INFORMATION TO USERS

L
P
N

This matarlal ‘was produced from a microfilm copy of the original document. While
,the most advanced technological means to photograph and reproduce this document
have been used, the quality is heavily dependent upon the quallty of the original

submitted.

"‘!.

The followmg explanation of techniqueé is provided to help you understand
markmgs or patterns which may appear on thls reproduction.

1. The sign or “target" for pa/ges apparently lacking from ‘the document

photographed is “Missing Papa(s)" If it was possible to abtain the missing

page(s) or section, they are spliced into the film along with adjacent pages.,

This may have necessitated cutting thru an image and duplwatmg adjacent -
pages to insure you complete continuity.

2. When'an imaga on the film is obliterated with a large round black mark, it

go

is an indication that thé photographer suspected that the copy may have
moved during exposure and thus cause a blurred image. You will find a
in'wage of the paga in the adjacent frame.

3. When| a map,. drawing or chart, em was part of the material being

photo raphed the photographar followed a defi mm method in

continued :
complete'

4 The majorlty of users indicate that the textual content |s of greatest value,

howaver a somewhat higher quality reproduction could be made from

. photographs" if essential to the- understanding of the dissertation. Silver

prints ‘of "photographs" may be ordered at additional chargs by’ ‘Writing - o
.the Order Dapartment gwmg the catalog numbar, tltle author and‘
: speclflc pages you wush reproduoed -

B, PLEASE NOTE Some pages may have mdlstmct prmt Frlmed as

: recewed

'Xerox Umversnty Microfilms

300 North Zeeb Road
Ann Arbor, Michigan 48106



74-10,137

" COURTNEY, Dorothy Winifred, 1935~ ’
CERTIFIGATION--A TROJAN HORSE IN AFRICA: A
PERSPECTIVE ON EDUCATIONAL AND SOCIAL CHANGE
IN MAINLAND TANZANIA.

‘Syracuse University, Ph.D., 1973
. Education, general

1 -
e P AN i et s 8 5

:

,.- g "

e e e P T “ e

© 1974

. “'DOROTHY WINIFRED COURTNEY

ALL RIGHTS RESERVED

4

¢ University Microfilm?,A XEROX Company , Ann Arbor, Michigan

|8



Y

CERTIFICATIOV—-A TROJAN HORSE. IN AFRICs:
A PERSPECTIVE ON EDUCATIONAL AND7:
SOCIAL CHANGE IN MAINLAND TANZANIA

t
by
" DOROTHY WINIFRED COURTHEY
B.A., Rhodes University, 1936 *
Secondary Teachers Certificate,
University of Cape Town, 1956

DISSERTATION
Submitted in partial fulfillment of the regquirerents for

the degree of Doctor of Philosophy in Education in the
Graduate School of Syracuse University, &5, 1973

. H\L%»-*;" : |
| L
o » - | Approch) th\Q-’QAAM"
) OV, o B




Cer;ifiqation is accepted 2s a normzl pait.oﬁ an educational
system, yet it seems‘int;itively cleafAthé; if ‘one wishes to chang?
an educational system, or ig 6ne wishes to ghange a fociety, or to'
change both, one might'best bégin with this very institut%qp. " For

certification stands as an interface between education and society,

. . T - - ‘1
and, as such, it influences both and may be then used as a leverage

‘point to bring about changes in both. But other pzople's intuitions

are not usually sufficient to persuade policy-makers to pursue a
particular course of action. Thus, this studvy essays to gupport
intuition by reasoned argument. It attempts fo clarify the issues
involved and presents an argument to shew how and why'ceftification
can be used as a lgverage point fo;’educaticnal and social chanée.
In order fo do this, the study addresses the question: To
what extent does certification influerce the rolg)to te élayed by
eduég;ion in bringing about intended cocial change? '}his question

is explored in.the ¢pntext of mainland Tanzania, where zZttempts are

being made to-change both the'educaﬁipﬁal’system and the society.
- . .

In making these attempts, Tanzaniz is-.similar .to many nevwly

- . . -~

- independent- countries in Africa, but it differs from most of them in

_the extent to which it has articulated, thrcugh policy statements,

iii



a clear and coherent set of educational and societal goals. It is

these policy statements;'together with speeches made by President

P - . . . .
Nyerere; that are the primaxry.sources used in this study. As they

constitute an expression of‘igtentions and aspiratiohs, not factual
evidence, ;he study -is conceptual’and analytical,.not empirical.
The.study is intendéd to‘bé heuristic; ﬁot definitive, and offers an
array "of fﬁrther.questions ég}ﬁe addressed and further studies to be
conducteq. "It does not COntaiﬁ“preécriptions for policy aq%ion'and
impleméhtétion.

It should be n&iéd'thét, whilélfhe term Tanzania is used
Ehroughout the study; this refers only to mainland Tenzania. The
union in 1964 6f Tanganyika and Zanzibar to form the United Republic
of Tanzania has not become in practice a close one. Zanzigar's
internal affgirs, which include educeztion, have.remained the respon-
sibility of that island's Revolutiqn;ry Council and the Afro—Shirazi
Party. Thus, in lopkinguat Tanzani;fs educational and societal gﬁals,»

_we are concerned‘only’withithat part of Tanzania which was previously
Tanganyika. = . . . :}
‘ There are three asﬁeéts to this studv. Tne first deals with
the iﬂétitution~of cértification and its influence cn both education

and society. The second dealg with Tenzanie and its gozls and with

the.diffiéulties:of attaining them if the issue of certification is

I P

not addressed., And the third touches cn the ‘issue of‘developnent and

change and on the issue of the impact of rich countries on the

iv
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so-called underdeveloped countries through the transfer of institutions

and technologies.

