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7 ABSTRACT . :

The Transformation cf the African
Peaching Profession in Tanzania

Arden Wayne Holland

The teaching profession is a very important component
of ah educational system. The purpose of this dissertation
is to focus on two aspects of the teaching professipn in
Tgnzania as examples of modernization. These are the
.evblution of a Unified Teaching Service, and the evolution
of the Institute of Education. By looking at teachers as

~an occupational group, this cssay also hopes to draw
attention to the use of profeséional;zation as an historical
aégpept.
( Traditional African education, while not structured
:%? a European sense, did take note of the different kindsw
@rpf learning relevant to the total socialization pProcess.
in addition, the stréss on memory skills carried over into
i”° "‘g ilA;ubsequent'educational contexts, whether mission or
| government, German or British.

The Christian missionaries helped break down the
traditional basis of occupational distinction. The
missionaries added the element of foreign knowledge as a
new means of social differentiation, and economic stafus.

" Phe missionaries also provided special training for teachers
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and made a distinction between general education and

’ tralnlng. The emphasis on education, however, did not glve

the African teacher an exclusive claim to a jurisdiction of
practice. The missionaries were both producers and
consuﬁers of their educational programs, and were thus in a
position to greatly influencé or c;ntrol the social and
economic dimensions of the occupation.

Colonial governments, particularly the British,
continued the emphasis on the technical dimensions of the
oédﬁpation. The emphasis on increasing the level of .
gdﬁcation that was needed in order to become a teacher did
aid in establishing a more secure knowledge base. Through
the process of educational development, in-service training,
and up-grading, the African teacher rose in status. This
status, however, was not attrlbuted to- an extraneous social
hl@rarché, but was attributed to success in pa551ng the

European initiation into the occupation. It was a world of

wopk for which, essentially, the Europeans wrote all the

s2ules. The inequities that resulted from differences in

terms éf service betweén civil servants and other teachers
'ngméiﬁed a major obstacle to professional growth.

The transformation of the African teaching profession
was greatly accelerated‘by the creation of the Unified
Teaching Sérvice and the formation of the Institute of
Education. The technical base of teaching.has always been
an important factor in Tanzania. Yet, disparities between

types of service retarded the economic and social dimensions’
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of teach{ng. The Unified Teaching Service has eliminated
most of the inequities of the past. Theayay is now clear?
for furthe; progress in'establiShing the solidarity of the
teaching profession as a vital force in nation-building.

The Institute of Education is another example of the
professionalization of teaching in Tanzania. Providing the
nation with z stable force of graduate teachers can lead to
increasing the claim for jurisdiction of practice and
enhancing public confidence and trust.

' % Tanzania's attempt to create its own type of African
soéialism - Ujamaa - may have ramifications for the teaching
profession. By stressing political orthodoxy as a
prerequisite for service, and by emphasizing the public
service dimension of teaching, Tarizania may be developing a
ney kind of professionalism. At the same time, however,
Té%génia has to be wary of diluting the teacher's impact on
the communities they are supposed to serve. In order to be
ef?ective, teachers must exercise some authority along with
S

their responsibility. The best way a teacher can demonstrate
s

L s authority and competency is through the practice of what

i
Tie knows for the service of people.
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INTRODUCTION

Education and modernization have come to be used
almost synonymously when speaking ‘of the less deveioped

nations of the world. Indeed, the role of education in

the mecdernization process has attracted fhe attentioh of
economists, political scientists, historians and sociol-
og%sts as well as educators. Each has sought to bring new
ingight <o the.underétanding of the problems and processes.
6f:educatioh in developing countries.
The teaching profes§ionAis a very important component

- of an educational system and is a subject worthy of study. -

The supply and training of teachers is significant in that

teéghers largely determine the quality and quantity of
"ed;é;fion. Teachers also represent a relatively high;y

educated occupational group within a society; in the case
hgfuTanzania, this group reaches more people in an organized

fashion than any other single group. The purpose of this

—~ —\j¥§;Sef%ation is to focus on two aspects of the teaching

(O

profession in Tanzania'as examples of modernization. These
are the evolution of a Unified Teaching Service, and the
evolution of the Institute of -Education.

This study, hopefully, will contribute to the
understanding of the transformation of the teaching
profession in Tanzania, and will provide clues to

understanding the phenomenon in other parts of Africa.
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By look{ﬁg at feachers as an occupational group, this essay
also hopes to draw attention to the usetof profess- i
ionalization as a historical concept.

- The methodology to be employed in this study is
historical. The second chapter will outline the elements
which form the background of the teaching profession in
Tanzania, and will relate -these to the process of
professionalization. The éhapter on the Unified Teaching
Service presents the historical evolution of the idea -
i;éelf, and will show.how its salient features affect the
-oécupation ofiteaching. The Institute of Education is
also treated historically. First is a discussion of the
emergence of the Institute, followed by a description of
Hits constitution and functions,

There are many aspects of education in Tanzania that

- Q?é\important. This study will highlight only iwo aspects

relating to the teaching profession. By empHasizing the
t¥ansformation of the teaching service and the professional

#gducation, the value of professionalization as an

. :stqrical concept will be illuminated. Thus, this essay

“has three main themes to be placed in historical
perspective. First, the teaching profession is dealt with
historically, and in relationship to the process of
professionalization, noting the exa@éles in Tanzania.
Second, the Unified Teaching Service is examined as it
affects the occupation of teaching; the emphasis here will

be on the period since the Binns Report of 1952. Third,
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the estaﬁlishﬁent of the Institute of Education is traced

.f;om the McNair Report of 1944, and, finally, the d

constitutional and functional'aépeéts of the Institute will
be considered. The chronological boﬁndaries for the-whole
study are ﬁainly the period between 1952 and 1965,

Tanzania is not a static society, however, and many
events have transpired since independence in 1961. While
the focus of this study will be primarily on the period

before 1965, subsequent events in Tanzania have had far

réaching implications for the teaching profession. In the

.iﬁterest of piacing the transformation of the African

e

teaching profession in proper perspective, a final chapter

will review some of the changes in education in Tanzania

wsince the Arusha Declaration and the policy statement,

Education for Self-Reliance.

N

PR
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4 CHAPTER T

PROFESSIONALIZATION AS AN HISTORICAL CONCEPT

Occupations as disfinct categories of human behavior
seem to have evolved out of the organized patterns of work
in ancient societies. While the possession of special
skills was one criterion for differentiation among

‘ gccupations, there were also social and economic parameters
as well. The relationship between occupatlonal status and
5001al rank became more pronounced as different and distinct
occupations emerged. Arthur Salz defined an occupation as
follows: "... a specific activity with a market value which
an indi%idual continually pursues fbr the purpose of

- Zébtéining a steady flow of income; this activity also
determines the social position of the individual."1
% The three aspects of occupations indicated by Salz's

+="definition, ji.e., the technical, the economic, and the’

<:g?§océal have interacted with different emphésis in giving

) < form to an occupation or group of occupations, For example,
the economic aspects of an occupation beéame important in
‘the Medieval town economy. The money economy of the

European town nourished the wage-w&fk idea which not only

1Ar'”lur Salz, "Occupations In Their Historical

Perspective, 'ﬂanz Work, and Society, ed. Sigmund. Nosow and
William H. Form (New York: Basic Books Inc., 1962), p. 60.
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brought about tfansformations.in the division of labor,

but/pad soclal repercussions as well, _ ;
: In the historical evolution of occﬁpations, the
possession of special knowledge or skills increasingly
became the most significant aspect of defining a particular
occupation. This claim to eXpertis; was the chief mechanism
of occupational differentiation. How this knowledge was
9btained, its content, and the provision for some degree of
occupational solidarity were the defining characteristics
of the emerging professions. A. M. Carr-Saunders defingd
the;rise of professions in this manner: "It is the
existence of specialized intellectual techniques, acquired
as the result of prolonged training, which gives rise to
hfofessionalism and accounts for its peculiar features. !

What are the peculiar features or attributes of a

profession? As occupations became more distinct categories

of work, the special skills needed became so complex that
spegific provisions had to be made for training. With the
rise of the university, came the emergence of professions -

as we know them today. A profession required special skills
R B A

k) ~fraining. The development of the guild system in Europe

saw the evolution of several features that were eventually
absorbed by the emerging professions. One was the

. N _ ) ]
establishment of an occupational association, the guild,

1A. M. Carr-Saunders and P. A. Wilson, The

Professions (Oxford: Clarendon Press, 1933), pp. 284-85,
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and the other wés some c;ntrol of recruitment into the.
prgﬁession that established minimal requ;rements for entry.

. Down through the ages, &he outstaﬁding distinguis%ing
characteristic of a profession has been its specialized
competence and its reliance on a b?dy of systematic theory.

Ernest Greenwood has said that in the evolution of every

profession a research-theoretician emerged whose role was
one of scientific investigation, and theoretical

sys‘tematization.1 The professional base in systematic

knd%ledge or doctrine was ?cquired only through long
; © pre’scribed training. The‘nature of professional education
beégme more and more important as man's technical and
industrial capacities expanded. The standards of training
A; | linked the professionals' skill to their exclusive
jup;sdiction of practice, which is another important
-feéiure of professions.2
Education and professional training give the

professional not only a claim to exclusive Jurisdiction of

+practice, but also support the authority of the prq{essioh

i vrel%tion to its clients and to society as a wholé. At
| ‘\¥%: same time, community sanction and confidence isg t

necessary. While education contributes to public

1Ernest Greenwood, "Attributes of a Pfofession" Mah,
Work and Society, ed., Sigmund Nosow and William H. Form,
(New York: Basic Books Inc., 1962), p. 209, :

2“arold L. Wilensky, "The Professionalization of
Everyone? " “merican Journal of Sociology, LXX, no. 2
(September, 1,84 },pp. 138~1L1. . .




\confidence;‘the professional associations also perform

funq;ions of certification. Admittance to a profession is
notvnecessarily guaranteed by the possession of a university
degree. The academic eredentials of those asﬁiring to T
professional status are thoroughly §crutinized; in some
cases a licensing system is used to screen out those who
do not measure up to standards. In this way, the
professional assogiations validate the quality of their
profeséions and reinforce community confidence. A formal
code?of ethics is another feature of the professions which
putétthe professions' commitment to the soﬁial welfare on
public record.1 ‘ 3?%

The important features of a profession could be
summarized as follows:

1. Prolonged period of training..

% 2, Claim to exclusive jurisdiction of
practice,

3. Community sanction for authority.

4k, TLicensing by professional association
f or by the state.

What has been described above are features of a

; " 5. Professional code of ethics.
{ L

profession or attributes of professionalism. Thus,
different degrees of professionalism might exist within an
occupation at different points in time in itgvhistorical

development. The concept of professionalization is the

process by which an occupation becomes a profession and

.1Greenwood, op. cit., pp. 211-21%4,
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acquire§,thosé'charactefistics indicative of a professional
status. Before turning to the process of ’ .
profe551onallzatlon, it might be better ‘to ask fifst the
obvious question, is teaching a profession?

In an effort to answer such a question, one must
distinguish between a university ﬁrofessor énd a schdol
teacher. The former is generally accepted as a full
professional, while the latter is often designated as having
an occupation that is becoming professionalized. School

teacher, i.e., teachers in elementary and secondary

sépools, represent an occupation which has acquiféd and is
ﬁcduiring various aspects of professionalism. As is the
case with any single occupational group, there is a—wide_\\\
‘spectrum of abilities within the occupation. The
distinction between the more gifted teacher and the average
t%ég?er is difficult to make. The fact that teachers claim
s;me knowledge or methodology as a result of training ddes
n%F diminish the fact that the concept of teacher is not
t_;imited solely to those who have academic training.
Parents, for example, can be viewed as teachers. These
"igééatgve aspects, however, are too general to determine
what factors affect the teaching profession. Asher Tropp
has identified five interelated factors which directly
affect the state of professioﬁalism within the teaching
profession:

i.. Esteem in which education is held.

2. Qualifications demanded of teachers.



3. Salary and general working condltlons
of teachers.

C A %, Amount of aid offered té recruits to
the profession,.

5. 1Influence of organized teachers.1
In commenting on the improvement within th; teaching

profession in England and Wales since 1800, Tropp pointed
to an increase in public knowledge of the importance of
education and to the influence of teachers organizations.2
One can make, it seems, much the same argument for what
teé¢hers have to do to become professionalized. Such has
beén‘the case with the established professions. That is,
teéchers 6perate under very much the same public constraints
as other professions, e.g., the need for public sanction of
authority, and the need to claim exclusive jurisdiction of
practlce based upon special knowledge ‘gained through
fplonged training. At the same time there has to be an
" acceptance of the importance of education. Teachers do
pegxform a service directed towards the public welfare. In

+this sense, a profession can be defined by clearly

A

\:%§monstrated and substantiated social gains resulting from

i

£
1Asher Tropp, “The Changing Status of Teachers in
England and Wales,” The Year Book of Education, 1953,
Status and Position of Teachers New York: World Book
Company, 1953), p. 169, . . .
’Ibid., p. 170.
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improvedvtéchniques, orgénizations, and philosophy.l' _—
. A juxaposition of the features of professionalism:

(p. 7) and the factors affecting the teaéhing profession
(p. 9) is one,indicétor that the professionalization of
teachers would be similar to othertprofessions. That is,
Just as the rise of universities and professional .
associatiéns support all professions, so.does the
development of professional schools of education and
associations of teachers support the‘professionalization '
ofv%ducation. Not only does education have to provide the
knowledge base of all professions, it has to continually
reﬁévate itself in light of society's demands. It becomes
a question of not only how and what to teach doctors, but
how and what to teach. the teachers of doctors.
. I have stated that the process of professionaiization
vissaﬁcoﬁplex sequence of §teps by which an occupation gains
or acquires the attributes of professionalism.
Prefessionalization is a concept which encompasses the
“whHole life-span of a particular occupation. Is there a
K pengé of events by which professionalization can be
TQ ‘\gézcerned? This question presumes that occupations and
professions have a "natural history,” to the extent that
there is a similarity in the process common to all

1R K. Hall et. al., "The Social Fosition of
Teachers,"” The Year Sook of Education, 1953. Status and
Position of “Teachers (New York: World Book Company, 1953),
p. 28.
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occupatiéns. ‘This aépecf or point of view suggests the
viability of professionalization as an historical concept.

' Theodore Caplow has outlined.fou; main steps in the
process of professionélization. The establishment of a
professionalvassgciation with definite membership eriteria
is the first step., A change of na;e would reduce
identification with previous occupational status, and would
provide a new title which would assert a degree of
technological monopoly. 7The development of a code of ethics
is the third step. . The fourth step in the sequence is
prd}onged political égitation; By relying somewhat on its
sfatus‘znd public welfare rationale, the profession would
t£y to obtain the support of the stgﬁg*in maintaining
occupaticnal barriers. This would mainly be by limitingb
membeérship to those with the app;opfiate education and to
thq%g who rass the requirements for licensure.1 ~

'boﬂcu;rently, the profession would try to influence the

deyglopment of training facilities that reflected and
Egpported the functional specificity of the profession.
The professional association would be the main agent of
N
The segquence outlined by Caplow does reflect some of
the attributes of professionalism, but does not ébecify the

importance of education. 4 more detailed -analysis of

1 .- .
Theodore Caplow, The Soclology of Work  (New York:
MeGraw Hill, 1965), pp. 139-140,

2Ibid., p. 21.

-«
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professiohélizaﬁion can Be found in Harold Wilensky's
comparative analysis of eighteen occupations in the United
States. Listed below are the criteria'hé used in charting
the sequeﬁce of events in the professionalization of

occupations.1

v

1. Occupation becomes full-time work
experience.

2. First training school.

3. Beginning of university education.

4. First local professional association.

5.. First national professional association.
- " 6.. First state license law.

7. Formal code of ethics.

Both Caplow's and Wilensky's schema indicate that
various steps can be identified in the»process of
prqggssionalization. If interpreted as a pattern in which
fin;;;iance can be identified, Wilensky's sequence could
form the basis of a comparative study either among
AggQZpations in one country, or crdss-nationally. A strict
adherence to a sequence, however; is not necessary for

-xﬁggfesgionalization to be of use as an historical concept.
I; interpreting the development of the teaching profession
in Africa, for example, it might be more illuminating to
try to see what aspects of professionalism emefge at what
times. It Ebould be rememyered that occupations have social
and economic dimensions, as weli as technical dimensions.

o

1Wilensky, op. cit., p. 142,



i 4 _ . 13
Thus,. vafi;us aspects of'professionaiism might be shaped by
thessocial dimension for some time before either the ecofiomic
or technical dimensions assert theméelves. ‘

This essay will focus on the professionélization of
the occupation of teaching in ‘Panzania.” What aspects of
professionalism would be most appropriate as examples of
professionalizétion? The writer does not intend to
transplant a whole set of formulations derived from purely
Wegtern examples to the African scene. Rathey there are
so@;‘basic questions to be asked about the relationship of
We#?ern culturé to the development of the teaching
profession in Africa. What was the role and status of
teachers in tribal communities? what were the foundations
of traditional African education? (+raditional here is
used to designate the type of education indigenous to

’Af;%éa.) What was the nature of education by the missions
and by the colonial governments? Did the education support
an‘ﬁncreasing claim to exclusive jurisdiction of practice?
Fhat were the terms of service, and what were they based'
upn? ,
fﬁ “\%g? These questions and others which will arise during
the discussion are examples of questions that could be
asked of any profession. This line o?‘inquiry will
highlight the essential features of professionalization
of teachers, and, more specifically, the changes in the

teaching profession in Tanzania.
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- X CHAPTER II

THE EMERGENCE OF A TEACHING PROFESSION IN TANZANIA

1

With the concept of professionalization as a frame
of reference, the purpose of this chater is to identify
thg various inflggnces on the development of an African
teaching profession. In order to do this, a brief review
Sf traditional African education, and Islamic education
will be madevto highlight elements which represent some
éésic defining characteristics of the nature and‘role of
the teacher in the total cultural miliewu. In addition,

' the influences of both the Germans and the British will be

discussed as to how they contributed to a redefinition or

s

~ @ reshaping of the occupation of teaching.

Traditional African Education

= One of the outstanding characteristics of traditional

3

Afrigén education was its almost total integration in the
*.culture. That is, education or educational activity
permeated the whole society and was a process that spanned

an individual's entire life. As A. Mayhew stated,

Among the educationally significant features
of tribal life are the following: communal .
ownership of land; a system of barter instead of
money transactions; exclusiveness in relation to
other tribes, and, within the self-contained
village community, the marked subordination of
the individual to the customs and traditions of
the community. These customs and traditions are
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dynamic, not static. There is continuous
growth and development, but such growth is
. the result of communal, rather than individual,
s gg?%on. and the community is‘noticonscious of
The heavy reliance upon tradition and custom has
lead some-observers to chafacterizg the traditional society
as being inherently conservative. While traditions were
relevant to the daily lives of people, the conservative
bias was viewed as inhibiting initiative and originality.2
The fémily and kinship system, sex and age-grouping formed
the? basis of the whole structure of traditional Af‘rican~
gdﬁcation. Thus, the structure of roles and institutions
that were relevant to education followed from £he nature
of traditional society. Yet, there did exist a degree of
specialization and differentiatipn that, along with
tradition, constituted the prototype of the African teacher.

%.._ Within the complex of traditional African culture,

occupational differentiation was not based on just technical

aspects. Tasks that were of an educational nature were
e a

@assigned to people on the basis of their social position,’

as weli—as the nature of the knowledge they may have
R - A
jossessed. The traditional society did not have a distinct

and recognized body of professional teachers corresponding

lA. Mayhew, Education in the C6ionial'Em ire
(Londons Longmans, Green and Co., 1938), p. 81.

‘ 2Victor A. Murray, The School in the Bush (London:
Longmans, Green and Co., 1938), p. 84. Also: W. Senteza
Kajubi, "Cultural Values and Teacher Education in Africa,”

P. 39, in Report of the Sixth Annual Afro-Anglo-American
Program, April, 19 7, Accra, Ghana.
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to the Weéternrconcept of teachers. Instead, education wasg
generally informal, and teaching was oﬁten specifically’
related to some particular family relationship. For
example, small children would learn certain customs and
manners from their mothers, while an older child, a boy,
would learn the rudiments of agriculture from his father.1
While imitation of adult behavior, legends, proverbs and
riddles were all techniques used in eduéa‘bion,2
différentiation of who learned what, and who taught what
wégvvgry much a part of the structure of traditionalAAfriéah »
education, 0; F. Raum indicated that among the Chagga,
hears of rulers received special courses in statecraft;3

Teaching, however, did not give one a status. " Status
was fixed by social position, and teaching was a function
or, one of the functions of that status. “he Western concept

- oﬁﬁa\teacher did not fit into any pre-existing tribal status
c:ategory.Llr
v The entire traditional society was an agency for

+ducation, but, certain conscious decisions were made as to

A
N 1Jomo Kenyatta, Facine Mt. Xenva (London: Mercury
Books, 1961), pp. 99-102, : o

2

E. B. Castle, Growinz Up In East Africa (London:
Oxford University Press, 1988), pp. 39-L0.

30. F. Raum, Chazga Childhood. (London: Oxford
University Press, 1940), pp. 372-373.

4T. R. Batten, “The Status and Functions of feachers
in Tribal Communities,” Year Book of Education, 19353, Status
and Fosition of Teachers (klew York: world Book Company,
1953), pp. 77-78.
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what typéﬂof kﬁowledge a.person received throughout his
1igetime. Apparently, there was no classification, and ¢
certainly no special education, for teachers.
Differentiation took place, however, on two other levels;
types of knowledge and the specific contexts of education.

In addition to the nature of education that was
imparted by members of the society according to their social
status, the content of traditional education has been
claséified by other criteria. MNurray distinguished between
tw&-types of education, one being mainly vocational
training in thé use of tools, the otﬁer being the liberal
edééation 6f initiation ceremonies.1 It might be well to
point out that initiation rites represented both a special
kind of knowledge and a specific context for i%s

transmission. The initiation schools were created for the

1

sﬁgbific purpose of inducting an age group into the adult
society, The schools were, in some cases, formal societies,
this differentiating them from the informal education of
‘ﬁérentf and the more formal training of the craftsmen. 2
N ﬁin speaking of vocational training, 0..F. Raum noted
(Q “\Qéi;t: "Theoretical teaching, magic initiation, and social
approval are in all walks of life necessary to admit the

1Murray, op. cit., p. 84, (For a more thorough
treatment of the content of African education, see
Chapter 9,)

2M. J. Herskovits, .ihe Human Factor in Chanzing
Africa. (New York: Vintage Books, 1967), p. 222.
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novice to’his vdcation."ln A reference to the theoretical
part of vocational training is very inte?esting indeed, and
.suggests that the fusion of theory and pféctice was not a
Western concept introduced by the Europeans. The dynamic
quality of the tra&itional society‘may not have been
thwarted by conservatism, but, rather, profected it.
Perhaps the emergence of a profession of teaching needed
the influence of the West as Batten stated: "... it is
indeed the ¥Western emphasis on qﬁgnge and progress which
crgétes the need for a large, specialized class of

professional iﬁvestigators and teachers."?

Islamic Education
/

In addition to the British and German influences,

Arab culture and education must be viewed as a contributing

-eléifent in the professionalization of African teachers.

M . .

The concept of education, and the status and role of the
tearher in Muslim society, bffer some striking parallels
~ %ith traditional African education.

,The moral and spiritual nature of Kuslim education

S “‘« :
| s derived from the doctrines of Islam, and is centered in

]

the study of the Koran. From the days of the early
Caliphs, education was almost entirely a concern of the
i . :
Raum, op. cit., p. 373.
2Batten, op. cit., p. 86.



individual who would seek out a teacher, usually at a

2

| ! mos:que.1 In East Africa this same philpsophy has been ,
7, féilowed with minor revisions. Of moreusignificance,
} B however, are the similarities between various aspects of
traditional African education and Islamic education.
J. S. Trimingham has compared theée institutions with this
| result:?

Islamic Education Traditional Education

Islamic system based on books Family instruction based
on orally transmitted

: traditions
.Koranic school Initiation school
) Arabic Swahili Bantu languages

Written literature Oral forms, aphorisms
Darasas ‘

Even though Islamic education was based on books, the
method of education was gquite simiiar~to traditional African
e@éggtion in that it stressed rote learning and recitation.
Students did learn the alphabet and how to read and write

inwa very simple form, but this was directed towards

- ' Ghemorization of the Koran. The test of a student's
achievement was in reciting sections of the Koran %o a

B T A
i”‘ “~group of 'teachers.3 To use an African example, one author

1Reuben Levy, The Social Structure of Isiam
(Cambridge: University Press, 1962), p. 298,

25, S. Trimingham, Islam in East Africa (Oxford:
Clarendon Press, 196%), pp. 69, 163. .

3Ibid., ppe 135-135. (Trimingham commented that
Arabic was not taught as a language to be used in communica-
tion. The majority of the pupils who had been taught in a
"chuo” (Koranic school) could neither speak nor write in
Arabic, whereas they could do both in Swahili,.) p. 135.
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characterized education ﬁmong the Chagga tribe as, "Learning
th#gugh memory and example, through seeigg and touching, .
rather than through 'chalk and talk', boékwork or individual
competitive effort.nl

. In comparison with the Afrifan, however, luslim
education did have a literary bias. The term for teécher
in Swahili is "mwalimu" which is derived from the Arabic
"mu'allim," meaning "clerk."™ The title “"mwalimu” was given
tb ényone who had any kind of book-learning. Degrees of
leafning were also recognized; thus distinctions of status

could be made between "mwalimu." Another status ascribed

" to learninz was the "ulamas" who had a high status in East

Africa. Their trdining was based on a system of seeking
mésters, and attending lecture céurses. the lecture or
"dafasa" was a féature of East African-Islam. Used also to
,teiéh\Arabic and parts of the foran to adults, the “darasa®
was given by "shaikhs" in the mosques after prayer, and on.
a higher level, in the shaikh's home.2

= The "mwalimu" did have some attributes of
pn,{eséibnalism not shéred by the teacher in the traditional
é&stem. He had titles of varying degrees of status, and

this hierarchy was based on some form of knowledge not shared

by all members of the society. The social aspect of the

1Nevi'!. Shann, "The Educational Development of the
Chaﬁga Tribe »" Oversea Education, vol. 26, no. 2 (July 1954),
p. 48.

