveyors m_iscalculated.1 N

S

1Sko;‘ov,'Integration of Educational, p. 35.
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“  The govermment's reliance upon earlier manpower ‘
surveys became apparent when the Fivé Year Development
Plan was made public in 1964. As President Nyerere
stated in his introductory descript&on, the Five Year
Development Plan'had three major objectives. They were
by 1980: .

1. to raise the per-capital income from
the present £19 6s to £45;

2. to be fully self-sufficient in trained
manpower requirements;

: 3. to raise the expectation of life from
the present 35-40 years to an expecta-
tion of 50 years.

The second objective of the Five Year Devélopment
Plap, to be fully self-sufficieng in trained manpower by
~l9§§;\proved to be the development goal of the government
towards which the Ministry of Education was given prime
reééonsibility. The critical link between the recommen-
‘Zgﬁions of the manpower surveys incorporated in the
- Eg;é_Yzar Development ?lan and the development of educa~
fion in Tanganyika during the plan period, 1964-69, was

provided by President Nyerere when hé\discu§§gd the role of

-

1'I.‘he United Republic of Tanganyika and Zanzibar,.
Tanganyika Five Year Plan for Economic and Social Develop-
ment, lst July 1964-30th June 1969, I (Dar~Es-Salaam:
Government Printer, 1964), viii.

.
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education in the development of Tanganyika. His words

provide a clear, succinct statement of the manpower ap-

proach to educational planning.

I have already stated ‘that one of the major
long-term objectives of our plamnning is to
be self-sufficient in trained manpower by
1980, This means a carefully planned expan-
sion of education. This expansion is an
economic function; the purpose of Government
expenditure on education in the coming years
must be to equip Tanganyikans with the
skills and knowledge which is needed if the
Development of this country is to be achieved.
It is this fact which has determined Govern-
ment educational policy.

Here we have, in 1964, from the President himself,
é clear statement as to what the Taunzanian policy govern-
1ng educational development would be for the period
1964 69. As A. C. Mwingira later admitted, as of 1964,

Tgpzania had adopted the manpower approach to educational

¢xplanning.2
—s
| -
lJ ) o 1'].‘he United Republic of Tanganyika and Zanzibar,
: Tanganyika Five Year Plan for Economic and Social Develop-

ment, lst July 1964-30th June 1969, I (Dar-Es-Salaam:
Government Printer, 1964), xi. \\\%“.\’/

i 2. c. Mwingira, "EducationaiﬁPolic§ and Develop-
v1 - ment Policy in Tanzania," Reprint No. 6, Institute of

“Adult Education, University College, Dar Es-Salaam, 1966,
p. 2. (Mimeographed )
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o

Integrating Education with Development :

Plan Targets

There is little doubt that beginning in 1964 the
Tanzanian government increasingly looked to formal edu-
cation as the means to fulfill the country's aspirations
for manpower self-sufficiency by 1980. This increased
reliance upon formal education also required a close
inteération of educational development with over-all
national develoﬁment.

If one uses education's share of total government
recurrent expenditure as a measure, government's commit-
ment to education substantially increased during the
Fivé;zear Development Plan period over that of the Three
Year Development Plan period. (See Table 20.) Ry 1969,
theslast year of the Five Year Development Plan, govern-
ﬁﬁﬁt planned to commit 20.0% of its total recurrent ex-
_Egggiture to education. Education's resultant share of
t;Eal capital expenditure showed a small reduction in the
Five Year Development Plan over that of the Three” Year

. , S~
Development Plan. Except for the year-1967/68, -the

government planned to’ devote about 13.5% of total capital
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expenditures to education during the Five:Year DeVelopment’
Plan.l

In terms of the percentage of the Gross Domestic
Product devoted to education, the FivéAYear Development
Plan also shows an increase over the Three Year Development
Plan. Under the Five Year Development Plan, total educa-
tiqnal-expenditure as a percentage of Gross Domestic
Prodact was to rise to 4.7%, a considerable increase over
the }igure of 3;5% in 1963.2 i

These measures of the central government's in-
creased financial commitment»to education under the
Five Year Development Plan reflect the increased respon-
§ib£ii§y given to the Ministry of Education as one of the

key ministries charged with the attainment of the second

of three developmental targets of the Five Year Development

Sas

\ g‘_ leingira and Pratt, The Process of Educational

) pning in Tanzania, devote Chapter Five to a step by
step account of the formulatlon of the educational compo-
nent of the Five Year Development Plan. This chapter is
a valuable source for anyome interest n the many fac-
tors and forces that come to bear upos\edueaQLOnal plan-
ners-in a developing country as. they work through the -
educational component of a national development plan,
from first to final draft,

2,

Knight, Costing and Finéncing, p. 21,



168

Plan--self-sufficiency in high level manpower by 1980. ¢

Additional evidence of the new'higﬁ level manpower
emphasis placed by the Five Year Development Plan upon
formal Tanzanian education is visible when one examines
the sectoral allocation of development funds. Table 21
provides this data. |

.As a single sector, primary education continued
undé% the Five Year Development Plan to receive the
greé;est percenfage allocation of total recurrent ané
capital funds. However, reflecting the gradual but

steady success of the central government in transferring

financial responsibility for primary education to Local

_Edugational Authorities, the central government's recur-

rent expenditure on primary education under the Five Year
Deﬁélopment Plan was cut to about one-half of the Three

'Qgér Development Plan record. (See Table 16.)

'_\:ggi- 8As far as capital expenditure was concerned,

X .
Higher Education clearly received highest priority with

one out of every three £'s going to éagigfl\fgrmétion at
o . f
that level. Recurrent expenditure continued to reflect

the relative size and per pupil costs of each sector

of (the educational system.
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.~ The sectoral enrollment targets undgr the Five
Year Development Plan, reflecting'the'sectoral alloca-
tion of central government funds, are detailed in Table
22. :

In terms of percentage growth, teacher training
and university enrollment targets far outstrip the other
sectors.of the system. This post-1964 developmental
emph;sis on post-secondary education (made possible by
‘earlier gains in secondary school‘output) demonstratéé

once again the integration of educational planning and

national development planning after 1964.1

; ITechnical Education's surprising lack of vigor,
—~ -dé%g}te its seemingly important role in the manpower re-
\ quiifements of a developing nation, reflects a high level
government decision to transfer to private industry from
the Ministry of Education much of the responsibility for
on-the~job training. Apprentice craft“training was also
transferred out to the Ministry of Labor. By 1966, the
former trade schools at Ifunda and Moshi had been par-
tially converted to secondary schools. Only the Dar-Es-
Salaam Technical College remained a Ministry of Education
responsibility in the Technical Education area.




171

. TABLE 22 )
ENROLIMENT TARGETS FOR THE DEVELOPMENT OF EDUCATION,
1964-19692

knrollment Enrollment| Percentage
Category of Student 1964 1969 Increase

(a) Number of Tanganyika
students entering
the University of
East Africa . . . . . 175 528§ 202

(b) Number of pupils
entering Form 5 of

‘secondary schools
(Higher School v
Certificate Course) . 680 1,280 88

(c) -Number of pupils
entering Form 1 of
secondary schools
(School Certificate

. Oburse) . . . ... ] 5,250 7,0704 35

(@) Number of students
enterlng craft
dburses (Moshi

s—Technical School
and grant-aided
establishments . 188 350 86

(:ﬁiﬁmmer of students

entering teacher

training courses .
TAl

Grade 'A' . . . .. | 320 15800 |, 306

(£) Number of students
entering teacher
training courses ’
Grade 'C' . . . ... 920 to be discontinued
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Category of Student

Enrollment]
1964

Enrollment
1969

Percentage

Increase

()

(h)

(1)

Number of pupils
completing Standard
VIII (later Standard
VII) . . . . . . .

Number of pupils
entéring Standard V |

Number of pupils

entering Standard I |

18, 500%

44 ,000%

142,000%*

§ A lower figure of 450 will apply if it does not prove
possible to accommodate the additional students at the
reduced cost.

# Assuming adequate external aid will be forthcoming.

& . . . .
# The increase in these figures will be determined largely
by the capacity of Local Education Authorities to bear
their share of the recurrent cost of primary education.

S

P
aUnited Republic of Tanganyika and Zanzibar,

Tanganyika Five Year Plan for Social and Economic Develop-

~ment

[st July 1964-30th June 1969, I (Dar-Es-Salaam:
x Governiient Printer, 1969), 67. ‘

'\ﬂ\/
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4 The Student and National Development
Planning

Up to this point, this chapter has analyzed the
integration of Tanzanian educational}aevelopment with the
aims of the Five Year Development Plan. The modifications
described eo far involved "macro" level decisions: e.g.,
the percentage of national resoueces to be devoted to
educa;ion and the sectors of the system to receive pri-
ority:for expansion and development. As we have seei,
the policy responses in these cases reflected and were
responsive to broader overall national development goals,
particularly the development goal eo attain self-

sufff%iency in skilled manpower by 1980,

At the same time, other policy issues had to be

o

faced by the Tanzanian government, issues at the "micro"
Ao ) . .

level which focused upon academic and vocational deci-

. N

Siéﬁé,by students themselves. Even with a restructured
[

educational system potentially capable of producing suf-

ficient quantities of graduates to meeg\hationgl manpower
needs, the government felt additional direction was
needed to insure that the individual student pursued

academic studies that fit overall national manpower needs,
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The Principal Secretary to the Minister of Education,

F. K. Burengelo, once said, "All our students gb to the
variousvfaculties of the UniQersity of East Africa be-
cause our government wants them there,"land the Princi-
pal of University College, Dar-Es-Salaém, W. K. Chagula,

admitted, '"Our country is determined to link the univer-

sity intake and output to national needs. It is there-

fore obvious that a certain direction of students is
“2 v -
necessary. .
The following pages analyze some of the policy
‘.. responses the government made to achieve this "certain
direction" of Tanzanian students.

Each o¥ Tanzania's manpower studies had emphasized

the need for greater numbers of science graduates at the

university leVel if critical science related manpower
requirements were to be met. Because the Tanzanian edu-

catiqnal‘sﬁggém Cbatterned after the British model) began
| . ‘

subjeét concentration at the Higher School Certificate

- \-\,/

1Richard Greenough, African Prospect Progress in :f
Education (Paris: UNESCO, 1966), p. 57. '

21414,
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level (Forms V and VI), the key to adequate numbers of
university science students actually'lay at the Higher
School Certificate level, To insure that adequate num-
bers of Higher School Certificate science graduateé

would be available for university entrance, the Five

Year Development Plan decreed that from 1964/65 the
ratio-of Higher School Certificate graduates in science

k3

to.éfts wouldbg 4:3. The next step was to insure that suf-
fic;ent numbers of Cambridge School certificate gradd;
ates (Form IV) could be directed into Higher School
Certificate science concentrations to satisfy the 4:3
r;tio.
- E;\\ To insure greater numbers of science oriented
Form IV graduates for entrance to Higher School Certifi-
ca@é work, the government,‘in 1964, introduced a novel
*cheme. called the Mock Cambridge Exam. Before 1964, a

(g ~¥%§E§idérable«number of able secondary science students

\ f;iled to gain admissién to Form V because they failed

the English section of the Cambridge\Exggiges;on: which

prevented them from receiving a Cambridge School Certifi-

cate. After 1964 with advance selection to Form V made

on the basis of a Mock Cambridge exam given prior to the
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regular exam, able science students could now gain ad-
mission to Higher School Certificate étudies and have
another chance to pass English if they subsequently
failed it on the regular Cambridge School Certificate
Exam. (They were permitted to fe-sit the exam at the
end of Form V.) Table 23 shows that, beginning in 1965,
over a.hundred'successful Highér School Certificate
scieSCE graduates began emerging from Form VI each year
to‘b}gin university level science studies work, studies
which had received high priority in all three of
Tanzaﬁia's manpower studies.

The next critical step in fhe government's ef-
forE%\¢o provide increased direction to Tanzanian students'
academic progress was at the university level. To insure
thag;Tanzanian students beginning higher education would
;;’fact=study subjects critical to the nation's manpower

o~ -£§§§ireﬁents, the government took three policy steps;
) sécdndary schocl voéatibnal counselling Qas introduced, a
tied bursary scheme for students atteﬁdigg,g&s/University

of East Africa was established, and central government

‘control over Tanzanian students proceeding overseas for

‘university study was tightened. Let us examine each
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policy step.

Vocational counselling was introduced in Tanzania
in 1964 with the publication by the Directorate of De-
velopment and Planning of a guidebook for secondary school
leavers entitled Careers for Nation Building. This loose
leaf booklet, distributed to all secondary schools and
placed in the hands of a teacher appointed as '"careers
master," described p0531b1e vocations and listed the
quallflcations required, the prospects of employment‘
and expected remuneration. Students, after reading the
booklet and discussing vocational choices with school
officials, were permitted to list on a specified Ministry
form sggggal options they would like to pursue if granted
entrance to some form of post-secondary training.
George‘ékorQV'praised the effeétiveness of the booklet,
sayf;g-that invl965 more thanA85% of those who eventually
recgsgip btrsarles for teacher training had indicated
teaching as one of their first two career choices.l
Such prophetic career choice by secondaryxlgizsfi/in¢1965

may as much have reflected their recognition of the likely

1Skorov, Integration of Educational Planning, p. 49,
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bursary;awards available as their acquiescence to the at-
tractive features of teaching as documenfed in the Careers
handbook.

Probably a much more effective hevice for "direct-

ing" career choice of Tanzanian university students was

the intrqdﬁction of the tied bursary scheme in 1964/65.

The ti%d bursary is essentially a full government scholar-
ship offered to the Tanzanian student for study at any of ;
the three constituent colleges of the University of East |
Africa. In return, the student agrees to work for the
govefnment upon graduation for five years in whatever
job helis assigned by the government. Because of the
meagegéfinancial resources of most Tanzanian students,
virtually all Tanzanian students at the University of
East é%rica fall under the tied bursary scheme. The al-

A )
location of bursaries tightly conforms to future projected

saries being awarded to students studying engineering,
medicine, or science; 28% to students in agrieultural

science, and the remaining 48 percent for students pur-

suing arts subjects.1 One half of the arts bursaries

1Skorov, Integration of Educational Planning, p. 49.
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were awarded to students preparing to be gradgate teachers
~in the arts, and 30% of the science burséries were awarded
to prospective science teachers.

With the tied bursary, the govefhment possessed
considerable leverage in providing 'direction! to the
studies of Tanzanian students at thé University of East
Africa. ﬁwingira and Pratt conclude: "The resulting

2

scheme of tied burgaries is regarded as a cornerstone
of.Tahz;nia's program for the achievement of self- i
sufficiency in high level manpower by 1980."l
" One other loophole needed to be filled if the
governmgnt was to control the study baths of all
Tanzanfén\university students, the Tanzanian student
who>1eft for‘overseas study. To control the career de-
cisiongiof Tanzanians overseas was not an 1nconsiderab1e
proﬁng, for throughout the middle 1960's, three times
(~as mgég)Tanzanian students were studying overseas as in
East Africa.” To insure that foreign scholarships were
\\\*—'\\4/
1Mw1ngira and Pratt, Process of Educational
Planning, p. 19.
. zin 1964, 328 Tanzanian students were enrolled at

the University of East Africa and 926 Tanzanians were
studying abroad.
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awarded in accordance with Tanzanian manpower requirements °

the government established a Civil Service Advisory Group
to the Government Committee on Education. The Registrar
of the Ministry of Education was assigned the task of
keeping an accurate rostér of all Tanzanian students
abroad, their courses of study, and their expected dates
of returﬁ. This list was used in conjunction with lists
of stﬁEEnts studying in East Africa to forecast the sub-
ply‘o£4Tanzanian graduates available in any one year for
the high level manpower posts detailed in the Five Year
Development Plan. Effective control was maintained by
close liaison with appropriaté ageﬁcies of govermment to
insuré;that passports were not issued to unauthorized
students leaving Tanzania to pursue studies overseas.