Lonta U . . .
These three aspects are mnat, however, treated as separate and

discrete. Taken together théy form the argument-and explanation of

how and why cgrtificétion is a pbwef%ul component in -the multi-faceted

field of educational and social change: Thus, Chapter I.déals with the
e . "

relationship of education to society and the way in which sdeiety calls

on education toc promote social change. Four functions assigned to

education and the potential conflict among them are introduced. Also

4
N
introduced are three forms of change~-innovation, transformation and

traﬁsfer.‘ Economic development as a com;only accepted notion of 6hange
is discussed, and it is shown that development, by‘;imiting thg oper-
ation of internal agency, is‘usually; for the underdaﬁeloped countries,
change in the form of tramsfer. .

Chapter II draws on the case oﬁ Tan;ania, which has reéefined
for its own purposes the notion of development. As ecducatiom is cailed

upon to promote this particular form of development, its role has been

reformulated. But, it is poiﬁted out,'the role of é%éminations and

certificates has remained virtually unchanged.

Chapter III analyges in a broad context the institution of

certification~-the certificates themselves (which are tq‘ﬁe distinguished

¢ from credentials), the ways in which certificates are obtained and the

i

ways in which they are used. It is shown that éer;ification is a linking
i mechanism between education and sbciety, z knot which ties together

’ . «/ v Ead




the individual, the formal® educational ingtitutions, the economy

and the society ad a whole.
Lo

In the llght of the creneral analy51s of certlflcatlon 1n

Chapter III, the process, use and approprlageness of certification

* g .
in Tanzania is examlned in Chapter v, A number of difficultles
associated with and generated by certlflcatﬂon are dlscussed Some
of these difficul;ies arise from Tanzania's particular social goals,

and it is argued that certification needs to be changed if it is not

-

to hinder the.iﬁﬁlementation of the broad social goals.
. ‘ . T
A p0351b1e explanatlohils given in Chapter V of why Tanzania
has not yet attended to certification, in cecntrast to the w1de—rang1ng
changes it has already undertaken in other &reas. It is shqwn tha;
certification is a transfer in the realm of techoology which dietorts
the relationship of educatioh as a means to the ends of eocialism.

The final chapter assumes that the argument that certification

ought to be changed is accepted in Tanzania. It thus explores the #

‘viability of a range of possibilities to indicate the extent and com-

plexity of educational and social issues which also neei)to be examined

;.if one aims at a substantial change in the institution cof certification.

.

It is expeeted.that ihis study will have relevance not just to
. " ) - ‘ . . .
Tanzania but tpﬂall societies, for ultimately it is a study.about change

and the choices that need to be made. aboat numan afid technological

advapcement, about what we w1sh our soc1et1es to be “or to become in the

i future. "For the cholce is not betwee1 cnahge or mno change, the ch01ce

vi
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for Africa is between changlng»or belng cnanged-~chang1nc our 11ves

oa s
Al

M o
under our own dlrection, or. belng changed b) the 1enact ‘of forces
outside our coqtrolt"*- Thls seatement_ls as valld for tne:rest of

R

s

the world as it is for Africa or for Tznzania. -

.
It is with a sense of relief and“pleasure that I come'now to
acknowledge the assistance I have I8C81V6d in doing this study--relief
that the study 1s nearing completlon, Dleesure that I can acknowlelge the
help and encouragemeﬁt.that-many have oifered, I owe much to my fellow
students in seminars who listened and tr;ed to understand vhat I was '
endeavoring to say. For much of the thln{lng behind this study was for—‘
mulated early on in naive and utopian ways, yet ny colleagues encouraged
the ideas I was grappling with and helped'me to clerit&'the conceets I was
(and will continue to be) struggllng wltn.v I wculd like to mention Linee
Lamme, not beEZuse she helped me more than znyone elsc but because the
spirit of cooperation which she showed illustrates for ne;hhat is best in.
highervedﬁcatiﬁﬁ. In a llvely and provocative discussicn of some ideeas
ebout recurrent education, sﬁe laughed so nmuch that she criedy but she
nevertheless went to the trouble to give meihef typewritten ;eections and

criticisms of the paper which later emerged

Cemein el - . . v

I*ﬁulius K. Nyerere, ihtroduction to Freedon znd Unity: Uhuru

fna Umoja (Dar-es-Salaam: Oxford Unlver51tf °res= 1966), p. 22.
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.
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spent in helplng me to clarify and strengthen my argument. I owe

d'special debt to Professor Ruscoe, for he has-with infidite
a -
patlence and-great humor advised and eacouraged me throughout my .
o
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the writing of this dissertation. A
I am also enormously indebted to my Frlend and colleague,'.
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_EDUCATTON, SOCIETY AND' CHANGE

.- Cam .

" Education in Society
‘Education and society are intricat;ly related. Without educatipn
a society would céaéé to exist; gducation as.the means of4transmitting
. o B\
the culture of the soqiefy to Eﬁé hext generation serves to maintain
thé continﬁity, the self-perpetuation of the society.
Every society has some f&fm of eduhation,‘but the form will differ
with the form of the society. In a smzll homogeneous folk society,
there is a'élose,'intimate relatiénship between education and society.
The family is the ;ajo: (but not the-only)izggcat;onal agent, transmitting

the values and norms of the culture; that is, the family is responsible

for the socialization of the young. It is also in such a society the

Jjimain unit of economic productlon and therefore teaches the gractlch

skllls that are needed in adult life. The process of education is

éhared agreed—upon meanlngs and values, acce ted codes of behavior and




—,

2
Few such societies exist today. Industrialization and its

concomitant specialization of labor have diminished the responsibility

L™

of the family on several fronts. It"is-no longer the major agent: for

o

transmitting the values,and_norms of society. It shareé‘responéibility
for these tasks with,schoolé, which have dé@eloped as univérsalistic
institutions in increasingly industrialized sd&iétieé."Fﬁrther, the
w

family is no longer the economic and productive unit of society, so ..
it can no longer effeétively train—the y;ung in the occupational roleg
they will play in adult life. The respoasibility for allocating the
youné to different adu;ﬁ occyﬁafidnal roles hés been largely taken o;
by the schéols. Thus, the schools have an- instrumental function in
society in addition to an integrative ome.