2Trimingham, ov. cit., pp. 85-86.
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occupatioﬁ, hoWever, waé limited by its economic aspects.
Acgording to Irimingham, teaching was a,pious work for which
payment was not expected, but the téachér received customary
gifts at holidays, at regular stages of a pupil's attainment
and when a pupil completed the ggggg. In addition, pupils
would sometimes perform household chores for the “mwalimu ,”
or perform at recitals for which the "mwalimu” was paid.

If these tactics did not keep the wolf from the door, it
was ﬁot uncommon for a "mwalimu" to make and sell clothes
tqéthe local populace.1 ‘
¢ The role and functions of the Islamic teacher did not
al%er perceptibly until close contact with Western
civilization challenged the principles upon which Islamic
‘éulture was built. New elements which had to be accepted
were often segregated or adopted parallel to the old without
- dé@troying it.2 In this sense, the impact of the Germans
and, later, the British, had a syncretic effect on Islamic
culture which was noticeabie in the schools, and, which

+dffected the teaching oeccupation.

—~ —\ﬁﬁft * Education under the Germans
\ =
3

The Germans were not the first Europeans to have
contact with East Africa;- Christian missionaries had

TIbid., p. 138

2Ibid., pp. 162-163.

3For a discussion of how langanyika became German -

East Africa see: Judith Listowel, Ihe Making of Tanganyika
{London: Chatto and Windus Ltd., 1965), pp. 14-20.

-+
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preceded them. The example of the German experience in
East Afriéa is significant, however, in its effect on
éducation, particularly in reference fb the teaching
profession.

Arab settlement and early German activity were both
concentrated along the coastal a}eas. The early contact
between the Germans and Arabs would account for the fact
that the auxilaries of European penetration, i.e., guides,
interpreters, soldiers, and servants were mainly Muslims.1
General colonial policy also affected this relationship in
@hat a lack of funds initially limited German activity to

the coast, thus the missions continued their efforts mainly

for their own purposes. In an attempt to create a lower-

*level African civil .service, the government was forced to

start its own training system and set up its own schools.2

s Early German policy advocated a secular state system

e

of education. Von Soden, who was governor from 1890 to
%@93, also assumed that the Swahili-speaking population

were culturally advanced. Combined with the suspicion

S

that‘the missions would always absorb their best students,

A L A
“iééihe bias in favor of the coastal peoples led to the

1Trimingham, op. cit., p. 57.

2Gec%ge Hornsby, "German Educational Achievement in
East Africa,” Tanganyika Notes and Records, no. 62, {March,
196%), p. 84, The first school was in Tanga in 1892, and
was a continuation of a former mission school.), p. 85.
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development of gbvernment“schools along the coast.1
The German form of administration used many coastal
"Swahilia" in lower administrative posts‘throughout the
territory? In addition, the Germans also employed Muslims
as school teachers. In fact, some ¥uslim administrators
were also Koraniec teachers who established themselves in
administrative and trading areas. The relative security
of German rule also made it possible for Swahili school
teachefs to engage in Islamic propaganda among tribes in
#the interior.’ ’
During the German period, there was a feeling among
" the bhristian missionaries that the Muslims enjoyed a
favored status. There was some evidence for that because
Muslim teachers were paid by the government, whereas,
mission schools had to operate under their own resources.
Theféqyernment did demonstrate a rather strong secular
bias as indicated by the first two qualifications set down
for gteachers. First,they required a knowledge of Kiswahili.
(Mhile the German language was taught in government schools,
the Geréans recognized fhe value of Kiswahili as a "lingua

—fﬁanca" in a territory with many tribal dialects. The

1Marcia Wright, "Local Roots of Policy in German

East Africa,” The Journal of African Higtory, vol. 9, no. 4,
(1968), pp. 623-625,

2'l‘he intermarriage of Arab and Persian settlers with
Bantu women led to the creation of the "Sawahila® B
(coastalists) and the interaction of Bantu and Islamic
culture. Trimingham, op. cit., pp. 9-10.

J1bid., p. 27.
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missionaries relied subétantially on the vernacular.) The
sgpond requirement was that teachers shpuld be free of ;
religious bigotry, and should not belong to any orthodox
religion!1 This was in keeping with the government's
attitude that their schools should be kept free of
Christian influences. -

The Germans did contribute to the spread of education
generally, By 1914, there were 8,494 pupils enrolled in
’govefnment schools and 108,500 pupils enrolled in mission

2 Over half the pupils in

schools in German East Africa.
Vtﬁe government schools were Muslims.3 Koranic schools,
héﬁever, declingd as a result of competition with state
schools., The Christian missionaries contributed to the
conflict between church and stgte in education by their
egforts to try to stop the spread of seculér schools, many
- Qéxwhich used HMuslim teachers.u
In the missions, education naturally had a religious,
byt also a literary tone. The mission education was directed
+=to the propagation of Christian principles. The government

\:g§chools, on the other hand, were decidedly secular in their
=10%

st

\ A ¥education in both content and purpose. They needed

1Hornsby, op. cit., pp. 9-10. (It is not known what
the reference to religious orthodoxy is supposed to mean.)

2Listowel, op. g¢it., p. 48.

3Karl Korner, "Education in the German Colonies
Before the War,"” The Education Yearbook (New York:
International Institute, Teachers College, Columbia
University, 1932), p. 606.

uWright, op., cit., p. 626,
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and trained peeple to facilitate the operation of a

-

cg}onial government, :

Teacher education did not seem te.be a major
component of either the missions or the German State
systems. The few schools that the government had developed
produced %ew teachers, most of whom were Muslims. The
missions were alsc slow in this regard as the Lutheran
seminary at 01d Moshi- did not open until 1902, and the Roman
Catholic school at Kibosho had only 17 student teachers by
1913.

The most dramatic effort in teacher education during

the German period occurred, oddly encugh, on Zanzibar which

was British territory. St. Andrews College at Kiungani was

the central college for the Universities Mission to Central

Africa. In 1884, Kiungani became a training college for

- téachers and clergy, drawing most of its students from the

German occupied mainland. It has been estimated that

graduates of Kiungani were more numerous and more firmly

+established than any other group with Western education in

©

2

X The attitude towards teachers as a professional class
was barely in evidence as indicated by the treatment of
teachers. Both the m1s31onar1es and the government

exercised stern conirol over their teachers.. One miss1onary

John Iliffe, Tanganyika Under German Rule
(Cambridge: University Press, 1969), p. 176.

Ibid., p. 175,
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reported’%hat Qhen three teachers were absent without.
permission, they were whipped in front gf the entire school!
One teacher ran away, and while he receiﬁed less strokes, he
lost one month's salary.1 Teachers in the government
service were also whipped, as were the students. After the
death of a pupil, the government issued an order which
indicated a rather strange interpretation of professional
status: "“In the case of ... black teachers, no punishment
with‘the Kiboko is to be given ... Corporal punishment of
biéck teachers is unsuitable; their prestige with pupils

and the local'population is bound %o suffer."2

) No attempt is being made here to follow a gtrict
chronological order of diverse cultural influences because
“the writer is making no effort to assign arbitrary positive
or negative influences to any group. “The authdr is rather

- tﬁ%ing to demonsirate the major impacts which these cultures
had on the teaching profession. The pbint to note here is
that the German teachers were in the same line of succession

+=as British "State” teachers. That is, they represented,
v.,\ggng;with the British, that aspect or component of the
(¢ R ;téaching occupation which operated under government sanction
and control. To that extent a differentiation can be made
between Church and State. This distinction is explained

further in the next section of this éﬁapter.

1Hornsby, op. cit., p. 89.

2Ibid., (a2 Government Order of 1911),
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ﬁducation and the Christian Missions

¢

The impact of Christian»missionafies.on the role of
the school, the type of education provided, the status and
funection of . teachers, and the changes in education that
affected their professional develobment, must be seen in
relation to the comprehensive nature of the missionary
effort. The purposes and structure of mission education
not only affected the missionaries? relationship with the
Afﬁicans, but also with the colonial governments.

There were many patterns of church-state relation-
éhips in education in Africa. In East Afrieca, the churches
initially provided for all education. With the establishment
of colonial rule, the state recognized the right of the
churches to provide education, bﬁt was. unable or unwilling

'“toéisyvide financial assistance. There was nothing unusual

about this arrangement. The idea of the state being
re%ponsible for education was a new one in the United
égingdom. In fact it was not until 1902 that state

responsibility was fully accepted in Britain.l When

A < AN A
o ‘\nancial support from the state was provided, the churches’
’ right was still recognized, but a process of secularization
began.2 '

11 am indebted to Mr. William Dodd for this point.

2David G. Scanlon, "Church, State, and Education in
Sub-Saharan Africa: An Overview »" International Review of
Education, vol. 9, no. 4, (1964), pp. &39-L41,
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Kéﬁneth iatourette has outlined three main stages in
the' evolution of missionary education that partially reflect
this changing relationship. The first stage was one of
education pioneering in new forms and ideas. The second
stage saw a subordination to government schools, and the
declining importance of missions as compared with them.
The third stage was characterized by the ‘change from foreign
to "native” personnel and control. Thus, there was a
general tendency towards secularization and a widening gulf
be{@een the churches and their control gver the schools.l'

. Some of‘the first mission stations in East Africa
were allied with the effort to end slavery.2 The school
almost immediately became a mechanism by which the Africans
Qere taught the principles of Christian doctrine and learned

the, rudiments of basic education. As the missions moved

S
~into™the interior, there was an attempt to reach large

numbers of people, and to maintain spheres of influence.3
Th&‘"bush school” was an integral part of the missionary

“Effort and considered the most effective means of contact

= 1Kenneth Latourette, "The Historical Development of
Missionary Activities in Education," The. Year Book of

Education, 1937. (London: Evans Ltd., 1937), pp. G1-63.

2Anthony Smith, "The Migsionary Contribution to

Education, Tanganyika to 1914 ," Tansanyika Notes angd
Records, no. 60, (March 1963), p. 92.

3W. B. Mumford, A Comparative Survey of Native
Education in Various Dependencies (London: Evans Ltd.,

1937}, p. 19.
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with the. people. Pope Pius XI expressed the conviction that

a mission without schools and catechists was a mission ;

e

without a future.1 Even with growing gévernment activity
in education, the missionaries did not want to yield this
vital contact with the people as this statement strongly
indicates: "Collaborate with all your power, and where it
is impossible for you to carry on both the immediate tasks
of evangelization and educational work, neglect your
churches in order to perfect your schools."2

. Mission education centered around religion and basic
édpcation (Three R's), and was characterized by endless
rebetition and drills.3 One of the immediate needs of the
mission was teachers for the bush schools and for
catechetical centers. The scope of education was not
limited to catechists, but was extended to ineclude

. in§u§trial and medical training, and “the education of women.
The nature of the education of teachers, however, had a
——

- 1Maryknoll Priest, "Roman Catholic Agencies,® The:
Education Yearbook, (New York: International Institute,
Teachers College, Columbia University, 1933), p. 566.

A

2. 2Mgr. Arthur Hinsley, Apostolic Vicar to the Catholic

Missions in the British Colonies in Africa at a meeting in

Dar es Salaam in 1928 quoted in Listowel, op. cit., p. 102,

3J. D. M, Franken, "Holy Ghost Teacher Trainin

College, Morogoro " Teacher Education, vol. 2, no, 1 %May

1961), p. 4. (The rote method and memorization were

characteristic of education beginning in early missions

stations such as Frerstown, Smith, op. cit., p. 95). The
rote method, however, was not a unique characteristic of
missionary education. ~ Indeed, it was a method found in

Europe and the United States, and was further reinforced i

East Africa by the influence of traditional African .
education.
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limited li%éraryAbias in that it led to the ability to read
the Bible, and incidentally provided training for clerical’
and other positions.1 The bush school, then, became the
training ground for African teachers. Their status and
functions were'largely determined by the type of education
they received, which reflected the missionaries! concern
for evangelization.

_Both Protestant and Catholic missionaries had similar
schemes for organizing local parishes. Sometimes referred
to ag'misﬁion spheres, one or more missionary groups would
try to set up itg church and schools depending on the number
of pérsonnel available. The catechist soon became an »
indispensible helper in spreading the Christian message and
eléments of the new culture. A carps of catechists helped
the single priest or minister coordinate_any number of bﬁsh
scho§i3~and teachers., A head catechist or lay reader would’
sometimes supervise a group of village schools.2

v Teachers and catechists usually had four years of

edfcation, and their main task was teaching religion. Anyb

bag {thaf were available were invariably in the local

lahguage. The village or bush schools were primarily
designed to prepare Africans for baptism. Elementary or

basic education was accepted as necessary. They considered

1Jonn W. Arthur, “Kenya Colony and Protectorate ,”
The East and the West (July 1, 1923), p. 241,

2Roland Oliver, The Missionary Factor in East Africa .
(London: Longmans, 1952Y, pp. 240-241.
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this basic education to be ligitimate area of activity for
which they felt some respor;sibility.1 Tpgchers were i

generally poorly trained; many could not write or count,
but they could slowly spell oué readings from the Gospel.
Their sole claim to the title "teacher" was thét they were
worthy people who had spent time at the mission headquarters.
On this basis they were "qualified" to spread Christian
propaganda.2 It was also early recognized that a bush
school teacher was a dedicated man to whom salary was not
thé{sole considera‘tion.3
. In the éarly years it might be said-that the
educational philosphy of the missicns was to spread out as
far and as quickly as possible. Even if teachers had little
e&ucation and training, they could always stay ahead of
their pupils.4 Mission education did hot, however, remain
“stgzhant. The out-stations and bush schools developed into
primary schools. The schools for catechists often became
se&bndary schools. The increase in the level of education
*lso meant that Africans were being introduced to more
_vanﬁhls¢1cated elements of the foreign culture, and the

\ Schools became the chief mechanism for this process. “The

bush schools were in fact, the feeders to the central

1H. D. Hooper, Leading Strings (London: Church
Missionary Society, 1921), pDe. 35-37.

2Mumford, op. cit., p. 19.
3Smith, op. Bit., p. 9.

4Murray, op. cit., p. 92;
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schools, -the stepping stones for the bright child to . . . a
tegghers certificate, or even to the prigsthood."1 ¢
.. The Christian missions offered the Africans an

experience with an organization or institution of a foreign
culture. Within its own context,¢Fhe missions had certain
goals in reference to ‘the welfare éf Africans which included
basic religious education, and the eventual creation of
native clergy. As was the case with all types of missionary
efforf, the type and extent of education that contributed to
tﬁé%professionalism of teachers was limited by lack of funds
an&:personnel." In addition, the changing status and
funations of teachers was very much affected by the fact
that mission schools were an agency of cultural change.

Murray has described the bush school teacher, and has
presented an image of a single individual with few resources
"legylng the social life and ideas of the training school
behind, and going forth alone into the bush., In the village
he gnay have been the only representative of the outside
.warld.z The village teacher was often a catechist or lay’

3

re der and combined the functions of both roles. In any
A

&\ent, his ability to reach the people was handlcapped by
the nature of his previous education. “With 1little training

and few books to draw upon, these village preacher-teachers

Smith, op. eit., p. 105
2Murray, op. cit., p. 91,
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could har&ly escape the'perils of dullness and monotony."1
Th; impact of the African teacher was also affected by the
changing relationship between the tradifional and the
Western cultures,

In referring to the causes,of conservatism in
deveioping countries, C. E. Beebyvhas noted several factors
affectihg the professionalization of teachers. The lack of
clear goals for education often results in creating tension
betwéen the culture and the values of the local reople, and
thé. foreign school.? This is linked to an understanding and
aéceptance of the foreign culture, and consequently, the
te;chers are placed in a difficult position. As Beeby
stated, "A teacher in an emergent éountry is fhe first to
feel the stress of any inconsis?encies between the values
oﬁ the community and those inherent in the school system."3

- é«\ There are many factors which can bring about a
conflict between traditional and foreign cultures. T. R.
Batten has noted several which affect the status of the

+~teacher., “. . . the power and prestige of the external,"

3

—~ -<§g Lo

| < 1George W. Carpenter, "African Education and the
Christian Missions»" Phi Delta Kappan, vol. 41, no. 4
(January 1960), p. 192.

2c. E. Beeby, The Quality of Education in Developin
Countries (Cambridge: Harvard University Press, 1968), De
7 .

1bid., p. 42. (Note: It is felt that Beeby's
reference to emerging countries does not compromise the
relevancy of the situation he describes to one of the
problems faced by early African teachers.)
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contacting society, the attitude of the tribal society

towards it, the status of the teacher in the external ,

- A

sbciety, and in the case of the indigengus teacher, the
tribal status that is accorded him--operate together to
determine the status of the teacher in the tribal
community.“lA Batten identified t;o categories of teachers;
one, the alien or external teachers representing another
culture; two, the indigenous teachers who are members of
the tribal society.2 The alien teacher is distinguished
ffbm the indigenous teacher in tﬂat both the idea and
.cdntent of education is foreign. The content differs iﬁ
that the knowledge, skills, and modes of behavior have their
roots in an alien culture. The idea is alien because it
"{education) is oriented to change, whereas the tribal idea
is traditional and conservative..3
N é;\\' The status of the alien teacher is largely determined
by the tribal attitude toward the exterﬁal or foreign
sqQciety with which the alien teacher is identified. 1In this
=Sense, status is not attributed to the same factors which
affec%-the indigenousvteacher. The alien teacher may have
(‘ ) 'Q;»iow%status in the external society, but the same factors

which account for the low status, e.g., low salaries and

qualifications, may not affect his status in the tribal

1
2

Batten, op. cit., p. 85.
Ibid., p. 86,
31bid., p. 78.
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community,- The alien teacher's role may change when the
tribal society begins to place higher value on certain
asﬁgcts of the contacting cultux_'e.1 _An interest in
Christianity, for example, changes the role of the teacher.
This change, however, varies according to the nature of that
interest. This adoption of Christianity may indicate the
desire to learn how to read. Indeed, among the most valued
schools in which the teachers were most highly paid were
those ‘which taught the language of the ruling power. It
became readily apparent that language skills would assist
mempérs of the»tribal’community to make their way in the
eﬁternal competitive society.2

Whether a teacher was an alien or a member of the
indigenous society, an important change in the position of
teachers emerged that was centered in the possession of
éenigin skills or knowledge. The fact that the tribal
'éoﬁ;u;ity began to value this knowledge, no matter for what
mot&ves, indicated that a knowledge base was slowly becoming
Agrgeciding element of a teacher's professional status.

Herein ‘lies one of the contributions of the missionaries and

— “\bksér égents of social change. While there were many

factors affecting the relationship between the Africans and
the Europeans, the role of the teacher as an ageﬁi of change

did'much to alter the traditional method of occupational

1vid., pp. 81-83.

2Ibid., p. 91,



[

|

]

36
classification. At the same time, this transition placed
new demands on the emerging corps of African teachers. As,

A N
Batten indicated, ,
All that one can safely say is that as the
duration of the culture contact lengthens, and®
to the degree that the tribal culture is affected
by the contacting culture, so a new culture
emerges in which the teacher is no longer seen
in an alien role as a channel for an alien
culture, but as a channel for a new culture,
which unlike the tribal culture which preceded
it, depends for its transmission on a
_professional class of teachers.
A Batten continued this line of reasoning in pointing
ES
out that when a society depends on a professional class of
teaehers, their status will be determined, as in Western
cultures, by factors stemming from society as a whole. In
Africa, then, the factors that affected the adults, e.g.,
relation to missions and policiesﬁof the government, would
be more potent forces in determining the new demands on the
w4
school™> than any efforts by individual teachers.2 While this
point of view might seem to say that education must be

rele¥ant to the needs of a society, it ignores the process

B?rhhicq teachers become professional. How do teachers

begtme the channel for a new culture?

g

= The writer has stated that one of the features of a

profession is the claim to exclusive jurisdiction.of
practice. This claim is supported by the acquisition of

special knowledge after prolonged periods of study. In the

11vid., p. 8.
2bid., pp. 85, 92.



7 » 37
case of teachers, one can élso note that the qualifications
deman@ed of teachers is an important elemept of their :
profe;sional status. What type of qualifiéations are
necessary? Was the early African bush school teacher
qualified? Was he a professional? If all the attributes
of a profession have to be in evidenée. then one must say
that the bush school teacher was not a professional. His
scanty education, while far exceeding most other people's,
did not constitute a very secure knowledge base. There were
no stfict rules for licensing teachers, and there were no
profeésional teachers® associations. These all did, however,
come to pass. What the early experience with mission
education demonstrates is the beginning of the process of
professionalization. Culture contact and social change
helped bring about a transformation of traditional 3001ety
whlch%made transitional societies more ready to assimilate
a different structuring of occupations. The main difference
in this restructuring process was the recognition of the
effiecacy of foreign knowledge as a means of differentiation.’

Md}ray stated thaf it was likely that the training of
féﬁ%ﬁlés'ln Africa would go through the same stages it had
in other countries. From a stage which emphasized the
technical aspects of teaching the rudiments of knowledge,
teachers would be exposed to mﬁre and more genéral

education.1 Thus, the two strains of education supporting-

1Murray, op. cit., p. 354.

Y
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professionalization ﬁduld be the nature of genera; education
and!tgg type of special training offered to prospective |,
Aff&can teachers. Teacher training has ﬁeen viewed as most
important in determining the impact of European ideas on the
African, for what has been taught to teachers as the
principles of educafion represent %he foremost changing
patterns of Eurépean thought.1

The two-pronged approach to teacher education was
begunAby the missions before the colonial governments really
géf?into the business of producing teachers. For a long
tiﬁe the missions were both producers and consumers of fhe
outiuts of their schools. This, quite naturally, affected
“the nature of teacher training, but at the same time, there
was a growing recognition of the need to increase competence
in both general education and spécial training. ~The
"Uné§g§sities Mission to Central Africa in 1908, for example,

ﬁlset up a comprehensive school and training system. Among
the, more important aspects of that program were the
£ollowing:

1. Each district would have a practicing

—~ _\:§f= A school for the method of teaching.

2., No district would have a school unless
there is a teacher there approved by
the Bishop. -

1Margaret Read, Education and Social Change in
Iropical Areas - (London: T. Nelson and Sons Ltd., 1955).
Pe 29.
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3. Every teacher in the Diocese should be
required to hold two certificates; one for
general knowledge; one for school method. ‘
Lk, The Bishop's attention should be called to
the large number of uncertificated teachers
employed in all parts of the Diocese.l
Several features of professionalism are evident in
this program. The concept of a me;hod of teaching as
something that could be taught is directly related to an
institution, the school. Here is both the special area of
experfise and the special context in which it is to be used.
It would be fair to say that teacher education was
boﬁn in catechﬁtical centers. While there was some
gov%rnment activity in education, as far as teacher
education was concerned, the government in Tanzania left
this responsibility up to the missions until the 1950's.
Many of the teachers in local government and central
"gof;:pment schools were mission trained. The missions did,
however, contribute to the legitimization of the teaching
stafus by providing an increasing knowledge base - both
«general and special - needed for occupational differen-
tigtioﬁ; The increase.in government participation in
> éaéhe; education not only brought about secularization,
but also caused the emergence of inequalities within the

teaching occupation which lead to important changes in

professional preparation and terms of Service.

lSmith, op. cit., pp. 102-103.
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Education and the British Government

'~ At first, the education of Africans.was solely in
the hands of the Christian missions. As the European
governments began to take a more active and direct interest
in their African territories, mission education slowly gave
way to increased government participation. H. S. Scott has
identified three stages in the policy of colonial development
and welfare. The first stage was an era of exploitation
which\lasted until late in the nineteenth century. The
second'stage was characterized by the principle that a
coloﬁ& should only have those services for which it could
afford to maintain by its own resources. The third stage
saw an increased responsibility for the welfare of colonial
reoples and major efforts toward d‘evelopment.1 Another
stage: could be identified in which polic& was directed
thaEEE\increasing self-sufficiency and eventual
self-government.

The development of education generally, and any

effects it had on the professionalization of teachers, was

ggzﬁgursb affected by imperial policy and particular
coishial interpretations. It can be generalized that until
after the Secénd World War, developments in éducation,
particularly expansion, were limited by_the lack of

resources. The missionaries and the government were

1H. S. Scott, "Educational Policy and Problems in
the African Colonies,” The Year Book of Education, 1940,
-(London: Evans Ltd., 1940), p. G473.
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partners;‘aLthdugh with éome disagreements, in tpe
educational enterprise. And as noted before, early ‘
missionary dominance was not unusual in the British scheme.
As W. E. F. Ward wrote, “In thus leaving voluntary agencies
to lead the way, and following originally to supplement
and later co-ordinate and supervise these efforts, colonial
governments in Africa were acting just as the British
Government had acted in England and Wales."1

. The formation of the Advisory Committee on Native
Edﬁcation in TropicalnAfrica in 1923 was an example of how
imperial policy was to be linked to education. By
ex;ressing the belief that education was a legitimate area
of concern within the British Commonwealth, the relationship
Between the state and private agencies was defined as one of
cogperation.2 For the rest of the colonial period this was

~ to¥be the nature of the development of African education.
There would continue to be a changing relationship between

missions and government with the purposes of each sometimes

e
.

1y, . P, Ward, "Survey of Fifty Years of African

—~ -\Qgghcafion," in J. M. Campbell, African History in the
i Making (London: Edinburgh House Press, 1956), p. 96.

2W. Ormsby-Gore, “Educa*ion in the British

Dependencies in Tropical Africa,” The Year Book of Education
1932, (London: Evans Ltd., 1932), pp. 74B-749, (Note: In a
review of A. M. Carr-Saunder's New Universities Overseas,

L. J. Lewis disagreed with Saunder's contention that the
 Advisory Committee was prompted by publication of the
Phelps-Stokes Report on education in Africa. It was, Lewis
asserted, in response to the missionary concern for
education led by J. H. Oldham, who was then secretary of the
International Missionary Council, that brought about the
formation of the Committee; Teacher Education, vol. 2, no. 3
(February 1962), p. 60, r
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coming into shafp conflicf.1 !

The 1925 Memorandum of +the Committee on Educatioﬁal
Policy set down a list of criteria for tﬁe foundation of the
nature of African education. In addition to stressing
cooperation and adaptation, the Memorandum also recognized
that the extension and development of education would
ultimately depend on the number and quality of trained

African teachers.?®

The teacher, however, was only one
occupétional group that would be affected by the extension
ofAforeign, secular power. While the missions had an
impact on breaking down the traditional class system and
int;oducing knowledge as a new basis for differentiation,
their focus was essentially religious. In teacher
eaucation, however, the missions were guided by the
government which laid down the rules, licensed and
,reéistered teachers, inspected the schools and examined
their products. The government otherwise participated very
litkle. It is true that artisans and some skilled craftsmen
tearned their trade under the aegis of the mission, but it
we, ﬁthé government's need and demand for certain levels of

f‘ ﬁxé%ﬁlled manpdwer which brought pressure on the educational

system. Slowly, Africans moved from one foreign sub-systen,

1C. T. Loram, “The Place of Education in the
Missionary Enterprise ,"” The Education Yearbook, (New York:
International Institute, Teachers College, Columbia
University, 1933)--identified several areas of conflict such
as ggit should be taught, and the language of instruction--
pl .