In ad&ition, foreign study ainsors were posted by the
Tagg;niaﬁ;govgrnment in a few countries (e.g., the
Uniggé'Kihgdém.and the United States) where a large pro-
porzibn of Tanzanian students were enrolled atiuniversi-
ties. It is hard to judge how effectivé\;hgggxggashres
have been in insuring that Tanzanian students studying
abroad are pufsuing studies in conformity with national

manpower needs. But it is clear from recent Annual
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Summédries of the Ministry of Education that much more

complete and accurate records are beiﬁg kept of overseas
Tanzanian students than in the early years of independence.
By the measures just describéd, éhe government has
succeeded in providing greater direction to the academic
studies of Tanganyikan students at home and abroad at
both the Higher School Certificate level and the university
levei} Much of the government's concern was, as we have
séeﬂ, to insure that suitable numbers of science gra&uates
would be available to fill Tanzania's science related
manpower requirements. It should be noted that another
bengficiary of these measures haé been the teacher train-
ingﬁﬁector of the educational system. After years of
neglect; through the tied bursary scheme Tanzanian gradu-
ate&teachers are emerging from the educational system.
E L
;uch efforts by the government to control the academic
(‘ “*ﬁgg;regé of Tanzanian post secondary students, in con-
; junction with the overali structural changes made in the
educational system described earlier;}n\ihiQ;ghagﬁer,
aughéiwell for the eventual success of the educational

system in responding'to its manpower mandate announced in

the Five Year Development Plan.
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< Summary and Conclusions -

This chapter has examined educational planning in
Tanzania that accompanied the advent of the country's
Five Year Development Plan. The chapter traced the evolv-
ing conviction of Tanganyikan educational planners that
educational development should serve the broader social
and economic development objectives of the country as
set.forth in a comprehensive development plan. It was
seenfthat this concern to integrate educational and
national development planning in Tanganyika could be
traced back to the 1961 decision of the Tanganyikan
gove{pment to invite a team of UNESCO Educatlonal Planners
to e;uay the Tanganyikan educational system and make recom-
mendations regarding its future growth and development.
At—the same time, the Tanganyikan government went to
co side;able effort and expense to enlist the services
of‘recognlzed 1nternat10nal experts to survey the manpower
requirements of the country and to reegTTezf appropriate
measures that government should undertake tofi;sure the ‘

output of skilled manpower sufficient for the coﬁntry's

development,
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< The conclusions of these manpower studies were incor-
porated in the Five Year Development Pian, one of whose
three objectives was to make the country self-sufficient
in high level manpower by 1980. The establishment of this
as one of the country's development objectives led to the
decision to give top priority to post secondary education,
which was seen as the keystone for providing sufficient

S

high»ievel manpower for development.

i Other non-structural policy decisions discusse& in
this chapter also were responsive to the government's
commitment to channel educational development in Tanganyika
towaFds the provision of critical.high level skilled man-
powe%r\ It has been argued here that the institution of a
Higher School Certificate pre-selection exam (the Mock
Camb%idge), tied bursary schemes, and the Ministry's con-

P ,

trol ovér.the granting of overseas scholarships were logi-

~ -cégg;xténsions of the basic decision to integrate educa-
\ T .

3
tional development with national manpower requirements.

Despite the almost universal-pféise~mggpowér ex-
perts and development planners have hegfed on‘Tanzaniafs

policy response to thé.probiem of integrating educational

and national development planning in an African setting,
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12

some ;gservations should be noted. Recently, more criti-
cal attention has been given to any developﬁental role for
African education which neglects the needs of students
destined to return to the rural-agricultural sector.1
Tanzania's past over-riding concern with the high level
manpower ramifications of educational planning may prove
to be counter-productive as long as the rural sector re-
mains the predominant sector of her economy.

: It now appears that Tanzanian educational develop-
ment u;der the Five Year Development Plan continued and
re-inforced the tendency of each stage of the educational
system to look upward to the requirements of the next
higheé? stage. Emerging then was an educ;tional structure

LI
gearedAto the high level manpower training requirements

of a gmall elite at the expense of the much larger and

3

-\:%ii-lThe relationship between education and the needs
of €h#é rural-agricultural sector in an African context
was explored in depth at the 1966 Kericho Conference and
reported in James R. Sheffield, ed., Education, Employment
and Rural Development: The Proceedings\of a Conference
held at Kericho, Kenya, in September, 1966 (Naifobi:

East African Publishing House, 1967). 'In a Tanzanian .-
setting see Guy Hunter, Manpower, Employment and Education
in the Rural Economy of Tanzania (Paris: International
Institute for Educational Planning, 1966).
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less educated student population that leavesAthe lowgr
stages of the system to work in the rural-agficultural
sector.

Tanzania's success in developing a post-independence
educational structure in-which each stage of the educa-
tional system is planned to ensure suitably trained
entrants‘to the next higher stage may have been temporary.
What caﬁ'happen is that an upward looking structure may

‘producéisuch discoﬁtent on the part of the vast majofity
of pupils who fail to progress to the next higher stage
that the seeds of its own destruction are sdwn. In the
long run, any structure of education must pe acceptable
to Eheé&gst majority of people whose tax money suppotts
it. Only an educational structure in which each stage,
from the lowest to the highest, attempts to meet the ed-
uanTBnal<§eeds of the vast majority of its participants

cqgiggée to enlist the continued support of the citizenry.
xe .
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CHAPTER V

THE PRIMARY SCHOOL LEAVER PROBLEM

Introduction

The Tanzanian primary school leaver préblem that
reéchgd the crisis stage in 1966 was neither new nor
endemicéto Tanzania. The future of increasing numbers
of prlmary school 1eavers ill- equlpped or unwilling to
re-enter the rural sector, as L. Gray Cowan points out,
" . .. provides one of the most serious threats to po-
litical and social stability faced by new African
stagesé?}\ The problem has been the concern of writers

on African education for many years;2 it reached crisis

proporﬁions in Tanzania during>l966 when parents and

‘olL.&Gray Cowan, "British and French Education in
(\Af ¢4 . " Post Primary Education and Political and Economic

Déveibgment eds. Don S. Piper and Taylor Cole (London.
Cambridge University Press, 1964), p. 186.

2For example, see Archibald Calla%hy\s,agJicle,
"Unemployment Among School Leavers,'" Journal of Modern
African Studies, I (September, .1963), 351-71. Philip
" Foster also examines the problem in a Ghanaian context -
in his book, Education and Social Change in Ghana (Chi-
cago:  University of Chicago Press, 1965). .

188 °
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legislators became so aroused that discussion of the
problém was elevated to the highest levels Sf government.
To understand the primary school leaver problem as
it affected Tanzania in 1966, it is necessary to view it
from several different perspectives; the economics of
Tanzanian wage and salaried employment, the vocatiénal
éspiratiOns of Tanzanian primary pupils and the structure
and éims of Tanzanian primary education itself. These
viewpéints will be utilized to first examine the proﬁlem
aﬁd lazer to appraise the policy responses made by the

Tanganyikan government to the problem.

The Economics of Tanzanian Wage and
- Salaried Employment

S
-~

-

g Tanzania is no exception to Professor Harbison's
generalization, "Modernization is a generator of
uﬁgﬁg/oyment nl Tanzanian wage and salaried employment

(about 6.5% of the total economically active population)

lF,rederick H. Harbison, "The Genératioqygf Employ-
ment in Newly Developing Countries,'' Education, Employ~ .
ment and Rural Development: The Proceedings of a Confer-
ence held at Kericho, Kenva, in September, 1966, ed. James
R, Sheffield (Nairobi: East African Publishing House,
1967), p. 174. B
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has shown an absolute decline since independence. The
figures in Table 24 show this decline that accompanied

modernization of the Tanzanian economy.

TABLE 24

EVOLUTION OF WAGE AND SALARIED EMPLOYMENT
“IN TANZANIA, 1961-19652

Numbers Engaged in Wage and
Salaried Employment

Sector

1961 1962 1963 1964 1965

Private Sector | 307,038289,824]|245,133(247,456 NA

Public Sector | 104,500/107,204 95;191 103,801 NA

. Total 411,538(397,028| 340,344 351,257} 333,755

u'aGeorge Skorov, Integration of Educational and Eco;
nomic Planning in Tanzania (Paris: UNESCO, International
Ind¥itute for Educational Planning, 1966), p. 18.

‘\légi-A ;pecific Tanzanian factor causing wage and
salaried employment to decline after independence was the
passage of a minimum wage law in January\\i96§$,which en-
couraged large scale employers (such as sisal estate

owners) to offset higher wage costs by cutting part time

and half time employment. Another reason for Tanzania's
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low numbers of wage and salaried employment is the small- .
ness of its industrial sector which becéuse.of its recency
is often modern and highly automated.1
Table 25 compares the number of new jobs created dur-

ing the Five Year Development Plan period with expected new
entrants to the job market. These figures éhow that fewer
than‘one-out of ten new entrants to the labor market could
expecgwto find wage and salaried employment during the
perio§.l964/65-1968/69. The other nine had no altefnétive,
"but to subsist by self-employment, more particularly, to
live on the land and produce food for subsistence and cash
crops for sale."?

ggghis is the hard economic reality which provides

the economic impetus for resolving the primary school

leave¥ problem., Even at the 6ptimistic growth rates
L d

1For a detailed analysis of Tanzanian employment,
underemployment and unemployment in 1965 by sex, age, lo-
cation, educational preparation, category-of-work, hours
of work, wage rates, etc., see United Republic. of Tanzania,
Ministry of Economic Affairs and Development Planning, ’
"Labour Force Survey .of Tanzania," Dar-Es-Salaam, 1966.
(Mimeographed.) ' .

2

Skorov, Integrétioﬁ of Educational Planning, p. 58.
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L TABLE 25 ’ . ‘

TANZANIAN EMPLOYMENT PROSPECTS FOR NEW ENTRANTS
TO THE LABOR MARKET, 1964/65-1968/692
New Jobs v Number
Wage Agricultural Employment . . . . . . . 44,000
Non-Agricultural Employment . . . . . . . 66,000

‘Total New JobS . . . + . » « « . . . 110,000

New Entrants to Job Market . CoL

Sfandard VIII Leavers . . . . . . . . . . 231,520
All Other New Entrants . . . . . . . . . .__918,480

Total New Entrants . . . . . . . . .1,150,000

- §aGeorge Skorov, Integration of Educational and

Economic Planning in Tanzania (Paris: UNESCO, Interna-
tional Institute for Educational Planning, 1966), p. 58.

12

¥ :
enviwioned in the Five Year Development Plan (6.7% per

annum}, the;primary school pupil contemplating his

) futd?é‘wage employment prospects has little grounds for
optimism. For nine out of ten, the only realistic .
prospect is a future on the land, a future which both

primary school pupils and their parents have been dis-

ciﬁiined to accept.
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4 The Vocational Aspirations of Tanzanian g
Primary Pupils )

The fact that the vast majority of Tanzanian primary
school leavers have no option except a life within the
rural-agricultural sector is only a problem to the extent
that those pupils do not see that option as a reasonably
attractive life style. Whenever evidence appears that in

?
fact ?énzanian primary pupils do not in fact view a career
in fhé'rura1~agricultural sector as being desirable there
is the tendency to.blame the educational system for the
creation of such attitudes.l But, the problem of un-
realistic vocational aspirations c;n not-be just attributed
to wﬁ%t\goes on in schools. What makes one vocatiénal 1ife
style more attractive than another is rooted deep in a
socié%y's culture and history.

For. years the tendency of many Africans to rank

e )
Yﬁggiragricultural work low on the scale of vocationally

1George Von DerMuhll, in a paper entitled "Educa-
tion, Citizenship and Social Revolutior in Tanzania" de-
livered at the 10th Annual Meeting of the™African Studies
Association, New York City, November 4-7; 1967 examines- in
considerable detail the ability of the Tanzanian educa-
tional system to affect attitude change on the part of
pupils, particularly in the direction of increased social-

istic sensitivity. Von DerMuhll points out the fine line

béetween .education to increase socialist fervor and educa-

~tion for political indoctrination.
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desirable roles has been explained in the following way:

4 + + . Africans were less interested in car- g
pentry and farming than in the mysteries of
literacy, which they regarded as the secret
of the white man's power. The young African
noted that the clerk in the office wielded
power over others and also earned better pay.

He still believes this, and his judgment is
sound. For it was true half a century ago,
as it is today, that better wages go to the .
man who wields a pen than to the man who .
plies a hoe. |

This traditional view has been challenged by a re-
cent Tagzénian study. 1In a job preference test admin-
isteredito 476 Standard VIII pupils in the Mwanza Reéion
of Tanzania, the investigator found that farming ranked

;w 7 out of a list of 22 occupations. Also surprising was
the fact that 'garage mechanic' was blaced.higher on the
list of;p;eferred occupations than any white collar posi-
tion. In assessing the results of his study for the
Kerichg;Conference, J. D. Heijnen concluded, "This I be-
liesz’effectively negates the opinion held by many com-

(<menﬁ§§§;s that the school leavers refuse to work with
| .

: theif hands . . . I cannot but think that their actual

. . = . . N i
dislike of farming is much less than we ére oftsg,tempted

lCastle, Growing Up in East Africa, p. 83.




195

to beligye."l, Another Kericho Conference participant ;
_concluded:

Thus it is apparent that school leavers have

a fairly realistic attitude to the lives they

are likely to lead after school, although a

disappointed one. There is a full realiza-

tion that education leads to a better job

and must be sought in or out of school.

All types of jobs are eagerly sought, though

a weather eye is kept open for the education/

promotional opportunities involved. In re-

spect to agriculture, there is an ambivalent

attitude; an underlying respect for land and

farming. still lingers in many young people and

can be aroused, but unless agriculture can

demonstrate opportunities to provide more than

a subsistance living, it cannot compete with

~ regular income jobs and in areas where families
b are larger and land is over-committed or

unavailable it has very limited attraction.2

Thus it appears that vocational preference in an

%‘\
African context differs little from vocational preference
in more advanced societies once the realities of vocational

%
- oppqgggnity are known to pupils., African students, like

o “yilJ.AD. Heijnen, "Results of a Job Preference Test

| Admintstered to Pupils in Standard VIII,Mwanza, Tanzania,"
Education, Employment and Rural Development: The Proceedings
of a Conference held at Kericho, Kenya in September, .1966,
ed. James R. Sheffield (Nairobi: East African Publishing
House, 1967), pp.- 433, 437. . _ .

9

“David R. Koff, "Education and Employment: Per-
spectives of Kenya Primary Pupils," Education, Employment
and Rural Development: -The Proceedings of a Conference
held at Kericho, Kenya in September, 1966, ed. James R.
Sheffield .(Nairobi: East African Publishing House, 1967),
pp.  419-20.
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their counterparts in other countries, choose occupations
that guarantee reasonable future economic sécurity. Edu-
cation is the 'villain' only in the sense that it opens

up for the primary pupil the realities of vocafional op-

portunity open to him.

Structure, Aims and Content of
Primary Education

:‘President Nyerere has said that the problem of
primary school leavers was in fact a product of the exist-
ing. educational system.1 His view is substantiated when
the structure, aims and content of ‘the primary system are
examined.