There is potential conflict between the two main agencies--the

family and the school, and between the two main functions--the integrative

and .instrumental. The integrative function emphasizes what is common to

iall, the similarities among people -in a society. The instrumental

i
'

;function, in allocating persons to different roles, stresses the differ-
?ences among people. The relationship of education to socie§§ is 1éss
Ediréct, more diffused and com?lex when the responsibility is shared by
| K

;the family and the SChool,'bptithe division of‘respongibility is.n;t

1]

écleagly articulated. There is a tendency for schools to take on.greater

esponsibility=which may result in conflict over what the family assumes

e - — -

UK

fto bé its responsibilities. The potentizl conflict between‘the two

vfunctions may-result in the displaceément or demotion of the integrative

‘ffungpion by the instrumental function.
: :

I
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o - Society'iﬂ turn is characterized by a diversity of accepted
meapings, codes qgugfhavior, and techniques-cf.production. As society hés
become awérel‘of’thel;xistence &éwa;;;féity'within itself, and&?ﬁe many
directions sﬁch diversity may lead to, it has sought tdfdirect the

. ‘.. .

; ‘changes thét are takiﬂg place, to arrest certain changes and to facili—
tate certain‘others. For all but the .most eigfemé case;Aof,directed
change2 societ; calls oﬁ education to promote the changes it desir;él
Education, and par;icularly the schools, acguire a further function—-

that, of inducing socialvreformt_ ' - -

There is again a potential conflict among the functions,

especially as théy are operationalized. Between the integrative and

reform functions there is a conflict, on the one hand, in educating the

young to fit into and conform to the existing society, znd, on the other,

in educating the young to be innovative znd initiative in bringing ‘about

—ia society that does not yet exist. Between the instrumental and reform

. fdnctions, there is a conflict, though it appears to be more amemzble to

|

%:resofutibn. One effect of the instrumental function has been, not- only
%}to allocatevthe young to adult roles, but to prepare them o; these roles;
::thét is, the schools hévertakgp on the zdditional task of training (at

i least forvsome-of the young) i;'specialized industrial skills. Without

. for the moment in&ﬁiring into the effectiveness or appropriateness of

!,

”3this~t:aining, it appears-that ‘the training in particular skills may
"ﬁ(but need not necessarily) preclude the encouragement of' tHie entrepre-

hu_f;_Lneurialnskills_and"creativeness_that-are;called-fo;min-the~ehanging<society:—~——~}



. 4
There is a further function——that which is centered on the

individual and not on the society. Education, for the society, is a

means to an end. For the 1nd1vidual,_educatlon may be both a means to

an end, a personal investment or a preparatlon for adult :ples, anﬂ an

end in itself, the pursuit of.educatlon for education's sake., In its

role as a means .to an end, educationm has an individual centered functionm.

EY

In its role as an end inhitself, educetion may not be a function for aor
of society but is rather an activity that has intrinsic value for the

|l person. (It may be'a serendipitous enterprise, not amenable to institn;w
tional orovisionsf It'is therefore not dealt with in any detail in thiks
study of education in society.s In contrast, all four fuactions--
integzative, instrumental; social reform and individual centered—-as
means to ends, have an extrinsic, instrumental value.

The potential conflict among the various functions is not always

recognized, The functions tend to be treated separately. That they may

not be compatible with each other, that they may in certain ways ‘even be
jcontradicto?y, is not always taken into full consideration. As these
functions are operationalized and institutiomalized, the conflicts

among them tend to become real, "and the exoectatlons of what they are

. to do cannot be. fulfllled Thus; the institution of schocling, encumbered

with a number of conflicting functions and attemﬁting to solve certain

-

i soc1al -problems, turns out to be a soc1al problem in and. of 1tse1f'

’The resolutlon of the confllct ameong the functlons, and the

! elimination of the contradictions, is made more difficult because the

4 je e m e waest ke rndens | - Y
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school is not an autonomous institution. It is an imstrument of society,

and lacks the agency to reject certain functions. Even if the schoel

re-orders its priorities’i?wis'influenqggmbywthé society in ways the

.

school is unable to control. _

. Development L

The social change that education is calied upon to promote is
usually "development," "progress," "modernizatibn." Whatevér these
terms mean, the "modern-industrial society“ or the "developed countryf
apéears to be the result of an historical accident. It is not the
result of purposeful and directed éocial change,rthat is, of planning.
Nor is it the result of increased formal education, that is, of schooling.
That is to say, in the past, high literacy rates, z relatively skilled
labbr force and industrial development appear to have been associated
with each otﬁer.3 But increased formal education appears to be a result, ’
an integral part of economic\development rather than an instrument for

economic development. And plamning for the most parté appears to be an

;outgrdwth of development. Devélopment for the developed countrieg.has

not beén»Brought about by planning., Xevertheless, formal education as

f .

o §human,capital,5 eépgdially in its instrumental guise,6 is being called

!upon to bring about development in the so-called underdéveloped countries.-

i Now. "development," "progress," "modernization" for the under--.
i . , : - .

fdéveloped;cﬁﬁhtries seem to mean "catching up" with the developed

countries--especially in economic terms.. .That is, economic development
-2 s Y N . .

i
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seems to mean that which the developed countries have attained:

urbanization and industrialization based on scientific and techﬁological
{

\

. - . e ; , .
means of production. These characte¥istics axe translated .into <dindicators

of development, such as average and aggregate levels of national and per
| capita income, economic-growth rate, manufacturing capacity,” food
= '

production, value of exports. These.inédeatofS'eré quentiéetive measures
'pﬁ.eeonomie developmeht. " As such, they may not.adequately describe ~
qualitative matters such as the social codditions of the country, either
as they exist now or as they existed prev1ously, xhlch gave rise to the
-

changes that are seen today as development.