2

Ormsby-Gore, op. cit., p. 758.
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the school, into another, the civil service.

A Government participation in educgtion was slow an@
was affected by the same types of préblems that plauged most
colonial administrations, namely limitations of finance and
staff. In Tanganyika, which had shifted administrators
after world War I, teacher education continued to be the
concern of mainly the missions. The first Director of
Education was appointed in 1920, but the extent of government
responsibility was not clear. Any real progress in develop-
inégthe educational system was delayed until 1925 when the
ne{»governor, Sir Donald Cameron, initiated a policy of
cooperation with the missions. Through a system of
grants—in-aid, many of the mission schools were linked with
the government schools into a system to which policy could
be -applied. Among the first regulationé set forth were.

"thggé\affecting teachers. -
The general organization of teacher training for
Af%icans in Tanganyika did not come about until 1926. rthe
k?grst public examination for teaching certificates was held
_.f 1929; and the formal registration of teachers began in
N'i§28.2 The Education Ordinance of 1928 made registration

compulsory for all schools that taught secular education.

1A.R.'Thompsoﬁ, "Ideas Underlying British Colonial
Education Folicy in Tanganyika," Tanzania: Revolution By
Education, (ed.) Idrian N. Resnick, (Arusha: Longmans, -

1968), p.23.

. 2S. Rivers-3Smith, "Education in Tanganyika Territory,*
The Education Yearbook (New York: International Institute,
Teachers College, Columbia University, 1932),pp. 181-182.
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The regféfratibn of teaéhers was not mandatory, but no
flnanc1al assistance was given for teachers who were not on
the Register, or who were not enrolled on the Provinecial
List. Teachers were allowed five years to move from the

Provincial List to the Register on the ba51s of examination.

If they failed to do so, they would be 1ne11g1ble for
grant-in-aid. It was also illegal +to teach English to
Africans unless a teacher was registered as a Grade I
teacﬁer.l '

. The Grade I teacher was a teacher of English and_
.usyally had six years of general education and two years of
tr;ining. Grade II teachers were vernacular (Swahili)
teachers in lower primary school.2 Both the number of years
‘bf general education and the number of years spent in
t;gining varied throughout the years as teachef‘training

- c&%tinued fo provide general education. There was the
tendency, however, for the number of yéars required before
training to increase as the qdélity and number of schools

+=increased.

. ; The expansion of the system in both greater numbers

}Qf pupils and level of education came about slowly, and did
not make any large gains until after World War II. The most
important general development in Afrlcan educatlon, 1s how

that system affected the relatlonshlp to teachers and

1rhid., pp. 164-165.
2Ibid., pp. 180-181.
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training. The first éaﬁbridge School Certificate
_gxamination in Tanganyika,_for example, was not taken by
African pupils until 1948 at the Taboré School. A sixth
form, or two additional years of sécondary school, was no%
introduced until 1959.1 These develeopments, however, did
not reflect the general education or training of teachers.
The expansion of education between 1930-1950 in
Africa was focused on the primary schools, and expenditures
for.education accounted for almost 10% of colonial budgets.2
The village school remained the core of African education
) énd was genefally limited to offering four years of
eaucation. An early indication of the need for more general
education for prospective teachers was the introductioh of
additional years of education (Standards) in Tanganyika in
;?29 and 1931. Prospective teachers were admifted to school
é%en though they may have been older than the other pupils.3
After four years of primary education, students were
afdmitted to central schools, which offered two more years
+=0f schooling. The object of additional training was to be
\:g?pprén%iced to a trade or to become a primary school
~ -

| 'gjeacher. Because of a lack of personnel, post-primary

3

1Listowel, op. cit., pp. 93-94. (Note:*for a
description of the Tabora School as an English Public
School model, see pp.89-94,) )

2Ward, op. cit., p. 99.

3s. Rivers-Smith, op. cit., pp. 171-172.
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education.was limited>to:training teachers of English and

to two-year courses in clerical subjects.1 While teacher,
trégning seemed to be one of the initial:COncerns of both
missionaries and government, it was directed at a rather
low level of learning and instruection.

The quality of the general éducation and training of
teachers has long been a concern of educators in Africa.
There were many problems on the primary school level which
reflected the traditional bias of African culture. While
tﬁeéguthor has stated_that the schools had.an impact on-
tra@ition, they did not completely eradicate its influence.
The;primary school in Africa was (and in many cases, still
is) an example of a system that had not reached the point
of self-sufficiency.?‘ The new was not completely separated
from the old, as the rote method'of learning testifies.

_ é;\\ Tﬁere were also difficulﬁies in the relatiénship of
new knowledge to the new role of the teacher. The Africans
didmmuch to emulate their European tutors in manner, dress
%pd attitude in the classroom. Unfortunately, the quality

of the Africans' education was inadequate to support. a

. A
pPsture of "knowing alli the answers."3 European training

11bid., pp. 174-176.
2Beeby, op. cit., p. 43.

W, E. F. Ward, Educating Youns Nations (London:
George Allen and Unwin Ltd., 1959) recounts the story of
the African teacher telling his students that Eskimos eat
bananas. pp. 183-184, -
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also contributed to thé problem of teacher~centered
education, and subsequent difficulties of the African
finding himself in a one-way teaching éituation. The
African teacher shared the same cultural background as his
pupils, but he acquired an aloof§ess, and a dependency on

- - factual knowledge. Such an attitude ‘reinforced the bglief
that success was quantitativeiy measured by examinatién
results.1

A The same attitudes were evident in teacher training
cénters as well. The students' desire to know just the
. answers hindered early attempts at tutorials and discussion
g;oups. Although new subjects were introduced and the
approach was academic, it was not difficult for poor students

2 As

to get a first-class pass on their examinations.
Epanken stated, "Frbm experience we know that as soon as the
- féacher Training College becomes a place dominated by. |
examination requirements, the real professional interests
slacken off and the place becomes just an extension of
#="secondary school education."3
: ' One must not negate, however, the influence of the

—~ -

Y.changes that were taking place. The educators® dilemma was,

'
1

that while general education and special training were needed

1Kenne'th A. Robertson, "Aspegfs of the Pupil-Teacher
Relationship in English and East African Secondary Schools,"
Oversea Education, vol. 26 (January 1955), pp. 137-139.

2Franken, op. cit., pp. 4-6.
31bid., p. 11.
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- to preparé‘compefent teachers, the teacher training colleges
spent much time on up~-grading a student'sjgeneral knowledée.
Of course this was not detrimental to the prospective
teacher, but it contributed very little toward self-
sufficiency. The isolation of teachers was another of
Beeby's factors limiting professionalism. Innovation and
experimentation flourish, according to Beeby, when teachers
get stimulatibn from diécussion with colleagues. The
stimulation is most intense when teachers are well~-educated,
weliztrained and have developed a strong sense of
profgssion.1 Bécause thelr education was so limited, even
close association with colleagues of similar background
produced no creative experimentation. This meager range of
aﬁility was‘élso a limitation on professionalization. As
Beeby stated, . )

SN In a centralized system . . . Curricula,
textbooks, teaching methods, inspection
systems, and disciplinary regulations must

. be adapted to the needs and Iimited powers

¥ of the average and below-average teachers,
and the very measures that are necessary to
‘support and control these will constitute
the main barrier to experiment by their
<:§?L livelier and more able colleagues,?

4

A

Some of the limitations on professionalization, as
has been noted, centered around the problem of the quality
of education. Professional status was not only dependent

on education, but was also dependent on the extent to which

1Beeby, op. cit., pp. 44-4s,
2

Ibid., p. 45,



~ the state made brovisionsnfor certification and licensure,
in_ghis way a profession gains public regognition of the ;
reiﬁtionship of training to service. - Nafdrally, if the
level of education is low, the degree of certification and
public acceptance will also be low. In East Africa,
however, the African was further hindered by an unequal
system which classified people on the basis of race. Such
policy was reflected in the fact that there were separate
schooi systems for Africans, Asians, and Europeans.
* Today in East Africa there is a university in each

of %he three countries. In all three there are also
ins%itutes of education and graduate African teachers are
now being trained. What makes these developments so dramatic
is the relatively short time in Which they took place.

The§e changes also represent some important changes in the

.prdﬁessionalization of teéchers. Without the incfease in the
level of general education, for example, teachers would have

a mich less secure rationale for claiming exclusive

Hurisdiction of practice based on special knowledge. The"

v

{

el_vat%oh of the étudy‘of education to a university status
a _\ggg;eases the status and prestige of the trained teacher,

and the likelihood of occupational solidarity.
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Summary

<

The remainder of this essay is primarily concerned
with two developments rélevant to the professionalization
of African teachers in Tanzania; the Unified Teaching
Service, and the Institute of Educat}on. Since both are
important to present and future professionalism, it might
be well to review the contributions and antecédents of the
teaching occupation prior to 1952 and the Binng Report.

' é\ Traditional African education, while not structured
in a}European sense, did take note of the different kinds
‘of ldarning relevant to the total socialization process.
In addition, the stress on the memory skills carried over
into all subsequent educational contexts, whether mission
or government, German or British,] the literary tone of
I§lg§ig‘education seemed to make little impact because of
its limited scale.

y <The Christian missionaries helped break down the
tg@ditiqnal basis of occupational distinction. The
missiona%ies added the element of foreign knowledge as a
ﬁéigméaﬂ; of social differentiation, and economic status.
The missionaries also provided special training for teachers
and made a distinction between general education aﬁd
training. -

The status of the African teaching profession did not

alter very much before 1952 even though there were

developmenis in education generally. The majority of

primary schoal teachers were given two years of teacher
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~training after cémpleting’eight years of primary school.

Grade I teachers for the upper primary grades had ten yeaps
schooling.1 In-the ensuing decade and a half significant
changes were to take place in the teaching occupation,

particularly in terms of service and university education.

*

@.

1Tanganyika Territory, Annual Report on the Education
Department, 1952, pp. 7, 3, 46,
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A CHAPTER III

THE UNIFIED TEACHING SERVICE

Historical Evolution

At the time of independence, Tanganyika had separate
educational facilities for Africans, Asians and Europeans.
These separate "systems" divided the teaching profession
iﬁ%o distinet entities. The central government, the missions
'(ér voluntary agencies) and the Native Authorities all
acted as separate-emplo&ing agencies. This resulted in
teachers. being employed by separate agencies which had
different conditions of service. Thus, differences in
service were not simply those between-government and
ngzlgovernment schools, but also among employers. The
integration of the system ended racially separate schools.
Tﬁé Unified Teaching Service brought all teachers under the

T : ‘s . R
same code of service within a single system of education.

ﬁéft » The teaching occupation in Tanzania received a great
T TS

|
i

lpush toward professionalization when many of the
recommendations of the Cambridge Conference, 1952, were

eventually adopted.1 While addressing itself to a wide

1Great Britain, the Colonial Office and the Nuffield
Foundation, African Education: A Study of Education Policy
in British Tropical Africa. (Oxford: The University Press,
1953.) A conference was held at Cambridge from September-
8-20, 1952 at which reports were presented by the West
African Study Group (Chaired by W. A. Jeffreys) and the East
and Central Africa Study Group (Chaired by A. L. Binns).
This essay will refer mainly to the East and Central African
Group, hereafter called the Binns Report.
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variety of tofics, bdth'the conference and the study groups
gave special attention to the teaching profession. Within
tﬁgs context, the Binns Report_reviewedEthe recruitnent,
conditioné of service, and the training of teachers. 1In
commenting on the shortages of teachers, the Binns Report
stated that the shortages would bé overcome if the
conditions of service offered to teachers were sound.1
Expanding on this statement, the Report specified three main
factors that affected recruitment to teaching in an adverse
manner:

\ 1. The unequal treatment of teachers in
training in comparison with other
professions.

2. Unsatisfactory terms of service.

3. Unsatlsfactory salarj scales and
pension schemes.2 -

- The factors outlined above repfesented more than just
- dé%@)rents to recruitment; they were-also indicators of the
areas from which a great deal of dissatisfaction arose among
tégchers. The terms or conditions of service under whlch a
teacher served were in most cases serious handicaps to
~ 2\§§?ofessional growth. They placed African teachers,
! %%pecially those in voluntary agency schools, in a much
less-favored position than their European counterparts.

The Binns Report made several points in reference to

conditions of service that were directly related to a

17bid., p. 116.

21pid,
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Unified Peaching Service.

Among the factors cited that contributed to inequity

A
of service were: arbitrary transfers, discrepancies in salary

scales, variations in housing plans, and the availability of

pension plans.1 The Binns commitiee saw a Unified Teaching

Service as a necessary element in guiding the conditions of
service of all teachers. As the Report stated:

It is most desirable that such a service
should be instituted in all territories without
delay and that all teachers in grant-aided
schools should be employed under contract.

This contract of employment, which should set

cut conditions of engagement, employment and

dismissal, sick pay and pensions, should be

~ identical for mission and government employed
teachers...2

2

The observations of the committee were distilled into
formal recommendations. Listed below are two recommendations
from the Binns Report which were most relevant to the

- cﬁgations of a Unified Teaching Service.3
Recommendation No. 62
¥ We recommend that a Unified Teaching Service
to include all teachers employed in grant-aided
schools should_be instituted without delay.

Recommendation No., 63

We recommend that there should be no
discrepancy between the salary scales of
teachers and those which apply to other civil
servants of similar qualifications and training,

and that there should be contributory pension
schemes for all teachers in grant-aided schools.

1bid., p. 117.

2Ibid., p. 117.

Jibid., p. 125.
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Foliowing the publication of the Cambridge Conference
repgrt, pressure increased from non-government teachers for
a ﬁnified teaching service which would give them certain
benefits previously extended only to teachers on government
service. Of particular importanceswere a pension scheme,
defined employment regulations, a medical-dental scheme,
various allowances, e.g., housing, transport, leave ete.,
and a policy of equal treatment for all members of the
profeésion.1

Interest in and support for the African teacher came
frém the international arena. The World Confederation of
Org;nizations of the Teaching Profession began to focus
attention on the problems of African teachers. A a result
of efforts in 1957 and 1958, a committee was established to
invgstigate various problems of the African teacher. The
"Coﬁﬁixtee on Education in Africa appointed a sub-committee
in 1959, chaired by Mr. Kiwanuka of Uganda. This .
subrcommittee identified four major problems in creating a
+wrrified teaching profession:

1, Teachers employed in different educational

~ O 7 fields.

2. Religious and denominational differences.
3. MNulti-racial groups.

4. Different employing agencies.2

1United Republic of Tanzania, Ministry of Education,
A Guide to the Unified Teaching Service, Regional Education
Officers' Conference, 1965, p. 1.

2World Confederation of Organizations of the Teaching
Profession, Annual Report, 1959, Washington, D.C., pp. 65-66.
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Teachers inzTangényika Qeré’affected by all these problems.
The most critical issues were those which stemmed from ;
diffé;ences in employers. \

Both the government and the missions were employing
agencies. In addition, Native Authorities also constituted
an employing agency. While there wege differences among the
missions in reference to terms of service, there were some
fundamental differences between the missions; and the
governmént, as has already been stated. Besides salary and
other=benefits, teachers also wanted.equal conditions of
emp;dyment. In the missions schools, for example, the code
of cohduct was different from the government schools,
African teachers were often judged by voluntary agency
inspectors on the basis of religious or moral attitudes,
rather than on professional perforéance.. Mission teachers
cgul%é\bowever, participate in politics, while teachers in
government séfvice were forbidden to join political parties
or to hold office.1

o The policy of cooperation between the government and-
the missions continued as both contributed to the development
6f£§5dca€ion. Grants-in-aid to voluntary agencies became
more and more necessary as enrollments in mission schools

increased, but revenues fell short of coveriné the costs.

1John Cameron, The Development of Education in East
Africa (MNew York: Tleachers College Press, 1970), <p. 53, 68.
(Note: The voluntary agency schools were a resevoir of
political activity. Nyerere, Kambona, and Eliufuo were all,
at some time, teachers in V. A. schools.)
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This type of~aid Was suppleméntary help, and was designed to

support, not replace voluntary effort.1

'A@ the time of ‘
independence in Tanganyika, voluntary agenéy teachers
comprised two-thirds of the entire teaching force. While
most of these teachers were registergd and, thus, recognized
by the Ministry of Educationz, they remained separated by
terms of serQice from their fellow teachers. in government
service.

‘ -Not all the schools in Tanganyika received government
lgrantg‘ Many primary schools existed within mission spheres
that were hardly‘more sophisticated than the bush schools of
fhe nzneteenth century. Native Authorities also managed
séhools, mostly at the primary level, that also received
1little or no government aid. The majority of the aided
schools were, however, Christian mission schools, although
somef%pab and Indian schools received grants. There were,
therefore, African teachers in a Qariety of teaching posts:
in gowernment schools under civil service regulations; in
aided voluntary agency schools; in unaided schools,

N3 Tée'need for a unified teaching service was best

in&icated by inequities between government teachers and

others. There was a disparity between teaching and other

11vid., p. 67.

ZW. A. Dodd, "Centralization in Education in Mainlé@nd

Tanzania," Comparative Education Review, vol. 12, no. 3,
(October, L968§, p. 27k,
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;occupations'as well as wifhin the teaching profession
itsg}f.l Ironically, education was one o{ the contributing
facfors to the African teachers® .lower stétus. An African
primary s%hool teacher, for example, could begin special
training after eight years of generél education, while Asian
teachers had ten, and Europeans had fourteen or more years
of previous education.? Initially, the Africans lacked the
educational background to place themselves higher on the
governﬁent scale.
2 The civil service in East Africa was based on racial
disérimination as well as educational diserimination. In
.1930ra European teacher in a central school in Tanzania
feceived 300-350 shiliings per month, while an African Grade
I teacher (teacher of English) received 27-150 shillings per
mon't:l.m.3 These descrepancies did not change in pfinciple.
Julf%s\Nyerere became a teacher in a mission secondary
school in 1945 and earned ©6.5 sh. a month. An African
teacher in a government school earned more than twice that

much, and a European teacher of the same qualifications

A T A

% 1For a detailed analysis of disparity within the
teaching profession see: R. F. Butts, "Teacher Supply and
Utilization, The Need for Congruence Between Teacher
Education and Modernization," International Conference on
the World Crisis in Education, Williamsburg, Virginia
(October, 1967). - . )

2Franken. op. cit., p. 10,
Rivers-Smith, op. cit., p. 196.



earned EBGVa mohth.1 Thé Lidbury Commission (1954) examined

civil service salaries in East Africa and introduced ‘

principles of equality of opportunity ana advancement by

ability for Africans in public service. As a result, the

racial principle set forth in the golmes Report (1947) was
removed.2 '

With the impetus of the Binns Report and some changes
in the philosophy of the civil service, the first moves
tpwara a Unified Teaching Service were made in Tanzania.
ThéQVon Heyder Committee (1956) wa; appointed by the
government to advise and recommend the possible terms for a
uni}ied service and its administration. At that time it was
intended that the §ervice was to cover African teachers in
6hly Government, Native Authority and Assisted schools.
Thqg. all teachers in unaided schools would not‘qualify for

Nthéésgrvice. The results of this preliminary investigation,
‘however, were negative owing to the very high costs of
« implimenting such a service.

d One important aspect of the teaching service which

\§%§ a central concern of the African teachers was a pension

—_—~ -
{

| AN

1Listowel, op, ¢it., p. 195. It should be noted,
however, that differences in salary and terms of-service
were more complicated than just discrimination on the basis
of color or government service. The salary differentials
between Africans and Europeans stemmed from the cost of
getting Europeans to go to Africa. The salary scales for
teachers in the United Kingdom were the deciding factor.
This differential was not changed, and expatriates still
receive a higher salary than Africans.

2

Ibid., p. 244,
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scheme, -In 1958, the go@ernment organized acturial
ingpstigations of the pension scheme for all teachers. he
cost of this program, including medical Benefits. maternity,
and miscellaneous allowances, was estimated at £449,000 to -
549,000 per year. Again, because of the high cost, no
immediate action was taken.! ’

The lack of financial support was not the only
obstacle to the creation of a unified service. The structure
of education into separate facilities for Europeans, Africans
and Asians presented problems. The status and functlons of
teachers were affected because the system was not integrated.
In'a system of education in which there were marked
differences among the type of schools, the possibility for
unifying the teaching occupation was severely handicapped.
The disparity between African “grammar" type schools and
thuse schools offering technical education caused a
differentiation of status between teacliers. The graduate
segondary school teachers' status was higher than a primary

#Sehool teachers'. Such a difference was based not only on

—~
{

sa, ari.'but on the whdle network of associations, both

\:%gisogél and professional, that a graduate teacher enjoyed.
In a multi-racial system, without unified conditions of
service, the African teachers would find it mostAdifficult
to form & coalition centered in the ideals of

professionalism.

11pid,
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éhe development of the integrated system was more
than simply the basis for equalizing terms of service. Ié
contributed to a chain of events which included the expansion
of secondary education and the creation of an Institute of
Education in Dar es Salaam.

The Education Ordinance, 1961, issued under self-
government just before independence, officially erased the
designation of separate schools for African, Asian and
Eu{ppean pupils. In addition to outlining the control of
schaols, the Ordinance also specified the procedures of the
reéistration of teachers.l While in itself such a move was
not a comprehensive measure, it did serve to establish the
principle that all teachers should be dealt with on the
same basis. Thus, the formation 'of a Unified Teaching was

greatly facilitated.
w5

- o

In a government paper of 1960, the government

accepted the need for establishing a Unified Teaching

& ,
Service.2 The decision was deferred pending the report of

S

the Tanganyika Salaries Commission on salaries and service
~ --Erms for the Civil Service. Thus the timing of the intro-
!

duction of the Unified Service depended on the costs

i

1Government of Tanganyika, An Ordinance to- Kake
Provision for a Single System of Education in the Territory,
No. 37 of 1961. (For a more detailed examination of
integration see: John Cameron, “The Integration of Education
in Tanganyika,” Comparative Education Review,vol. XI,no.
1, (February,19677)

2Government of Tanganyika, The Basis for an Integrated
System of Education, Government Paper No.1,1960. .
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involved 'and the extent to which it would affect the
expansion of the educational system. . 7

Support for the Unified Teaching Service came from
some of the highest officals in the new government. 1In
speaking in favor of such a servic?, S. N. Eliufoo, soon to
become Minister for Education, said "...méhy teachers,
especially in voluntary agencies, who perform equal work,
with equal qualifications as those in Government, have long
been Qaiting for equal treatment, egual conditions, and

1

equ%lkrewards.“ The desire for equal treatment of all

- tedchers was véry much a part of an effort by the new
go?érnﬁent to create unity. The new system of education
which ended racial separation also incorporated the
vbluntary agencies into the public system. ' Native Authority
Schools were reorganized under Local Education Authorities,

~an§%secondary schools established Boards of Governors. In
each case, while the new organization gave some semblance of
deeéntralization, it actually would facilitate more direct

*gﬁvernTent control of gducation.2

, A kThe report of the Tanganyika Salaries Commission,
;eferred to as the Adu Report, detailed the salaries, duties
and responsibilities of éach grade of the teaching
occupation. The requirement for promotion from one grade to

1Government of Tanganyika, Assembly Debates,
Tanganyika National Assembly, Official Report, 36th Session,
May 13, 1961, p. 326. b

~

2Dodd, op. cit., p. 269
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another wa"s'also‘dei‘ined.1 The‘salaries report, its
subsequent modification and the application of these ;'
recommendations did facilitate the introdﬁction of a Unified
Teaching Service. Among the more salient effects were:

1, . Adu salary scales were applled to
Voluntary Agencies.

2. Leave and housing benefits for
Government servanits were reduced.

3. The retirement age was raised, thus
: lessening the cost of any pension
scheme.

4, The Minister for Education promised
legislation.

~ In February, 1962, the Unified Teaching Service was
created by an act of the National Assembly. Actually, this
legislation provided the principles and the mechanisms for
making a unified service operational. Among its provisions

e 3
(1) setting up a Central Board to advise the
Minister on the Regulations and administer

the Serv1ce.,/(sect10n 4).

) (2) enabling thé Minister to set up Area
el Committe&s” to deal with Unified Teaching
v Service matiers for Regions as delegated

\ﬁﬁf‘ R by the Board and also to advise the Board.

1Government of Tanganylka, Education Circular No. 1
of 1964, Ref. No. EDG.1/14/13. (A facsimlle of the structure
of the teaching service based on the Adu Salary Commission
and Staff Circular No. 16 of 1961 and .subsequent approved
amendments is contained in Appendix A.

2Tanzania, A Guide to the Unified Teaching Service,
op. cit., p. 2.
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(3) ”émpowering theVMinister to formulate a

Teachers® Retirement or Pension scheme,
o and to make regulations concern}ng
general professional standards.

Then it was necessary for various government
committees to study the scheme and to make recommendations.
The Central Board,‘created by the ini%ial legislation, made
recommendations to the Government. Pending Government
reaction to the Board's findings, the Minister of Education
authorized the partial introduction of the Unified Teaching
Serviée. While this was hardly a comprehensive attempt, it
did_sérve to test both the principle and practice of an
innovative procedure. Among the classes of personnel to be

covered by partial introduction were:

(1) Teachers from T.T.C.'s newly appointed on
or after January 1, 1963. .

« (2) Other teachers returning to teaching on
S or after January 1, 1963.