-~ P>y
The educational structure at the time of the pri-
mary %chool leaver crisis in 1966 remained essentially as

iéﬁﬁés qumulated in 1961, i.e. a primary course of seven

oqéggght*years followed by a secondary stage of four or

six years. Structural changes which occurred during the

Three Year Development Plan had increasingly whet the

1Julius K. Nyerere, Education for Self-Reliance
(Dar-Es-Salaam: Government Printer, 1967), p. l4.
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educatjonal aspirations of those primary pupils who were
able to continue schooling after Standard IV.

The main structural modification under the Five
Year Development Plan which contributed to the 1966 pri-
mary school leaver crisis was the decision to con;ert
from an eight year to a seven year primary étage begin-
ﬁingvin 1965. The conversion would be made over a three
year ﬁeriod with one-third of the country's regions con-
yertiég to a seveﬁ year primary stage each year. Thﬁs
from 1965 to 1967 many more primary school leavers sat
the General Entrance Examination competing for about the
same number of secondary places.

:-f‘é;Ehatfrgéulted; starting with 1965, was.a "primary. -.. -

S B

school leaver squeeze.'" Table 26 presents the data

docuntenting the plight that met the primary school leaver
af¥ious gb céntinue on to secondary school in the first
;ggéiférs-of the changeover. From 1964 to 1966, the total
seiaéted for some post-primary edugatién as a percentage
of those sitting the General Entrance ngfizitiqn dropped

from 32.0% to 13.2%. It did not take long for the public

" to recognize this fact and begin venting its outrage.upon

. -the government.
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Although the post-independence structural changes
precipitated the 1966 primary school leaver céisis, it
can also be argued that the aims and content of.primary
education were also contributing causes., The last serious
rethinking of the appropfiate aims and content for
Tanganyikan primary education was undertaken in the early
1950's following the establishment of a three stage
African school system. Recognizing that large numbers of
. pupils reft the formal system at the end of each stage,

it was decided that each stage should represent a complete

cycle of education. - For example, the Provisional Syllabus

of Instruction for Middle Schools (the second stage) ex-

pressedézhe aim of that stage this way,
The middle school course is designed to be
complete in itself so that those who pass
through it, whether they proceed further or
not, will have received an education which
e .~ will assist them to follow in a more intelli-
* gent manner whatever pursuits they take up
¢ ,and, generally, to play a more useful part
- in the development of the lccality to which
! B they belong. To this end, the form and
bias of the course at any particular school
will, so far as is possible, be related to
the needs and reflect the life le_area
in which the school is situated. .

1Tanganyika, Department bf Education, Provisional
- Syllabus of Instruction for Middle Schools (Dar—Es Salaam:
Government Printer, 1959), p. 1.
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Here was a carefully thought out aim for a certa;n stage
of an educational system, an aim in the best interests of
the vast majority of middle school pupils who would not
continue on to secondary school.

With independence and the creation of an integrated
system of education with a common eight year primary stage,
official miniétry interest in continuing a terminal,-
practical,,;griculturally oriented primary course appears
to have abé}ed. As Dodd puts it, "Increasingly, atténtion
in all types of middle schools came to be concentrated

upon the more striectly academic subjects.“1 It was not

surprising when the new Approved Primarj School Syllabus

for Standa¥ds I-VIII appeared in 1963 that practical

agriculture as a subject was removed entirely from the

L ’ . 2
core curriculum of pre-secondary Tanganyikan education.
Instead, academic subjects critical for success in later

seecond work were emphasized as the main curriculum
! N

lWilliam A. Dodd, Education for Self Reliance in

Tanzania: A Study of Its Vocational Agpect§\QEng;Ek:
Center for Education in Africa, Institute of Inte ional
Studies, 1969), p. 19.

2Ministry of Education, Approved Primary School
Syllabus for Standards I-VIII (Dar-Es-Salaam, Government

Printer, 1963).
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concern of primary education. Implicitly, seemingly
without any careful study and articulation; the former
terminal emphasis of the later yeérs of the primary stage
had gradually changed in the 1960's towatrds tﬁé acadenmic
preparation of pupils for secondary school entgance.
Thus, in 1966, both the existent aim and content of
Tanzanian pfimary education reinforced the frustrated
expectati%ns of -parents and pupils that primary school
was_prep%ratory to eﬁtrance to secondary school. The
stage was set for a showdown between angry citizens and

their government.

é;The National Assembly--Primary School
o Leavers Debate

IN the early months of 1966 a substantial number of . . _ .

"Lettg;; to the Editor" of Tanzanian newspapers objected

FQ thgg%éck“of sufficiént places at Form I for primary

\ N .
school leavers. The tone of these letters is exemplified

by the following: \\\~—*\_/

The decision by the authoritie§”to provide
only seven years of primary schooling was
short sighted. . . . The authorities have
been shouting and shouting pretty loudly
that the land is our mother and we.must
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therefore resort to her. . . . But do we
expect our mothers to help us at all
stages of our lives? What can a twelve
year old do with no money and education
to get him started on the land?

The Tanzania Standard responded with an editorial that

sympathized with parents and school leavers, but indi-
cated that they were'setting their sights too high and
asking more of the goverfment at this stage of its de-

velopme;t than they have a right to expect."2

: 5 few days before the National Assembly opened,
a legislator, Mr. Adam E. Kaombwe (Tabora East) submitted
a notice of intention:

The Assembly requests the Minister of

Education to reconsider and then rectify

the present primary education system and -

also this Assembly requests the Social

Services Commission to sit and consider

. the problems of primary education and recom-
A4 mend and advise the Minister of Education on

ﬁg; how best to overcome these problems.3

On Feb;uar§~23-25, the problems of primary education were

{ b «
1Tanzania Standard (Dar-Es-Salaam) February 8, 1966,

p. 2. \\\"‘\ o

. N
2Tanzania Standard (Dar-Es-Salaam)_February 18, 1966,

3Tanzania Standard (Dar-Es-Salaam) Februafy 16, 1966,
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the focqg,of the National Assembly debate with Mr., Kaombwe
leading the attack and the Minister of Education, Mr. Eliu-
foo, and Vice President Kawawa defending the government.
One could summarize the attack by concluding that

there were two main thrusts to the arguments of the de-
tractors: (1) The government should provide additional
post-primary educational programs for primary school
graduated, and (2) The primary school program itself should
be reformed to provide more relevant education for those
who fail to gain admittance to secondary school. Re-
formers argued for the inclusion of agriculture, carpentry,
and other practical skills in the primary cgrriculum, a
postponﬁégnt of entry into primary school until age eight,
and new trade schools which would continue formal educa-
tion foxw pupils not admitted to secondary schools.1

+The government made ineffectual replies, saying
thap héy wgfe aware of the problem, would study it and
\prese5E recommendations. Vice President Kawawa did
express his reservations about either expaggizg\ff}sting

secondary schools or creating new trade schools beyond

: 1Tanzania Standard (Dar-Es-Salaam), February 24,

1966, p. 1.



plannedlexpansion under the Five Year Development Plan
not only because of the lack of funds but'bec;use such a
step would only postpone the unemployment problem to a
later, potentially more dangerous, age in 1ife.1 The de=-
bate ended, and foreign policy events (Nkrumah's ouster
and the Uganda power struggle between President Obote
and the Kabaka) captured the attention of the public,

press, and the government.

The Government Response

" After the February primary school leaver problem
debate in the National Assembly, several months passed

%
before dny further response was made by the government.

And when the response was made in June, it was made in a

204

)
curious way--in the form of an internal Ministry of Educa-

o
tion memorandum which was subsequently released to the

The memorandum entitled "Schools and Agriculture:

It is the Responsibility of all Schools to™Rrepare Pupils

1Tanzania Standard (Dar-Es~Salaam), February 25,
1966, p. 1.
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for Agr%pulture" addressed to all teackers and signed by thé ,
Minister of Education, reiterated that 96% of alllTanganian
primary school pupils will not proceed to secondary school
but instead, will return to the rural-agricultural sector.1
Yet, according to the Minister of Education, Tanzanian pri-
mary teachers a;t as if all their pupils should be prepared
for secondary school entrance. This attitude in turn cre-
ates the impression that Tanzanian formal education must
end wiﬁh a "master job," a job devoid of any manual work. 2

in the memorandum, the Minister of Education, Solomon
Eluifoo, reprimanded Tanzanian primary teachers who engendered
such attitudes and ordered that such: practise must stop. In-
stead, he urged that Tanzanian teachers mugt promote love

- /\
and respect for land and the role of agriculture and

)

e 1Unlted Republic of Tanzania, Ministry of Education,
"Schools and Agriculture: It is the Responsibility of All
Schools to Prepare Pupils for Agriculture,” EDIT SI/10/36,

~ Jgﬁwea. (Mimeographed.)

Lo

\
! Three months before the issuance of the Minister of

Education's memorandum to all Tanzanian teachers on their
responsibility to prepare pupils for agricglggfg, a one day
conference was held on March 14, 1966 at University College
Dar-Es-Salaam on "School Leaver Problems in Tanzania." ’
Speakers at the conference pointed out the discrepancy be-
tween the aims of Tanzanian primary education and the likely
vocational futures of most of its pupils. For a summary of
that conference, see East Africa Journal, III (May, 1966),
p. 27..
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announced thaf special committees would be established in
the Mini%try of Education to propose specific:ways in
vwhich the schools could prepare pupils for agriculture.

In the remaining months of 1966 Shere weré’no
official pronouncements concerning the Ministry's plans
for revitalizing agriculture in the primary school. How-
ever, as one might expect from the political nat;re of the
issue, L; occupigd much of the attention of the higher
officiais in the Ministry of Education. A joint committee
was estéblished between members of the Ministry of Educa-~
tion Inspectorate and of the Institute of Education at
Univefsity College, Dar-Es-Salaam, to propose alternatives
in the existing primary school curriculum which would re-
laté cdu;ge content more directly to rural science and
agricu%fure. At_the same time, the idea of re-instituting
a school farm program incorporating the best features of
the\é%éq aéortive middle school attempt went under review.
(ahilékfﬁis review was underway, the Ministry of Education

requested the Americaﬁ Peace Corps to sugely upper primary

H

‘vocational and agricultural teachers to begin teﬁéhing in

the fall of 1966. This investigator was involved in the

negotiations which led to this program, which at best was

206
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a hastily conceived and politiéally expedient effort by
both parties concerned--the American Peace Corps and the
beleaguered Ministry of Education. The Peace Corps
teachers began training at Syracuse Univeisity aﬂd ar-
rived in Tanzania in laté August of 1966 with no firm
idea of whether they would be teaching a new course,
what syllabuées would be utilized, the nature of the
school farh program, and their overall role in the upper
primary’séhool community.1 The reason for their ignofance
was the slowness of Tanzanian ministry officials in
finalizing a new agricultural program at the primary
school level.

Flngbgpober, the National Service controversy
erupted at University College, Dar-Es-Salaam, and that
issue detPacted public attention from the primary school
1eaver¢;;ob1ep. Not until February, 1967 was a more de-
f}aiti   govérAment response to rhe primary school leaver
pfoblemkéiaborated in two very significant documents,

The Arusha Declaration and Education for Self-Reliance.’

1Unfortunately, none of the 30 American Peace Corps
upper primary teachers had any substantive prior experi-
ence with American agriculture.
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"~ The October 22nd Crisis

At the October, 1966 session of the National
Assembly, the government introduced a White Paper pro-_.
posing obligatory National Service particip;tion by
univefsity graduates and school leavers.1 The Tanzan-
ian Natiéﬁa; Service was a para-military organization
created téitrain Tanzanian youth for nation-building .
» tasks; Itrfell within the jurisdiction of the Vice-
President's office. '

The White Paper stated that the National
Service had been generally misconstrued as an.organ-
izatio; f;;‘;he undereducéted and unemployed. .

Such miscgpceptions had been responsible for the re-
luctanéeof educated youth, particularly university .
étudeﬁ s'apdlgéhool leavers, to join its ranks,

TgQ;émeﬁy~this situation, the government proposed

in its White Paper that National Service \\\s._\
' N

1United Republic of Tanzania, Proposals of the
Tanzanian Government on National Service Applied to Uni-
versity.Graduates and School Leavers, Govermment Paper
No. 2-1966 (Dar-E$-Salaam: Government Printer, .1966).

'
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duty be made compulsory for all universit} graduates, Form
VI leavers and graduates of other professional iﬁstitutions.
The period of service would be for two years, including a
three months training course, two months of nation-
building service and 18 months of service in a post appro-
priate for the training of the entrant. During the first
6 months the student would receive Shs.20/ per month and
40% of therﬂormal salary would be paid during the 18
months subs?antive service. New courses appropriate>io
the educational level of the trainee would be introduced
during training,emphasizing principles of African social-
ism, language, and literature. The National Assembly
debatedothé;ggoposal for two days in October and approved
it with a single dissenting vote on October 4, 1966,
During and after the National Assembly debate
studenttsatcries were loud and angry against the plan.
One stu\ﬁgé wrote to a newspaper editor, "History has
proved that discipline and sense of responsibility cannot
be obtained by forced labor nl Another, "Thé\§9§#gfs/on

my pay now means that I have to tell my already helpless

1Tanzania Standard (Dar-Es-Salaam), September 30,

1966, p. 1.

R
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aging parentsvto wait another two years before I can re-
lieve them."! -

On October 22, a crowd of 393 students gathered out-~
side the President's home and submitted a statement to him.
They condemned the compulsory features of the National
Service and declared their unwillingness to serve under
the present éroposed terms. Some members of the demon-
stration c;rried placards, one of which read, "We were
better offiunder colonialism." The President listened to
their demands, expressed his outrage and had the police
round them up to be fingerprinted. He then ordered that
all students who took part in the demoﬁstration be rusti-
cated froﬁ;the university. They were transported to the
univeréity to pack their belongings, and under armed
escort, wgfe enroute to their homes within twenty-four
hours. It later became known that 310 of the total 393
sfudenﬁ%i%eré‘students of the University, while the remain-

iﬁg protestors came from some secondary institutions in

or near Dar-Es-Salaam. At that time, the tbtgl_zggganién

1Tanzania Standard (Dar-Es-Salaam), October 3, 1966,

p. 2.
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student body at the university was 552 students.

It is clear the President had been Qisibly shaken
by the student demonstration, particularly with the signs
extolling colonialism. He was q;oted asLsaying, "These
ideas cannot originate from our youth. They must be com-
ing from elsewhere."l The blow was critical, not only
to the President who had personally supported the growth
of the uni#ersity but to the nation's development plans
in which éhe university students would play such a vital
role.

Most important, perhaps, for the history of educa-
tional development in Tanzania was theAeffect the whole-~

sale dismissal had upon public confidence in the Univer-

.sity of East Africa. Perhaps this sense of shock and

v
disappointment was best expressed in the editorial in the
A
Nationalist, °the official organ of the TANU party:

' ‘iigi The memorandum of the students must give
the govermment the occasion to review
extensively the educational system in the
country. When students who have so openly-
benefitted from the reclamation oﬁ—eu{//

. 1Tanzania Standard (Dar-Es-Salaam), October 24,
1966, p. 1.
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.~ political brithright of independence so
earnestly tell the world that they would
rather be under colonialism there must be
something wrong with their educational
institutions and methods. . . . They were
not, in a word, being educated.