.One of the commonest indicators of development is per capita GNP.

. \\
Developed countries are those which have GNP's of $1000 and over; under-

developed countries are those which have GNP's below $500; a number of

countries fall in between. There are relatively few developed'countries

iJBy this measure. However, what this measure really indicates. is that there
% are.a few rich countries, a few relatively rich countries, and a largevnuﬁ—

: ber of _poor and vety poor countries.? . But the wealth of a couhtf& is not
necessarlly an adequate or approprlate 1nd1cator of developmégt that is, of

; the soc1al and economlc conditions of a country. A country like Libya may have

a high GNP but still be thoﬁghtﬁﬁf as underdeveloped by other criteria.8

{ GNBg’like other economic‘indicatofs, represents in simplified

and quantlflable form the results of an intricate and compllcated process

that the rich countries of today have undergone. The factors Withln the.

i process are - 1nterrelated and 1nterdependent. No svngle one appears to




be sufficient; that is, all appear to be necessary. Thus, development
is not thought of by the rich countries as being a redistribution of

the world's wealth, even~dn purely financial terms. ‘ﬁ%velopment is

seenvas a process by which a country pulls itself eé‘byAits beogsffé$§
with assistance and guidance fromlthe developed cguntries. This is a
long term and slow moving‘precess. At best, it may-improve conditions
in a country,. but 1t is unlikely to resolve the differences between
‘countries since the “tich countrles are, after all, stlll developing.
Indeed, the gap between the rich and poor countries will increase if
the rich countries continue to grow richer at a faster rate. ’ -
Ae long as development is treated ae a quantitative, not a
qualitative, matter, there is a tendency to discuss only the meads to

attain development. Discussion of what development is, that is, the

ends or goals, is limited. [The state of being developed is assumed to

be "good," and the process of development that the developed countries

have undergone is assumed to be the "right" and "natural' way of

change.- Althougﬁ a simplification, it ie alcost as if "more' means o
"better"——with.no further questions raised. It is oaly relativel

recently that wide{;recognition is‘being given to the fact that ecenomic
development is not an'unambiguo;s,:undifferentiated, unqualified Yeo0d,"

; as‘deoéle ;ecognize, for example, tﬁat one of the disbenefits of

H - .
. affluence and increased industrialization is increased effluence and

 -pollution.™" " -
. Further, development is really 2 metaphor,g a meaning, used to
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describe changes that have occurred. It may not be governed b natural"

laws, as is biological development. That is, while biological development,
e ’ :
from which the develbpment metaphor is derived; is teleological and = - .
possesses a determinate end (an acorn deéélops into an ozk tree), the
' e . ot
same cannot be assumed a priori for econozic development. To treat-the
end results of an intricate, cémplex, historical process as the 'matural”
® -
end or goal for all societies has one crucial consequence: it means
that alternative ends or goals of development are excluded. Thus,
development, from the viewpoint of the developed countries, is to make
the underdeveloped countries into "modern industrial societies," that
is, to make "them" like "us." It is assumed that underdeveloped countries

accept this' viewpoint as a matter of course. And, in additiom, if the

end ié accepted as a given, without_discussion or demur, there is a
Etendency also to accept the means of attaining this end. But if we
1
§recognize that development is a metaphor to describe a‘cgrtain kind of
%social éhange that has occurred, we recognize also that there may be

:different ends of social change and different means of attaining then.

i : el ;

E ) ‘7 ._ chiél Change

One way to look at the process of social change is to consider who

;initiates ‘the change. It is said that change stems from "some need which
‘i
ex1st1ng ways do not satlsfy nl0  gf the existing wa }s do not satlsf) my

1

"n d "1 may 1nvent a’ dlfferent way to catisfy that need The ensu1ng

1
o
i
{
H
H

change would be an innovation. The part*cular form nlgnt be the rESLlL of

i
1!
- ogem
i
I
t
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an accident; it would not be entirely novel, even where. the change is

11

the result of a reaction to something else, since every change has

. . G
-an- antecedent. . h Tt e

Voo

But I might also 'borrow" a way from a different situation; from

a different country, that might satisfy my need if it was transformed-
-|l to f£it into the pattern of my other ways.' The change that occurred

would then take the foim of a transformation. Or if someone else were

to point out that I needed some new way, and the pointing out was done
in such a manner that I would not or could not reject it, the change

that would occur would take the form of a trensfer. In the forms of

change as inmovation and transformation the initiation and carrying out

of the changé, the agency, is internel. In the form of change as

1.12

transfer, the agency is externa

The purpose of social change is to benefit people, and let us

assume for the moment that it is to. benefit the greatest number of

| people.* To.benefit people, changes m2y be made in the cultural, social

and physical environments, that is, in the realms of meanings, of

conduct and of technology. Changes may be made in the ideas, values;)

beliefs, myths, metaphors, worldviews by which people live and act.

Or changes may be made in the codesiof'beﬁaviorq the personal relation-

' ships, the social institutions by which and through which persons
L

- '{ interapt,wity;each»qther. Of chanéés may be made in the things people

use;-the techniques-of.production, the envirorment within which the pro-

oy

duction takes place. An example of a chanze in the realm of meanings

JE-N PR
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would be a religious conversion.3 The emergence of schools as institu-

. . 4 !
tions of formal education would be a change in the realm of conduct.