(3) Teachers signing new contracts with
employers on or after January 1, 1963.2

v All teachers, entering the service either in
Goézgnmenx schools, or Local Authority schools were covered
byg)‘is ruiing. They were given a contract with a
recognized employer, put on the Adu scales and promised full
participation once the plan had been completed,

The evolution of the service cont}nued,‘and in 1964

the National Assembly passed an act of amendment to the

1Government of Tanganyika, The Unified Teaching
Service Act No. 6 of 1962,

?Tanzania, A Guide fo_the Unified Teaching Service,
op. cit., p. 2.
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original act of 1962, One very crucial clarification was
outllnlng the power of the Ministry to determlne what ¢
teachers and what authorities were to.be included in the

1 Following government decision and amendments, the

plan.
regulations governing the service were published as
Government Notice No. 541 on Septemger 11, 1964, While
subsequent changes were to follow, it would be fair to say
that the Unified Teaching Service was a reality., Thus, an
important step in the professionalization 6f the African
teaching profession had been made,

. The creation of the Unified Teaching Service was an
impoitant step in the professionalization of the African
teacher. The fact that an attempt was made to unify this
vital occupation would bring about a greater cohesiveness
within the occupation. By eliminéting many of the
%peq§i§ies of the past, teachers and teaching gained an
added degree of credence that is necessary for a
profgssional culture, The next section of this chapter

will outline some of these changes more specifically.

:

i%??‘ A Changes in the Profession
el - 7
\ .

~

The Unified Teaching Service, created by leglslatlve
act and revision, provided the legal basis for transforming

the occupation of teaching., By establishing new Procedures

1The United Republic of Tanzania, An Act to Amend The
Unified Teaching Service Act, 1962. No. 68 of 19 s Dar es
Salaam. .




66

“to guide the administration of the educational system, the

govegnment was also creating an énvironment in which a new,
kind/of professionalism could grow and fléurish. This is
not to say that the African teacher had %o follow the same
pattern or sequence of professionalization found in the
Western tradition. What seems evidént is that by adjusting
certain inequities within the teaching service, coupled with
better training (see Chapter 4), the African could shed the
sterot&pe of the uneducated village teacher. With better
education and more security within the gystem, it was
poss;ble to develop a new committment to teaching.

Since this essay is mainly concerned with the effects
of the Unified Teaching Services and the Institute of
Education on the occupation of teaching, those factors that
stem from these phenomena will be\highlighted in this, and
gpbs§gpent chapters. What, then, was the impaect of the
Unified Teaching Service on the teaching pfofession?

o Probably the most important factor that defines a
professions® jurisdiction of practice is its knowledge base.

This base, however, cannot be viewed in isolation since
s R

“pﬁk\ib trust and confidence are essential in maintaining

professional integrity. The historical antecedents outlined
in Chapter II indicate that the African teacher did go
through a series of stages that did support a specialized
status in society. First, the missionaries effort to
establish a corps of teachers had these effects:

1. Teaching became a specific activity,
thus extracting this function from
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the diffused role it had within the
‘traditional system.

.~ 2+ A new knowledge base, represented by

' the foreign culture, was established
that further differentiated the role
of teaching. Indeed, knowledge,
rarticularly English, became a new
mechanism for social stratification.

3. In addition to new and inc}eased
education, the African also received
special training in teaching.
Government participation in teacher training was
supervisory at first. Rules and regulations, licensing,
inépection, and examinations were among the most important

fun@tions performed by the government., In this sense,

" however, the government did contribute to the

professionalization of the Afg}can teacher. By providing
some standards for licensure and registration, 1927 and

1928 respectively,1 the governmeﬁt established offical
regégnition and sanction for professional status. The
infer:dependence of education and professional status,
howgver, prlaced tremendous weight on education. In addition,
Egg separate facilities of education stratified the sysfém

ragialiy. This situation compounded the isolation of the

B . A
(* “ﬁgglcan bush school teacher in non-goverrnment service. The

}

inequities were not great within the Civil Service, but

there was still great disparity between teaching in the

Civil Service and teaching in a voluntary agency.2
;Rivers-Smith. op. cit., pp. 181-182.

2Section one of this chapter pointed to some examples

of the disparity between salaries in government service and
in other agencies. - .
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All;these factors combined to affect recruitment into
.the occupation. There was, however, another factor that had
to bé taken into consideration; there were&some advantages
in being a mission teacher and some teachers preferred to
work for a mission. Some‘advantages'werex

1. One could teach in his home area.

2. One would rarely be transferred more
than a few miles.

3. One could live and work in a Christian
: community in which one had been brought

up.
K

* 4. One could, unlike government teachers,
participate in polities, both national
and local.

Changes in education that preceeded the Unified
Teaching Service helped to pave the way for more easy access
torhigher levels of status. These, changes, in conjunction
Qithfereating a single system of education made if possible
to c§%e¢e standards of training, grading, and promotion
which eventually found expression in the fegulations of the
Unified Teaching Service. .

Aiadll The African teacher seemed to be locked into a system
whe/e bogh training and differences in employer acted as
deﬁerents to mobility. The occupation was segmented in two
ways; vertically by employer, either government or voluntary
agencies; and horizontally by grade. There was great

difficulty in moving in either directlon. Before 1952, the

majority of primary school teachers who were prepared to

1 am indebted to Mr. William Dodd for this point.
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teach in the lower standafds completed eight years of school
andu}wo years of professional work (Grade;II). Grade I .
teachers received two years of train;ng fbllowing tep years
of generai education in preparétion to teach the upper
standards of primary school.1 In 1?52, however, the Women's
Teacher Examination, given at a lower standard than the
normal Grade II examination, was discontinued.2

The pattern changed in 1954 when students entered the
Grade i»Course affer completing twelve years of general
eduéhtion.3 The triennial report of 1957 noted that two
treﬁds were emerging: (1) there was an increase in the
numﬂér of students entering the Grade I course after School
Certi:f‘icarte,LL and (2) there was a reduction of 50 per cent
in the intake into Grade II centqrs. Certain centers were
to ;eplace a class of Grade II teachers for a class of
gragé\; teachers.5 The report also noted that one class
to be composed only of situdents with a School Certificate
would open in Mpwapwa in 1958.6 The upgrading trend

oontinued as the training colleges adapted to the rising

~ 1Tanganyika Territory, Annual Report of the Education
Department, 1952, pp. 7-8.

2Ibid., p. 41,

3Tanganyika Territory, Annual Report of the Education
Department, 1954, p. 31.

uTanganyika Territory, Triennial Report, 1955/57. p.

u.

5Ibid., p. 15.

6Ibid.. pe 14,
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level of entry - Standard X-for Grade II entrants and
Standard XII for Grade I en'brants.1

. /" .
Within the general pattern of increase in general

education as a prerequisite for professional training, it

is significant to note that a more subtle change occurred
in the professionalization of the African teacher.

Theodore Caplow suggested that a change of name would be
one of the steps in the professionalizationlprocess. This
change would reduce the identification with a previous
occupational status and would provide a new title that
asser@ed a degree- of technological monopoly.2 To that
extént'then, the upgrading of African teachers moved them
into a new type of classification when the categories I and
II evolved into Grade A and Grade B. By 1960, a separate
classification for ex~Standard XII‘teachers was recognized
(Gradé;ﬁ).B A most significant advance in Tanzania‘s
progfam‘of up-grading the level of entry to professional
train%ng came in 1963 when the number of Grade A jumped from
86#39 183, while the number of Grade B (Standard X entry)

¢

N
-\%¥# lfanganyike Territory, Triemnial Survey, 1958/60,
p. ‘

2Mheodore Caplow, op. cit., pp. 139-140.

3United Republic of Tanzania, Statistics Unit,
Ministry of Education, Comparative Statistics (1957-1966),

. 1967, p. 8.
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fell from 103 to 50.%

L The changes outlined above indicate the importance ,
of education, both general and professionai,‘in establishing
the teachers® claim to a jurisdiction of practice.

Therefore there were no guidelines for unified and equal

" treatment of teachers. The majoritytof Africans were still
relegated to second-class status because of the condition of
service. The Unified Teaching Service removed this obstable
to proféssional growth and status.

* . Both the Binns Report (Section 1) and the Group C
Repoﬁt on the Status of the Profession of the Cambridge
Confé}ence made reference to the need to establish uniform
conditions of service. A type of unified teaching service
was envisioned as the only effectiye way of removing
feel%ngs of insecurity and unfairness among teachers.
Unsaﬁisfactory salaries, pensions, housing, dismissal
procedures, leave and medical benefits affected not only
morake, but recruitment as well.2

g Before the creation of the Unified Teaching Service,

%ﬁggpxiqétely tw0-thirdsvof the teaching force served in
0
L -————“ .
; 1Government of Tanganyika, Annual Report of the
Education Department, 1963, p. 9.  (Note: The actual
sequence of change did not immediately phase out any one
grade of teacher. The old Grade II (post Standard VII

became Grade C; Grade I (post Standard X became Grade B;
Grade IA (post Standard XII became Grade A.)

2Great Britain, the Colonial Office and the Nuffield

Foundation, African Education: A Study of Education Polic
in British Tropical Africa {Oxford: the University Fress,
1953), pp. 156-16 )

.3.




Voluntary”Agency Schools. Although the salaries were paid
by the Government, these teachers were not eligible for
transport and travel allowance on their first appointment,
leave or transfer. They also were not covered by a
contributory or non-contributory pension scheme; did not
receive rent assistance at the rates applicable to Civil
Servants, nor did they receive free medical attention. 1In
addition, while the government paid the salaries of teachers
in aided schools, there were no fixed salaries for teachers
in u;aided schools.1

;, The basic inequities, then, were salaries and
conditions of service. Fortunately, the changes in education
had maintained the African teachers hold on that aspect of
professional status. Tanzania was well ahead of most
African nations that had many untrained and unlicensed
%eagﬁérs. The public dimension of the occupation, that is,
public sanction and licensing, was fairly well developed.
It %ﬁs the more private or personal dimensions of welfare
that suffered. For example, when Julius Nyerere first went

St.:Mérys School, Tabora, he was told that his years
there would not count towards promofion or pension.2

The issues that arise in connection with teacher's

salaries seem common to all countries. Problemé of

1World Confederation of Organizations of the Teaching
Profe551on, Field Report on the Survey of the Status of the

Teaching Profession in Africa  (Washington, D.C.: 1963),
pp. 109-111,

Listowel, op. cit., p. 196.
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. recruitment, wastage, tenure and general conditions of

service are all affected by salaries. As one authority
stated: '

If the level of teacher's salaries falis
too far below wages in comparable occupations,
the quality of the individuals who enter
educational positions will deteriorate. There
may still be a plentiful supply of candidates
who can meet formal training and examination
requirements, but they will be of an inferior
calibre,l

A fear of the effects of not recruiting the best possible
entrants to professional training were indicated by a

headmaster of a. teacher training college in Tanzania, In

. cémﬁenting on a more "“professional" approach, J. D. M.

Franken said, “The approach was highly academic and

theoretical, and poor teachers could easily get a first

2

class pass."” He went on to say that: “From experience we

know that as soon as a T.T.C. becomes a place dominated by

~

examination requirements the real professional interests

slacken off..."3 There was.also pressure from more
%
attractive occupations because many teachers left the
o
service’ for other fields of work. In 1963, for example,

o~ -\Qgﬁgbf“aoo applicants for 25 posts of Distriet Officers,
\ .

hy 4
500 were teachers.

1Willard S. Elsbree, Teachers' Salaries (New York:
Bureau of Publications, Teachers College, Columbia
University, 1931), p. 15.

2Franken, op. cit., pp. 4-5.
31bid., p. 11.
AW.C.O.T.O.. Field Report, op. cit., p. 11l.
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The"Adu”sélary scalés were incorporated into the .
Unified Teaching Service. The following is an extract of
some of the non-graduate grades and salariés.1 A more

complete account can be found in Appendix A.

Salary Scales =~ Non-Graduates

1. GRADE C TEACHERS

Completed 8 years primary plus 2 years teacher
training. '

Salarys T141 - E420 per annum.

-Duties: Teaching in Standards I-VI. Head of lower
: primary school.

2.. GRADE B TEACHERS*

Completed 10 years primary plus 2 years teacher
training.

Salary: 219 - 636 per annum,

Duties: Teaching in Standards V-VIII. Head of lower
primary school. .

SPromotion on merit from Teacher, Grade C.

3. GRADE A TEACHERS

v Completed 12 years plus 2 years teacher training,
+~ Salary: E300 - 1636 per annum.

P Dugiés: Teaching in Standards VII or VIII of Forms 1
SN and 2.
B

Promotion on merit'from Teacher, Grade B.

4, Education Officer, Grade.III

Passed Cambridge Higher School Certificate plus 2 -
Years teacher training.

Salary: E468 - £684 per annum,

1United Republic of Tanzania, The Unified Teachin
" Service Regulations, 1964, (Government Notice No. 541,
Pe 19.

{
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Dutiess” Junior Master in post primary institution

District Education Officer.
’ I

Promotion on merit from Teacher, Grade B or A.

#*Note: Because of the abolition of the Standard X
‘examination, the Ministry discontinued the
training of Grade B teachers in 1964, Entry
to that grade will be by promotion from Grade
C either on merit gr as the result of
upgrading courses.

The new salary schedule was incorporated. into and
became a part of & network of changes created by the Unified
Teaching Service. A more complete descriptién of the
Regula%ions is contained in Appendix B. A useful function

might be served, however, by pointing out some features

"which erased many of the inequities of the past.

)

Subject to a process of revigion and clarification,
therﬁnified Teaching Service provides the African teacher
with alwhole new set of working conditioné which afe
guaraﬁ%eed by law. The system of licensing and registration,
a vitalAfactor in the pattern of ﬁrofessiohalization, was
not sé%iously threatened'by the intake of thousands of new
teé&ﬁérs-‘ In the first place, the grant-in-aid structure
dggggﬁgd en schools having qualified teachers, and
pr&éédures had logg been established to validate individual
teachers. The general trends in educational expansion made
it possible for more and more Africans to meet the minimum
requirements for entry into teécher traiging. ihe problen

was more of a procedural one than anything else.

1Government of Tanganyika, Education Circular No. 1
of 1964, op, cit., p. 1. .
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In pfeparation for defining the membership of the
Unified Teaching Service, the government set forth new
procedures for putting teachers on the Register. No
grant-in—éid was to be paid to any school unless all of the
teachers had been licensed and registered. Any teacher
registered'before January 1, 1962, was automatically piaced
in Part I of the Register of Teachers.1 Thus, on January 1,
1963 all teaehérs in Part I of the Register of Teachers who
accepted a Service post became members of the Unified
Teach;ng Service.2 Non-Service posts could become qualified,
but‘tﬁg more impoftant fact here is that after January 1,
1963, no teacher could be placed on Part I of the Register
of Teachers unless he had recognized professional
qualifica’cions.3 In effect, then,.the Unified Teaching
Service was limited to qualified teachers only, a tremendous
aéhié%ément for a developing nation.

Membership in the Unified Teaching Service increased
treme%dously from 1964 to 1965 when the number of teachers
ih@gived&jumped from 1,500 to 10,000.4 One reason for this
ﬁ’—_ /7;’ * '

=~ 1Government of Tanganyika, Education Circular No. 1
of 1962, Registration of Teachers.

2Tanzania. The Unified Teaching Service Regulations
1964, op. cit., p. 2.

3Tanganyika. Education Circular No. 1 of 1962,
op. cit., p. 1.

“International Yearbook of Education, 1966,
Inteﬁgational Bureau of Publications and U.N.E.S.C.0., -
Pe 346.

3
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dramatic increase was due to the fact that all teachers,
regardless of the employing authority, were placed on R

» .

similar terms of employment. Once the administrative
apparatus became more efficient, teachers were eager to
become part of the new service.

Many of the benefits that had previously been enjoyed
oenly by teachers in the Civil Service were now extended to
teachers in U.T.S. Briefly, here is a 1ist of the more
salient features of the program:

* 1. A member of. the Service and his wife and
children shall be entitled to free medical
treatmeént on the same scales and subject
to the same conditions as those pertaining
to persons in the Service of the United
Republic of corresponding status.

2. Where quarters are provided by the
employer, such economic rent may be
charged as the Minister may determine.
Quarters.shall be maintained in good
repair by the employer.

7 3. A member shall be entitled to thirty-five

days paid leave in every full academic

year of employment. The leave shall not
be accumulative and shall be taken during

v school holidays.,
= 4,, A member of the Service shall be eligible
for sick leave up to a maximum of one
_\:ﬁfa » hundred and eighty days on half pay
(\ during any period of three years,

5. Members of the Service shall be eligible
for travelling and subsistence allowances
under such rates and circumstances as the
Minister may from time to time prescribe
in respect to the teacher, his wife and
up to a maximum of four children.l

1Tanzania, The Unified Teaching Service Regulations
1964, op. ecit., pp. 1@-17.
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In addition to setting out detailed arrangements for
conditions of emplo&ment, the Unified Teach%ng Service also
i g

has a Code of Professional Conduct.. A code of ethiecs is

. another feature of professionalism. The complete code can

be found in Appendix C, and outlines ihe teachers’
responsibility to the child, the community, the profession,
the employer, and the state.

The African teachers' position was supported by the
creation.of the Unified Teaching Service. By incorporating
many of‘the features of professionalism noted in this essay,
the Sefvice provided the type of solidarity upon which
fﬁture.ﬁrofessionalism could grow., This essay will confine
itself to change as it relates to higher education. 1In
1959, only 15 of 116 graduaté teachers (B.A.) in Tanzania
were Africans.1 One explanation was that ‘many graduates
went Iﬁtq more lucrative or promising positions. Another
factor, however, was that university education leading to a
bachelgr's degree in education was not yet a reality. This
was«to be an important development, and it is the subject
of\g;;,next chapter of thls essay.

4

~

1Helen Kitchen, The Educated African. (New York:
Praeger, 1962), p. 155.
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- CHAPTER IV
' ~
PHE INSTITUTE OF EDUCATION

3

Historical Evolution

The establishment of an Institute of Education at
the University College, Dar es Salaam, was a historical
landmgrk in the professionalization of the African teacher.
This~§établishment came about as a result of a complex of
facfo;s which were inextricably tied together by the East
African association -with Great Britain., WWithin this
context, then, one must consider changes in education in
Britain, as well as the effect of these changes on the
deve%gpment of higher education in East Africa, for both
r;préé;ht antecedents to the Institute at Dar es Salaam.
Enthusiastig International co-operation played a vital role
in s;éeding up the process of educational development in the

o
time period preceeding and following the independence of the

»EggfdAfrican countries.
BN

Education in Great Britain

Many of the developments in higher education in East
Africa naturally reflected the philosophy of education in
Britain. In the case of teacher education, distinctions

were made in Britain between the type of service and the

nature of education a prospective teacher received, The
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result was not only a difference in preparation, but also
of a difference in status. A University trained teacher,
for eiéﬁple, taught in academic oriented schcols. while a

" product of the teacher training college was most likely to
teach in primary or secondary modern schools. The Education
Act of 194l instituted secondary education for all and led
to bringing all teacher education under the leadership of
the universities.1 Under the provisions of the act, the
Ministry of Education became the central authority. The
maintenance of schools and the employment of teachers,
howevéy, was to remain the domain of Local Education
Authérities, Voluntary Agencies and independent
organizations.2

The McNair Report on the recruitment and supply of
teachers reasserted the leading role that universities were
to plgi\in the initial education and training of teachers.
The Réport recommended that universities, traininglgolleges
and logal educational authorities should cooperate in
est%p;ishing an educational center. This move would
strengthen the relationship between the universities that
(ﬁhadigg;viged a one year course of professional training for
students who had obtained a univers%ty degree, and the

teacher training colleges that offered three year courses

L. Baron, Society, Schools and Progress in England
(Londons Pergamon Press, 1965), pp. 135-135.

2Great Britain, British Information Services,
Education in Britain, H.M.S.0., 1948, pp. 8-9.
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in academic'and profeésiohal subjects.1
~ The result of this first step toward cooperation was
theT;stablishment of four area institutes:by 1948. Thus,
the beginnings of what was hoped to become a creative
partnership was begun. Teachers affiliated With teacher

kY

training colleges also came into association with institutes

of education at the university level,?
The McNair Report and subsequent changes in British

education provided part of the background of the Binns
Repdrt in reference to East Africa. In Britain, however,
eduéational change as represented by Institutes of Education

continued its evolution. The Robbins Report on higher
education in Britain took over where the McNair Report had
left off. The administration of teacher education continued
to be shared by the universities‘and the teacher training
golf;ggs. In the case of Institutes of Education, these
remained the responsibility of the universigies, while
depgrtments of education were administered and financed by
the universities. Ties between the universities and the
teacherftraining.collegés were strengthened with the award

. A

 “o¥a B. Ed. degree.’

11bid., pp. 19-20.

ZW. 0. Lester Smith, Education in Great Britain
(London: Oxford University Press, 1956), p. 164.

3Baron, op. cit., p. 167, 173.
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Higher Education in East Africa
Institutes of Education in East Africa were outgrowths

of”%he general developments in higher education. Makere;e
University College in Uganda began as a technical school in
1921 and introduced the Cambridge School Certificate course
in 1933. The De La War Commission' of 1937 recommended that
Makerere be elevated to a university status and be permitted
to offer post-secondary courses. 1In 1938, it was reorganized
as an independent inter-territorial university serving all
East Africa.’

\ The Asquith Commission of 1943-44 was set up to
éoésider the principles that would guide the promotion of
higher education in British territories and to study ways in
which institutions in the United Kingdom could cooperéte.
Out of this report came the Uniﬁersitx College principle.

ThéF principle made it possible to offer higher education at

o -

the university level, but the university was not empowered to
grant degrees. Granting of degrees was to follow after the

%
creation of a special relationship with the University of

I e

London.?

—~ —\ﬁgf’ * The concept of a special relationship with the

S

University of London was not a new one. Indeed, it had been

1A. M. Carr-Saunders, New Universities Overseas
(London: Overseas Development Institute, 1963), pp. 23-24,
For a more detailed account of the development of Makerere
see: Margaret Macpherson, They Built for the Future
(Cambridge: University Fress, 196%), also: Eric Ashby,
Universities: British, Indian, African: A Study in the Ecology
of Higher Education. (London: Weidenfeld and Nicolson, 1966),

ppu 192-19 .

- 2Grea‘t; Britain, Report of the Commission on Higher
Education in the Colonies, (London: H.M.S.0., 19435).
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practiced_ianritain for some time as London provided

guidance and external examinations with University Colleges
. 12

suchdas Bristol (1902), and Leicester_(l957).1 In time the
University of London became a place where students could
attain graduate status. The University also set standards
for the United Kingdom and the develbping countries.2

In 1949, Makerere began its special relationship with
the University of London. Upon the recommendation of the
Inter-University Council for Higher Education, the school
also?pecame Makerere College, the University College of East
Afriéa. The first géneral degrees were awarded in 1952.3
The Royal College, Nairobi, became in 1961 a University
College, as did the University College Dar es Salaam which
opened the same year in temporary quarters.4

Institutes of Education
é\ In attempting to outline the professional growth of

the African teacher, this essay has placed emphasis on the
2

up-ggading of basic or general education as a prerequesite

for further professional growth. The culmination of the

process would lead to education being offered at the

COF

——eee

1R. J. Mason, British Education in Africa (London:
Oxford University Press, 1959), pp. 127-128. .

ZBaron, op. cit., p. 159.

3Carr--Saunders, New Universities, op. cit., p. 70, also:

Eric Ashby, African Universities and Western rfradition .
(Cambridge: Harvard University Press, 19 » DDP. 20-22, 48,

4Great Britain, British Information Services,
Financial and Technical Aid From Britain (London: H.M.S.0.,

.1964), p. 35.
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university ;gvel‘and the granting of B. Ed. degrees. While
this was to be the case in Tanzania, the roots of this ‘
phenoﬁ;non reach back into the colqnial_pas%. In speaking
of the links between teacher training and institutions for
higher education, A. Mayhew in 1938 said: ",..,and there need
be no fear of education as a subject Seing neglected in
African universities as they develop."1

The Binns Report 1952, that was discussed earlier in
reference to the Unified Teaching Service, was also
instrumental in the creation of institutes of education.

_- The best immediate means of raising the -

" general standard of teaching would be for every

~territory to have one training college which is
staffed and equipped on an extra generous scale

80 as to have facilities for research and to be

a guide and help to other colleges.

Two fhemes are evident in the above statement; one, that
beyonq:functioning as a training college, these institutions
wouldﬁilso conduct research; and, two, that there should be
links between institutes and other teacher training colleges.
The Binns Report made a strong recommendation that
inéfftute§ of education should be established, and went on
to ga; Lthgf: "This is the most effective way of reaching the
1;ﬁéLdesired end of placing professional control (as
distinet from administrative control) of education in the

hands of the teachers themselves."3

1A. Mayhew, Education in the Colonial Empire, op.
cit., p. 190.

2Binns, op. cit., p. 163
31bid., p. 159.
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The Birns Reﬁort wés n;t directed specifically at
Tanganyika, and there were particular problems that were to -
arise in relafionship to the Institute of Eduéétion. Besides
“defining the functions of an institute, which would in
itself involve linkages with teachers cPlleges, the
relationship aﬁong the University College, the'Ministry of
Education, and the Institute of Education would have to be
sorted out. Defining who or what was going to be the
contro;ling agent was of great importance if progress was to
be achiéved. in the.case of Tanganyika, both the qniversity
and the‘institute were to be among the first creations of
thé new-African government.

The next ten years brought about a proliferation of
commission reports and educational plans that had to
con51der the development of education generally, and also
howethé“development of higher education and-institutes of
education could be accomodated to new nationalistic demands
of newly independent countries. ‘There was further increased
inteprndational activity in educational development at various
leve;gro? é;fticipation. .
; i (Q\The de Bunsen Commission of 1952 also recommended the
)establishment of institutes of education in all three
’cerritories.1 In Tanganyika, the teachers college chﬁsen
to be developed along the lines of the reéghmendétions of-

the Binns Report was Mpwapwa. In 1953, efforts were made to

15, B. castle, op. cit., p. 180.
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cpeatg closer 1inks"with‘othér colleges, .and work began on
settiné,and marking professional exams and research .
projecfs. Several problems emerged from thié'first effort,

; Because of a lack of funds, there were difficulties with the
building program and staffing. The Department of Education
was also reluctant to create a policy-ﬁetermining body.1

Lack of financial support from the colonial
government was to be a constant problem in the development
of an institute. It should be noted, however, that the
naturégqf teacher education, and the degree of governmeﬁt
participation were both inhibiting factors. The majority of
the teachers colleges were concerned with training primary
school teachers. In addition, the colleges were small and
usually associated with a primary or, in some cases, a
second?ry school. Thﬁs, while there was recognition of the
need fﬁt\more and better trained teachers, governmenf
support was limited to assisting primary school teachers.,
In 1953, the government opened a new college at Butimba near
Mwanza whigh trained only primary school teachers. Butimba
did neot bégin to train seéondary school teachers until 1964,
vaOﬁ%%g§-27 teacher training colleges in operation in 1957, only

five were government schools; the remainder were voluntary

Arthur J. Lewis and L. V. Lieb (éds.), A Report of
the Conference:on Institutes of Education, January 27-30,
1964, Mombasa, Kenya, p. 13.
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ageﬁcy schéol§;1

.The Draft Five Year Plan of Tanganyika, 1957-61, put
_forth a comprehensive scheme for educational éxpansion. One
concern was the quality of education for prospective
teachers, and, to this extent, the plaQ again called for the
creation of an institute of education. The plén reaffirmed
the policy of developing Mpwapwa as an institute. Further
building plans were approved, and the concept of giving
guidance and leadership to other teacher training colleges
was supiﬁorted.2 The plan envisioned that Mpwapwa would be
developéd into a céllege that would provide courses for
primary and middle school teachers, and supervisors. In
addition, the school would coordinate and administer the.
proféésional and practical examinations as well as work in
close cgoperation with other teacher training colleges. A
more gé%éral functiog was to raise standards and advise the
government on matters relating to teachers\3 These factors
were td® be combined with reseafch and publication and the

ultiffate development of an institute of education.l'F

,5—11§§§1* *
\ ~ 1Cameron, Ihe Development_ of Education in East Africa,
" op. cit., pp. 54-56.  (In comparison with Kenya, for exampie,
Tanzania always had some government participation in teacher
education. Kenya did not have a government teachers-college
until 1964),

2Lewis and Lieb, op. cit., pp. 13-1k.