The sentiments expressed in this editorial probably
reflected the national mood of troubled concern following
the university student protest on October 22, 1966.
Lionel Cliffe, in assessing that period in Tanzania
history'goncludes it was the evidence of that indiffer-
ence of %anzanian university students to the idea of
service to the community that persuaded President Nyerere
to undertake an immediate course of radical changes for
that soc_iety.2 The Arusha Declaration, issﬁed some three

o S
‘months later, provided the national blueprint for such

radicalRFhanges.

~

1The Nationalist (Dar-Es-Salaam), October 24, 1966,

p. &.

2 sonel Cliffe, "Arusha Declaration: Challenge to
Tanzanians," East Africa Journal, III (March, -1967), 5.




ig;giﬁ3\5§ condemning the past tendency of Tanzanians to

v The Arusha Declaration

From January 25 to 29, 1967, the National Execu-
tive Committee of TANU met in closed session in the Com-
munity Center at Arusha, Tanzania. The results of the

meeting, summarized in The Arusha Declaration and TANU's

Policy on Socialism and Self-Reliance, set forth far

reaching,social reforms and provided the theoretical

framework for a later document, Education for Self- .

Reliance. While there is no specific reference to edu-
cational policy in the Arusha Declaration, (no doubt

because of the imminent release of Education for Self-

Reliance) both documents, one a social manifesto and the

- PN

~other an educational manifesto, should be examined to-

gether ﬁ}nce the arguments in each interact and are mu-
tually supportive.

\iépart Three, the heart of the. Arusha Resolution,
wart

relate development with money. "It is as if we have _

said, 'Money is the basis of development. 'Witho&ﬁ/money,

there can be no development,'"l

1Tanganyikan African National Union, The Arusha
Declaration and TANU's Policy on Socialism and Self-

Reliance (Dar-Es-Salaam: TANU, Publicity Divisiom, 1967),
p. 5. . '

It then goes on to state

213
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that money--can come from two sources; the people of
Tanzania (the elimination of whose poverty ié the aim of
the development problem) and external aid, which is inade-
quate, expensive, and politically exploitable. A corollary
to Tanzania's past equation of money with development,
claim the resolution framers, has been Tanzania's over-
emphasis on industry as the basis for development. This

in turn has 'led to undge'concentration of government fi-
nancial fe;ources on urban development, the locale f;r
Tanzania's small but growing industrial sector. Yet the
revenue to pay for urban development ". . . will not come
from the towns or industries. . . . Wé éhall get it from
the viLlagés\and agriculture. . . . If we are not careful
we migﬁt get to the position where the real exploitation
in Tanzanfg is that of the town dwéllers exploiting the
o

peasants. v

(* -\ﬁg%;Arﬁsha Declaration concludes that it must be
re;ognizéd‘that agriculture, ﬁot industry, is the basis

of future Tanzanian development. This is tfﬁe\hgngg§e the

overwhelming proportion of Tanzanian citizens are ehgaged

. 1Tanganyikan African National Union, The Arusha
Declaration and TANU's Policy on Socialism and Self-
Reliance (Dar-Es-Salaam: TANU, Publicity Division, 1967),
p. 13,7 '
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in agriculttral enterprise and because it is Tanzanian
cash crops (sisal, cotton, coffee, tobacco, @yrethrum
and tea) that prdvide the bulk of Tanzania's exportable
wealth from which the foreign currencies needed to fi-
nance both the urban and rural development of the
country are obéained. The wealth of the country will
increase onlyAwith increaéed production of these aéri-

2

cultural crops. And while money is one pre-requisite

-

for such increased agricultural output, 'between money

and people, it is obvious that the people and their hard

'; ‘ "~ work are the foundations of development, and money is
one of the‘fruits of that hard work. Tﬁe PEOPLE and
their HARﬁ§WQRK, especially in agriculture is the meaning
of Self-Reliance."! |

Did’ the Arusha Declaration contain any implications

e o . .
: - for past and future Tanzanian educational development?
Tq~this§§£§erver the clarion call of the Arusha Declara-

tion for a concentration of nat10na1 effort on the develop~

ment of the rural-agricultural sector as opﬁbsggfgg/;hev

lTanganyikan African National Union, The Arusha
Declaration and TANU's Policy on Socialism and Self-~
Reliance (Dar-Es~Salaam: TANU, Publicity Division, 1967),
“ P 17




216

urban-- ingustrial sector questioned the main dgvelopmental
emphasis of Tanzanian education under the Five &éar Develop~
ment Plan, the provision of high level skilled manpower.

An educétional system whose structure, aims and content

are geared to the production of high level manpower is an
educational system with an urban-industrial biaé, since it
is that productive sector which requires the greatest
input'of duch manpower. Thus, it was foreseeable even

before thé issuance df Education for Self-Reliance, on the

~

basis of the Arusha Declaration itself, that a redirection

of Tanzanian education was in the offing.

Education for Self-Reliance

‘o
.

~

In March, 1967, just weeks after the Arusha s
)
Declaiggﬁon was announced, President Nyerere issued the

now famous Education for Self-Reliance, a document of

R :
iﬁéeb ~scope which may deserve to be ranked among the
the very finest state papers on education. As Nyerere

himself admits, certain events of 1966, on;\bf*which was

the primaty school leaver National Assembly debate,-de-

manded a thorough re-examination of Tanzanian education.



&
B

217

.

Education for Self-Reliance attempted this thorough re-

examination. It is the intention here to examine only

those sections of Education for Self-Reliance pertinent
to the primary school leaver crisis and leave for later
scrutiny those sections ﬁore pertinent to secondary and
post~secondary education. |

In asséssing both past and current Tanzanian
education ﬁyerere first delineates four features which
"prevgnt-of'at least discourage the integration of tﬁe
pupils into the society they will enter, and which
encourage attitudes of inequality, intellectual arrogance
and intense individualism among the young people who go
througE'tQ§\§chPols."l Paraphrased, they are:

1. Tanzanian education is an elitist education

vdesigned to meet the interests and needs of

= g gmali proportion of those who enter the

}Jﬂ.schoéi system.

O ,
) 2. Tanzanian education divorces its participants

from the society it is supposed tQ\EEﬂB:f;

paring them for. s -

. lJulius K. Nyefere, Education for Self-Reliance
. (Dar-Es-Salaam: Government Printer, 1967), p. 9.
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3..~ Tanzanian education promotes the idea that
worthwhile knowledge is acqhired from books
or from "educated people.”
4. Tanzanian education removes from productive
labor its healthiest and strongest young men
1
and women.

)

Nyerére's charge that Tanzanian education is
elitist eﬁbraces more than the simple statistics of pupil
enrollméné‘within the sharply sloped educaﬁional strdcture.
Elitist education, according to Nyerere, occurs when an
educational system places priority on the educational
needs of the few who progress upward tﬁrough_the system
to the dg;riment of the many who leave at the end of the
'primafy cycle. Those who do not progress upward in the

" Nyerere's prescription

system ar’® labelled "failures.
is prigg;y education which is complete and terminal in
itsel d ndt just a preparatlon for secondary school.
érlmary education must focus on the needs of the majority

of its pupils who will not proceed to secoﬁdagx_§359olﬂ

but will participate in rural development. ~Such a focus

1Nyerere, Education for Self-Reliance, pp. 9-13.
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does not mean ariowering of standards or an inferior ed-
ucation, ééen for the few who go on to higher lévels.
In Nyerere's words, "Those most suitable for further
education will still become obvious and they will not
suffer."1 But the vast majority of prima;y graduates
who will leave after seven years must be equipped with
the skills appropriate to and the value orientation
necessary.for living happily and productively in a so-
cialist angwpredominantly rural society. -
N&erere's second charge that Tanzanian schools
divorce their participants from society has both its
literal and figugative meanings. Literally, Tanzanian
schools (eycept for a few urban primary and secondary
schoolé)'éi?é been boarding schools. Often such boarding
échools bepame self-sufficient and isolated enclaves
within&zﬁgganian society. More figuratively, all schools,
both daj;andvﬁoardiﬁg, have not involved their pupils
iéﬂfﬁé [ %éoi;g life of the surrounding community. To
remedy these defects, Nyerere first proposed that the

P

entry agé to primary schools be raised to sevéiyears to

counteract the increésing tendency to separate primary

school pupils from their families and communities at the

' 1Nyereré, Education for Self-Reliance, pp. 16-17.
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age of fiv%;or six years. This step would also ensure that
primary school leavers would be at least 14 or 13 years old
and thus better prepared to begin full time rural develop-
ment work.

But the most significant reform that Nyerere sug-
gested to overcome the divorcing of pupils from the com-
munity was to make schools communities in their own right
--communities which practice self-reliance, the principles

of which were enunciated in the Arusha Declaration. To

understand Nyerere's definition of a school as a community,
it is important to use his own words. School communities:

. . must realize that their life and well-
~ ‘being depend upon the production of wealth--
t;\by farming or other activities . . . they must
< “be econcmic communities as well as social and
educational communities. Each school should
have as an integral part of it, a farm or
» workshop which’ provides the food eaten by the
community, and makes some contribution to the
#x~  total national income . . . every school
should also be a farm; that the school com-
- munity should consist of both teachers and
O ;{ farmers and pupils and farmers.

|
)

As Nyerere develops the need for such Tanzanian

school-communities he turns to his third criEieism\J/

1Nyerere,.Edhcation for Self-Reliance, p. 17.
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of Tanzanian education--the unfortunate equation of knowl-
edge with béok learning. To overcome this éendency school
farms or workshops should become an integral part of the
school. Any distinction between book knowledge gained in
the classroom and practical knowledge gained on the school
farm or workshop will be removed when school farm logs are
made the_matﬁematics texts or when the properties of
fertilize:kare a component of the science syllabus. Even
conceptualiskills wili first be experienced on the f;rm

before being "taught'" in the classroom. Nyerere argues

that when pupils mutually plan their school farm, set out

" work responsibilities and then actually.perform work on

the farm Qgey will be learning the concepts of cooper-
ative endeavor and self-reliance. Such concepts can then
beusefull?studied in the classroom. Thus, the proposed
schooljzgﬁmunity will break down distinctions between book
kqow} L;fand‘exéerience, theory_and practice? classroom
and the world. '

Realizing the power of exam content Eq\gggggl}shr
value to a.subject and pupils' aspirations fdf studying

that subject Nyerere'states that selection to post-

primary educational institutions will no longer be based



3
Lyer~

222

only on exam performance but will also include both
teacher and pupil assessment of the candi&até's contribu-
tion to the school community. Presumably, this broader
kind of assessment would reinforce the aim‘of primary
education as a complete experience in itself and not
just academic preparation for admission to secondary
school. A

Tur@ing to the problem of creating economically
viable scho?l-communities, Nyerere admits that it ma; be
unrealistic to expect each primary school-community to be
economically self-sufficient. Still, primary pupils can
help generate wealth by working in village communal farms
with re§poégipility for a certain number of acres,
School terms could.be altered so that pupils might parti-
cipate as members of their families in the family farm
duringvﬁzzﬁest;ng éeasons. Nyerere concludes, "The present
at%i;udggiégreb? the school is regarded as something
seéaraﬁé; and the pupils as pebple who do not have tﬁ
contribute to the work, must be abandoned. In\EE£§:/9f'”
course, parents have a special duty; but the “school “can

contribute a great deal to the development of this
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attitude."
- Nyerere's fourth concern was that schooling:temoves
pupils from productive work and makes them in a sense con-
sumers of the work output of older and weaker citizens;
here also he had prescriétions. He argued that schools
must be reorganized so that the pupils themselves do much
of the work now done by hired employees and supervisors.
For example;ﬁschools should not have to employ people to
clean pupil's rooms, prebare theif food or maintain gchool
grounds, .

Besides such chores, Nyerere also feels that labor
costs in the construction of a school could be appreci-
ably cuteﬁf‘gggils joined with local villages and crafté-
men in the work. Also, during vacations, pupils-should
be expected ¢o take part in community development and
nation bu&iaing}activities on an unpaid voluntary basis.
in EL theéé ways, pupils would contribute to

natfonél £§cbme while they were in school and thus dimin-

.

ish what soéiety pays for the privilege of education they-
. ' \-—\/

enjoy. ’ : D e .

;Nyefére, Education for Self-Reliaﬁée, p. 22,
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Because of its breadth and complexity, Education

for Self-Reliance is difficult to summarize both as a

document and as a governmental policy response to the
problem of the primary school leaver. *

Perhaps Education for Self-Reliance is best viewed

as a social document, one which attempts to outline the
role that education should play within a developing so-

ciety. Af;gr all, Education for Self-Reliance was issued

by JuliuS'N?erere as avpersonal sﬁatement and not as
Chairman of the TANU Executive Committee or as Chairman
of the Economic Development Comniission.1

Nyerere seems particularly concerned WiFh the re-
lationsbipéﬁgpween formal schooling and the social aspira-

tions of its recipients. As such, Education for Self-

Reliance i& a continuation of Nyerere's thinking on

Ujamaa 3?/Africén socialism applied to education. If one
had to\g%%% a @aragraph which expresses the central con-

\
cern of Education for Self-Reliance (and no doubt Nyerere's
\’\\/
1Nyerere specifically disclaims any intent in Edu-

cation for Self-Reliance to produce political robots who
docilely accept the Government and TANU.
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How similar the sentiments expressed here are to words

written in

225

ih writing it) it would be: . ’

This is what our educational system has to en-
courage. It has to foster the social goals of
living together, and working together, for the
common good. It has to prepare our young peo-
ple to play a dynamic and constructive part in
the development of a society in which all mem-
bers share fairly in the good or bad fortunes
of the group, and in which progress is measured
in terms of human well-being, not prestige,
buildings, cars, or other such things, whether
privately or publicly owned. Our education

> must therefore inculcate a sense of commitment
‘to the total community.l

-

1962 by Julius Nyerere as he attempted to de-

fine African socialism:

Socialism, like democracy is an attitude of
'+ mind. . . . Acquisitiveness for the purpose of

- >.gaining power and prestige is unsocialist.

%

E

. . . For when a society is so organized that
it cares about its individuals, then, provided

- he is willing to work, no individual within
that society should worry about what will hap-
pen to him tomorrow if he does not hoard wealth
today. . . . This is what traditional African
soc1ety succeeded in doing. That was socialism.
That is socialism.2

~ N

{ \\‘,i
‘

j

Julius K. Nyerere, Education for Self-Reliance (Dar-

Es-Salaam:

Government Printer, 1967), p. 7
-

2 Julius K. Nyerere, '"Ujamaa--The Basis-of African
Socialism,” Freedom and Unity: A Selection from the Writ-
ings and Speeches of Julius K. Nyerere, 1952-65 (London:

Oxford University Press, 1966), pp. 162-164.



Thus, in its ideological setting, Education for
Self-Reliance was not a radical departure in Tanzenian .
thinking.1 Rather, it represented President Nyerere's
continuing effort, this time with the educational system
as the primary focus, to.re-define African socialism in a

Tanzanian context. After Education for Self-Reliance the

teaching of and the training in socialist principles

""» . 3
would become the business of Tanzanian schools.