The creation of a factory from a cottage 1ndustry would be a change in |

the realm of technology The realms are 1nterrelated and 1nterdependent.
A change in the legal code would for emamnle, clearly affect changes in

both the realms of meanings and of conduct. Utilizing an assembly line
i ' s .
iin a factory would effect the realms of conduct and of technology.

In seeking to bring about change, elemeuts"may be borrowed from
’other countries in order to transform them. But it would appear that
lsomeﬂelements'are not easily transformzble; toey tend‘only to be
transferable. That is to say, some elements that are borrowed are of
such a nature that EEAIE_EE?EECElEIFO separate them as means from the
iends which they alFeady serve. If they are borrowed as an instrument,
a means to another end, they are so inextricasbly linked to the previous_v

irends that they prove to be dysfunc;ional, either failing to meet the

I
:new end or changing the new end to c01nc1de with the previous end. For
\

‘\example, a peasant farmer might "borron' a disc plow, but without a

l
.tractor to draw it the plow would be virtually useless. To borrow tﬁh

I . . o .
rtractor as well would nécessitate the services of a mechanic, a workshop

and the. 1mportat10n of. spare parts if the tractor was not to be abandoned

when it broke down.

i -

‘ﬁ The most common.elements chosen for transformetion are in the

-;realm of technology Theycare.thihgs, often tools, and technlcues of

§productlon.

It is often assumed that such elements are value neutral,

e e e e

i
i
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that they may be borrowed and transformed without affecting either
the realms of conduct or of méanings in any adverse way.

But these elementsjzgxﬁhé realm of-technology (which may lend
) e : SN e

themselves to’more rapid introduction than elements in the otﬁer realms)
may have far reaching effects on the realms of condlict and of meanings.

Aphange of technology may result in chéngeg in institutipnal and val;e

patterns, whether these latter changes are int;nAed or not. The far-

reaching consequences of a change in the technological realm may be

illustrated by the case of the Yir Yoront &boriginals. Their stone

axes were replaced by steel axes, and ‘although this change did not have

a marked effect on the technological realm and the uses'to whicﬁ the

steel axes were put, thefe ﬁére very marked changes in the value and

belief systems of the group and in the institutions and personal inter-

actions among members of the group.14 ' %§¥p
Thus, éven when the intention and agency of change are internal

and when transformation is intended, it may turn out tﬁat transfer

results. This seems to be the casé particulgrly with change in the

technolégical realm, so that it seems as if there is a'technologica?))-

inertia,ls'é force in things and toolé that nzkes them amenable only to

transfer and not to transformation: -

=~

. Development As Transfer

" The clearest example of external agency in initiating change is

that of colonialism:
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The pattern of economic development, political unification,
and social disruption was imposed in the early days with a
supreme nineteenth century disregard for local needs and
aspirations, the geperal view being that African values
were irrelevant and, should be ignored+16

.o

Although the "nineteenth century disregard” was later modified,

colonialism can still be defined as: ‘.
. 1

the direct political, economic and educational control of
one nation over another....[and] Neocolohialism is partly
a planned policy of advanced nations to maintain their
influence in developing countries, but it is also simply
a continuation of past practices.i

Development for the underdeveloped countries is like colonialism.

In some ways it is worse than colonialism: the colonial administrator

who spent a lifetime in a colony and who came to regard himself as a

i part of the colony as an internal agent has been replaced by the expert

adviser who may have little time for understanding the complexities
and niceties of the particular country he is visiting. In other éays,.
developmént is better than colonialism: national leaders do have a
choice of what,'when and how to make thanges.

But development which is treéted as making "them" 1ike ug"
gives only the appearance of choice and of intermal agency. The end?
or goal is taken as 4 glven' it 1s already set for the underdeveloped
country -when that country ;s defined as»gnderdeyeloped by the
developed countries—-an external agency. Because i£ isreéonomic develop-

ment that is posited as the end, the méans of changé are techmological

e r e .

transfers;thlngs and techniques for producing things are transferred

.from outside the country, from the developed countries.
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If we consider the shifts that have occurred in the types of ~
development aid over the last 25 years, it is apparent that the realm

of technology is no 1ong§§h§iﬁ§ly related.to-things and the production |

of things, but it subsumes also the rezlms of conduct and meanings.

Initially, development aid_to_underdeveloped countties took the form of
financial transfers (similar ‘to those Eadelthen to poét—war Eﬁgcpe and
Japan). These proved less than successful (t;oﬁgh one might ask, .
in whose terms?) and aid_yasAthen given in the form of technical
assistance.

. This was followed by a form of“inStitution—bﬁiiding which

.

prescribed what economic, social, and at times even political

‘institutions would be most effective to utilize the technology that

was offered. There followed then efiorts at mass education and social
welfare which would affect the attitudes of the people toward téchnology.
Most recently, at least one econqmist has argusd openly that for
development aid to be successful the urnderdeveloped couﬁtries must
choose new social values.18 Again, one might ask, success for whem
and in'whose terms? j) .
-Anothef éhift in-developmept‘aid that %ay be seén is_the shift in
thg visibility of agenéy-—froi‘externgl to internzl agency. .The
national leadership of aﬁ underdevelopéd country éay épﬁear to choose

-t

certain elements over others--that is, moving to the form of change of

borrowing and transformaticn. But even then certain elements are

more easily transformed than others. Elements in the realm of technology~~-
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hardware--do not appear to be easily transformable, a tractor
remains a tractor; elements in the realm of conduct eﬁpear to be
a softer ware and . to be mexe, ea51ly transrormed " However, some

elements in this realm, such as ‘economic and educatloval 1nst1tut10ns,"

are “harder" than others, such as political and religious institutions.