3J. Cameron and W. A. Dbdd, Society, Schools and
Progress in Tanzania (New York: Pergamon Press, 1970),
P. 215, )

4Betty George, Education for Africans in Tanganyika,

U.S. Department of Health, Education and Welfare, Washington,
D.C., 1960, p. 58.
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The institute at Mpwﬁpwa never became reality. There
were many factors that contributed to this»failure. Because
of a lack of funds, the Draft Five Year Plah was never fully
implimented. Building and staffing costs would have to be
met by more generous allocations. Aqother factor was the
physical isolation of Mpwapwa. In a country with a poor
communications network, the distances between Mpwapwa,
other colleges and Dar es Salaam limited effective
communi&ation among the participants. Perhaps the most
imporfant contributing factor, however, was the lack of a
single policy—making body.

) In 1950, the government established the African
Teacher Examination Board. Membership of the board was
drawn from major teachers colleges! both government and
volun?ary agencies. The boards main functions were to set
and dérrect professional examinations, and to supervise
practice teaching. 1In 1958, the name of the body was changed
to the Teacher Training Advisory Board, and its functions
weire” widened to include the development of syllabuses and
tex ?oo%s}l The T.T.A.ﬁ. met twice a year and had a wider
ﬁgﬁéirship than the A.T.E.B. The real problem with
attempting to establish an institute at Npwapwa was that the
T.T.A.B. continued to exist and function at the same time

that Mpwapwa was supposed to be leading‘fhe way in teacher

1Cameron, The Development of Education in East Africa,

op. cit., pp. 82-83,
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education.‘"The duﬁlication'of functions undercut the

influepce of Mpwapwa, and the latter never achieved the ;

status of an institute. The overlapping of functions in
teacher education was not confined to the T.T.A.B. and
Mpwapwa. The Advisory Cbuncil on Edugation was a statutory
body which advised the Minister of Education on policy
matters.l Thus, there was an additional overlapping of
functions, all designed to bring about changes in teacher
educatioﬁi

énThe proposal for establishing an institute of
education had to be postponed. Developments, however, in
Higheéleducation did not éeem to represent a roadblock to
progress. Kenya, Uganda and Tanganyika each desired to have
its.bwn university college. The achievement of this goal
was accelerated by political independence and international
co-op§%ation in education.

The Report of the Working Party on Higher Education

in East Africa, July-August 1958, recommended that a

University of East Africa be created by 1966 and that all
un;v rsi@y'colleges be constituent members. The Report
aléb\recommended that the specialty of the University

College, Dar es Salaam, should be a faculty of law and a

'lewis and Lieb, op. cit., pp. 14-15,

e o A R~

Y e e e
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department. of pﬁblic édmiﬁistration.1 Part of the problenm
seemgd to be in delegating the site for the new—universitx
coli;ge. Morogoro was one of the places éuggested, as had
been Mpwapwa. Additional factors were involved in this
argument. The attitude toward decentralization of the
University of East Africa was basedlsomewhat on nationalistic
pride.. In the case of Tanzania, however, there was another
criticism based upon the type of teachers who had earned
their Diploma in Education at Makerere. The educational
authorities argued that these Tanzanians were more in tune
with the problems of Uganda, and, thus, less able to adapt
to work .in schools in their own country.2

The Three Year Development Plan, 1961-64, again took
up the question of an institute of education. The plan also
relied heavily on external aid aﬁa long-term loans for
glmé%j\eighty per cent of its total expenditure for three
years. There seemed also a trend toward rei?forcing
int%;national participation, Of great significance was the
expansion of the number of Form IV places which, by the end
of the ilan, had increased from 1603-3630., Thus, the call
: A

C éreating an institute of education as part of the new

1Betty George, op. cit., pp. ?71-73 (Note: This was
the result of a second working party. The previous working
party had published its recommendations® in a “joint White
Paper, Higher Education in East Africa, (Entebee: CGovernment
Printer, 1958) and was chaired by A.M. Carr-Saunders. The
second working party was chaired by Dr. J. A. Lockwood.
Both reports recommended a faculty of law at Dar es Salaam.

2Cameron and Dodd, ov. cit., pp. 1l44-145,
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University 6allege’gained additional credence as Form IV
graduates represented potential university;entrants.l 4

International cooperation and pérticiﬁation was
stimulated on a number of fronts. Institutes of education
were recognized as important components of educational
expansion. The International Bank for Reconétrﬁcfion and
Development endorsed the establishment of an institute of
education in Tanganyika.z The U.N.E.S.C.0. mission of 1963
also suggested that an institute be created with
respoﬁsibilities‘for research in curriculum and instruction.3
i Another tybe of international participation found
expression when expatriates became directly involved in the
education of Africans. Two examples of such participation

occurred when the Afro-Anglo-American Program and the

Teachers for East Africa Projéct involved American and

5
" British-teachers coming to East Africa ard teaching in

Africaﬁ schools. In some cases, teachers’were posted to
teach@r training éolleges, as well as secondary schools.
THQ(T.E.Q. scheme later gave way to Teacher Education for
Easjfﬂfricé, which was designed to send tutors only to
I

1lpigL, pp. 170-174,

2International Bank for Reconstruction and

Development, The Economic Development of-Tangan ika - -
(saltinore: JoRns Hopkins University Tress, 19011, pp. J1i-

3Donald G. Burns, African Fducation (London: Oxford
University Press, 1965), p. 158.
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training colleges.! g : !

In 1964, a conference was held in Mombasa; Kenya, to
discuss the possibilities of creating institutes of education
in East Africa. The Conference was another example of inter-
national cooperation because representation included the
three East African countries and also, the United Kingdom
Department of Technical Cooperation, The United States
Agency fbr International Development, and the Chief of Party,
Profeé%or Arthur Lewis, of the Teachers for East Africa
Project. In addition, Professor Karl Bigelow of the Afro-
Anglo:American Program, and Professor R. Freeman Butts of
Teachers College, Columbia University were among the
participants at this important conference,

. In speaking of the need for better and new types of
teaché%s, E.B. Castle noted that one should not assume that
primary school teachers were adequately prepared for their
task. YFhe production of secondary school teachers was also
not=to beeneglected. Cast;e made reference to the salutory
effqug oglinstitutes of education in England on the teaching

profession, but cautioned the participants not to import a

1Karl Bigelow, "Fundamental Education for the
Emerging Nations in Africa, " American Association of
Colleges of Teacher Education, Educational Needs of Sub
Sahara Africa and Latin America, (Washington, D.C.,1962),
makes reference to the need for graduate teachers and their
supply from a variety of sources,e.g., A.A.A. and T.E.A.,
Margaret Macpherson, They Built for the Future,also has a
brief description of the T.E.A. PROGRANM. (Note: The author
was a member of the T.E.A. program, and spent two years
teaching in Tanzania following the cne year Diploma course
at Makerere.)
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purely English“ﬁodel. The key to education advance was
"...the provision of an adequate, balanced, academically
competent and self-respecting teaching profession."1

Development planning continued to try to keep the
rate of development at a steady pace. The Development Plan
of the University of East Africa, 1964-67, made provision
for the expansion of Makerere and the development of
Institutes of Education at Nairobi and Dar es Salaam.2
Other events, however, accelerated developments., The plan
was that ; new teacher training college that was being built
with U;S;A.I.D: funds in Dar es Salaam should take over the
role of the Institute of Education. At this same time,
however, the University Collegé was coming into ‘existence.
Degree courses in law were started in.1961 in T.A.N.U.
headquarﬁers. At his juncture, the University College took
over'%hésfﬁstitute rather than attempting to establish
1inkageé between the Institute and the University College.3
Thus, th% probiems of location were solved as both the
Univéggaty Gollege and the Institute of Education were now
to bgégfcated.in Dar es Salaam.

\ .

~

1E. B. Castle, "A Proposal for Institutes of Education
in East Africe,” in A. J, Lewis and L. vy, Lieb (eds,)

Report of the Conference on Institutes of Educatlon,
January 27-30, 1964, Mombasa, Kenya, pp. 12,

2E. B. Castle, Growing Up in East Africa, op. cit.,
p. 181,

3cameron and Dodd, op. cit., pp. 216, 172.
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Before the actual Inétitﬁte of Education could begin
functionigg, there still remained the very impqrtant
question of linkages, not only with the University College,
bﬁt with other training colleges as well. The creation of
Tanganyika's own University Coliege made the Institute of
Education an integral part of the Colleg;. This type of
association indicated some of the changes that had taken
plaée since'the Binns Report of 1952. The type of institute
recommended in thé Binns Report was not unive}sity related,
but, rathér. an expanded teachers’ college} Tanganyika
developed}the view that the institute was not to be a super
A teachers éol'lege, but had to have a close relationship with
the University College, and the teachers' colleges. This
- idea was also endorsed by the U.N.E.S,C.O. planning mission
of 1963.2' One of the decisions made at the 1964 Mombasa
confegenqéxyas that the Director of the Institute and the
‘Professor of Education would be the same person, thus
creating gn immediate link between the institute and the
univergdty college.3

In adéition to linkagés. leadership and cooperation
ﬁgie“vggytimportant. This was necessary not just for the
g;aduate teachers trained at the university, but particularly

for the undergraduate teachers from the teachers colleées.

1Binns, op. cit., p. 163.

2Lewis and Lieb, op. ¢it., p. 14.

31bid., p. 16.

Vi
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The Ministry of Education continued to be responsible for
such functions as planning, the teachers colleges, and the
licensing and registering of teachers.’1 Important lines of
communication and responsibility were continued to insure
that university based and university oriented education was
not cut off from other areas of teacher education. This
type of association was reaffirmed in the Five Year Plan
1964-69 which stated:

. Apart from the withdrawal of Grade C

training facilities, services other than

initial training courses provided by the

teachers colleges will be continued at

‘the present level of activity. Consider-

able improvements in the scope and quality

of the work is expected as the result of

the establishment of the Institute of

Education in Association with University

“College, Dar es Salaam. All the Teachers

Colleges will, be members of the Institute

of Education. B

Béih the McNair Report and the Binns Report
represented important antecedents to the Institute of
Educatiog-in Tanzania. Both reports established some of the
guidigg,principles by which training colleges and the
universities’ could work together in a cooperative venture.

. . A

Fﬁié“w‘ not only important from an administrative point of
Qiew, but also from a professional one. The acceptance of
the efficacy of education as a university subject was a

Ibid.

2United Republic of Tanganyika and Zanzibar,

Tanganyika: Five Year Plan for Economic and Social Develop-
ment, July 1, 1964 - June 30, 1969, Vol. I1 (Dar es Salaam:

Government Printer, 19647}, p. 117.
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majof step iﬁ.the ﬁrofessionalization of teaching. (This
was no.less true for Tanzania.) The Binns Report directed
attention to the development of higher éducétion in East
Africa, but also stressed the need for this same type of
professional growth., .

The Institute of Education in Tanganyika was
established in 1964 with the appointment of a Professor of
Education as its Director. The Teacher Training Advisory
Board was replaced in August, 1965 when the first meeting
of tthCouncil éf the Institute was held. The membership
of the council waé increased to include representatives
from new teachers colleges., It was noted that there should
also be representatives from teachers in the field if the
counéil was to determine the nature of the institute, and if
the ingtitute was to constitute a focus for the study of a
profe;%ion.l

The next section will more clearly deliniate the
functons of the Institute. Again, it is important to
emﬁﬁééize‘the importance of education coming within the
do_giniofhfhe University. R. C. Honeybone, Director of the
Ins%itute, indicated that the University College welcomed
an emphasis on education and stated that his first responsi-

bility was to develop education as a subject within the

lcarl J, Manone (ed.), A Report of the University of
East Africa Conference on New Directions in African leacher

Education: Innovation, Implimentation, and Evaluation,
September 30 and October 1-2, 1968, Mombasa, Kenya, p. 118.
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Faculty of Arts. The undergraduate program in education

began in July 1964 with 56 students. With an eye toward

the future, Professor Honeybone indicated thé importance of

teacher training at this level as it would "...give the
country for the first time a stable teaching force of

Tanzanians."1

Constitution and Functions

Thé creation of the Institute of Education in
Tanzanigvbrought about -new associations within the education
system,* This section wili briefly outline the constitution
of the Enstitute and will demonstrate how the functions of

the Institute can affect the teaching profession.

Constitution of the Institute
Shortly after the Mombassa Conference, a joint

coliegggﬁhd ministry working party was set up to draft a
constitution for the institute. The draft constitution
was apﬁ?oved by the Academic Board and by the College
Couﬁzzl. The institute was created by a series of decrees

in 1 i, fThe Constitution that was finally approved states

| the ;ims and objectives of the institute and outlines the

composition and functions of both the Council of the.

1R. C. Honeybone, Speech in honor of the opening of
the Institute of Education, Dar es Salaam, 1966.
{Mimeographed), p. 1.

2Castle, Growing Up In East Africa, op. ecit., pp.
180-181.
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Institute and of the Executivé Commi‘ttee.1 A facsimile
the consgtitution can be found in Appendix D of this essay.

The Institute of Education essentiallj is a set of
wlegal arrangements by which the Ministry of Education, the
University College, and the teachers cqlleges cooperate in
trying to meet a wide range of goals ana objectives. As a
corporate body, the institute consists of a group of
teachers colleges and the department of education of the
universit&. Functionally, the institute acts as a
coordingting and advisory body in a university college which
cooperates with all agencies engaged in teacher education.
The ins%itute does not really exercise any control over its
constituent members.2 Tanzania exhibited concern about the
functions of the institute, perhaps yith the experience of
the T.T:A.B. and Advisory Committee on Education in mind.
Oneaoffihe recommendations of the 1964 Mombasa Conference
was that the corporate body of the Institute of Education
have status and an acceptable dégree of initiative and
antoromy. The institute had to be effective, not merely a
coorq/pator and an adv1sor.3

il
[T
1S. Ndunguru, “Summary of Institute of Education
Progress" in L. V. Lieb (ed.) A Report of the Conference on
Teacher Education for East Africa April 5-7, 1965.
(Nairobis University College), pp. l2-13...

Z2castle, "A Proposal for Institutes of Education...
ops cit., pp. 4-5.

3Lewis and Lieb, op. cit., p. 91.
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Diagn&h‘Numbér I, page 105 represents the main lines
of responsibility of the Council of the Institute and of the ¢
_ Executive Council as set forth in the constitution of the
institute, The diagram also indicates the relationship of
the Ministry of Education and the University College to the

Institute of Education.

Functions of the Institute of Education

Professor Honeybone has previously been quoted in
this essay in reference to the needs and objectives of
educat;pn in Tanzania. Two priorities of educational growth
were:'(i) the development of an undergraduate course in
education in the Faculty of Arts and Social Sciences, and
later in the Faculty of Science for preparing graduate
secondary school teachers; (2) the fbrmatipn of an institute
of edué&fion.l The discussion of the Institute of Education
in this éésay will focus on some of the problems involved in
meetin%.these objectives. The Institute of Education has a
wid%xxariety of aims and objectives stated in the
constitutidn. These are summarized below.

. a
> ’“ng Aims and Objectives

1. Constitute a focus for the study of
education.

2. Promote a variety of in-service
courses for teachers. -

3. Promote educational research.

1Honeybone, Speech..., op. cit., p. 2.
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L, Pfovide advisory service for schools
and teachers.

5. Assist in preparation of syllabuéés
for schools and teachers® colleges.

6. Advise the Ministry of Education and

the Uniyersity College on matters of1
professional competence in ,teaching.

There are many advantages of an institute as far as
its impact on the teaching profession. The institute can
increase cooperation and understanding between all who are
involved with the education of teachers. By raising and
maintafﬁing professional and academic standards, the status
of botﬁltutors in teachers colleges and other teachers can
be enhanced., The stimulation provided by a university-
centered institution can result in renewed interest in
teaching methods, and in a desire for teachers to make
progress in the profession by further training and education,
The iﬁzfitute can also stimulate a general movement towards
better standards of professional competence and conduct.2
All th%se advantages can increase the morale of the teaching

F o
profession and the esteem.in which it is held by the general

pggigguB sThe institute, like all new projects, however,
T

1Government of Tanganyika, Constitution of the
Institute of Education, University College Dar es Salaam.
Dar es Salaam: Legal Notice, Act, 1963, (No. 1L of 1983),
P- . - ’ )

‘ 2Castle, "A Proposal for Institutes of Education... .
op. cit., pp. 4-5.

3R. C. Honeybone, "The Functions of An Institute of
Education in Providing Services to Teachers,” in A. J. Lewis
and L. V. Lieb (eds.). A Report of the Conference on
Institutes of Education, January 27-30, 1964, Mombasa, Kenya,

p. 71.
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will encountéi~some‘prob1ems.
-Tanzania, like many developing nations, operates
_under the constraint of limited resources. A nation with
limited resources must make decisions that will ensure that
the allocation of those resources brings about a maximum
impact on development., There are other'considerations,
however, that affect not only the décision-making process,
but also the types of decisions that are made. As a
servicg-oriented organization, the Institute of Education
has beéh charged with multiple responsibilities. One of
the ma{n responsibilities is the training of fully qualified
graduate African teachers. At the same time, the output of
graduate teachers must also be sensitive to changes in the
secoﬁdary school curriculum. Therefore, the curriculum for
the training of graduate teachers is affected by both the
need t§kexpand and revise secondary education, and the
desire to develop education as a subject within the
Univergity College and the Institute of Education. Who
decides on the matter of curriculum change?
Y Diagfam Number II, page 106ocutlines the procedures
i by which the main functions of the institute are carried
out in relation to the Ministry of Education and the
University College. A Typical sequence for curriculum
innovation is detailed in Diagram III, pééelO?.‘
The University College, the Institute of Education, -
and the teachers' colleges act in a complementary fashion

in attempting to meet the goals of the institute. They are
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not, however;ﬂeéual bartners iﬁ this endeavor. 'The Ministry
of Education is th;’final authority in educat}onal matters

.and can control or influence decision-making ih a variety
of ways. The assistant tutor scheme for example, Diagram
II, page 106 could operate only with the consent and ‘
cooperation of the Ministry of Education. The.Ministry
woulq have to make provisions to maintain the tutors, and
other teachers would have to be found to take their places
in the primary schools. Such a problem only indicates that
the Mingstry has a broader responsibility than either the
Univers%ty College Er the Institute of Education.

The responsibility of the Ministry of Education is
reinforced by the fact that Tanzania has a centralized
educafional system. To this extent,.then, the Ministry
acts as.both a participant in developing new policy,vand as
the"agJ%Ey that has final approval. Power of approval does
not‘always mean that inﬁovations are acceptéd or rejected’
solely %n the grounds of the efficacy of their intended
impa%%: Decisions must also be made on whether or not the
9dgsg%?0na1 éystem has the capacity to make these

! innovations operational. These decisions are the
responsibility of the Ministry of Education.

The nature of the outputs of the system, i.e., new
programs and curricula, is affected by th;hcomposition of
the particular collective involved in their creation, and
what operational plans are made for their implementation.

The Grade A Panel for example, Diagram II, page 106 is
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composed of mémbers from the academic staff of the institute,
represeﬁ%atives of the ministry, and representatives from !
~the teachers' colleges. Their recomhendations would be
forwarded through the channels similar to those in Diagram
111, page 107. Final approVal for a change in the syllabus,
however, would rest with the Chief Education Officer in the
Ministry of Education. To use another examplé, results of
research may be informally incorporated in lectures given
to B. Eg. students, but a formal change in the syllabus
require;rapproval by the ministry. ‘

B fhis process may represent some serious problems for
the institute as an agency of education. First, it is a
very complex problem to get people together from separate
agencies under the constraints of tiime, distance and travel,

Another*contingency on how effective the structure may be,

N

migﬁt be the expectation of ministry approval of certain
plans. Indeed, the ministry operates under very serious
limigiggons of staff and finances, but these limitation
may;;ot always be appreciated. |
o~ —<§§fAno%her limitation of the system is a structural one.
' In the membership of the Institute Council and Executive
Committee, or in the panels thus far convened, there-has
been no representa%ion of the "consumers” of teachers.
That is, Regional and District Education Officers charged

with the actual running of schools have not been involved

with those who are making changes in the "production” of
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teachers.1 Laék of éerceptionvor lack of motivation in
~these circumstances might limit effectiveness,

N Whatever the shortcomings of the_Ihstitﬁte of
Education may be, it never the less represents a concerted
effort to marshall the resourcés of a nation to support the
vital occupation of teaching. The increase of students
taking education as part of their university education may
mean more growing pains for the African teacher. For
Tanzania, and its teachers, however, these pains testify

to the p;ofessionalization of the Tanzanian teacher.

~

@

11 am indebted to Mr. William Dodd for meking these
distinctions.,
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DIAGRAM III
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CHAPTER V

TANZANIAN SOCIALISM AND ITS IMPLICATIONS
FOR THE TEACHING PROFESSION

The two major themes explored in this essay, namely,
the Unified Teaching Service and the Institute of Education,
were chosen because of their importance to professional-
izations The changes that have taken place in Tanzania
since ipdependence‘have affgpted virtually every sector of
the society. The teaching profession is just one occupational
group, but it is a very important one. Changes in the
profesional status of teachers would be vital to any nation.
In the case of Tanzania, however, an& reshaping of the
teaghiq&\sorps seems to have a twofold implication. One,
Tanzania is a developing country and, as such, needs all the
traineqimanpower to be used in the most efficient fashion.
Second, in addition to facing ;he usual problems of a
developing‘nation, Tanzania has set forth on a path of

f\ﬁefi \né i;s own type of socialism - Ujamaa. Thus,

} teachers become even more important because they are one of
the prime agents in promoting a particular type of social
change, This final chapter will consider-to what extent
teacher prqfessionalism has been affected by Tanzanian
socialism,

In the years immediately following independence,nthe

educatiopal system of Tanzania underwent some rather sudden
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changes., The dééire by the new African government to
establish -6tability was one of the major reasons that the
educational system had to be compatible with political
philosophy. The relationship between politics and education
became closer as Tanzania began to develop its own approach
to modernization.

The Education Ordinance of 1962 reorganized the
educational system. In addition to ending the racially
separate gphools, the ordinance incorporated all voluntary
agency schﬁols into the public system, and made Local
EducatidniAuthorities responsible for primary education.1
During the next few years, pupil enrollment increased
significantly, some attempts were made to establish training
facilities for farmers, and some efforts‘were made to
develop a‘“general program of adult education; The Unified
Teachihg'gg?vice and thé Institute of Education were
developments of particular relevance to teachers.

Thg five year plan of 1964 was geared toward producing
high-lgzél manpower. Even though the Africans recognized
ﬁpg neggf%or*high-level manpower, there was a concern about
the devzlopment of the rural sector of the economy and of the
society. At a conference of heads of secondary schools,
President Nyerere expressed the opinion in {964 that the

expansion of secondary schools was not meant to create an

1S. N. Eliufoo, "The Aims and Purposes of Tanzanian

Education Since Independence,” Tanzania: Education by
Revolution, ed., I. N. Resnick, (Arusha: Longmans, 1968),

PP. 33-3%. .
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elite, but was intended to produce guides for the other
citizens.L' This comment was indicative of one -of Tanzanias'
fundamental problems; that is, how to overéome the inequities
of the colonial era and how to build an African polity
without duplicating or reinforcing the patterns of the past.

The allocation of resources for nation-building is a
problem for all developing countries. 1In all societies,
allocations of various kinds of resources inevitably
establish priorities. 1In developing countries, however,
priorities must be carefully selected because of the severe
1imitatioﬁ of resources. As Arthur Porter stated:

In a society in transition, an educational
system cannot shift student preferences toward
fields essential to national development as
quickly as economists might wish or as national
interest requires, unless society itself and in
particular the government supports the shift
with adequate social and economic incentives.?2

S
IA Tanzania, the adequacy of incentives was perhaps
not the real question. The legacy of colonialism and early
N
post-independence educational policy still favored the
o

person with a college degree.or the person with some type of

%Qy nced formal schooling. Thus, the rewards were for those
]‘ L

~

1Overseas Liaison Committee, American Council on
Education, Secondary Level Teachers: Supply and Demand in
Tanzania, Report of the Supply of Secondary Level Teachers
in English Speaking Africa, (Michigan State  University,
1969), Ps 3.

2Arthur T. Porter, "Teacher Education for Social
Change ,» Teacher Fducation for Sccio-~Economic Change, Report
of the Eighth Conference of the Afro-Anglo-American Program,
1969, in Teacher Education in New Countries, vol. 10, No. 2,
{November, 1969), p. 116.

m—
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who had the diploma; any moves‘to change that system would
have'met.yith resistance, An example of reaction to new
policies came about in 1966 when President-Nyefere rusticated
393 students from the University College, Dar es Salaam for
one year. The students had protested the new system of
National Service which would have requiréd them to spend some
time in the rural areas.® The reaction of the students was
reflective of a very pervasive attitude toward education and
the rewards.to be reaped from it. Nyerere later said:

2

This is what they have been aiming for,
it is what they have been encouraged to aim
for. They may also have the desire to serve
“the community, but their idea of service is
related to status and the salary which a
university education is expected to confer
upon its recipient. The salary and the
status have become a right automatically
conferred by the Degree.