Conference on Education for Self-Reliance

Foliowing the issuance of the Arusha Declara-

tion and Education for Self-Reliance, the Minister of Edu-
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. S
cation fprmEH\é permanent body within the Ministry under his

[

lFer a discussion of the historical development of
the ideology expressed in the Arusha Declaration, see the
useful article py Lionel Cliffe, "Arusha Declaration:
Chadten Tanzanlans," East Africa Jourmal, III (March,
196?);’3#§5 Another source which attempts to place Educa-
tion for Self-Reliance in an ideological setting is Walter

Rodney's chapter, "Education and Tanzania Socialism" in ..
the book, Tanzania: Revolution by Education, de_IQE;an N.
Resnick, published Longmans (1968). Rodney agpears to be

. a doctrinaire socialist and his assessment of the ideo-

logical thrust of Education for Self-Reliance is highly
praiseworthy. He attempts to link it with Cuban and
Chinese educational experiments, which also receive his
praise._
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chairmanship’ to study the documents and prepare proposals
for their implementation. One of the first tasks of this
committee was to organize a conference on the implementa-

tion of the Arusha Declaration and Educatioh for Self-

Reliance in Tanzanian education. Such a conference was

held from April 10-14, 1967, at University College,
Dar-Es-éalaam, and was attended by senior members of
Tanzania's ;ducational establishment, including Ministry
of Educatio; officials, all Regional Educational Offi;ers,
heads of all secondary and teacher training colleges,
and the Education Secretaries of the major religions en-
gaged in edgcationél work in the country: If for no
other reasd%\;han its composition, the Conference on
Education for Self-Reliance is significant, for it pro-
vided a fof%m for the educational establishment of
Tanzani;?;; resppnd to President Nyerere's Education for

ge." Its recommendations for implementation

| N
of the new policy on education would have added signifi-

"cance, since the conference participants wouia\haye\ggspon-

sibility for implementing the manifesto.

The conference supported six general recommendations:
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<5

17 A wholehearted endorsement of the aims of
education as outlined in the President's

paper, "Education for Self-Reliance."

2, Primary and secondary schools’ retaining
a name with a religious or 'community' con-

notation should be renamed on a purely his-

torical or geographical basis.
3. School terms should be readjusted to the
%‘ . : agricultural year in the school's localit;.
4, All teachers ahd tutors should study the
. ' - contents of the Arusha Declaration and

Education for Self-Reliance and devise steps

- ‘fé\\to be taken to achieve desired socialistic>
and self-reliance attitudes. ALL expatriate
candidates for Tanzaﬁian teaching posts

- .?xf 'shopld be interviewed by Tanzanians who would

(@_fﬁiéii’ also take part ig their orientation.both in

)
the country of the expatriate and later in

Tanzania. \\\~_,\\J/ B
5. Pupils and teachers should become involved in

the cultural activities of the nation and of
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" the locality of the school; dances, folk
songs and stories of local intefest should
be incorporated into the daily life of the
school, t

6. Schools should become involved in the com-
munity with pupils and teachers participat-
ing in self help projects, teaching adult
"classes during weekends and attending com-

~ munity social activitiés such as games, B

concerts, and national festivals. School

facilities, such as the library, dispensary

and sports facilities, should be open to

- 5~4ll members of the neighboring community.1

These six general recommendations carry forward

%
the spirit and intent of Education for Self-Reliance by
detailing practical ways for implementing the essential

2 A .
?imsﬁb%ézhe document. Some of the recommendations affirmed
éxisting practices. For example, before Education for

Self-Reliance many schools had engaged in éﬁltural//

1University College, Dar-Es-Salaam, '"Report of the

“Education Conference on the Implementation of the Arusha
.Declaration and the New Policy on Education for Self-
Reliance)' Dar-Es-Salaam, 1967, pp. 1-5. (Mimeographed.)
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activities-such as ngomas (dances) and national:festivals,
and other schools had participated in commuﬁity self-help
projects. More innovative among the recommendations was
the decision to adjust sphool term calendars to fit the
agricultural year, and the proposals that expatriate
teachers must first be approved by Tanzanians in their
home country before leaving to teach in Tanzania. (The

N
latter recommendation may reflect one of the national re-

actions to:the university student-National Service c;isis
in which criticism was levelled at Tanzania's heavy re-
liance upon expatriate teachers.) Whatever the motivation,
the six general recommendations of the bonference on
Educations%or Self-Reliance can be characterized as at-
tempts to insure that Tanzanian schools be better inte-
grated in%ﬁ the total social and ﬁultural life of the na-

Ao .
tion in the direction outlined by President Nyerere in

1‘.‘.‘dtxc.at\i%i,'forrk Self-Reliance.
3 6f~particular interestrto the concerns of this

chapter are the conference's specific recomﬁen@g;iggs re-
gafding primary education. Here, the recomiéndations were

divided into six categories: (1) The role of primary

schools, (2) Agriculture, (3).Curriculum revision,




(4) Examinafions and selection, (5) School terms ‘and
(6) School entry age. v
Regarding the role of primary schools, the confer-

ence adopted the general approach of Education for Self-

Reliance by stating that the "major aim and effort in
the primary sghool should be to prepare the child for
life in hlS communlty (which for the most part would be
the rural peasant community) and to train him for a

life of service to that communlty. ul The aim of primary
education, stated in this way, countered the prevail-
ing tendency to see primary schools as preparatory for
secondary gphool admission.

Reggéding the role of agriculture in the primary
séhool,‘the conference recommended that "all subjects
taught in gﬁe primary school should be related to agri-
culture{:;d tﬁa; where possible, every school have a
schdolffgég‘whére local cash and food crops should be

|

grown and modern farming techniques bracticed with the

N~

1Univeréity College, Dar-Es-Salaam, "Report of
the Education Conference on the Implementation of the
Arusha Declaration and the new Policy in Education for

231

-Self-Reliance," Dar-Es-Salaam, 1967, p. 5. (Mimeographed.)
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help and advice of the local agricultural extension
officer."1 In urban primary schools, other pfoductive
activities such as poultry raising, bee-keeping,
carpentry, and simple handicrafts would be i;stituted in
the school program.

In the section treating curriculumireform, the
conference recommended that all subjects be related to
agriculture,fénd curriculum content emphasizing non-
Tanzanian coécefns be reduced. 1In both these curric&lum
emphases, the more specific curriculum reforms suggested
were consistent with the terminal aim of the primary
school as stgted earlier by the conferenc;.

Regaﬁﬁing examinations and post-primary school
selection, several important recommgndations were made.
The first w;; the change in the name of the General

o

Entrance Examinatlon (given at the end of the primary

cycféﬁ tbiﬁgtlhani wa Kumaliza Klsomo cha Schule za

Prlmary (Primary School Leaving Examination). The con-
tent of this examination was to be altered to\ﬁiace«\J/

greater emphasis on Tanzanian socialism, cooperatives,

lUnlvers:.ty College, Dar-Es-Salaam, "Report of the
Educatlon Conference on the Implementation of the Arusha
Declaration and the New Policy on Education for Self-
Reliance," Dar~-Es-Salaam, 1967, p. 5. (Mimeographed.)
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unions, agrisulture and civics. In regard to selgction
of primary school leavers for further studies, it-was
recommended that Form EF 65 (the pupil achievement
record used for secondary school selection)ash;uld be
modified to include room for the parents' name and
address, an assessment of the pupil's general attifude
towards work, his character, contribution to the com-
munity and &' space for his overall position in class.
The effect of these modifications would be the broadén-
ing of the ;election criteria beyond academic performance.
The changing of the name of the primary leaving exam was
also consistenﬁ with the new aim of primary education
of preparinglphe vast majoritylof its pupils for return
to the rural community.

Regignal Education Officers were given the author-
ity to dEférmiqe appropriate school term and vacation
scﬁégu{e_ in their regions, and headteachers of primary
scﬂ%ol we%é‘authorized to release pupils for a day or
two for urgent local agricultural duties if such a need =

arose within the school term. —_—

.Prgsident-Nyerere's recommendation regarding the

setting of school entry age at 7 plus was the last
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' recommendation endorsed by the conference regarding pri-

mary -education.

Summary and Conclusions

This chapter has focused on one of the two educa-
tional crises that confronted Tanzania in 1966--the
primary school leaver problem. The crisis occurred when
"the reality}that primary school leavers could not be
assured‘eptré.into the wage and salaried sector produced
a crisis oﬁ expectations among people whose aspirations
for their children were thwarted. "t

The ndtional outcry in turn led to the Fébruary,
1966, Naé&oﬁ;l\Assembly debate on primary education
which foréedﬁgovernment_to devise some new policy responses.
The initial-responses, the publication of the Minister of

3

Education'S§Schoois and Agriculture: It is the Responsi-

bilﬂ;; of 211 Schools to Prepare Pupils for Agriculture,

the convening of curriculum committees within\Ethﬁi?istry.
-~

1Idrian Resnick, ed. Tanzania: Revolution byHEucation

(London: Longman, Green & Co., 1968), p. 8.
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Inspectorateé and the Institute of Education, and: the
inauguration of a U.S. Peace Corps Uppef Priﬁary Agricul-
ture Teacher program during the summer of 1966, were
examined and their limitations noted. It probably was
the October, 1966, University Student-National Service
controversy that actually galvanized the government into
a deep and sefious reconsideration that led to President

Nyerere's outline for broad and sweeping reforms in

Education for Self-Reliance.

Education for Self-Reliance called for radical

changes in the role that primary schools should play in

Tanzanian society. That role would be a terminal role,

preparing Tanzanian primary pupils for return to the
rural agricultural sector after seven years. The organ-

ization of”the primary school would be altered to encour-
o :
age involvement by pupils in both the cultural and

ecpnomic,'étiﬁities of the surrounding community, and
| s

Ny

the contént of the primary curriculum would be changed to

emphasize the positive benefits of self-reliénqg_ggg/a

rural agricultural way of life. Finally, the chapter

examined the Conference on Education for Self-Reliance

where the educational establishment of Tanzania prepared



practical means for the implementation of the aims of

Education for Self-Reliance.

What conclusions can one draw from this recital of
the events which led Tanzania to adopt a significant and
revolutionary policy response to the primary school
leaver problem? Certainly, one predominant feature is
the speed that characterized the government's policy
responses. About a year elapsed between the January,
1966, Natioﬁgl Assembly.debates on the primary school

leaver problem and the issuance of Education for Self-

Reliance, with another three month lapse until the
formal educational establishment endorsed Nyerere's edu-
cationalvmqéigesto. Thus, within 15 months, a revolu-
tionary new educational policy was first proposed and
then adopte&. Of course such speedAmay have its nega-

tive aspgzis. "It would appear from both the timing and

language ¥ Education for Self-Reliance that it was not
Buase g

‘\‘, .
written by professional educators. Yet, it is they (as

236

the subsequent convening of the Conference om\Education ~

for Self Reliance itself suggests) upon whom the success-
ful implementation of the aims of Nyerere's proposal

rests., In the long run, it might have been better if
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the govergpent had brought professional educators into
earlier and fuller dialogue to insure their bro;d support
and enthusiasm for the reform proposal.

What about the chances for succesé:of the proposed
reforms? Years, perhaps even a decade, will have to
elapse before one could assess adequately the sﬁccess

of the govermnment in implementing the reform provisions

outlined in Education for Self-Reliance. But at this
time this‘investigatdr would agree with the general iine
of thinking expressed by many participants in the Kericho
Conference on Education, Employment and Rural Development.
One conclusion of that conference was that the problem of
the pflmé?z school leaver is not basically an educational
problem but rather.a problem of agricultural economics.
Curriculum reform,'exam reform, and even structural
modiffEEtion§ in‘the African primary school are unlikely
to ch A'e.subéﬁantially the present disinclination on
éhe.péfﬁ“of primary school graduétes to enter agriculture
until the economic returns of that activity show substan-
tialrimprovement. ‘Whether this improvemeni:;;;;;T;;out
by incfeasing numbers of small scale capitalist farmers

pfospeiing from the soil or by the improved life styles
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of communal -fural economic and social communities is not

importgmt.l What is important is that visibie evidence
of the growing economic potential of life in rural
Africa is discernible by parents and pupilg.

It would be grossly unfair to suggest that President
Nyerere and the political and educational hierarchy of
Tanzania are uﬁmindful of the critical role that non-
educationalffactors must play in solving the primary
school 1eévér problem. What is somewhat disturbing is
the absence of any recognition in that country's manifesto

on educational reform, Education for Seif-Reliance, of the

rather limited power of the formal educafional-system
itself to dépe with this larger problem. As 6ne expert,
speaking of the rural economy of Tanzania, has said,

"It is an filusion to suppose that formal education by
itself éz;;eves gconomic change in the traditional rural

communi;iégjchéracteristic of tropical Africa."’ One can
{ 7

1For a post- Educatlon for Self-Reliance revelation
of President Nyerere 's thinking on the future development
of agriculture in a Socialist Tanzania, see Socialism and
Rural Development written in September, 1967 (Dar-Es-Salaam,
Government Printer).

2Guy Hunter, Manpower, Employment and Education in
the Rural Economy of Tanzania (Paris: UNESCO, International

Institute for Educational Planning, 1966), p. 13.
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only hope thgt the brilliance and cogency of Education

for Self-Reliance will not be dissipated by toco close an

jidentification with such an illusion.
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o CHAPTER VI

THE UNIVERSITY STUDENT--NATIONAL SERVICE

CONTROVERSY >

Introduction

While this study is not prima;ily concerned with
developmentéwin Tanzanian higher education, a sector .
which falis:outside the jurisdictional control of the
Ministry of Education,1 no study of post-independenée
Tanzanian educational development could fail to disregard

the svents of October 22, 1966, which enveloped

Universtty’%bilege, Dar-Es-Salaam. For the mass protest

1Ung,',versity College, Dar-Es-Salaam, is a consti-
tuent part of the University of East Africa which in
turn is governed by the Council of the University of East
Africa: This Council is made up of representatives of the
three congfitugnt Colleges, the East African governments,
the Cen I%ij.Legislative Assembly and other persons ap-
pointed im recognition of their likely contribution to the
university. Tanzanian policy regarding the University
lies in the hands of a Cabinet Committee on Higher Educa-
tion, the secretary to which is the Registrar ‘of-Students
who is an Officer of the Ministry of Education. While
President Nyerere serves as Chancellor of the University
of East Africa, this is more or less an honorary position
and does not indicate that the direction of the university
“has .& pro-Tanzanian bias.,
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méeting outside President Nyerere's residence by univer-
sity students objecting to the provisions of the gévern-
ment's National Service proposal and their subsequent
.rustication from the university had ramifications that
went far beyond the higher educational sector of the
Tanzanian education. 1In fact, of the two educational
crises of 1966; the first, the February National Assembly
primary schdgl leaver debate, and the'second,the October
22 ﬁniveréiéy student protest, it is likely that it &as
the second crisis which was the proximate cause for the

1967 re-evaluation of the educational sysfem that cul-

minated in Education for Self-Reliance,.
Whateyer the causal relation between the events

of October 22, 1966, and Education for Self-Reliance,

the facts sﬁrrounding the National Service-university
student‘gg;trOVersy deserve careful scrutiny. Was the
whqlesalgi%}smissal of the vast majority of Tanzanian
university students at Univer31ty College, Dar-Es-Salaam,
just an unfortunate example of the possible ﬁiqgg_gii;
played by an African President reacting‘undef‘gtress?

Or does October 22, 1966, provide.additionalrevidence

of .the social dysfunctionality of post-independent
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Tanzanian educational development, particularly at éhe
highest level of the formal system, thebunivérsity?

Such questions will be evaluated in this chapter
by examining the background of the National Service-
university student controversy and the sﬁbsequent_policy

responses made by the Tanzanian government to the crisis.