+

That is,'some institutions,.even where, the internzl in;entiop is
tfansfq;mation,-turﬁ oet to be‘susceptible only to transfer, anhd
this may be due to their closeness to the purely-.technological realm.
De&elopment as commonly viewed is linear expansion of the
availabili;y-of material goods and its, concomitant urbanization and
industrialization;. it is both inevitable and desirable.. I hé&é argued
that in this view development for undercdeveloped countries is change
in the form of transfer which is prescriptive, and the eiemeﬁts used
to bring about this form of change are subject to technological
inertia. A less commonly held view is that development is a complex
process, that beth its ends and means are copen to interpretation,
and that those who will be most affected by it should determine the
form and substanee of ‘thre changes to be brought about in their
sociefy. Chapter II deals with such a viewpoint in a particular

society~-Tanzania.

-
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(BTES. TO CHAPTER I. ..

lThis is used metaphorically. Society is an abstraction and ...
is not capable of awareness, intentions or actions. Only persons-
have these capabilities and are "able to initiate and implement
changes. Where society is seemingly empowered with personal capabili-
ties, the usage is only fipurative and should not be read as
personification. .

2In the most extreme cases, such as Russia in the post-
revolutionary and Stalinist periods,; some people were thought to
be irredeemable, incapable of re—educatlon and therefore isolated
from the rest of society.

33ee: C. Arnold Anderson, "Literacy and Schooling on ?%e
Development Threshold: Some Historical Cases' in Education and
Economic Development ed. by C. Arnold Anderson and Mary Jean Bowman
(Chicago: Aldine Publishing Co., 1965), pp. 347-362; and M. B. Janson
and L. Stone, "Education and Modernizaticn in Japan and England"
in Comparative Studies in Society and History, Vol. IX, No. 2
(1966-7), pp. 208-232.

4Excluded here are the cases 6f the USSR--since it is both
developed and developing, having a high industrial capacity and also
large areas that are underdeveloped; of Japan--for though its growth
is usually thought of as being the result of planning, this view is
not supported by Herbert Passin in "Portents of Modernity and the
Meiji Emergence" in Education and Economic Development, Anderson
and Bowman, pp. 394-421; and of Israel, which is unique. :} .

sFor a discussion of the investment in education to produce
human capital, see: Theodore W.-Schultz, "Investment in Human
Capital”. in American Economic Teview, Vel. 51 (1961), pp. 1-17; and
the supplement to Journal of Political Economy, Vol. 70, Ne. 5 (1962),
"Investment in Human Beings," which contains eight articles.

“Bptbert E. Gollin, "Foreign Study and Modernization: The
Transfer . of. Technology-Through Education" in International Social

Sc1ence‘Journal Vol. 19, No. 3, Fall 1967, p. 361.




16

TThe following table may illustrate this point. It is compiled
from:; Benjamin Higgins, Economic Development (New York: W. W. Norton
and Co., 1967), Appendix Table Iy Gross Rational Product Per Capita,
1961 and 1964, pp. 851-854., w=

Gross Nefional'Produét fer Cepita -
Number of Countries Over $1000-  $300-  $250- $100- Below

in 1961%* $2000 $2000. $1000  $500 . $250 $100
English speaking . . . O 4 ;
- and “European ootz 10 5 3 1 -
Communist - - 3 5 3 1
Latin America - - 3 10 7 2 E
Middle East - - 1 1- 10 1 :
Asia - - - 2 6 8
Africa .- o= - - 3 8 ;
TOTAL o 2 10. 12 . 21 130 20

%#(1964 figures are incomplete, thus not included)

8The inadequacy and inappropriateness of GNP as a comparative
measure is reflected in the following selected figures:
Gross National Product Per Capita (1969)--US $4240, France $2460,
GB $1890, USSR $1200, China n/a on this table (all five .countries
have produced nuclear weapons), Kuwait $3320, Libya $l:lO (both are
major oil producers but are underdeveloped).

To compare the US and China, income per capita figures are
available, thus: US $3886, USSR $970, China $90, Tanzania $70.

First set of figures are from table om p. 3, second set from
‘country entries p. 266, 272, 58, 254, The Bock of the Year 1973,

}ed by James Partington(New York: Collier Books, 1972).

IRobert A. Nisbet, Social Change and sttorV Aspects of
uthe Western Theory of Development (New Yorx Oxford University j> -
IPress, 1970). ‘ -

E . loEdward H. Spicer in 'Euman Probless inm Technological Change

ied. by Edward H. Spicer (New York: John Wiley and Somns, 3rd printing,
.'1967) p. 292. As’explained in Wote 1 above, a society camnot have

ja need. See: H. G. Barnett, Innovation: The Basis of Cultural

ﬂ ange (New York: McGraw-Hill, 1953), p. 15. An alternative formu-
11at10n, which however also avoids the issue of agency, is that change
iiis-"a response to the presence of some degree of social disorganization,
caused either internally or externally.” Amitai and Eva Etzioni in B
! Social” Change; ed. by Amitai Etzioni and Eva Etzioni (\ew York: Basic
Books, 1964), p. 403, °
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llgee: Barnett, Imnovation, pp. 779, who defines an innovation as
"any thought, behavior, or thing that is new because it is qualitatively
different .from existing forms," p. 7. -

lzThese deflnltlons are drawn~in, perscnal terms. They will

however be used in non-personal terms, as though they Wete applicable
to society, which in reality they are not. 'A sociéty will be "assigned™
internal agency where the intentions and actions originate in that
society; where intention and action occur 1n different socletles, the
agency is extermal. L I

. -131¢ is virtually 1mp0351b1e to glve an ezample of change in”
the realm.of meanings alone that is not couched in personal terms.
.- Changes in this realm that affect more thea one person will invglve
institutions and thus affect changes also in the realm of conduct.

14See' Lauriston Sharp, ''Steel 4Axes for Stone Age Australzans,
in Splcer Human Problems in Technologlcal Change, PP. 69-90.