University students were not the only people to feel
the nestfiqﬁions of new policy. Civil service salaries were
cut. The cut was made for economic reasons, but also to make
some real attempt to lessen the gap between those who were
fortunate enough to have the advantages of education, and the
majority, of }he people who Qere not so fortunate. In July of
i;éf:igg;;N.U. issued the Arusha Declaration which %et forth

the government philosophy on socialism and self-reliance.

rane and Idrian Resniék, "Tanzania Educates for a
New Society," Africa Report, vol. 16, no. 1, (January, 1971},
p. 27, B

2Julius K. Nyerere, Education for Self-Reliance
(Dar es Salaam: Government Frinter, 1967), p. 10.
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The Arusha stateﬁent waé>primarily concerned with the
concept 9; self-reliance. The strategy for deyelopment was
not to rely completely on foreign investment and aid. The
ﬁétion needed to bring its own resources together to foster
a program of rural and agricultural development.1 A more
detailed examination of how the new direction was to affect
education was issued in March of 1967 with the publication

of Nyerere's, Education for Self-Reliance. A reshaping of

the educatiénal system was necessary as Nyerere stated:
“Our educétion must therefore inculcate a sense of
commitmeﬁx to the total community, and help the pupils fo
accept th; values appropriate to our kind of future, not
those appropriate to our colonial past."2
The new direction was to be basgd partly on a
negation‘gf the colonial past, and partly on-a reaffirmation
of tradiﬁional African culture. The education of the
colonial era was viewed as being incompatible with the new
philosophy. Education had to be reoriented from the
vertioal academic to the practical, self-sufficient. The
schoo;g)pgd %o'be examples of socialism and self-reliance;

ﬁﬁéré ﬁad to be closer relations between the school and the

community.3 While the schools should not neglect traditional

1Lionel Cliffe, "Tanzanian New Emphagis," Vénture,
vol. 19, no. 6, (June, 1967), pp. 5-6.

2Nyerere, op. cit., p. 7.

3O. S. Kambona, Speech at the Education Conference on
the Arusha Declaration and the New Policy on rducation for
Self-Reliance, Dar es Salaam, April 10-14, 1967,

(mimeographed), pp. 10-11.
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subject areas;“éhey éhould become a positive force for the
spread of - social values which were relevant to the future of *
the country.1 The Afro~Anglo-American Conference of 1968
seemed to agree in principle with the developments in
Tanzania as this statement suggests: "Teachers should be
trained as community leaders. A student teacher should be
trained to identify local problems and 'help people to help
themselves{' Teachers should play a useful role in the life
of the community."2

Tﬁe success of a policy for self-reliance was to be
determinéd to a larée extent by the teachers. The teachers
had to lead the way as both proponents and examples of
self-reliance: “The object of the teaching must be the
provision of knowledge, skills and attitudes which will
serve the student when he or she lives and works in a
developf%g\and changing socialist state; it must not be
aimed at university entrance.“3

S§1f~reliance and Ujamaa (African Socialism) are very
closefﬁ'tieq together. Ujamma is a philosophy in which
extrﬁgifindividualism is cbntrary to the spirit of the

‘@hilo§bphy. Ujamaa guarantees equality to all men.

1R. N. Kawawa, Speech at the Education Conference on
the Arusha Declaration and the New Folicy on Education for
%g;f—Reliance, Dar es Salaam, April 10-14, 1967,
mimeographed), p. 4.

2p. C. C. Evans, ed., Report of the Sixth Annual
Conference of the Afro-Anglo-American Program, 1968, p. 92.

3Nyerere, op. cit., p. 17.
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George Kibodyé-noted that social performance and production
were hallmarks of the traditional educational system. He
~ thought it imperative that Ujamaa encompass 5oth of these
(important factors. Education was by production learning,
and enforced equality, cooperation and’_freedom.1 The Ujamaa
society is one in which indiviqual self-reliance is
subordinate to and directed towards the good of the
community. In order for such a society to endure, there must
be a basic attitude toward life that must permeate every
aspect;af community life. It is the task of the schools to
produce’ such a citizenry.2 By indreasing the productivity
of the Endividual, his self-reliance would be increased.
The relationship of individual to groups, and groups to the
nation would be based on self-reliance. It is the duty of
the eduPator to.;estore that kind of confidence to the
peoplejg\\
The implication of education for self-reliance in
teache? education can be far reaching. There seem to be two
chafifes in teacher educatipﬁ which could affect teacher

prqgégs;ongiism. One change is the status and role of the

\ ¥
1George Kibodya, "Education for Self-Reliance in
Tanzania: Implications for Teacher Education,” Report of the
University of East Africa Conference on New Directions in
African Teacher Education: Innovation, Implimentation, and
Evaluation, Carl J. Manone, ed., September 30 and October

1-2, 1968, Mombasa, Kenya, p. 3&4.

2Government of Tanzania, Ministry of Education
Recommendations from Grade A Principals Meeting, Grade A

Teacher Education Program, 1968, (mimeographed), p. 1.

3Manone, New Directions..., op. cit., pp. 122-123.
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teacher in the'commﬁnity. Tﬁe other change involves
politiggl education as a prerequisite for se?vice.

A new priority in Tanzanian educationél policy is
"toward universal seven-year priméry education. The primary
school is Qiewed as a community center. The teacher, as an
agent of social change, needs practical experience in
community development, and this should be part of his
education. A fundamental element of teacher education is
that bothrthe tutors and the students should have an
undersfﬁnding of the social and political significance of

teachin‘g.1

The role ideal of the Tanzanian Primary
School teacher of the future, must be to
furnish a school environment which offers
the maximum opportunity for the child to
formulate constructive attitudes to the
socialist development of himself, and his
primary groups. Education being a social
‘*process, the peoples' school is simply that

- Sform of community life in which is

concentrated all those agencies that will be
most effective in bringing the child to share
in the cooperative _endeavors of a developing
wsocialist society.

+=~ The village community is envisioned as a leading
se?E%?,in rural transformation. The schools, therefore,
NA& A
(A 4
1A. C. Mwingira, “"Critical Issues in Teacher .
Education with Particular Emphasis on Relevance to National
Development ,” Critical Issues in Teacher Education, Carl J.
Manone, ed., froceedings of the Universities of Eastern
Africa Conference on Teacher Education, National Institute
of Education, Makerere University, Kampala, October 27-29,
1970, p. 7. .

2Anza'A. Lema, "Progress Report of the Institute of
Education, University of Dar es Salaam," Manone, New
Directions..., op. cit., p. 126.
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must be fully'integrated into the life of the village. A
major function of primary teacher education is to give the
teacher adegquate knowledge of what is to Be taught by
example., The teacher must participate.1 As part of their
training, teacgers are expected to gain.certain practical
experience by working on farms or other schemes a% teachers
colleges.2 Walter Rodney, lecturer in history at the
University of Dar es Salaam, supports agricultural labor
for the non-farmer because of its potential integrative
force? ,3The purposes of agricultural theory and practice
must be %o act as the ligature which holds together a
socialist society numerically dominated by peasants."3

The aims of téacher education in Tanzania have been
modified considerably to accomodate the philosophy of
education for self-reliance. Since teacheré must be commited
to the f%géls and values of the country, the teachers
colleges have a great responsibility. Thus, the new aims
of teacﬁér education have been formulated in the following
orde;“gf importance:
- ~<§§?‘ To‘educate the students in the true

meaning of the Tanzania concept of

[ A .
} Ujamaa.

11vid., p. 127,
2United Republic of Tlanzania, The Education Conference

on the Arusha Declaration and the New Folicy on Education

for Self-Reliance, Dar es Salaam, April 10-1%4, 1967, p. 32.

3Walter Rodney, "Education and Tanzania Socialism ,*

Tanzania: Education by Revolution, I. S. Resnick, ed.,
(Arusha: Longmans, 1968), p. 78.
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2. To ‘train the students to be dedicated
and capable primary school teachers
with understanding of, and care for,
the-children placed in their charge..

3. To deepen the students' general
education,

The Colleges of National Education, since 1969, have
instituted courses in National Education, or political

education. The concern for this aspect'of teacher education

was expressed shortly after the publication of Education for
Self-Reliance. In 1967, the Conference on the Role of the
Universi%y College, Dar es Salaam, in a Socialist Tanzania
recommended that theiUniversity College should have a
comfulso;y course emphasizing Tanzanian socialism. In
addition, it was recommended that students should be involved
in national development programs during college vacation.2

The development of an attitude of leadership and awarhess of

politicé?“needs and aspirations among potential teachers

' becamé a focus for the teachers colleges. TANU Youth League

group we¥e formed in colleges, and student teachers became
invol¥Ed in. self-help schemes.3 The teachers seemed to meet
the ch uiengp'of the moment: "Many of them (young teachers)
—~ Y .

have proved themselves to be so revolutionary in outlook,

1Tanzania, Recommendations From Grade A Principals

c

Neeting..., op. cit., p. 1. .

2United Republic of Tanzania, "Draft Recommendations
of the Conference on the Role of the University College,
Dar es Salaam, in a Socialist Tanzania," [inerva, vol. 5,
no. 4, (Summer, 1967), pp. 558-570.

3Eliufoo, op. cit., pp. 38-39,
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that they have"Béen sélected for a further special course
at Kivgkqni College, following which ‘they will be posted to
the Districts as Political Education officers.*!

Thé course in the National Colleges of Education is
designed to develop attitudes towards democracy, socialism
and self-reliance. The course is alloted blockSiof time in
the college timetable and is taught mainly by political
education officers. Kighoma A. Malima, a lecturer at the
University of Dar es Salaam, has observed that the challenge
to th;se_larrying out political education will be to be.
flexibleiin their apbroach and outlook.2

The new criteria for successful completion of the
teacher education course also reflect new trends in Tanzania.
Tﬁrge inter-dependent criteria have been identified:

1. Social attitudes and national spirit.

- Z?K‘Practical proficiency in teaching.

3+ The passing of a written examination.3
There ar& several striking elements in these criteria. The
examifiation system has been criticized for many years as
Biiqgiégbzres%rictive. Also, written examinations do not

seem to~ fit the action-oriented philosophy of education for

1United Republic of Tanzania, Brief Concerning Ministry
of Education Efforts to Initiate Action on -the Implimentation
of Education for Self-Reliance, 1967, {mimeographed), p. 2.

2Kighoma A. Malima, "Political Education in Tanzania,"”
Tanzania: Education by Revolution, ed., I. N. Resnick,
(Arusha: Longmans, 19%85, p. 227.
. 3Tanzania, Recommendations From Grade A Principals
Meeting..., op. cit., p. 2.
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self-reliance. - The assessment of social gttitudes and
national spirit poses a new kind of problem, and suggests a
threat to professionalism. '

' The Ministry of National Education has developed a
set of evaluative criteria which judge t?e student on a wide
range of behaviors. fhese assessments are made by tutors at
various times during the training program. Such assessments
are designed to keep check of changes in student attitudes.1
The accuracy of any instrument such as this is open to
serious éﬁestion. In_addition. the pressure for students to
pass examinations, or to demonstrate proficiency in teaching,
still exi;ts while “...non-involvement in self-help schemes
poses a threat to initiation into a socialist elite based
upon péiitical orthodoxy."2

The importance of political education in the teacher
educatiofcurriculum suggests that Tanzania has challenged
the efficacy of the knowledge base of a profession. Political
orthodox® may contribute to a type of de-professionalization
of tedehing that threatens the teachers ".seright to
exerci§§#?espdnsible judgement in the performance of his

o~ -

QutieSSQB The importance of service to the nation may also

1United Republic of Tanzania, Assessment of Social
Attitudes and National Spirit, Ministry of Education, 1968,
(mimeographed).

2Irene Brown, "lanzania's Education Revolution,"
Yenture, vol. 19, no. 6, (June, 19467), p. 17.

_ 3Gordon D, Morgan, “De-Professionalizing of Teaching
in East Africa,” Journal of Negro Education, vol. 34, (Fall,
1965), p. 408.
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spread the té;chers' talents a 1little thin. Using the
example/of Kenya, John Cameron thought the amalgamation of

- the Ministries of Education and Communit& Development might
result in too heavy a burden for the teacher. The two jobs
of teaching and community development would be too much for
one person.1

The knowledge base of the profession is not to be
discounted and hé; not been ignored by decision-makers in
Tanzani?. In speaking of the factors that influence the
quality‘énd productivity of newly trained teachers, A. C.
Mwingiﬁé pointed to the gap between a teacher's intellectual
level and that of his brightest pupil. This difference
would contribute to a teacher's self-confidence. In
addition, differences in the depth of knowledge were vitals
"To anzicipate equal expertise in Standard-l 'Reading*' and
Staﬁda;d\VIII 'Agricultural Science', from a two-year
trained'primary school leaver, may be to invite mediocrity
in bot}?."2 ‘

o
* One.way an occupation can attain professional status
certg@nly is through using theory as a guide to practice.
\ RS
© This theoretical knowledge is one of the major ways to

differentiate between a trade and a profession.3

1Cameron, The Development of Education in East Africa
op. cit., p. 53.
) 2

Mwingira, op. cit., p. 6.

3Henry R. Weinstock, "Professionalizing Teaching,"
The Clearing House, vol. 45, no. 1, (September, 1970),
Pp. 5-7..
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Professor R. Freeman Butts supports the knowledge base of
teachers inh developing countries by stating:

Teachers need to be "generalists" in the
modernization process as well as specialists
in their field of academic training. They must
therefore be “literate” in more than their own
speciality. They need to have a xealizing
sense of their own country's past, its
traditional society, its aspirations for
modernity, the behavior patterns and attitudes
of its people, the problems facing it, and its
role in the world of nations. This calls for a
general education of the highest order; and it
calls especially for the application of the
social sciencies and humanities to the study
and practice of education.

lﬁ;Tanzania, the importance of increasing the level
of education for prospective teachers has not been diluted
by the new philosophy. One of the goals for the future is
university preparation and degree status for staff members
of the Colleges of Natlonal Education and for the local
educatlonal administrators. The relationship between the
colleges and the students is dependent upon raising the
general level of the education of the tutors: "...only as
staff qmembers are upgraded in quality can the curriculum of
the teachers college and the in-service guidance offered to

A
teache ’ really contribute to the modernization process at

the local level."?

Recognition of the importance of education for

teachers does not mean, however, that Tanzahia will continue

1R. Freeman Butts, ™[leacher Education and Nodern-
ization,” Essayvs on World Educationt The Crisis of Supply and
Demand, Gcorge Z. F. Bereday (ed.), (New York: Oxford
University Press, 1969), p. 121,

Mwingira, op. cit., p. 8.
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the pattern of"téachef preparation that it inherited from
the colonial period. The aims and nature of teacher
education have been changed to support the'phiiosophy of
éaucation for self-reliance. The goal of Tanzania is not
to diminish the academic component of teacher education,
but rather to emphasize its' affective dimensions. This
type of emphasis is not inconsistent with the lessons of the
past, or with changes in the concept of professionalism.

Quesfions have been raised as to the effect of
bonding #éachers té serve for specified periods. There may
arise a conflict betﬁeen the government®s eims of service
to the co;munity, and the individual's own aspirations.1
The public service dimension of professions has always been
concerned with the relationship between the client and the
professional. A conflict may arise between what is good for
the clien%-and what is good for the community.2 In Tanzania,
the individual's own aspirations are, according to the
philosophy of Ujamaa, to be subordinated to the good of the
communi=ty. ?his may be fine in giving direction to the
affecfigfndimehsion of teaching in relation to serving the

T 4
1Afro-Anglo-American Program, An Institute of
Education and the Improvement of Primary Education, Report
of the Afro-Anglo~-American Conference, April, 1968,
Teacher Fducation in New Countries, vol. 9, -no. 3,-

February, 1969), p. 206.

-

2Kenne'bh Charlton, "The Teaching Profession in
Sixteenth and Seventeenth Century England, " History and

Education: The Educational Uses of the Past, ed., Paul Nash,
(New York: Random House, 1970), p. 206.
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community. It”ié anofher step, however, for the professional
to disregard responsibility towards the indivigual.
‘ The professional-client reiationship haé been altered
somewhat by changes in the nature of professional services.
Henderson has observed that the knowledgg base needed for
professionalism has become too great to train a professional
all at one time. Professionals need to be able to discover
certain things for themselves, and they need the benefits of
continual eaucafion and upgrading. One only has to look at
the mediéal profession to see the recognition of the need for
continuous education; Another factor which has affected the
professiénal—client relationship has been new approaches in
the application of theory and in the nature of research.
More and more, professionals are adopting a team approach
in which, several experts apply their knowledge. The
professxonal schools have become centers of research and
have displaced the individual in the d}scovery of new
knowledg%.1

+*"The gontinuous education of teachers has long been a
practic 1in$Ténzania. In-service training is an important
;Ieieﬂt‘;n the professionalization of the African teacher.
This training is one of the main ways that teachers rise in

gstatus and grade. There is some debate, however, about

promotion based on in-~service courses. If increments are

Algo D. Henderson, "Social Change and Educating for
the Professions,* School and Society, vol. 98, no. 2322,
(January, 1970), p. 92.
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received automatically, the situation in the schools might
-deterio;@te. The acquisition of higher acade@ic qualifica~-
tions is ﬂot itself proof of improved professibnal
éompetence.1 In addition, progress in increased income,
rrestige, and better social status have sometimes promoted
an unidealistic attitude about the individual responsibility
required for professionalisr;l.2

- By structuring {eacher education to conform with a
particular'political philosophy, Tanzania may have created
a check dn some of the negative aspects of professional
growth, }Political education may not guarantee better .
teaéhers;‘it may even foster a type of dilletentism based
upon politiéal orthodoxy rather than upon pedagogical
expertise. These shortcomings, howevgr, will soon be only
too appa?ent if the schools fail to produce pupils with
skills.vfﬁgnzania also cannot escape the fact that the
educational base for many occupations is increasing. If the
income pgy-~off for education continues, (the post-primary

system—is still geared toward high level manpower) many

¢

Tanzanign families will continue the quest for more
B . A
?Eucé%ggi for their children. Education will continue to be

the ticket out of the rural areas.3

1Afro--Anglo—American Program, "An Institute of
Education...»" op. cit., p. 210.

2Weinstock, op. cit., P+ 5.

3Idrian N. Resnick, "Educational Barriers to

Tanzania's Development,” Tanzania: Education b Revolution,
(Arusha: Longmans, 1968), pp, 126~127. '
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Thé fusion of educational philosophy with an
institutionadl entity is evidenced by the functions of the
Institute of Education. In July, l9?0,‘the'University of
Dar es Salaam was created. The new act makes provision for
the institute to continue in its role of service to the
Ministry of National Education. The institute is to assist
the 22 National Colleges of Education to reorientate fhe
knowledge, skills and attitudes of the teaching profession.
By using seminars, by disséminating information, and
conducting?the subject panels of the institute, teacher
education Qill have a university based focus. The institute
is even more directly involved in the preparation of
graduate secondary school teachers through its relationship
with the department of education at the-.university.1

Tanzania's efforts to build a new sociéty have been
criticize&ysh many fronts. There seems to be some doubt as
to "the extent to which modern socialism can be built upon
the sociafitraditions of pre-colonial Africa."2 There have
bee; sg;g>setbacks in the educational program, such as the
d%§§19u~ xtOAShift from a rote method to\g discovery method
of teacﬁing. A more general problem is the attitude foward
edhcation and what people expect from it. One question to

raise in this context is how long an individual will be

1Lema, op. cit., pp. 125-127.

20011n and Margaret Legum, "Nyereres' Philosophy,"
Venture, vol. 19, no. 6, (June, 1967), p. 11.
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willing to subardinate personal aspirations for the good of
the state. Certainly, a return to traditional:African
society of the pre-colonial era is not the answer. The
changes that have taken place in the teaching occupation
seem to indicate that a return to a closed tribal.community
would not meet Tanzania's future-needs.

Let us briefly consider some of the important
elements in the transformation of the African teacher. The
missionary effort in education must be viewed within the
context‘;f traditional African culture. Traditional African '
educatio% did take note of the different kinds of learning
relevant to the total socializing process. The entire
society was an agency for education, but certain conscious
decisions were made as to what type of knowledge a person
received, throughout his lifetime. In addition, ‘the
différeg%ihtion between theory and practice was not foreign
to the traditional culture. There was ﬁot, however, a
distincg;category of people wﬁo were specially prepared to

teacﬁf . ‘
. »iéé@he Gﬂristian missionaries helped break down the
itradi%ional basis of occupational distinction. Teaching
became a specific activity, thus extracting this function
from the diffused role it had held withiﬁ the trgditional
system. The missionaries addéd the element‘of foreign
knowledge as a new means of social differentiation and
economic status. The‘missionaries also provided special

training for teachers and made a distinction between

general education and training.
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The con%}ibutions of missionary effort in educati&n
affected £the social and technical dimensions of the teaching
occupation. By creating an occupational ciassification based
upon foreign knowledge, teaching was given a new stétus.
This status, however, was not completely.removed from the
traditional culture as African teachers encountered many
problems in their role of agents of cultural change. In
addition, the traditional educational stress on memory skills
carried.-over into subsequent educational contexts, both
missionar;‘and govefhment. Although the social impact that
“the missiénaries created must not be ignored, it would still
be fair to say that ﬁissionary effort accentuated the
techniqgl dimension of the occupation. The emphasis on
education, however, did not give the African teacher an

exclusive.claim to a jurisdiction of prdctice. The

R
-missidénaries were both producers and consumers of their

educational programs, and were thus in a position to greatly
influencgfor cofitrol the social and economic dimensions of
the oggafatign. Indeed, early mission trained teachers were
Qﬂ§ sgggﬁsedstﬁ expect salary as the main reward for
Eeachiﬁé.

Colonial governments, particularly the British, .
continued the emphasis on the technical dimension of the
occupation. The agents of the colonial governments
accelerated the process by which teaching became more and
more associated with the specific exercise of schooling,

The emphasis on increasing the level of education that was
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needed in order to become a teacher did aid in establishing
a more securé knowledge base. Through the process of
educational development, in-service training, and up-grading,
the Africén teacher rose in status. This status, however,.
was not attributed to an extraneous social hierarchy, but
was attributed to success in passing the European initiation
into the occupation. It was a world of work for which,
essentially, the Eufopeans wrote all the rules., The
inequities that resulted from the differences in terms of
service bet&;en civil servants and other teachers remained
a major obs%acle to professional growth.

Another stage in the transformation of the teaching
profession in Tanzania has come about through the creation
of the Unified Teaching Service and the formation of the
Institute of Education. The technical base of;teaching has
always Hbeﬁiih important factor in Tanzania. Tanzania can
be proud oflthe level of profeséional training énjbyed by
most of herﬁteachers. Yet, disparities between types of
service';g%ardqd the economic and social dimensions of
teachin :/fTheaUﬁified Teaching Service has eliminated most
of Rhe iﬁ%quities of the paét. The way is now clear for
further progress in establishing the solidarity of the
teaching profession as a vital force in nation—build;ng.

The Institute of Education is anofher eiample of the
profesgionalization of teaching in Tanzania. Providing the
nation with a stable force of graduate teachers can lead to

increasing the claim for jurisdiction of practice and for
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enhancing public confidence and trust. The Institute is an

institutional arrangement which seems very well suited for -

~ Tanzanias' needs. By relying on various agencies involved

in teacher education and in teaching, the institute fosters
cooperation and participation among these agencies. As some
type of check on keeping education in touch With the needs
of the people, the institute does not isolate education as
a subject strictly within the confines of the university.
A good example of relevancy is the work of the many subject
panels_%f the institute which have the responsibility of
transléting nationél philosophy into educational practice.
The occupational network that is necessary for
modernization can not rely solely on a peasant-worker
clasgification. Tanzania has not done this, but has, through
Ujamaa and self-reliance, put the emphasis on the majority
of thesﬁbpulation. In this writers® opinion it is too early
to tell what effect the new philosophy wili have on the
teachiﬁg profession. The teachers*® knowledge base is more
seciife th%p it ever was. ITérms of service and promotion by

meritzhave, enhanced occupational solidarity. A threat to

professionalism might, exist, however, in the area of public
confidence and trust. »

The first priority of teacher edueation is to educate
the student in the true meaning of Ujama;; An important.
part of the future teachers® evaluation is based on social °
attitudes and national spirit. The aims of this type of

curricular pattern are to insure dedicated and competent
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teachers. If pbiitical education in the colleges helps to
create an.-énvironment in which dedication and competency can
flourish, then it will have served its'purﬁose. If, on the
other hand, political orthodoxy becomes the main thrust of
education and service, then the teachers', role as an agent
of change will suffer. Whatever the :shortcomings of his
politics, a teacher still has to teach something'to someone,
A thorough grounding in Ujamaa will not resulf in literacy,
the production of cotton, or the education of a doctor. In
order to ﬁZ effective, teachers must exercise some authority
along witﬁitheir responsibility. The best way a teacher can

demonstrate his authority and competency is through the

:practice of what he knows for the service of people.
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4 ) APPENDIX A

FROFESSIONAL QUALIFICATIONS AND SALARY SCAL""1

B

A. Definitions.

"Honours Graduate”: Holder of honours degree of
Makerere, or recognized equivalent.

"Fass Graduate”: Holder of the pass devree of Makerere,
or its equivalent.

Non Graduate "Dip. Ed.": Diploma of Education of
Makerere, or 1ts equivalent

Post uraduate "Dip. Ed.": Post Graduate Dlnloma or
certificate in education of a British Unlver31ty or
its equivalent.

"E P.": Entry P01nt.
B. Technical and lion-rechnical Education

(i) Teacher Grade "C".

S . .

Salary Scale: TIC. 141 x 9-159:.174 x 9-219 x
. 12-255 x 15-420 per &annum.

v Qualifications and Entry Points.

g (a) Passed standard VIII plus two years'
. teacher training; E.F. 141.

s _<§??= * (b) Passed Standard VIII plus one year Hand-
| < work training followed by two years'
; teacher training; E.P. 159.
’ . (c) Passed Standard VIII plus two years' Hand-
= work training followed by two years®
’ teacher training; E.F. 174.

Normal Duties: Teaching in Standards I-VI. Head-
master of Primary school.

R o

(ii) Teacher, Grade "B".
Salary Scale: TIB 219 x 12-255 x 15-420 x 24-636
per annum.

lGOVernment of Tanganyika, Education Circular No. 1
of 1964, Ref. no. E.D.A. 1/24/13. ‘
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Qualifications and Entry Points.