Backg;ound of the Crisis

| VUniQersity College, Dar-Es-Salaam, the youngest
of the three constituent colleges of the.University of
East Africa1 began in 1961 in temporary -quarters, adﬁit-
ting 14 sthfnts to the Faculty of Law. The ;ollege
;dded.;TF;;uity of Arts and Social Science in 1964 and
a Science Faculty in 1965.' Along with these faculties,
by i966bseveral institutes housed at the new 860 acre

3

modern ¢ 'ppsﬁgbme_lo miles from the capital were also

~ 3 .
in| existenice. They included an Instituta of Education,

Institute of Public Administration, Institute of Swahili

lSir Eric Ashby in his excellent work, Universities:
British, Indian and African (Cambridge, Massachusetts:
Harvard University Press, 1966), p. 319, describes some
of the problems associated with - the history of the
- University of East Africa.
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Research and/the Economic Research Bureau. The first
graduates of the university (34, of which 5 wére Tanzanians)
received their degrees at a ceremony on 21 August 1964,
which coincided with the official opening of the new
campus, President Nyerere, as Chancellor of the Univer-
sity of East Africa, officiated.

Duringlthe 1966/67 academic year, the year in
which the Né%ional Service-university student crisis occurred,
University dollege, Dar-Es-Salaam; had expanded so that its
total enrollment was 803 students, of which 552 were
Tanzanians. (Appendixes D-E present the 1966/67 enroll-
ment figures by faculties for University College Dar-Es~-
Salaam, and\the University of East Africa.) In 1966/67,
455 other Tanzanian students were enrolled in the two
other constffuent colleges of the Uﬁiversity of East
Africa, :Z& 818, Tanzanians were attending overseas post=-
secpndaniggéstftutions L Thus, by 1966, 1815 Tanzanians
weré enrolled in institutions of hlgher education in

AN
S—

Yonited Republic of Tanzania, Minist:y‘of Educa-
tion, Annual Summary of the Ministry of Education, 1966
(Dar-Es~Salaam: Natiornal Printing Co., Ltd., 1967),
p. 79.
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East Africa and overseas. This was a considerable achieve-
ment for a young country five years after independence.

The role of University College in the formal educa-

tional system was stated by the Minister of Education,
Solomon Eliufoo:

It is well known that in Tanzania we have
decided that higher education provision
shall be directly related to high level
manpower requirements. . . . Not only do

we request the University (to accept a cer-
tain number of students) but we determine
the numbers that shall go into every faculty
such as Medicine, Engineering, Accountancy,
Pharmacy, and many other disciplines.

lln his speech before the Conference on the Role of
University Gpllege, Dar-Es-Salaam, in Socialist Tanzania
delivered on 11 March, 1967, some five months after the
National Service-university student controversy, the
Minister of Education listed the contributions of Univer-
sity Collegé in Tanzania. Each contribution listed by the
Minister included some aspect of high level manpower pro-
duction. The five contributions were: '(1) provide higher
education for an -adequate number of people to £ill the
high levelgmanpbwer requirements of our country; (2) pre-
pare its dduates for entry to. specific professional
careers; (3) provide institutional arrangements which are
necessary to keep our precious high level manpower force
up to date and thus prevent obsolescence; (4)\assist in
the development of the content of educational courses—so
that people who are highly educated are as well~suited to
undertake the tasks which are most important in develop-
ment and (5) carry out research activities related to
high level manpower." It seems strange that at a confer-
ence devoted to the role of University College in a

-
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From its inceﬁtion, the provision of high level manpower
in accordance with manpower requirements of the nation
appears to have been the predominant role of University
College, Dar-Es-Salaam. t

But what of President Nyerere's attitude towards
the University College, Dar-Es-Salaam, particularly his
attitude before October 22, 1966? In his two major uni-
versity addre;ées, one at the inauguration of the Univer-
sity of Eaét ;frica ‘on 28 June, 1963, and the other ;t
the official opening of the Dar-Es-Salaam campus on 21
August, 1964, Nyerere stressed both the intellectual de-
tachment and the concerned involvement that the univer-
sity must"exﬁkbit in meeting the problems of Tanzanian
underdeveiopment. In the earlier speech, he proﬁhetically
férecast theuOctober 22, 1966, crisis:

tx’I know I am asking a great deal of the Uni-

versity of East Afvica. I am asking its

(> "~/members to be both obiective and active which

! ~is a difficult combination. What is more, I

Socialist Tanzania, the Minister was either un;Iliing\,/
or unable to broaden the contribution of University Col-
lege to include non-economic factors. University College,
Dar-Es-Salaam, '"Report of the Conference on the Role of
the University College, Dar-Es-Salaam, in a Socialist
Tanzania," Dar-Es~Salaam, 1967, p. 27. (Mimeographed.)
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af asking this under circumstances in which
I know that both are liable to give rise to
some misunderstanding with the government
and the people. . . I cannot claim that I,
any more than my colleagues, will never -
mistake honest criticism for unconstitutional
opposition. Nor can I honestly promise that
our need for national unity in the struggles
ahead will never lead us into the error of
abusing the non-conformist. I hope tTat we
shall never make these mistakes . .

But there is a thread in his speeches which may
help explain his rather emotional response when the uni-
versity students confronted him in October, 1966. This
was his obvious concern ebout the contrast between the
lavish and expensive setting of University College, and
the impoverished state of most of Tanzanie. In -the fre-
quently-quoégd\section from his May, 1964, address to
the National Assembly, President Nye;ere, referring to

students upog whom much money is expended, warned,
Those who receive this privilege therefore
shave a duty to repay the sacrifice which
(> ~~3f others have made. They are like the man
} who has been given all the food available
in a starving village that he may have
strength to bring supplies back from a
distant place. If he takes the food-and. -

1Julius K. Nyerere, Freedom and Unity (Dar-Es-
Salaam: Oxford University Press, 1966), pp. 220-21.
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does not bring help to his brothers he is a
traitor. Similarly, if any of the young
men and women who are given education by the
people of this Republic adopt attitudes of
superiority, or fail to use their knowledge
to help the development of this country,
then they are betraying our Union.- I do not
believe this will happen.

No doubt this statement was partially politically
motivated to win public support for the large sums of

money devoted to education under the Five Year Development

" Plan. Still, it would be a disservice to Nyerere if one

-

did not acceét’his words as being a partial reflection of
his concern with the privileged existence of Tanzanian
étudents, pafticularly university students housed in the
luxurious surrqun&ings on Observatory Hill. Nyerere's
pride in Uﬁivé%gity College along with his reservations
about it may help explain his reaction to the student
confrontat;g}_\;m

Some evidence exists that the government was becom-

g A

ing iﬁ@?eés -iy critical of the lack of social concern of

University College and its students even before October,
AN

\',\\/

1Unit:ed Republic of Tanganyika and'Zanzibgf;
Tanganylka Five Year Plan for Economic_and Social Develop-

ment, lst July 1964-30th June 1969, I (Dar-Es- Salaam.

Government Printer, 1964), p. xii.
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1966. In Februiry of that year Finance Minister Jamal,

one of the few university graduates in Nyerere's cabinet,
addressed the students at University College and chastized
them for not participating in nation-building ;ctivities
during their holidays. He said: "I was extremely pained

the other day when I was informed that there is a demand

from university students that vacation time fees and

‘charges should be reduced to enable them to stay on in

-

the hostels at the campus on vacations."1 President

Nyerere speaking in June, 1966, before the General

‘Assembly of the World University Service at University
College, Dar-Es-Salaam, said that he could no longer sup-
. port the view that :

. . . the task of a university is to seek
foy truth and to ignore other responsi-
bilities, leaving it to those outside
‘the university to accept or reject the
results in their practical polities. . . .
Lo ngt believe that this dual responsi-
O ity-~to objectivity and to service is
! impossible of fulfillmént.2

' 1Tanzania Standard (Dar-Es-Salaam), Februaty 17,
1966, p. 5.

2The Nationalist (Dar-Es-Salaam), October 26, 1966,
p. &. :
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This then’was the environment when the gévernmént
proposed'obligatory National Service for uniQersiEy gradu-
aées, the proposal which in turn set off -the mass univer-
sity student protest outside the President's ho&e on
October 22, 1966. Following the rustication of the pro-
tesﬁing Tanzanian'éniversity students almost five months

passed until President Nyerere summarized his thinking
ks

about future educational development in Education for Self-
Reliance to which we now turn for its thinking regarding

Tanzanian university life.

The Government Response to the
N University Crisis

o PN

In March, 1967, President Nyerere issued Education

b3

. for Self-Reliance which included some specific references
) — ’ :

to the particular problems of Tanzanian higher education.

- A .
While arﬁefég& -document, Education for Self-Reliance

embodies the thinking of the President and his colleagues
after a period of reflection on the events of 196§>\———\~/

Nyerere's concern that Tanzanian education tends

to divorce its participants from the mainstream of
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Tanzanian society is particularly relevant to the univer- ok
sity student who

. . has spent the larger part of his life
separated and apart from the masses of
Tanzania. . . . He does not really know what
it is like to live as a poor peasant, ., . .
Only during vacations has he spent time at
home, and even then, he will often find his
parents and relatives support his own concep-
tion of his difference, and regard it as
wrong that he should live and work as the
ordinary person he really is . . 1

At the same time, the university student, because
he has survived to the highest level of the educational
structure displays even greater trust in the value of book

learning and paper qualifications than his younger counter-

parts. Nyerere .criticizes this naive faith by citing the

o O
difficulty of finding a man to run a small factory in

Tanzania. He argues that a recent graduate with a
v

Doctorate inﬁggmmerce may not be as successful a manager

of men as a non-deg}ée laborer who has worked in the
&, )

factory(fbr~\‘ ¢ years. Both kinds of men bring differ-

ent but equally valuable expertise to the enterprise.

Yet, too often in Tanzania, only the man with the\EEEEEE\//

1Julius K. Nyérere, Education for Self-Reliance
(Dar-Es-Salaam: Govermment Printer, 1967), p. ll.




251

or some other paper qualification is eligible for empyoy-
ment in government and industry positions of respdnsibii-
ity. For Nyerere, this is lamentable.

Finally, Nyerere attacked the reluctance -of Tan-
zanian university students to participate in productive
labor. Pointing to the United States of America, where
university étudenté traditionally work to help support
their studies, hé«questioned why Tanzanian students in a
much poorer_coun?ry should fegard labor as distastefil
once they enter a university. By working during vaca-
tions not only would they be experiencing the real prob-

lems of Tanzanian society, but they would also be con-

tributing towardéghe increased wealth of the nation.
. -~ Rl

‘To remedy these defects, President Nyereré in

Education for Seif-Reliance offered some prescriptions.

"To overcome éﬁE.iso}ation of the university student from

society}xye_s.' 1d be &illing to work during vacations

"digginé aniifrigation channél or a drainage ditch for a

village or demonstrating and explaining the benefigg\gi\ o
~

a deep pit latrine."t The university student should be -

1Nyerere, Education for Self;Reliance, p. 13. .
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willing to perform the work voluntarily along with
thousands of his less fortunate countrymen who al-
ready contribute free labor on Tanzania's self-help
projects. To partially offset the great expense in
maintaining Tanzanian students at the university level,

Nyerere suggests that all university students do their

- own washing and cleaning and have greater responsibil-

ity in the genefal upkeep of the university facilities.

To counteract't&e overrated status of book learning -

and degrees Nyerere proposed ". . . students at such

‘institutions should . . . be required as part of the

degree or professional training to spend at least part
of their vacgati®ns contributing to the society in a
manner related to their studies."1 Science students

could work in d’village dispensary, and arts students

help collecthibcalghistory or assist in adult edu-

cation,c;assgigz Aty wages feceived in these activ~
1
T b5 . :
ities would be placed in a general fund to help defray

costs of student welfare programé and sportingveihiglﬂ_\'/

ment at the university. Studentsrwho failed to show

1Nygrere, Education for Self-Reliance, p. 25.
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appropriate enthusiasm for this kind of practical work ex-
perience would have their degrees down-graded accordingly.

Nothing is mentioned in Education for Self-Reliance

regarding the university student's role in the* National
Service. Nor does Nyerere propose any new courses or re-
form of the curriculum. No group, administrators, faculty

or students, is singled out for particular criticism. In-

. stead, Nyerere$seemed more concerned with suggesting ways

in which the'uéiversity student could be brought into a
more active and productive relationship with the on-going
social and economic life of the country. Nyerere appears
to have great confidence in the ameliorating effects of
participatqyyvigyor in self-help projects and nation
building activities. This appears to be the President's
solution to the university'é October crisis,

. It igrintegesting to note the difference in Nyerere's
approach an ‘he apéroach taken by the university communit&

{

itselé in itS.Conference on the Role of the University

College, Dar-Es-Salaam, in A Socialist Tanzania to which =
T

&
5 5

we now turn.
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Confgrence on _the Role of University
College in a Socialist Tanzania

Immediately following the events of October 22, a
Committee of the Academic Board (Chairman, Professor Terrence
Ranger) was created at University College to propose to the
College Council ﬁeasures that should be taken by the uni-
versity. ﬁhile the Academic ﬁoard Commi ttee was meeting,

. the government.Eressed ahead with its intention to compel
all Form VI andiuniversityigraduates to enroll in the’
National Service by introduciﬁg legislation in the National
Assembly to that effect on December 16, 1966. Government
officials visited the college, attempting to‘reassure the
remaining SEUdééEf of the future of the university but
gave no evidence of any official regret by the government
over its decision to rusticate the protesting students.1

;Meanwhile tﬁ?frustgcated.students remained at their
homes with ndicétion of when of whether théy would be

L L
- >

lIn a visit to the university on December\}4, 1966,
Vice President Kawawa is quoted as saying, "To be ready -
and willing to render ideas and expert advice is one thing:
to oppose is quite another. It is no part of the univer- -
sity to constitute itself an unofficial opposition to the
government.' Tanzania Standard (Dar-Es-Salaam), December

15, 1966, p. 1.
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allowed to returm. _

On 11 March, 1967, one day after Education‘for Self-
Reliance had appeared in the newspapers in Tanzania, a
Cenference on the Role of University College, Da}-Es-Salaam,
in a Socialist Tanzania nas convened in Dar-Es-Salaam,
Unlike the later Conference on Education for Self-Reliance,
the list of offlclal delegates to the conference on the
Role of Unlvers1ty College was not a gathering of the
educational hlerarchy, in fact, twice as many offlciel
delegates from the National Service as the Ministry of
Education attended.

Soon after the conference convened, Dr. Chagula,

~ Principal of=Un£§ersity College, briefed the delegates

on the findings and recommendations of the Committee of

the Academic Boa%d so that the conference recommendations
would take in?;_account what the college itself intended

to do. (Br. Gﬁ%%;la reported that the college had already
requested that a TANU branch be opened on Observatory

Hill and stated that a branch of the TANU Youth Leﬁgue,e\//
wouldlsoon open on campus. He announced that committees

had been established to prepare a common course for all

students, to eetablish liaison with the National Service
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on the roles University students would play in that organ-~
ization and to investigate means for a more effective and
rapid recruitment of East African staff members. Also
departments were to re-examine their syllabuses and de-
vise systems of rotating headships. Finally, appointment
procedures to both the Academic Committee and the Student
Affairs Committee were to be re-examined.

Followfng the receipt of reports of various confer-
ence committee%, the confefence as a whole met to prepare
the final recommendations of the conference. It was the
unanimous feeling of the conference that University Col-
lege must assume as one of its responsibilities the im-
parting of'poLigical education. To that end, a new
common course, compulsory for all students, emphasizing
Tanzanian poliﬁicai theory and history was to be inaugu-
rated. Tﬁigréourge would be supplemented by required
commuqlgy_gggzgatioﬁ-building activities by university
studén%s anégétaff.