The term "technological inertia" is preferred to the more
commonly used term “technological imperative," since the latter seems
to imply absolute inevitability and the absence of any human actor or
agent controlling or choosing among technologies.. In this context, cf.
Elisabeth Mann Borgese, 'Human Nature Is Still Evolving” in The Center
Magazine, Vol. VI, No. 2, March/April 1973, pp. 4-9, who writes:
"Technology has no moral dimension. What is good or bad is the use
we make of it. I cannot accept the idea of z technological imperative,
the notion that technology is something autonromous and devilish,
which in the end, will destroy mankind and drobably the whole world."
A@. 6.) The term "inertia" is used intentiomally for its connotations
! with mechanics, cf. the QED definition: "That property of matter by
;virtue of which it continues in its existing state, whether of rest
I’or of uniform motion in a straight line, uvnless that state is altered
by an external force.

16J. Cameron and W. A Dodd, Societr, Schools and Progress in
Tanzania, (Oxford: Pergamon Press, 1970), p. 230.

17Ph111p G. Altbach, "Education and Neo- colonialism: 4 Note,"
in Comparative Educatlon Rev1ev, Vol. 15, ¥o. 2, June 1971, p. 237.

! lBSee' Ne11 Jacoby, "The Progress of Peoples: Toward a Theory
{ and Policy Development with External Aid." The Center for the Study

i of Democratic Instltutlons, A €enter Occasionzl Paper, June 1969.

! The 51gnif1cance of 'thig thift in development aid is beginning to

4 provoke some debate (though mlnlmal action except among a few low-

: profile countries such as Sweden and the Netherlands) about the kinds
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and amounts of aid that are desirable. Jacoby's view is that."there "
exists something like a jractical science of development" (a comment
made by William Gorman, a discussant of -Jacoby's paper and not denied
by Jacoby, p. 34, his italics). Another view is that of Sayre P.
Schatz, "Impllcatlons of Economic Developiient" in Development: For
What? ed. by John H. Hallowell (Durham: - Duke Univ. ‘Press,. 1964):, who
argues that economic development necessarily implies a "transformation
of deeply held social values" (p. vii) and thus much bolder policies
are needed to meet the problems and the disruptive social consequences.
In contrast, Gunnar Myrdal, "Political Factors in Economic Assistance"
in Scientific American, Vol. 226, No. 4,.April 1972, pp. 15~ 21,,§;ates
I categofically that "No aid can Be morally neutral" (p; 21), And Denis
_Goulet begins the preface toThe Cruel Choice: A New Concept in the
Theory of Development (New York: Atheneum, 1971) with: "The aim of
this work is to thrust debates over economic and social development
into the arena of ethical values." He thus calls for attention to
be paid to the values held by those in developed countries. Apart from
the moral objections to the imperative that underdeveloped cbun;;ies
choose new valuwes, it is difficult to imagine how.-cone goes about
"choosing new values, since the values are a part of one's culture,
and how one chooses a culture different from one's own. Ultimately,
values lie at the base of any choice; therefore, how does one choose
to change that basis of choice?
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CHAPTER II s
TANZANTA = ‘ L

Underdevelopment -
Tanzania is an underdeveloped country by most criteri;. Indeed
it was classified as one of the least-developed countries by the
General Assembly of the United Nations ig.November 1971 on the séécific

.

criteria of a low level of income (Per'géPita Cross Domestic Product
of $71), a small manufacturing capacitx}%ﬁz of total production) and-
widespread illiteracy (only 17% adult"literacy).1

The least developed countries are described by the OECD Observer
as being comprised of peasant societies, in which agricultural develop-
ment. is limited to a considerable extent by the ecological conditions
(e.g., poor soils, insufficiemt rainfall). Thére are poor communications
anﬁ a marked difference between rural and urban conditions. In the
ru¥a1 areas agriculture is largely for subsistenée purposes, with cash
cropé produced.élmost eﬁtirely for items such as school fees and gaxes.
The general absence of casﬁ incomes r§§u1ts in a limired demand.for

a market which is too smell to attract

foreign investofs, Mineral ‘resources are largely. undetermined or

undeveloped. There is a relative absence of '"human capital" so that
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not only are there 1nsuff1c1ent peréonnel to man the soc1al services
such as health and education, thereby cau51ng bottlenecks in the i
implementing of changes»(g.g., availability of agriculturar extension

workers); but also there is a low absorptive capacity for techno-

logical advances.2 £

“This description fits Tanzania reasonzbly well, TIwo-thirds of

the land area is unsuitable for human settlement due to inadequate

rainfall and tsetse fly-infestation, so that 90% of the population

llVES on one third of the land. Less than 5% of the populatlon lives

“in the urban areas or is employed in the e>cnange ‘market or modern

sector. The bulk of the population is engaged in subsistence
agriculture.3 Further, about one third live close to the shores of.

Lakes Victoria and Tanganyika and are at the end of long lines of

communication that were developed for getting geods to the, coast for J

overseas markets without concern for the development of internal
markets. . |
Diamonds and a small quantity of gold.are nined but "present
indications are that Tanzania...is not rich in easily exploirable
minerals."5 There are clearly two economies-—rhat of the modern
monetary sector and thab of the tradltlonal subsistence sector. The

modern sector, though small, contrlbutes out of "all proportlon to

external trade and the earn1ng of forelgn excnange.