(a) Completed Standard X or higher plus two years'
teacher training; E. P. 219.

(b) Promotion on merit from Teacher, Grade "C".

Normal Duties: Teaching in Standards V-Viii. Head-
master of Primary School. )

(iii) Teacher, Grade "A".

Salary Scale: TIA 300 x 15-420 x 24636 per
’ annum,

Qualifications and Entry FPoints.
ES (a) Passed Cambridgze School Certificate or
) equivalent plus two years® teacher train-
1ng.
. (b) Promotion on merit from Teacher, Grade "B".

Normal Duties: Teaching in Standards VII or VIII
or forms.1l and 2.

.(iv) School Suéervisor.
< Salary Scale: T.2' 444 x 24.636 pef annum,
- :?Qualifications and Entry Point: Fromotion Fost.
| Normal Duties: School Supervisor.
{v) wEducation Officer, Grade III. ' .

Salary Scale: T.24 468 x 24-684 per annum.

. »\h??=Qualifications and Entry Foints.
1 4 A

(a) Passed Cambridze Higher School Certificate
or equivalent plus two years' teacher
tralnlng, E.P. 468,

(b) Holders of Diploma Education (non~graduate)
of lakerere; E.P. 468.

(c) Untrained Graduates with Degress which are
not equivalent in status to Makerere
Degrees; E.P. 468,

(d) Trained Graduates with Degrees which are
not equivalent in status to lakerere
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Degrees; E.P. 492,

“  (e) Holders of Diploma Education (non-graduate)
of a British University or Teacher
Certificate of the iMinistry of Education
in the United Kingdom or equivalent;

E.P. 468, .
=
{f) Promotion on merit from Teacher, Grade B
or A.

Normal Duties: Junior Haster in post primary
institution. District Education Officer.

{vi) Education Officer, Grade II3.

, Salary Scale: T.3-5% 684 x 12-732 x 30-792 x
36-936 x 24-960 x 39-1,077 per annum,

-

‘Qualifications and Entry Points.

~

(a) Holders of Higher National Certificate or
equivalent; E.P. 648."

(b) Holders of Final Certificate or First Ad-
vanced Craft Certificate ‘af the City &
Guilds of London Institute plus two years'
teachers experience; E.P.  684.

~ 2. (¢) Holders of Diploma Education of a British
University or Teacher's Certificate of the
Ministry of Education in the United King-
dom plus not less than five years' teach-

v ing experience; E.P. 684,
kil (d) Holders of Diploma in Domestic Science;
©  EB.P. 684,
e 7<§éfi e) Fromotion on merit from Education Officer
{ B Grade III, or in exceptional circumstances

from Senior Assistant Technical Instructor.

Normal Duties: Master in Secondary School or [léach-
er Training College or leacher Training College
or Instructor or head of a small--Grade -“C"
Teacher Training College or Instructor at
Technical Instifute or Irade School. District
Education Officer.

(vii) Education Officer, Grade IIA. \
Salary Scale: TP.1-2= 702 x 16-732 x 30-762 x
36-870 x 48~966 x 24-990 x 48-1,086 x 30-1,1116

x 54-1,278 x 36-1,314, )
R

L
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<

Qualifications and Entry Points.

.(a) Honours Graduates with Diploma Education;
E.E. 732, . -

(v) Honouis Graduates without Diploma Educa-
tion; E.P. 716. :

(c) Pass Graduates without Diploma Education;
E.P. 702,

(d) Pass Graduates with Diploma Education
Teachers Certificate, or evuivalent;
E.P. 716.

' (e) Graduates in Domestic Science with Diploma
Education; E.F. 716. :
2
(f) Graduates in Domestic Science without
Diploma Education but with a minimum of one .
year's teaching experience; E.E. 702, ’

n

Normal Duties: As for Education Officer, Grade IIR.
(viii) Education Office, Grade IB.

Salary Scale: T.6.-7= 1,104 x 42-1,314 x 60-1,347
X 36-1,410 x 60-1,530 per annum.

qu;ifications: rromotion on merit from Zducation
o~ ) . - -
Officer irade II3B.

Normal Duties: Head of Department in the Technical
Institute or major Teacher iraininz College or

YHead of large Grade "C" Yeacher Training College.
«— Head of a School Certificate Secondary School.

(ix) Education Officer, Grade IA.

. B A
(% "™{Salary Scale: T.F.3- 1,374 x 36-1,410 x 60~1,650
. per annum. N . -
+
Qualifications: Promoticn on merit from Education
Officer, Grade II&. .

_Normal'Duties: As for Educaticn Cfficer, Grade I
(non-Frofessional), also Head of Department in
Higher Certificate School.

(x) Senior Education Officer.

Salary Scale: A.P.4%- 1,660 x 70~1,800 per annum.
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ﬁPromotion-Pést.

Normgl Duties: Regional Education Offlcer, Head
of” maJor institution.

Junior Assistant Technical Instructor.

Salary Scale: T,IC 141 x 9-159: 174 x 9-219 x-
12-255 x 15-420 per annum.

Qualifications and Entry Points: Passed Standard
VIII plus three years' training at a Trade
‘School fellowed by two -years' on training plus
two years approved experience; E.P. 17

'Normal ‘Duties: Teachlnﬁ in 1ndustr1al subjects.

(xii)

s

C (xiii)

(-

A531stant lechnlcal Instructor.

Salary Scale: .T.IB~- 219 x 12-255 x 15-420 x
24-636 per annum.

Pr;motlon Post.
'Normai Duties: Teaching in industrial subjects;
ASenior Aésistant Technical Insiructor.
Sg}ary Scale: T2A- U468 x 24-684 per annum.
- Pdmotion Post. -
Normal Duties: In charge of workshop -- ordering

materials and keeping stocks. Peaching work-
%hop ancillary subjects.
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e AFPENDIX B

THE UNIFTED TEACHING SERVICE REGILATIORS, l964l
PART I
Preliminary

1. These Regﬁlations may be cited as the Unified Teach-
ng Service Regulations, 1964,

iy

2.~(1) ]nAihese ?p~u]at ons, unless the context other-
wise requiress- .

*the Act" means the Unifi ed Teaching 3ervice Act,. 1902,
“*appointment”™ includes an appointment on promotion;

"the ‘Area Committee™ means the area Committee established
under the Act for the relevart area;

"CPFblfJCaue 0 teach™ means a certificate to teach iasucd
in acooﬁﬁapcn with rezulatiors made under the Zduca-~
tlon Ordinance, 1961; .

"the Chief Bducation Officer” includes any nnrson author-~
ized bygthe Chief Education Officer to exercise his
functiohs, powers or duties undev these Re sulationsy

. o
"eitizen" means a citizen of the. Unitéd Republic;

"disciplicggy- authority"” means an employer, the Area
iCommittee or the Central Board;

"employer" includes the Governmert and a local authority;
“"non-citizen” means a person who is not a citizerg;

"promotion" meaans the appoiniment of a teacher o a Service
post the salary, or the maximum of the salary scale,
of which is greater than the salary, or the maximum of
the salary scale, of his immediately preceding teach-
ing or education post:

"publie school® has the meaning ascribed to it in the
Education Ordinance, 1961;

1Qnited Republic of Tanzania, The Unified Teaching
Service Regulations, Government Notice no. 541 of 1964,
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"Register of Teachers" means the Register maintained pUrsu-
ant to section 26 of the Education Ordinance, 1961

.
i

"serious misconduct” includes <the following:~-
~{a) the teacher has rendered himself unfit for his
duty by reason of the use of intoxicanis .or arugs;

(b) the teacher has been guilty of immoral conduct;

(e) the teacher

as brought the teaching profession
into disrennte

n

te;

{(d) the teacher has used his position as a teacher to
encourage disrespect for or disobedience to the
lawfully constituted Tovernment of the couniry or
of any lawfulily constitnted local sovermment
authority or of any laws or orders lawfully
promulgated; and

(e} the‘tesacher has as a result of any wroagful action
ceased fo be in a positicn to be able to carry out
his duties satisfactorily;

"Service post" means--
-(a) a teaching post in a pudblic school;

(b) an aided education post approved by .the liinister;

{c) a teachinz vost in an uraided sc
o o o~ . s 5
ed &ducational post, if the empl

o}

a4

ool, or .an unaid-
¢r has signified
his agreement to give effect iese Regulations
in relation thereio and the Ninister approves,
and for the purposes of this definition "alded"™ and
"unaided" refer to a "grant-in-aid” within the meaning
asgr;ped to that expression in the Education Ordinance,
1961. :

©

"teacher” p&s the meaning ascrived to it in the Education
“Ordinghce, 1961, : ’

(2) References in these Regulations to permanent terms,
temporary terms or non-citizen contract terms include
references to such terms as varied by any special agreement,

(3) Uvon the commencement of these Regulations, the
Minister shall notify the Central Board of any educational
or teaching post to which parazrapn (b) or (¢} of the
definition "Service post” refers which he proposes %o treat
as having been approved with effect from the first day
of January, %963, and thereupon every such post shall be
deemed to havé been a Service rost from that date. Every
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teaching post in the establishment of a public scnnol
between the first day of .January, 1963, and the day
immediately orecedlnc the commencement of these Re-u;atloﬂ
(both day lnclu51ve) shall be deemsd to nave been a 3ervics
DOQ Ce

. ' PART 1I
The Unified leaching Servics

3. Subject ;to the provisions

{a) Every person re
Teachars vho,
and the day immzdiate
‘of the&s Recul=ztions (oo
an 2"\"“"!"_& ment to oa "‘I‘V
'nq*roL’:):.a'\nma a r1pr‘50v onf
the dugies of that nost;

(b) every person veris
Teachars, who

. . Regulation
-~ 8., 1s at

(o}
mn O

YU b 1y b

b

09 = or e
&
@ o

o’
4]
i 0
4 O
o I
©
]
3
'3
[

»bo=-(1) 3ubg £ : ; regulation 3, every
person razistered in K gister of Teachers who-

(a) was, day of Ja v, 1963, empioved in
a Servzca post and is 30 employed on the date on .
wn‘gp.*ncsp Regulations are first published in the

Gazette 2, QU -

on any date alter the commence-

(v) is g v1ng in any ros
tions on which such post becomes

S marr these Pavul
b

t

j

a Spfvwce oost, .

: may elect to becom2 2 ~ember of the Service,
(2) An election--

(a) under qun-naravrann (a) of parazraoh (1);"shall be
made within a period of twelve months commencing on
the date on whlcn these Regulations are first
published in the Gazette;

(b} under paragraph {b) of paragraph (1), shall be made
within a nerlod of twelve months commencing on the
date on whiech the post becomss a Service pogt.
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(3) An election under this regulation shall be made in
writing to the Central Board and shall be irrevocable.

(4) For %he avoidance of doubts it is hereby declared
that nothine in this regulation ahall be constrned as em~
powering a person to whom regulation 3 anpiies to elect
not to become a member of the 3Service. T

5. Nothing in rezulation 3.or 4 shall ann]v to--

(2) any person who is employed by the Government on
pemsionable terms otherwise than in a Service vost,
solely by reason of his being seconded to a 3ervice
poste.

{b) any non-citizen who is empioyed as a teacher by the
uovernment on pensionable  terms;

(¢) an ron-citizen who is employed as a teacher on terms
approved by the Uirister under or in accordance with
a technical ald agrsement batween the Government
and the Goverrment of another country or its agency.

6.-{1) A person shall cease to be 2 member of the
Service--

(a) on his dismissal f,om the Service in acenrdance with
regulation 27; .

&)
™
ct
=
®

(b) on his remeval from E?rt
eaxnetx. H

(c) on his compulsory retirement frem the -Service in
accordance with nara»ranh (1) or varagraph (2) of
reﬁ%]atlon 23;

(a) Qp-his probationary appointment being determined
under revulat‘on ;5,

ied the Service he has not been employed in a
Service vost;

Provided that

(1) in computing any period, there shall be excluded
any period during which the member was attending
a coucse of instruction or training approved by
the Chief Education Officer, and

/Lg)bigg%or @ period of two consecutive years since he
; 58
1

(ii)the Central Board may, either before or after
the expiration of such period of two years, ex-
tend the said period whare the reason for such
person's not being so employved is his illness or

. physical ovr mantal infiemity;
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(f) on his resignatinn or voluntary retirement from the
Service;

L . ; .

Frovided that no member of the Service may resign
or volun»arl]y retire from the Service so lono as he
is employed in a Service vpost.

(2) Referencps to regulations in parazrapon (1) shall, in
relation to meghers serv1ng on temporary or non~citizen
terms include refersnces to such regulationy as they apoly
under Part V of these Regulations.

PART III

Appointments, To Service Posts And Terms Of Emplovment

pe

7.-(1) 7d making appointments to Service uosts and in
employing wembers of the Service in such posts, employers
shall =zive effect to these ‘Resgulations,.

(2) Subject to any special azreement made with the
consent of tha Central Board or, in the casz of a person on
non-citizen contract terms, of the inister, the terms and
conditions of employment of members of the Service in .
Servire pnsts shall be the appropriate Service Germs; and
employers sgalW eanloy members of the Service in Service
posts, and such membars shdll serve their employers, on
those terms; and emgloyers and such members shall give
effect to the acts or directions of the Minister, the
Central Board, the Chief Education Cfficer and the Area
Committer i® acnordance with those terms.

.

(3) No* Pmp]over shall aboliish 2 Service pest while it is
held by a membor .of tha Service without the consent of the
Central de o

|/\" - ~ 1
: .~ (a) Appointments

8. On and after the commencument of these Regulations,
no teacher registered in rFart 1 of the Reglster of Teach<
ers shall be anpo‘"tod to a Service post-- :

{a) unless ne has underrone a medical examination con-’ .
ducted by a r9v1qfersﬂ or licensed medial practition-
er and has been certified as fit for the duties of

. the post: :

Provided that it shall not be necessary, unless
the Area Commitize oitherwise directs, for a teach-
-er to undergo a medical axamination where he is
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promoted by the employer in whose service he was
serving immediza tely prior to the prowotion;

(b) if 1hé has previcusly been dismissed Trom the Service
unless the Zentral 3Board consents thereto, or, if h2
has pravious'y been removed from Fart I of the
Register of Teachers, unless. the kinister consents
thereto;

(c) if ne is not a citiven, unless the ¥iniaster consenls
theretn,
9,-(1) Cn aud after the commencanert ol these Reruiaticuns,

no person shall be promoted to a Service posl except with
the conssnt of the Cnief Educatior Officer.

(2) P“onotion shall be by rPcognized qualifications and
by marit, agd before the Chief Bducation OfTicer consent
to a proxotien he shall--

(2) consult the Acea Counmiliies and the Central Soacd;

(v)

(3)
and incerv
suj tabili

10.-(1}
becomes, a’

vost, the employer and The apn TR ale an
agreement in the form rrescribed i the st Schedule
nerato, Tq§re shall ba annewed aents, the Code
of Frofessional Conduct zud a 3 iual Zondit-

ions as g prescribed in the said

(2) MNo terms shall be added- or delated Troam the said
Agreemendgg, . Code or Schedule s2ve with the consgnt of thé
Central ard, or, in the case of a parsoun on ren-citizen

contract terms,_of the Lirister,

{(3) One copy of the Agreement aid its annaxures shall be
supplied by the emplover to the ahﬂniﬂtﬂe, one cougy shall
te retained by the employer, and the criginal and one copy
shall be sent by the employer to the Area Commititee tOﬂetnbr
with a medical certificate relatinz to the examination refer-
red to in regunlation 8. ‘he Area Committee shall send the
original of the Agreement and the medical certiCicate to the
Central Board.

(4) Tf the appnintee was not, rrior 1o his appcintment,
a membevr of the Service, the Centra) Board shall issue to
him a letter. of membershinp. ’
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{b) Terms of Employment

o : ) . —~ - e - N
11.-(1) The appropriate 3ervice terms for a citizen who
is, or on his appointment becomes, a member of the Service
and who--

(a) at the date of his appointment to his current post
-is, or at the time he last joined the Service was,
under the age of forty-five vears; or

{b) in the case of a person who elects to join the
Service under sub-parazraph (b) of paragraph (1) of
regulation %, was under the aze of forty-five years
on the date on which his post becomes a Service posat;
or

{c) elgcted to join the Service under sub- -pAragrapa (a)

of nara~rarh (1) of resulation 4,

are permatent ferms;

Provided that nothin this regulation shall
apply to--

u
3

(a) a married woman who, at the time of her
appointment to her current post, elects o
‘serve on temporary terms: :

(b) a person whu, at the time ol his appointment
s N to his current pest and with.the consent of
the Area Committee, is enzazed on temporary
terns for a specific period rot exceeding
. one year,
“‘ .
(2) Where a citizen to whom item (b) of the proviso to
parazr¥hn (1) refers is continuously employed by the same
emnloyer Tor ‘a period longer than one year, the aporopriate
Service germg for such rerson after the exn1ra tion of the
Qirst\gng are permanent terms.
| hS

12, The appropriate Service terms for a citizen, other
than a citizen to whom regulation 11 applies, and a non-
citizen who at the time of her appointment to her current
post is a married woman, are temnorarv terma.

13. The appropriate Service terms for a male person and
a female who at the time of her appointment to her current
post is unmarried, who, not being a citizen, is, or on his
or her appointment becomes, a member of the Service, are
non-citizen contract terrs.
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PART IV
Fermanent Terms

14. Subject to any such special agreement to which Part
TITI refers, this Fart aonlies to permanent terms, to members
of the.service employed in 3Service posis on permznent terme;
and to employers in resneot of members so emo]oypd.

{(a) Probation and Promotion on Wrial

15.-(1) Subject to the provisions of this regulation on
his first ?nno1ntmunt to a Service post on permanent ternms,
a member of Tne Service who has not been awarded a Certif-
icate to Teach shall serve a probationrary period--

(a) of htwo years or such longdr period, not exceading
thrée years in the aggregate as may be appointe ed
under paragrapnh (2); or .

(b) until the earlier grant of.a Certificate to feach.

(2) Unless a Certificate to Teach has been awsrded to
the menber in the meanwhile, the Central Board shall, noi
less than ihree months bafore the expiration of the rroba-
tiorary pagiod, consider wheiher it s3h311 direct »lhal--

(a2) the member shall be confirmed in his appoiniment; or

(b) "the probationary period shall be extended (Ffor a
maximum period of ore year) to afford the member an
Aonnorfun1uy of improvement in respect in which his
Work or conduct have been adversaly reported or; ovr

}ﬁc) ty% member's appointment shall be terminated.

(3) Where the Central Beard is of the opinion that a
orobaulonarv period should be extended under sub-paragravh
(b), or an ann01n+ment should be terminated under sub-
parazraph (c ) of paragraph (2), it shall, before dlrectlnv
the extension of unh nerwod or the termination of such
ann01ntmpnu, by letter inform the meaber of its inténtion
to give such dvrecu\onb and of the right of the member to
make representations thereon within a veriod of one month,
and shall reqUJrﬁ the member of au«10m1Adue receipt of the
letter in wriiing within that period.

(4) Fotwithstanding the provisions of pavagrapnh (2), but
subjept te the provisions of rarsgraph (3), the Zentral
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Roard may, at any time durinz a probationary period, direct

the termination of the anpoxhument of a member Serving suoch
orobationary feriod without as qxsnlnv any reason uhereFor.

(%) Upon the Central Roard directing the fermlnau1on of
the appointment of a menber under this regulation, sue
member*s employment by his emolnje“ shall forthwith deuer-
mine and the member shall cea2se %o be a mewber of the

Service, N
. 16.-(1) Where a memher of The 3ervice is apgointed to =
Service post on promotion or to z Service post the holcder
of #hich is entitled o 2 responsibility allowance; beins
in either case a 3ervice wost in the establishrment of the
employer by whom he wae annlayed in a Sarvics rnaogt imme-

dlete’v hefore such Frﬂn*ﬂ+ﬂpwt he shail serve on trail

the firs: six months in such post (exclus ive-o’ any period
of leave). or ssuch lorser paciod as may be anp pointed undasr
raph (3).

(2) At any time dur
Board may, 1% it is of
failed %o perfors saii
post, advise the membe
his Formar appointment
he wishes Tto nake any

(3) After giving the member an cnport uNL1v wo o Take
reu_esen*=1vqnq, the ral 3oard ray direcs t?at re raveres

to his ovvaein pein ar thah the pericd -7
exhended

Srial be

(4) 9Where the Cenirzl Board directs that a membar shall '
revert to hi§ former anpointment, he shall thereupon be
deemed to have been angninted by the employver to the Service
post which he held imnediaf tely before his aponintment to
the post in which ha served on trial

(5) Fonig%a purpnses of this resulation "responsivility
allowanci‘!‘eanb the alicwance referred %to in resulation
LA

{b) Salaries, Increments, =ic. -

17.-(1) The first azooint mpnt of a menbar of the Service
to a Service rost shall be at the grade, in the salary
scale, and at the entiry point of the scale, appro opriate to
his qualifications as nrescribed hy the Second 3chedule to
these Regulations:

-
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Provided that a member may, on such zppoiniment, be
granted an incremental credit not esceeding one increment
for each year's previous teaching experience approved by
the Chief ®ducation OfFficer up to the maximum point in the
apvropriate salary seale, 2and, where he is ~ranuad such a
ceredit, his entry point shall be determired accordimriy.

{2) the appointment of a member to a Service post on
promotion.shall be at such grade, on such salary scale,
and at such eniry point in th2 scale, as the Chief Educaiion
Officer shall determins.

(3} Nothing in this reculatiovn sha'il preciude the iinis-
ter from authorizing the avpoiniment of any tescher at a
salary other than those onrescribad in thes 3econd Schedule

or otherwise in these Reculations.

(4) In-the event of t
grdade, scale or entry ro
other than a member whosz
author1hpd by the iniste
tion Gfficer shall be flnal.

re being any dispu
+t at which a member
sa]arv ras been speci

the deciszsion of *he

18.-(1) A member's salary shall, so far as ponssible, be
raid at the end of each month, -

(2) Where a mamber !s procesdinz on leave ne way, at the
employer's discretion, be advanced hJa salary up %o the end
of the period-of his leave.

R -
~ - . s 1
'19.-(1)" For the purposes of determining the date on
which a msmber of the Service becormes eligible for an incre-
ment in the salary scale on which he is anpointed--

{a) the fi%q incremental date of a member appointed to
a pegt before the first day of July in any year
shall be the first day or.uanuary in the following
year; and -

. o . A
(b} the Flrst incremental date of 2 member appointed to
i a post after the thirtieth day of June in any year
shall be the first day of January in the vear next
after the following year,

and succeeding_incrementai dates shall follow at yearly
intervals., ) B

(2) No member shall have a right to an increment, but,
unless an increment -is’withheld or stopped in accordance
with these Regulations and subject to the provisions of
regulation 20, the emn]oyer bh311 grant increments arnually
up to the maximum of the scale on which the member is
anpnintad.
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(3) Where an increment is witheld on the due incremental
date, the member shall not be entitled to receive the same
until he has petrformed his duties to the satisfaction of
his employer, whersupon the increment shall be granted and
the member shall be entitled to be paid the arrears from
the due incremental date.

(4) Where an increment is stopped, the member shalil not
receive any increment during the year for which it is
stopped,

{5) No increment shall be granted before the due date.

20.-(1) Yhere a salary scale includes a proficiency bar
or proficiency bars, no member shall be zgranted any incre-
ment ahove such bar unless the Area Committee, after obtain-
ing the recomméndations of the enployer, shall have author-
ized the memben's nassing tre bar.

ttee under this
Board,

(2) Every authorization bty an Area Comn
regulaiion qnajl be reported %o the Cenira

=y

b
1

v

{c)} Tenure of Appointmantis

21. Wo mempber of the Service shzall be dismisse
Service post by his empioyer except where, as a ¢
of dlSClpllnarg action beinz udfen.aiqﬁnst ninm und
Rezulations, my is directed ty the 4jscipliravy z
to be so dismigsad,

22. The appointmpnt of a member of the Service in a
Service post shall not be terminated by nis employer other-
wise than by dismissal-~ .

o
(a) except with the consent of the Central Scard and on
the employer-giving the member not jess than three

_monthginotbce or one month's salary in lieu thereof:

‘\ 3r ¢

~

(b} on the member's compulsory retirement under rezgula-
“* 3 .
tion 23.

23.-(1) The Central Board may require a member of the
Service to retire from his current post and from-the
Service--

ime after the member has reached the age of
Lve years;

fty-f
(v) at any time, on the zrounds of infirmity of body or
mind which in the opinion of a rezgistersd or




cemployar shall supply the teacher with a ZertiTicat
A
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licensed medical practitioner in the service of the
United Republic is likely 4o be permanent; or
v'/'
{c) on the grounds that the post of such mamber is to
be abolished or that the re-orgzanization of the
establishmart of Service posts of the employer makes

such retivrement desirable.

(2) .Every merber shall retire from his currant post and
from the Service at the end of the term nexs: Tollowing nis
reaching the age of sixty vears.

24, Any member may resign from the current post on ‘giving
nis employer threes months notice or ecne months salary in
lien thereof.

25. Wnere the appointment of a member is terminated or
where he retires: or is retired from a Service post, his
of

e Area:

e
Service which has been endorsed bty the Chaievman of th

oyer snhall rerort to the Areaz Comaittee and

(a) six months tefare the impending retirement under
regulation 23 (2} of a teacher enployed by him, such
impending retirement; -

(B) *hs reviwament of @-y
o . T "
regulatisn 23 (2), or

il . | .
27.-(1) The Tolipwins pepaltissz may ve awarded asainst
a member of the Service by an apgropriate discipiinavy

authori?x;ix. 7. A

X
(a) dismissdl from the Service and his current Service .
post; )
al from his current Service vost but without
al from the 3ervice;
(¢) reduction in grads;
1

(d) reduction in salary not beiow the eairy point of the
salary scale at which nhe is then amployed;

{e) stoppaze of an increment;

(f) withholding of an increment;
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(£} the recovery of the cost or pari-of the cost of any

loss or breakage caused by his deaih or nesligence;
Ve .
(h) writtsn reprimand. .

(2) The penalties prescribed in paragrapnh (a), (b), (c),
or (d) shall rot be awarded excent for acts of serious mis-
conduct or gross inefficiency.