Besides curr%culum ignovationﬁ, the confezgggg\?gp
explicit on reforming staff recruitment. East Africaniza-
tion of all s;aff was urged, and any expatriate sfaff

member should be sympathetic to Tanzanian socialism, be
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oriented upon his.arrival in Tanzania, take part in com-
munal activities within the country, and make peribdic
viéits to socialist countries.

To bring about closer integration of the college
with the community, the conference recommended that all
students be allowed to live away from the campus during
part of their univefsity career, that college housing be
open to non-membe;s of the university community, and that
all university'spbrts, cultural and social activitie§4be
open to all members of the university community.

L Regarding the organization of the university, the
conference recommended that there be more pubiic and. po-
litical represenﬁ;tion on the College Council and its
committees, that an inquiry be made in the organization
and functioning 3f the Student Union, and that a Standing

k e .
Committee with power, to make recommendations to the Col-

lege Coupcil ifSelf be instituted to oversee progress
\ 77

Ny

_ ‘towards the imblémentation of the conference's recommenda-
tions. . o L -
In general, the recommendations of the Conference

on the Role of University College, Dar-Es-Salaam, in a

Socialist Tanzania focused upon reform of the curriculum,
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the staff and the.structure of University College.

The Significance of the Crisis

3

By the end of 1967, most of the rusticated
Tanzanian universify students had been permitted to re-
enter the university and continue their studies. The
government had enforced its will that university gradu-
afes participa;e}in the National Service, but the rusti-
cated students had been permitted to complete the degree

* _ work which would ultimately permit their entrance into
. " the intellectual, social and economic elite of the na-
tion. .

The mé}nﬂzﬁferest of this study in the university
crisié of Octobe§ 22, 1966, are any possible implications
it raised regarding the overall development of post-

) independence Tan;angan education. In other words, was
the‘uniJ;;si£§§qudent protest an isolated incident or
" does it have significance and meaning beyond the event
and the individuals involved? Does it tell anythig%\_'“\f/.

about either the success or failure- of Tanzanian educa-

tional development from 1958-1966?
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In attempting to assess the events of October,.

1966, there is evidence that suggests its isolate& nature.
One bit of evidence was the apparent breakdown of communi-
cation between the government and the Tanzanianluniversity,
community in October, 1966. Both sides have subsequently
admitted that such a breakdown in communications occurred.
Vice President Kawawa, in addressing the Conference on the
Role of Univers;fy College admitted:

EVeﬁ.when the Govermment drew up its National

Service proposals for the educated young

people we presented them with something like
an apology! Instead of putting this forward

. as a call to idealistic service and therefore

a challenge, we talked of percentages of
wages that would otherwise be earned, -and
so dn. This may well have been a mistake,
-thotigh I hasten to add, that I do not con-
sider that this excused the response.1

And Principal Cgagula, in his subsequent assessment of

"October 22, said:
Lopking back and being wise after the event,
> ~~tfe college and government ought to have
| tdackled the problem more vigorously and
positively than they did. Perhaps the
existing good relations made people feel
too comfortable. . . Thus, both sideg\\\_,;\d/

1University College, Dar-Es-Salaam, '"Report of
the Conference on the Role of University College, Dar-Es~
Salaam, in a Socialist Tanzania," Dar-Es-Salaam, 1967,
p. 10. (Mimeographed.)
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were shocked at the other's behavior without
understanding each other's reasons, . . .
What was needed, of course, was a much more
thorough dialogue about the purposes of
National Service.l
Not only did the government's National Service pro-
posal fail to address the latent idealism of Tanzanian
university students, but more importantly, it exhibited
obvious hypocrisy oﬁ the part of government. In the
White Paper propo;iﬁg the new plan, the government had
stated its motiVagion for the propcsal as being the need
to clarify the status of university graduates as prospec-
‘;tive entrants to National Service, since in the past that
uncertainty may have resulted in few of them vélunteering
for such serviceléxAnd then the proposal recommended
compulsory service for all university graduates. It
wguld have been ﬁ%eferable if the governmént had honestly
. étated its moﬁ?;;s fbr_requiring National Service of uni-
versity g%adua%ég;ana not attempted ﬁo hide its purpoées
 by such ; suBtérfuge. |
On the other hand, from the goverament's po{ht\gﬁ\\z/

view, the student responses were inflammatory at their

1University College, Dar-Es-Salaam, "Report of the
Conference on the Role of University College, Dar-Es-Salaam,
in a Socialist Tanzania,' Dar-Es-Salaam, 1967, p. 39.
(Mimeographed.)
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worst and irrelevant at their best. Student objectiong
to the salary features of the proposed legislétion.were
neither politically astute nor morally justifiable. It
would have been much wiser if the students had questioned -
the National Service as the most appropriate vehicle for
~utilizing their particular talents and training in solv-
ing the developmentél problems of Tanzania. With such an
approach (one thaé‘Dr. Chagula subsequently supported)
the government ma} have given a more sympathetic heafing
to their protests, although it is unlikely the government
*;would have dropped the éntire idea.

Thus, evidence exists that the Tanzania.university
crisis in 1966‘mé§\well have been an isolated incident
in Tanzanian educational development.

On the otﬁér hand, there are elemeﬁts in the crisis
. ﬁﬁich suggestﬁ;;éper}and mbre significant problems relating
to the d?velop§ﬁ5; of higher education in Tagzania. ﬁad
the remarkable.;ﬁccess of the Tanzanian government in
relating university study to manpower requirementszbeen,\\//
counter-productive in terms of producing university = _
graduates with a high social and political consciousness?

In a study of Ghanaian student politicization, a country
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which has a simildr educational heritage and 2 éomparable
but broader educational pyramid, the authors commented on

the attitudes of university students towards the political

3

establishment:

Prospects of recruitment into high income,
high status roles are normally very good

in elitist educational systems; so few

gain access to higher education that a de-
gree virtually guarantees an appropriate oc-
cupational placement. Therefore, students
in such systems may tend to identify with
the. existing elites and the consequences of
alienation from these elites may be severe.

This quotation is remarkably descriptive of what happened

‘win Tanzania. Since 1961, Tanzanian university students

had been career o;iented with little or no interest in

active political -participation. Because they had pros-
pered from governmental action (generous but restrictive

%
~government tied bursaries were supporting their studies)
o o .

- they tended to identffy with the ruling political elite.

. s, :
There ha%rﬁot\ﬁégﬁ any organized political opposition to

the government by students.
N \,/

LDavid J. Finlay, Roberta E. Koplin, and Chatfles A.’
_Ballard, Jr., "Ghana," Students and Politics in Developing
Nations, ed. by Donald K, Emmerson (New York: Praeger,
1968), p. 65.




“

P
263

Only when the government for the first time in
October, 1966, threatened university students' céreer
expectations by proposing a scheme that would postpone
their future high earning potential did Tanzani;n univer-
sity students become politically alienated from the TANU
government. The consequences of that alienation, as the
Ghanaian éxample indicates, were severe, not just because
‘'of the naivete ;ﬁd ineffectiveness of the protest outside
the President's:house, but because neither barty in the
dispute had had any prior experience of handling political

controversies arising between them.

The result of each side over-reacting to the

L

_ other's reactiols.and not to the reasons for each other's

actions, says something about the political hierarchy in

)
Tanzania. But it also says something about the Tanzanian
o
educational system-in the form of its products, the stu-

dents. rAn*qug;tignal system, elitist in structure, which
\ - .

tightly}dictates academic choice of university students,

“but"at the same time guarantees a eventual high eébnemiqw/

status, has built-in potential for the kind of occurrence
that befell Tanzanian university students in October, 1966.

Any threat to the career expectations of university
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students, expectations whiéh the educational system
" through its structural attrition, and its bursérieé and
bonding systems has largely encouraged, is likely to re-
sult in political alienation by the affected étudénts.
The resulting dilemma is the lessened ability of the
.government to rely upon student support and involvement
when the political of social environment dictates any

alteration in their privileged status.1

b lln an address to the East African Academy at Kampala,
" Uganda, delivered one month before the Tanzanian university
crisis, Dr. Chagula argued against the tendency to view any
conflict between African university students and African
governments as being a conflict between first and second
generation elites, the former jealously preserving its
position against the ascendency of the latter. While
there may be elites in modern African societies, Dr.
. Chagula would rather define them in more functional terms,
€.g. intellectii@l, economic and political elites. 1In any
" case, Dr. Chagula doés.not see university students as
necessarily aspi¥ants to any of these three elites but
more ~1likely a§%§iospective entrants to the small but grow-
ing intelligentsia or substantially larger category of
educated people who now man the middle and higher levels
of the civil service. The Nationalist (Dar-Es-Salaam),
October 5, 1966, pp. 4, 5 and October 6, 1966, pp. 4, 5.~
His views agree with the conclusions of a later study of -
Tanzanian university students which stated, "It would seem
that East African students should not be regarded as a pre-
sumptive elite so much as an emergent upper-middle class,'
Joel D. Barkan, "What Makes the East African Student Run,"
Transition, VII (October, 1968), p. 31.-
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Sﬁmma;y and Conclusions

Some interesting questions are posed by the re-

sponse of the university community itself to the events

of October 22, 1966. The creation of an obligatory com-
mon course for all university students under the aegis of
a newly created and autonomous Institute of ngelopment
Stgdies calls into*question the future direction of Uni-
versity College,_ﬁar-Es-Salaam. ToAbegin with, some -
question exists asfto the impetus for the reforms stemming
from the conference on the role of University College in
: Z socialist Tanzania. There is no doubt that thé so galled
"group of nine le%y\rers il played a very instrumental role
in persuading the university community to respond in the
way they did. As #1i Mazrui points out, the pressure to
reform universﬁty college did not come from outside the
Unlver51ty Coll (.bug from a small group within the uni-

versity. 'He conciudes that "A number of Western Marxists,

in alliance with other Marxists, have apparently been

1For a representative viewpoint by one of the
"group of nine lecturers" see John S. Saul, "High Level
Manpower for Socialism," Tanzania: Revolution by Educa-
tion, ed. Idrian N, Resnlck (Arusha, Tanzania: Longmans
of Tanzania, 1968), 93-105.
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continuing to 'socialize ' the University College."1

The basic concern of Mazrui is rightfully nét with
the fact that a small group of individuals were so success-
ful in persuading a university community to adopé the
measures it did, but with the long range effects of those
measures on the future dirgc?ion of the university.
Mazrui's feér is that University College, Dar-Es-Salaam e
may be moving in.;he direction of an ideological institute,
an institution noL unknown in othef African countrieé:
In his words, a university 'should be multi-ideological
rather than uni-ideological, It should permit maximum
interplay between different interpretations oflreality."2

It would appear that there is some ground for his concern

in view of the new obligatory common course for all

students not admihistered by any of the traditional

v

. g
disciplinary departments of the university. Certainly all

interestgdsinhlgié'coﬁtinuing intellectual freedom of

Universiﬁy College, Dar-Es-Salaam must recognize the power-

ful role played by a small group of its expatriate\ﬁmmbezgj/

Lazg Mazrui, "Tanzaphilia," Transition, VI (June,

July, 1967), p. 25. .

2Ma§rui, "Tanzaphilia," p. 26.
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a continuing role ugxil that institution rests solidly iqv
the hands of Tanzanians themselves. '
Perhaps the most basic question raised by the uni-
‘versity response to the events of October 22 is whether
freedom of inquiry, a neéessary ingredient for an intel-
lectual community, will be able to flourish in a univer-
sity atmosphere dedicated to political attitudinal change.
Even apart from one's views on the rightness of socialistic
. realism as an apprapriate ideology for Tanzania one can
still question whetﬁer individual freedom on the part of
the university scholar (or the primary school éupil for
‘tgat matter) can survive when the instrumentalities Of“
the society push fg?yard a particular ideology. So far,
Tanzanian efforts to.promote student attitudinal change
have been relatively non-oppressive. The threat to indi-
vidual freedom f@ﬁéins! however, particularly if the
' relatively}g}lg formg instit@ted in University College

- 4 P
fail to brﬂng fo;Eh the attitudinal change that the

leaders of Tanzania seem eager to obtain. N




CHAPTER VII

SUMMARY AND CONCLUSIONS
This study has examined the main problems and
_policy responses of post-independence Tanzanian educa-
tional development.‘ Chapter VII will summarize the
major conclusions “of the study over the years surveyed,

1958-1967. K
Overall, the record of educational development in
Q:Tanzania from 1958-1967 is impressive. Among the not-
'able achievements are the integration of the system in
the years just p5§95 to independence, the statutory
enactment of the Education Oréinance of 1961, which
bestowed upon thevMinister of Education both the respon=-
;_éibility ahd»fﬁg—powgp to direct educational develoﬁment
in the ceggtgy :f‘preséive gains in pupil enrollment,
~and a pldnned‘réétructuring of theVSYStem to insure that
7the output meshed with the country's projected manﬁbygz_s\’/

requirements., Less impressive has been the ability~of

Tanzanian educators to rethink both the aims and content
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of Tanzania educatién. (at least until 1967) and then inno-
vate in directions that would make the Tanzanian schboling
expefience more supportive of the broader-social and polit-
ical objectives of the country as articulated by the ‘lead-
ers of the ruling party, TANU, Chapter VII will not
document again the successes and failures of Tanzanian
educational developmeﬁt; hopefully, the preceding chapters
have done that. In;tead, the investigator will present
' some personal refléptions on post-independence Tanzaéian
educational development.
" The investigator worked within the Tanzanian educa-
Ttional system during two periods--the first forutwo years
just after indepenﬁ;npe, 1961-63, and the second during
the years 1965-66. This provided an immediate opportuﬁ-
ityyto agsess changés within the system from 1961-66.
kReﬁarkably, imp;:;sions'derived from this historical study
_of Tanzani?n enggéioﬁhl development agree with the in-
'vgstigatoris refieétions gained from his working acquaint-
ance with the system. \\\\_,‘\//
One of the personal impressions gathered from a

second exposure to Tanzanian education some five years

after the first is how little what went on in Tanzanian -

schools had changed in the interim. In the main,
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apart from incorporating some Tanzanian (or African) sub-:
ject matter in the secondary English, Geography and
History syllabuses, the curriculum in 1966 was not radi-
'cally different from that existing in 1961. The coatent
"and role of both the primary and secondary leaving exams
appeared basically unchanged as did the aspirations of
pupils and parents towards formal education per se.
This first iﬁ;tession, the minor alterations in
‘the Tanzanian schdoiing experience from 1961 to 1966,-may
_assist in understanding the educational problems surveyed in
féft III of the study, problems which have been referred to
és the "crises of 1966." Both the primary school.leayer~prob-
lem and the universf£ynstudent-National Service controversy
are explained paftially by the fact that while Tanzanian
schooling experiencg.had not changed appreciably since in-
.depéndence, the 2:;ceptiqn of the role of formal education
on the part(uf'tﬁgggblilical leaders of Tanzania appears
to have altéred. ‘Tﬁe government, in the case of the pri-
. mary school leaver problem, did not share the popular\éxa_—\\g/
pectation that primary education was not to be viewed as )

terminal, In the case of the university crisis, the gov-

ernment obviously did not share the students' perceptions f




- 270

of the role of the univérsity graduate in a socialist
Tanzania, This lé;k of understanding between governmené
leaders an& the citizens of Tanzania is understandable if,
in fact, the Tanzanian schooling experience had not altered
' significantly since 1961. The people, unlike the govern-
ment, continued to expect the same things from Tanzanian
education, since in their eyes, what went on in schools
remained the same.%.The gap between the government's
chénged aims for'férmal education and the public's
unchanged aims led to the two crises of 1966.

Another personal impression supports one of the con-

. ¢lusions of this study. When the investigator first began

teaching at a government secondary boys boarding school in

S
S

1961, the scho61 contained seven streams up to Form IV.
When he revisted t&e school in 1966, there were 16 streams
up.to Form IV plus the first year of Form V. The incred-
iﬁle growth of thaf pq}ticular secondary school, duplicated
“in o;her sgzbﬁEééiischools visited during his tour reflects
the impressive enrollment gains of the overall syste since
1961, particularly in the secondary and higher education R

sectors. This expansion of Tanzanian education since 1961

~is evidence of that country's praiseworthy financial
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commitment to education, a commitment documented in : 'F
Part I; of the study. V
The increased size of an educational systém does
not come without problems. Organizational structures
have to be revised, new bureaucrats trained and placed
within the structure, and new lines of communication-
established. Here, tbo, both the investigator's per-
sonal observationsfénd the conclusions of the study co-
incide. The invéséigator can recall during his first
tour the relative ease with which one could approach a
- 'éingle officer in the Ministry of Education (which
4 ‘then occupled a small two story structure) and éecure~
action upon a reqdést. During his second tour, when the
investigator waé a member of the Inspectorate (which, by

itself, occupied ah entire floor of a new modern four

e
story Ministry headquarters) and wanted to communicate

. officiall%ﬂwith%§Z§eaée Corps teacher, he would have
to clear a% leasf four Alevels_ of buréaucracy; the
'Assistant Chief Education Officer, the Regional Eduéé-\“,\\d/

tion Officer, the District Education Officer, and the /

school Headmaster. A critical issue might proceed

to a fifth level, the Senior Assistant Chief Education
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Officer, and the most-critical issues would go to the sixth
level, the Chief Education Officer himself. When the in-
vestigator made an inspection trip up-country, he could

ﬁe met at the airport by one of 17 Regional Educatioﬁ
Officers, 53 District Education Officers, or 75 Primary
School inspectors, who would then accompany him to schools
in one of 40 government vehicles assigned to the Ministry
of Education. '

This growthvoﬁ‘the Tanzanian educational bureahcracy
gives credence to the conclusion of this and other studies
ofﬂﬁhe centralizing tendency of Tanzanian educational de-
vélopment since 1961. The increasing tendency of bar-Es-
Salaam to shape educgiional development throughout the
country stems in large part from the provisions of the
Education Ordinance g% 1961 analyzed in Chapter I of the
gtud&. Even prim;:; education, over which local author- .
" ities have b?th-fiéggciéi and administrative authority,

. can be effecéively directed by the central government

through the provision and withholding of grants and sug>\\.,\\d/
ventions and the close supervision provided by regionai:; —
district, and primary school Inspectorate officers of

the central ministry. And though secondary schools since
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1961 have been governed by independent Bpards of Governors@
and many continue to be run by expatriate religious grbups,
the Ministry of Education now possesses sufficient power
to control staff, posting and promotion, pupil admission,
syllabus content,standards of discipline and internal
organization, and the amount of public support flowing
to the school. 1In othef words, by 1967, through the
growth of a large bur;aucracy, Tanzanian education was
éffectively directed from Dar-Es-Salaam. ]
The growth and centralizing tendéncy of the
Taﬁganian education bureaucracy since independence has
nét occurred without noticeable effects. On the pbsitive
side, the system ganﬁ;bpain accurate facts and statistics
permitting for ;he first time meaningful educational
planning. The growtﬁ;of the central Ministry's Planning
Seéti;n (whose chfzg architect, A. C. Mwingira, has sub-
“égquently be?qmeﬁﬁgiiChi%f Education Officer) is particu-

larly impressive for a developing African nation.

Negatively, though it is almost impossible to \\\\\_ﬂ\\//

document, the creation of this vast bureaucracy may have
stifled whatever innovative tendencies were present in

the early years of independence. In visiting Tanzanian
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schools, one senses-that headmasters and teachers increas-
ingly look to Dar-Es-Salaam for the latest circular of
directive on what should or should not be done. New ap-
-proaches in teaching or curriculum tried at a parﬁiﬁular
school are rarely disseminated broadly throughout the
system. Central Ministry Inspectors visit schools and
periodic in-service conferences are held, but the tendency
is for the expert f;dm Dar-Es-Salaam to lecture and the
.practitioners to iiéten dutifully; B

The increasing inability of the system to encourage
éﬁd'disseminate innovation may also help explain why
fanzanian schooling)has changed so little since inde-
pendence, an obserﬁétion commented upon earlier. Some
means must be fdund within the highly centralized
Tan;anian educatioﬁél system for experimentation to
thfive, with scﬁzgis competing with each other, not just
.on the bas%5¢of\§§gp pérformance, Put on the basis of
implemente& innovétion.

Another observation this investigator made duflng",\\J/
hlS second tour was the increasing tendency of the parti-

cipants in the educational system to view it in.calculat-

ing, dispassionate . and quantitatigs terms. Secondary
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pupils weigh theif;post~secondary academic options on the
basis of what programs the government seems to be 'pushing' ‘
because of current manpowéf needs,

Such tendencies by the participants of the educa-
tional system are not sufprising; Part II of this study
documented the very careful efferts made by Tanzanian
plammers to integggte educational planning and national
dévelopment plann%ﬂg. Knowing that educational opportun-
ities are shapea to a large degree by national develéﬁ-
‘ment priorities, and that admission to the higher levels
;}bf the educational system is rigidly determined by na-
tional manpower requirements, it would be irresponsibie
for parents and pE;IIS to disregard the statistics of
the situation. Still it is distressing to see the ever
_increasing dom%ggzée of a quantitative highly planned
‘approach to educa;ionﬁl-questions. "it cannot be done
since it §Sé§“§§§:£ail within the Five Year Plan'” is a
customary‘response to suggestions for educational change.
Tﬁe dominance of "The Plan" with its carefully work;a\‘—r\fl/
out targets (generally expressed in quantitative terms)

is a pervasive and, in this observer's view, a dangerous

" tendency in Tanzanian education. In the case of the



277

priﬁary school leQVér problem it could be argued tha; what
made quantitative sense to the country's planners (in

terms of reducing primary education from eight to seven
years) failed to win public understanding and acce;tance.
This breakdown between the government's ana the public's
expectations for the over-all developmental role of post-
independence Tanzanian primary education does not in it-
self argue for or agéinst the wisdom of the government's
‘primary school poii;y decisions. As the study showed,
government policy decisions regarding the development of
.ﬁ;imary education were consistent with the over-all

thrust towards relqsing educational development to the’
provision of high E%VQl skilled manpower. As such it

could be argued that the public and not the government

had lost touch Wigglthe reality of Tanzania's educational
~needs at that s:;ge of‘its development,

Sti¥t°ohé§§;h ngt deny that the evidence suggests

that in thé case of both 1966 educational crises there
were open disagreements between the government and tﬁs\\——\v/
participants about the direction that Tanzaniap educﬁzion ‘

should take. And if one believes that government has the

responsibility to first explain and then obtain the support
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L4

of the citizenry on-questions of public policy £egardingi
education there is evidence to support the contentioﬁ that
at least during 1966 the government of Tanzania failed in
'considerable measure to fulfill that responsibility. Pre-

sident Nyerere's assertion in Education for Self-Reliance

that post~independence Tanzanian educational development
has largely been an uﬁ-examined continuation of pre-
independence practi;e needs considerable qualification

" to explain the crisés of 1§66. There were substantial
changes; changes in the governance and administration of
tbe educational system, changes in the provision of edu-
'cational opportunity and changes in the structuré and .
purpose of Tanzanié%\gducation. What crises did occur

in Tanzanian education from 1961-66 may not reflect so

much any lack of cﬂﬁnge from the pre;independence model of
h e

education, as disagreements among different segments of

.Tanzanian seci on the value and appropriateness of those
{ h ‘

changes. The greatest challenge to the leaders of Tanzania,

post Education for Self-Reliance, may well be the créatigg\\J/

of a national consensus supportive of the proposed reforms
of the Tanzanian educational system, a consensus that ap-
pears to have been lacking in the later years surveyed by

this study.

‘‘‘‘‘
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APPENDIX A

SUMMARY OF RECOMMENDATIONS OF COMMITTEE
ON INTEGRATION OF EDUCATION®

Paragraph ’ Recommendation
31 "That any school, other than a 1

Government one should be eli-
gible to receive Government aid,
provided that it has a place in
an approved’educational plan and
that the management accepts and
follows the principles of the
integrated system of education.

~ 33 That any child should be eli- 2
- gible for admission to any
sthool in the Territory, pro-
vided that his knowledge of the
language of instruction is such
that he shduld be able to main-
tain his place in the school,
and provided that in the case
of a primary school, priority
in admissibn should be given to
S the children of the community
for whom the school was estab-
lished ’

* ; M . A
34 Thf;: ul\t\.;ﬁ;ately the length of the 3
. primary course should be eight
years in all schools.

aTanganyika, Report of the Committee on the
Integration of Education (Dar-Es-Salaam: Government
Printer, '1960), pp. 29-30.
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35

36

37

41
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Recommendation

That admission to all secondary
schools should be by competitive
examination.

That high priority should be
given to the introduction of
part-time classes in all town-
ships to provide opportunities
for further academic, technical
and vocational education,

That seléction to higher
secondary’ education should be
made on a pupil's results in the
Cambridge Overseas School
Certificate examination and on
his general school record.

That the Teacher Tralnlng Colleges
in the Térrlroty should admit stu-
dentS‘of’any race,

That a common syllabus covering
the basig subjects of the cur-
riculum should be introduced in
all pirimary schools, with the
reservation that the use of a
language? other than English as
the medlum of instruction in the
ower classes of a primary school
will involve some modification in
these classes.

That the secondary 'school entrance
examination should be set terri-
torially and marked regionally,
and that selections for secondary
educatlon should be made region-
ally.

4

ES
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APPENDIX A--Continued

Recommendation

That, within the limits of funds 10
available, all future develop- g
ment, including that provided

for in existing plans and pro-

posals, should be so planned

as to provide, either by ex-

tensions to existing schools

or by the building of new

schools for the future an edu-

cation sfructure of a primary

course of eight years, a

secondary course of four years,. -
and a gradual extension of

Higher School Certificate

courses,

That very high priority should 11
be given to the provision of ‘
St. Michael's School--a girls

secondary boarding school--

either at Fringa, as planned,

- or in some other way, in

order that St. Michael's and
St. George's Schools may be
incorporated into the inte-
gratedsystenm.

That a_j ngan&ika Junior Cer- 12
€ificage Examination should be

held to test the first two
years of secondary education.

That an examination should be 13 \\\-"\w/

made of the educational facili- e
ties available in small town-

ships’ and minor settlements

with a view to combining small

schools, and that government

aid should be conditional upon

such an arrangement being made,



. . 283

APPENDIX A--Continued

Paragraph - Recommendation

47 That Boards of Governors or 14

School Committees should be
appointed for all secondary
schools (or groups of schools
or colleges) the compositions
of such Boards or Committees
in the case of government
aided schools being determined
in consultations with the
Voluntary: Agencies concerned,

Ky

48 That a Unified Teaching 15
Service, .membership of which -
would be extended to all locally
appointed teachers, should be
established as soon as possible.

50 That government should consider .16
the introduction oi children's
allowancés on lines similar to
those in*other territories

~ for all children of all officers
engaged on expatriate terms.

54 (a) That®no tuition fees should - 17
T be charged in Swahili language
primary schools (two members
dissen‘yng)i'

&;) tha€ for a period of five

years following the introduction

of the integrated system tuition

fees should be charged at other A S
primary schools on the same
basis as present, remission of
fees being made in necessitous
cases, and that the position be
reviewed towards the end of the
five year period. ‘
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APPENDIX A--Continued

That a tuition fee of approxi-
mately 25 per cent of the annual
tuition cost per pupil should be
made available to insure that no
child who qualifies is unable to
proceed to secondary education
on the grounds that his parents
are unable to afford the tuition
fee.

That a boarding fee of approxi-
mately the annual boarding cost
per pupils be charged in all
boarding schools, and that re-
mission 0f fees should be made
at primary schools and scholar-
ships of bursaries made avail-
able at secondary schools to
insure that no child who is
obliged to attend a boarding
primary .schBol or who gains ad-
mission to a secondary boarding
school, is unable to attend on
the grounds_-that his parents are
unable to afford boarding school
fees.  ga '

That any c_ildﬁobliged to attend
boardingfrimary school or ad-
miﬂ;ed to~a secondary school by
competitive examination should
be entitled to third-class
travel between his home and
school at the expense of the
state, if such school is situ-
ated outsid%]his home admin-
istrative district.

284
Recommendatibn
18
19
20
.
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APPENDIX A--Continued

That, provided that they are
managed and run efficiently,
all government aided schools
should be aided on a budget
basis, that is, by the pro-
vision of a grant to cover the
shortfall between approved
expenditure and approved income.

That the:Non-Native education
authoritiés, the Advisory
Committee for other Non-Native
(including Goan) education,

and the Advisory Committee of
African Education, should be
replaced by an Advisory Council
on Education.

That a uniform system of
nomenclature should be intro-
duced in®all schools.,

' That,'where necessary, nambs of

schools should be changed so
that no Yeference to race is
inclugded.

That the planning of the new

yst houtd be done regionally
(53

fand-t 7t a senior officer of the
Department of Education should
be assigned to coordinate such
planning.

285

Recommendation

21

22

23

24

25
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APPENDIX A--Continued )
Recommendation
That the new system should be 26
implemented according to the
following timetable: .
(a) the establishment of Boards

(&)

(e)

of Governors and School
Committee during 1961.

The holding of the first
competitive examination for
entrance to secondary
schools--late 1961.

the introduction of a uni-
form method- for the assess-

' ment of recurrent government -

(a)

aid--1st January, 1962.
the introduction of the new
system--1st January, 1962,

L
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APPENDIX D

ENROLLMENT AT UNIVERSITY COLLEGE
DAR-ES-SALAMM, 1966/672

Course Kenyan [Ugandan | Other |[Tanzanian| Total
Students [Students| Students | Students| Students
Common - F ’ -
Faculties 68 - 18 13 412 511
Professional
Faculties | 58 | 45 | _s6 17 | 186
“Total 126 63 19 489 - 697
Diploma o J o 0 0 0
Post-Graduate O 1 16 8 25
All Other 7 i 7 12 55 81
* GRAND TOTAI!.. 133e | 71 | 47 552 803

aUm.ted Repﬁbiic of Tanzanla, Ministry of Education,
~Anpual Summary of Ministry of Education, 1966 (Dar-Es-
Salaam: National Printing Co., Ltd., 1968), p. 79. \\\\__\\d/ .




o~

APPENDIX E

TOTAL ENROLLMENT OF TANZANIANS IN UNIVERSITY
OF EAST AFRICA, 1966/672
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235

Course Makerere| Nairobi [Dar-Es-Salaam}Total
Common Faculties . 42 99 412 553
Professional
Faculties , . . . 130 121 17 328
. Total Degree r.
_~Course 172 220 489 881
Undergraduate
Diploma Course _28 12 _0 _40
o
Undergraduate =~ ]
Total .. 200 232 489 921
Post-Graduate Y
Courses . . . 10 3 8 21
i , e
ALl Other . . . .. ‘.0 0 55 35
. - A
GRAND TG{?AL\\'ﬁ: 210 552 997

' qnited Republic of Tanzania, Ministry of Educgtigg;‘\g/
" Annual Summary of the Ministry of Education, 1966 (Dar-Es-

Salaam: National Printing Company, Ltd., 1968), pp. 80, 83.
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