(3) Nothing in these Regunlations shall preclude any
employer or head teacher from issuinz 2 reprimand for or a
warning .of unsatisfactory work to any member in his school,
or any teacher from issulng such a reprimand or warning to

<

a teacher directly subordinate to him.
28.~(1) 'he power to award the penalties--

(a) specifidd in sub-paragraphs (e), (f), (g) and (1) of
paragraph (1) of rezulation 27, may be exsrcised by

(b) specified in sub-paragraphs {(c), (d), (e), (T), (&)
and (h) of %he said parazrarh (1) and, in relation
to teachérs on a salary of less *than L20 per annum
and who have beesn in the Service in the asgrezate
for less <Than Tifteen years, the power to awanrd the
.renalty specified in sub-pzragranh (b) of the said
* paragraph (1), may be exercised by the Area Committes;
(e)

peciff®d ir any of the sub-paragraphs

-

s i
paragraph (1), may be exercised by ithe Gentral

(2) “nere a member is dismissed from %ha Servics by the
Central Board,y the Board shall report the dismissal to the
Chief Education Officer.

e ) Tos

29.-(1) Disciplinary action may be instituted by any
disciplihary authority whether or not the authority has
powar to imhége a*penalty commensurate with indiscinline,
misconduct or lack of efficiency allesed against the member.

(2) wWhere a discipiinary authority has awarded a penalty
which, in the opinion of a disciplinary authority having :
more extensive powers, was inadequate, the latter may
require the matter to be re-opened and may jtself. impose a
penalty either in addition to or in substitvtion for the
renalty previously awarded.

(3) Wnere in the opinion of a disciplinary authority any
allegation against a member would, if substantiated, merit
a penalty which that authority has no power to award, the
authority shall, unless it considers that there are
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extenuating circumstances, which would justify itself
awarding a penalty within its powers, refer the matter to
a disciplinary avthority having pawer. .

(L) A disciplinary authority shall make such investigaA
tions 'as it thinks proper into allegations made or refer-
red to it in cases where it proposes or is requestad to
exercise its disciplinary powers, and, il it considers that
there is substance in the Aallezations, inform the member of
the allegation and afford him an opportunity of exculpating
himself and of maklng representations against any penalty
which may be awarded.

30.-(1) ¥Where a penaity invdlving the stopning or the
withholdinzg of an increment for more than one vear is
imposed on a member by an employer, he may apppal to the
Area uom“_ttee whose decision thereon shall be Tinal.

(2) Where,a'penalty of -~
(2) réduction in salary;
(b) reduction in srade;

(c) dismissal from his current.post (rot incinding
dismissal from the Service),

is impdsed upon a teacher by the Area Co“mlthcp, he may

anpea 1 to the., :Central Board whose decision therecn shzll be

final. s
-

{3) Where a penalty involving dismissal Trom the Service
is imposed upon a member by the “Ceniral Soard, he may appeal
to the Chief gnucau1nn OfCicer whose decislion thereon shail
be firal.

(4) Any anneal made undev the nrov1swon, of this resula-
tion shall sef forth the ground of appeal in writing and
shall be fogitarded to the Area uommvpfpp, the Board, or the
Chweﬁ Educgition Officer, as the case may be, within thirty
days of the ~decision ac caingt which the member is anoeaanq.

(5) No person shall be allowed against a penalty of=-
(a) written reprimand; or

{b) withholding of one incremert onlv; or

(e) any penalty awarded by the disciplinary anthority
to which an apreal would lie had the award been
imposed by a discivlinary authority with less
extensive powers,
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31.-(1) Wnere in the opinion of any diseiplinary author-
ity any act or conduct alleged azainsi a membar of ihe :
Service is, ifT substartiated, likely to lead to the mam-
ber's dismissal from his, current post (whether or not he is
aiso -dismissed from the nPrV1ﬂP), the authority may suspend
‘the member pending the dstermination of the matter by A
disciplinary autherity having power to award such a penalty.

(2) “Where a member is chavrged with a criminal offence, a
disciplinary authority may suspend the member pending tha
determination of the ma%tier by the Cowrt and of anv subse-
auent disciplinary action by the appropriats disciplinary
authority. .

(3) %Wheve a teacher is suspendede-

(2) under.parazraph (1), he shall during such pericd of
suspension, recaive half his salary only;

. ~
Frovided that whelher or not disciplinary action
results in the member's dian‘qcn?, the ar@a
o 3

Committee may direct the resitoration of the half
salary which has beer withheld:

(b) under parasraph (2), the Ares Commithtee msy Author-
ize the employer to withhold one half or the whole
.0f the member's salary, and in =ither case, to pay
one half of the salary to the member's dependants;

~ Frdvided ithat where = menber 1s acquitied by
the Court, the irea Committes shall ordsr the
restoration of the part wztuheﬁd, nther than any
sum paid to the member?s s dependanis, unless
discidlinary action is being taken arainst the
member and, in its ODInth, such actlon Juqulfjeq
thé~Continued suspension of the Negfer.
. .
32.-(1) Absence from duty without leave or other
suffieien ause shall render a member iiable to forfeit
his salary*for the period of such absenze,

(2) wWithout prejudice to the taking of disciplinary
action in reqoect of any absence from duty without leave or
sufficient cause, where a member is absent from duty with-
out leave or reasonable cawse for a period exueedjnp five
days and the member cannot be traced within a ocrlod of
ten days of the commencement of such absence, or, if traced,
no rep]y to a charge of absence from duty without leave is
received from him within ten days of the despatch of the
charge to him, then the appropriate dlgcvnllnarv authority
may summarllv dismiss him.
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to dlqm'sq him is taken then dJsc1p11nary ao‘i on may be
instituted dgainst him,

{4) ¥Without prejudice to the weneralev of the fore-

‘going provisions of this renu;arLon or the sunstance of the

cause, 1ll-health snhall not be acceptable as a sufficient

cause of absence from duty for a nerxod excesding two daye
unless.a certificate to that effect signed,hy a rep15uprad
or licensed medical practitiorer has been nroduced to the

employer.

(e) Miscellaneous Gonditions of Service

33.-(1) A member of the Service shall, at any time when
so requiresd:by the Area Commitiee, submii himself to s
madical examination.

(2) A'member of the Service and his wife and echildren
shall be entitied to free medical treatment on the same
scales and subject to the like conditions as those per-
taininz to parsons in the Service of the United Republic
of corresponding status:

Provided that nothing
any treatment neccessitat
or nezlizenge.

11s paragrach. shall apply to
rerson's own indiscretion

® 1=
(a1
ot
«
Py

o
(3) The cost of any medical exanination required by
this resulation or rn*u:at on 8, and of any medical treat-
ment 0rov1deo under this rezuia%tion, shall be paid out of

money prov%;ed by rarliament.

3%.~{L) Wnere quarters are nrovided by the emoloyor,

such economic rent may be char»ed as the Vinister may deter-

mine. Quarters -shall be maintainzd in good repair by the
emp;_oyea%’1 LA
[

i(2) Whére quarterq are provided, it
the omn]oypr to dedunet the rent from 1l
member.

shall bve lawful for
S

& salary of +the

35.-(1) A member shall be entitled to thirty-five days
paid leave in every full academic year of employment which
leave shall not be accumulative and shall be taken during
school holidays.

(2) Notwithstanding the provisions of paragraph (1),
member mav be Branted, at the discraiion of his employer--
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(a) additional leave with pay for such veriod as the
employer may think fit to be taken during school
nolidays;

(b) paid leave up to 2 maximum of ten days
. H
)

er annum or
te zrounds

urgent orivats affairs or on coupass
meyver of

in case of death or serious illness
the member's family.

’ ) ' * - .
36.-(1) A member of the Scrviecs shall be eligible for
sick leave up to a maximum of one hundred and elgnty davs
on full uvay and one nundred and 2’ zhty days on half pay

during any period of theee years.

provigiars

where the

crevior or
al certific

a7 hag tean
(3) “here any periai of sickness ex
down in pzragraph (1) zbove, =20y furir
unraid l=2ave, and corsidaration =ay be
tion of the member's agnointment an ;e

37. A member of the Service whn is a married woman shall
be ellgible for maternity ieavs on half
period of S

threa m~nths,

38. ﬁemgéTs of the 3ervice shall be elizible Ffor iravel-
ling and subsistence allowarces in the circumstances and at
such rates as the 'inister may from tims to time prescribe
in respesct of the teacher, nis wife and up to a maximun of

four child®en.

39.-(f) &n employer may transfer a member of the 3ervice
2 v % . o PO, ‘s
to any School haintained by the employer in Tanganyika.

- A
ff?)‘ﬁ‘ eacher may, with nhls consent and %he consent of
the employers concerned, be transferred from the service of

one employer tn that of another.

40.-(1) Wnere a member of the Serviecs is transferred by
his employer from one place to another, or is promoted, and,
in either case, the transfer or promotion entails his moving
his housenold, he shall be eligible for a disturbance allow-
ance at the rafe of one-sixtieth of his annual basic salary
subject to a minomum of sixty shillings and 2 maximum of
five hundred shillings.

Provided that nc d%sturbance allowance shall be paid--

.
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(a) where a member is transferred at his own request; or

(b) a transfer is occasioned by a member's misconduct.

(2) Where disturbance allowance is payable on promotion,
it shall b2 naid by the employer by whom the member will bde
employad after he nas been promoted.

41,.°A member of the Service who is-a teacher Grade A, 3
or C and who is appointed to 2 Service post which is --

(a) the post of head teacher of a primary school;
(b) a teaching post in a trade school;

(¢) a teaching post in a teacher training college,

shall be eligible, while he holds such posi, to a responsi-
bility allowance at the raites for the time beinz prescribed
by the RNinister.

42,-(1) A member of the Service emploved in a Service
post --
{a) may be required by his employer to undertake duties
other than teachinz of a kind usually underta%en by
teachers:

(b) shall not undertake any employment ovr activity Tor
profit witheout the consent of his enmployer io ths
caseZof private teachinz, of the Chief Education
Officer.

(2) A member of the Service may be required to attend
courses of #nstruciion apoproved by the Hinister.

(3) A®member of the Service shall not becomne a member of
a local authority. :

Temporary and dNon-citizens Contract Terms

PART V

43. Subject to any such special agreement to which Fart
III refers, members of the Service employed on temporary
terms or on non-citizen contract terms shall be employed
in Service posts on the same terms and conditions as are
prescribed in Pact TV for members of the Service employed
on permanent terms save --

-y
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{a) in the case.-of members Pmnlovan on iemporary terms,
in so far as the permanent terms are disacnplied,
1r19d or amended or other iterms subs L'L”t?d ar add-
ed by ‘or under rezulation Li;

(b} in the case of members emdloyed on norn-citizen cor-
tract terms, in so far as the pecmanent terms are
disapplied, varied or amended, or other Lnrms sub-

stituted or added by or under revunab1on L5,

bh.-(1) 4 member serving on temporary terms shall not--
(a) be requirsd to serve a probationary period;

{(b) be liable to comy pulsory vetirement under parasrach
(2) of regulation 23;

{c) save wher travelling on duty or on beins transferrad
at his' emplover's request, be entitled fo the travel
or subsistence &llowance provided Tor in reznlation
33, or, in any avenit, be entitled to the disturbance
allowance provided for in regulabion 40;

(d) in the case of a married wowar’ be antitled tn any
paid matprnit/ leave, but during any saternity
period tale any earned leasve then due Lo her and
may, 2t the request of the aumployee be zranied
unpaid leave not exceeding (with andy veriod of paid
leavea a pariod of three months. i

(2) The aBroinitment of a mewmber serving oa temporary

terms in a Service ogost Tay be te rminated, by his emn1over
with the consant of the “rea Sommittee on one month's
notice or paymant of ane nonth's salary in lieu thereof,
or by himsel® on one month's notice or navment in lien
thereofl. Ihis orovision shall have effact in substitution
for varacwmsh (3) of regulation 22 and resulation 24,

(3) In a Jtion o its other powers to award penalties,
the Axea. - mitthe shail nave power to impose the nenalty
of dlsmlq a4l from his current post on a member serving on

tampdrary terns.

(4) In lieu of the nnr1odq of one hundred and eighty
days during a period of three years provided for in para-
graph (1) of re~u]at1on 36, there shall be substituted a
ner)od of ten days leave on fu'l pay, and twenty days leave
on half pay during any vear.

(5) Where a member is employed, with the consent of the
Central RBoard, Ffor a \néblflc nerlod his employment shall,
unless it is earllpr terminated, dpbprmxne at the expiry of
that period,
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45.-(1) & member serving on non-citizen contract terms
shall, subject to the contract being determined by dis- -
missal, termjnaflon on notice or reglcnau1on, be emnloved
for such nnrlod as may be specified af the time of his
ann01ntmenu and, :ub1ech to any prior determination, his
emn]ovmpnu sha11 detarmine at Fhe expiration of such peried
and of any leave then dne,

(2) Without prejudice %o the mnowers of the Kinister <o
make or aprrove any other terms or the conditions of any
sp901a1 agragment or appoi nuTDnt, where a member serving on
non-citizen contract terms is entitied uo overssas passag g;,
he shall not e entitled to earned leave in accordance wi<
regulation 35, but his entitlement o such leave shall be
specified in tha agreement or aproint-ani.

(3) A member serving o= nnn-ﬂ?-%vnn contract terms shall
not be lianhle, to serve a probatiorary period and shail not
be subject to compulsory retirerant nnder paragraph (2) of
rezulation 22,

B Iitiss nersindafore
er, evary-employar shall--

45, In adgiztion %o
conferred~a“:P*mpoqed on

i shects and staff

1 idential reports as the
i time reguire, and .

r make them available to the

enteal Board, as the Central

(a) keep and mainta;r such hi
records and maintain suct
Centr#l Board may from %
furnish conles thereof
ArdE Committee and <ne
Board may’ require;

+}

o]
a)
19

(o) doiéfq such acts n relation tc the members of the

' Ser¥d in his en ﬁjment as will enable the Area
Commlttee, the Chiefl ZEducation GFfficer, the Central
Board and the iinister %o perform their respective
functions in relation to the members of the Service,

47. In addition *o

and dnties -hereinbefore
conferred on the Area -

o
y every Ar=2a Committee shall--

(a) do all such acts in reiation to members of the Serv-
ice employed within its area as will enable the
Chief Education 0Officer, the Central Board and the
Minister to perform their respactive functions in
relation to such members and, without prejudice tn
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the generality of the foregoing, shall maintain
" records of service of all such members;
A . . s . 5 m
(b) uphold and waintain the Code of Frolessional Conduet
and exercise its disciplinary powers to that end:

{c) advise the Central 30ard on the supply ard distribu-
tion of teachers in its area; and

]

(d) recommend courses of instructions far *zachers.

nd duties hercinbefare
entral Board shall--

48, In addit

ition to the functions
conferred on the Ce

o a
niral 3oard, the C

(2]

(a) manaze the Service;

(b) advise the Hinister on the government of the Serviees
and terms of employment and salary scales of members
of the Service:

(c) act as’a nesotiating body with teachura’ orsanina-
tions and empioyers .in ralation to masters nertaln-
inzg to the 3erviecs;

(d) maintain a regizter of members of the 3srvice;

(e) marasze such vre-service training courses and such
scholarships and bursaries as the ilinister may
require, .

o
-~ P
PART VIT
% .

Transitional
@-r‘

s

kg, Notwidhstanding the provigions of rezulation 15, no
member*of\égg Servica who was confirmed in his appointmant
by his emplover before the first day of January, 1963,
shall be liable to serve = probaticnary neriod.

50.-(1) Wheve any non-citizen elects to become a member
of the Service under the provisions of rezulation %, he
shall, subjeet to any variation made vy the Ninister t6 the
terms of the azreement within a period of six months from
the date of his eiection, be deamed to -have been appointed
with the approval of the Tinister on non-citizen terms but
Subject to a special agrecsment in the terms of the agree-
ment on which he was servirs his employer immediately befora
nis election.
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{(2) & non-citizen who is entitled %o elect to banomp a
member of the Service as aferssaid’ may, before making nis
elention, require bthe ¥inister to state what var1a+'0hs ne

pProposes to make to the uerms oF his eurrent agreement,

and where the linister staites that he does not nropose to
make any variations he proposes to maxe to the terms of hig
‘current make, his power to make variations to that azres -
ment shall be abromabgd or curtailed aeccordingly.

’ s

oy
-~ PN
.
T
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" APPENDIX C

1
CODE OF PROFESSIONAL CONDUCT

Every teacher shall recognize that he has certain responsi-
bilities tot--

the child under his care;

the community in which he lives;
his profession;

his employer;

the state,

2
(1) TO THE CHILD.

A teacher agrees that his chief responsibility is towards
the child in hi§ full, physical, mental and moral develop-
ment, both as an individual and as a member of the
Community.

(2) T0 THE COMMUNI®Y.
A teacher must therefore fully understand the community

in which he works. He must explain to them their duty to
obey authority @nd he should, by his own personal conduct

set them an ‘exafiple in these matters.
(3) IO THE PROFESSION.

A teacher re%ognizes that teaching is a vocation and -

more than mere-gainful employment. He therefore undertakes

to conduct himself according to the following rules:--

(a) to follfw at all times the highest standard of
profesgional conduct;

(b) to work conscientiously and with diligence and
regularity;

(e) to set a good example in his conduct and his person
at all times to the children under his carey '

(d) to try continually to improve his standard of work
and ability;

(e) to abuse no right or privilege contained in his
conditions of services. . .

1Um'.ted Reépublic of Tanzania,The Unified Teaching
Service Regulations, Covernment Notice no. 541 of 1964,
\ . .
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(4) TO THE ENPLOYER.

A teacher agrees to serve his employer faithfully in
accordance with the terms of his employment. 5
. & :

(5)- TO THE STATE.

A teacher must fully understand and be prepared %o ful-
fil his obligations to the State.

The teacher accepts the code set out above as a cdde of
professional conduct for teachers and shall do his utmost
to adhere to its provisions. .
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A APPENDIX D

CONSTITUTION OF THE INSTITUTE OF EDUCALION, UNIVERSILY
COLLEGE, DAR ES SALAANL

E3

LEGAL NOTICE A (L.S.B. 209)

Tﬂg ?NIVERSITY COLLEGE, DAR ES.SALAANM, ACT, 1963 (No. 14 of
1963

In exercise of the powers conferred by section 5 subsection
3 (b) of the University College, Dar es Salaam, Act, 1963,
the Council after consultation with the Academic Soard and
with the approval of the Council of the University of East
Africa, hereby makes the following Decrees:-

THE INSTI'TULE OF EDUCAvION DECREES, 1964
CHAPTER I - TIILE AND ESTABLISHHKENT

1. These Decrees may be cited as the Institute of Educa-
tion Decrees, 1964, and shall be read and construed as one
with the Act. .

2. There isghereby established an institute, to be known
as the Ingtitute of Education (hereinafter referred to as
“"the Institute") which shall be governed and administered
in accordance with the provisions of these Decrees, and the
prgvisions ofﬁthe University College, Dar es Salaam, Act,

Ao

CHAFTER II - AIMS AND OBJECTS OF THE INSTI(ULE
- R F A

3. The InStitute of Education is established in order to
associate together the University College, Dar es Salaam,
all recognized Teachers' Colleges and the Ministry of
Education to achieve the following aims and purposes =

(i) to constitute a focus for the study of "Education
and a professional centre for teachers in Schools
and Teachers' Colleges;

(ii) to promote and co-operate in the provision of
conferences, lectures and in-service courses for
teachers and others engaged in or interested in

.education work;

1Government of Tanganyika, Constitution of the

Institute of Education, University College, Dar es Salaam,
Legal Notice, Act, 1983, no. 14 of 1963.



(iii)

(iv)
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to promote educational research and the publica-
tion of the results thereof and thus to foster
improvement in educational practice;

to provide an advisory service and library «
facilities for teachers in schools and Teachers®

" Colleges, and in particular to circulate advice on

(v)

(vi)

new teaching methods, experiments and results of
researchs;

to assist in the preparation of syllaﬁuses for
schools and Teachers' Colleges in collaboration
with the institutions involved;

to advise the Ministry of Education and the Univer-
sity College, where appropriate, on matters direct-
ly relating to standards of professional competence
in teaching, including the examinations of candi-
dates for professional teaching qualifications.

CHAPTER iil - COUNCIL OF THE INSTILUTE

4, (a) There shall be a Council of the Institute (herein-
_after called "The Council") which shall consist of the

following members -

(i)

(ii)

(iii)

{

(v)

(vi)

(vii)

Y i “ —
the Frincipal of the University College, Dar es
Salaam, who shall be the Chairman of the Council;

5 o
thé Director of the Institute;

the Frofessor of Education, University College,

Dar esg Salaam, or should the Professor of Education
also be the Director one member of the Faculty of
Artg-appointed to teach in Education, nominated by
the Frincipal;

- nomzlated by the Vice~Chancellor;

(iviaongégépresentative of the University of East Africa

one representative of each Teachers' College con-
ducting courses of professional training for
post-secondary students, nominated by the Minister
of Education;

the Chief Education O0fficer, the lMinistry of
Education;

the Assistant Chief Education Officer (Teacher
training}, Ministry of Education;



176

(viii) the Principal:Assiétant Secrétary, Higher Education,’
Ministry of Education;

{(ix) +the Director of the Institute of Adult Educatlon,
Unlver51ty College, Dar es Salaam;

(x) one other member of the staff -f the Faculty of
Arts of the University College, Dar es Salaam,
nominated by the Academic Board of the College;

(xi) one member of the staff of the Faculty of Science
of the University College, Dar es Salaam, nominated
by the Academic Board of the College; -

(xii) one member nominated by the Council of the Univer-
sity College, Dar es Salaam;

(xiii) such other persons, up to a maximum of six, as may
be co-opted by the Council and chosen from a broad
field of educational interests.

(b) kembers of the Council, other than those serving
ex-officio, shall hold office for a period of three years
and be eligible for re-election;

-

Prov1ded that in respect of members appointed under para-

‘graphs 4 (a) (x) and & (a) (xi) membership of the Council

shall lapse automatically should the member cease to be a
member of the academic staff of the College and in respect
of the member appointed under paragraoh 4 (a) (xii), member-
ship of the Councll shall SLnllarly lanse should the member
cease to be & mémber of the Council of the College.

(c) The Secretary to the Council shall be appointed by
the Council of the Institute, and shall hold office for such

terms as may be” determined by the Council.

(d) Subject to the authority of the Council of the Univer-
sity College, Dar es-Salaam, the Council of the Institute
shall be respegfisible for the general policy of the Institute,
and shall advise the Principal of the University College,

Dar es Salaam, and the Director of the Institute upon the
fulfilment of the aims and purposes of the Institute as set
ogt in paragraph 3, and more particularly the Counecil

shall -

(1) organize the Institute for the benefit of“education
generally;

(1ii) consider and report to the council of the Univer-
sity College, Dar es Salaam, and to the Ministry
of Education upon all projects under the auspices
of the Institute;
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(iii) furnish to the Council of the University College,
Dar es Salaam and to the linistry of Education an
Annual Report;

(iv) make siich recommendations. to the Director, the
Prinicpal .and the Council of the University College
- as may be considered necessary for the efficient
and proper functioning of the Institute;

(v) table the minutes of the Council of the Institute
* at meetings of the Council of the University Col-
lege, Dar es Salaam, and of the Academic Board.

CHAPTER IV - EXECUTIVE COMMITTEE OF 4HE INSTITUTE

5. {(a) There shall 'be an Executive Committee of the Insti-
tute (hereinafter called "the Executive Committee®) which
.shall consist of  the following members - .

(i) the Ditector of the Institute who shall be the
Chairman of the Executive Committee;

(ii) the Assistant Chief Education Officer (Teacher
Training), Ministry of Education;

(1iii) two other persons, one nominated by the ¥inistry
of Education and the other by the Academic Board
of the University College; i

(iv) the Sedretary of the Institute;

(v) further members, up to a maximum of two, who may
be appeinted by the Executive Committee for such
period® as may be determined.

. (b) The EXécutive Committee shall be empowered to appoint
Sub-Committees, oné of which shall be an Academic Sub-
Committee congisting of the staff of the Institute, and
Subject-Panelf as may be deemed necessary, such Sub-
Committees arld Subject Panels being advisory to the Execu-
tive Committee.

(e) The Executive Committee shall prepare annual esti-
mates of the expenditure of the Institute, and submit the
estimates first to the University College, Dar es-Salaam;
Bstimates and Development Sub-Committee for its approval
and to the Council of the Institute for its approval before
submission to the Council of the University College, Dar es
Salaam.
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CHAPTER V - ACAQEMIC'STAFF OF I'HE INSYILUTE

6. (a) There shall be a Director of the Institute who shall
be appointed by the Council of the. University College, Dar
¢s Salaam, upon the recommendation of the Council of the
Institute.

(b} The first Director of the Institute shall be
Professor R. C. Honeybone, Professor of Education, the
University College, Dar es Salaam, who shall hold office!
for such period as may be determined by the Council of the
Institute; :

{c) The Director shall preéent a report of the work of
the Institute to each meeting of the Council;

(d) The Director shall present a report of the work of
the Institute ‘to each meeting of the Council;

(e) The Academic Staff of the Institute shall be
appointed in accordance with the procedures outlined in
paragraph 24 of the University College, Dar es Salzam,
Decrees, 1964 save that the Appointments Committee recom-
mending upon appointments of the staff of the Institute
shall include two members appointed, by the Council of the
Institute; -

(f) The Director and members of Staff who are appointed
under the provisions of paragraprh 6 (e) of this Chapter _
shall be membeys of staff of.the University College, Dar es
Salaam and “sh&ll; therefore, be subject to the rights,
duties and privileges, involved therein.

CHAFTER VI - FINANCIAL PROVISIONS

S

7. (a) The agtivities of the Institute shall be separately
financed by.pBvenues specially provided therefore by the
Goverqﬁ%n%‘ d by other revenues specially secured by the
Univensity Cdllege, Dar es Salaam for the activities of the

Institute.

{b) Save as otherwise provided, the Institute shall not
involve any expenditure from normal current revenues of the
University College, Dar es 3alaam. i )

(c) The University College, Dar es Salaam, shall, by
decision of its Estimate and Development Sub-Committee,
seek such supplementary funds and assistance as it judges
proper to the work of the Institute.



CHAPTER VII - AWARDS-OF DIPLOMAS, CERTIFICABES AND
OTHER DISTINCTIONS

8. Any diploma, certificate or other award offered for the
successiul completion of courses .of study under the auspices
~of the Institute, shall be a University of East Africa or
University College, Dar es Salaam award and subject.to
whatever regulations and procedures are applicable to such
awards.’

L)
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