LN

Tanzania is thus poor in. respect to both its physical‘resburces'_

and its capital accumulative ability. In terms of its human resources,
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there are insufficieﬁt skilled personnel to'man even the enterprises,
government and brivate, established priof to independence. A further
burden in attempting to expand the ﬂJ;;Z} éf.skillea“ﬁéféénpel is that,
with a life expectancy of 40-41 years,6 ebout 45% of the populatién is
under the age of 16.7 That is, almost nzlf the populagion is’félatively

unproductive in economic terms. oo
Thus, Tanzania is a poor country, but its poverty can be
expressed in three different ways. First, with the majorit;.of people
living at a suBsistence level at which bne poor harvesp can produge‘a
real famine, there is a.level of absolute pover;y.‘rTé recognize this
1s to address the question of needs. Second, with a <zl economy and
an urban/rural dichotomy, poverty is relative within the country.
To recognize this is to address the question of relative distributiom.
It is, third,a poof country when compared to other countries, and it is
th%éﬂielative poverty which is addressed when a country is described
as éggggﬁeveloped.

But there are several difficulties that arise from this last way

of describing a country. The first is that, once a problem is

defined, a particular kind of solution is assumed to be available and
that those who define the problem also have the solution to the problem.

A second, concomitant difficulty is that certain features are singled

-lout as being relevant to the problem and thus the ones to be attended

to in order. to solve the problem,; Questious are seldom raised as to whether

these features are the only relevant ones, whether to remedy them will
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prove adequate, and whether their‘rémedy and solution is appropriate

to the issue of underdevelopment, distribution or needs. TFor to

'resolve the issue of underdevelopment is--tg only address directly

the povertyvlevel vhich is relative to other countries. This leads -
to a failure to address adéduately the two other levels of poverty.
By paying greater attention to urban developments and to

| industrialization (vhich are the comparable features to the deéveloped

count:ies), the relative degree of poverty between urban and rural
areas may be increased. And urbanmization and industrializatioﬁ are
likely to have little impact on relieving the level of absolute
pd&erty which affects most of the rural population. As long as develop-
ment_is seen as industfialization and urbanization, rural development
is only a means to this end. ~ Increased foo& production is needed
for the increased urban population.

But to increase food production and to relezse the rural
Eunderemployed for industrial employment, agriculture must be changed
from a subsistence basis to a market crop basis.. This develoﬁment

depends on eliminating the tsetse fly, increasing the perménent water

supplies, producing drought-resistant and increased<yield crops, and

persuading the farmers to change their methods and their depepdence

upon food crops. As this development takes place, it will presumably

offer an expanding market for manufactured geods.

Thus, further?in&ustrialization is dependent on developmant

in the rural areas. -All this requires money, and neither mining nor
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the exrport of Tanzaria's primery products (tea, coffe@, cotton,
and sisal) can'bring in even adequate amounts of the foreign exchange
. . . 7 . ' ‘
needed to finance such investments; particularly at-a—time when the
terms of world trade are not especially favorable to primesry producers.
For Tanzania, as for other least developed countries,. this process

means that ."it will be virtually.imposéible for these countries” to

-~ .

‘make any substantial progress if they have -to rely entirely on their

own human, physical and financial resources."8 That is, for Tanzania

to break the vicious circle of relative poverty, it will have to

rely on development aid to provide personnel, technology and finance

in order to make "substantial progress." It will have to be a dependent

——

. country—~dependent on aid from others znd on their definition of

progress and &evelopment.

Development Redefined
Until 1967, Tanzania appeared to accept the usual definition
of ﬁnderdevelopment-—low income levels, low ménufacturipg capacity,
widespread illiteracy. It also appeared to accept conventionél

solutions to these problems--dependence on others for financial and

: technical assistance, expansion of.the codern monetary sector,

rationalization and mechanization of the rural sector. The Five
o

. Year Developuent Plan, 1964—69, with heavy reliance on foreign aid;

- T -

envisaged
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the accomplishment of a social znd economic revolution
[stating] "the poverty of the country Yesults more from
structural deficiencies in economic and social fields than
from any lack of potential within either of them" [and]
the bulk of expenditure was e@riarKed for the
of agriculture, industry, commerce and 1nfrast ucture
which accounted for almost two-thirds of the tbtal [L246
million]. Social services, including health, education,
and housing, by far the largest item, accounted for ther
remaining third.

"But ‘publication of the "Aru%ha beéla%ation" on'S‘Egﬁruar§d'
1967 called into question the standard meanings of, problems of,
and solutions to underdevelopment. Before dealing with this
docﬁﬁent, its intention; and implicatiéné,Aa brief history of

‘Tanzania seems in order.

Background to the Arusha Declaration

Tanzanial® was colonized-gy Germany in the 19th century scrawmble
for Africa, and after World War I it was mandated to Britain by the
'League of Nations. First as a Mandate and then as a UN Trust Territory,

it was never considered as a British colony suitable for settlement as

was the case with Kenya and ‘Rhodesia. There were relatively few
settlers, of varied naticnalities, having limited political influence.

UN visiting missions after World War II were sympathetic toward

gspirations to independence, and the country peacefully attained
independence from Britain in 1961, adopting republican status within

! the ‘British Cgmmoqwe@lt§u§pM19§gjll

b4




neither strong emotional ties in the form of British- settlers
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Tanzania hasidiffered from most African countries on several
counts. First; it was administered by two colonial powers, Germany
and Britain, each for a period lastiﬁg“gbdht 40 yeg;EL‘hThe‘two
powers' ﬁolicies were quite different,l? viéibly so, with éhe result
that Tanzania was less ready than other colpnies to accept British
rule .as "matural," usual or lasting. = . ‘ .

» Second, the struggle for independence was miniﬁai %écause
Britain was never the final arbiter on this gquestion but only tﬁe
temporary protector of Tanzania for the UN. Moreover, Britain had
13-
nor financial interests to protect. With no lérge tr;bes, but with
more than- 120 small tribes, none of them large or strong enough to

dominate the others, there was an absence of the kind of internal

conflict and competition among tribes for political power and domina-

_tion that has disturbed and disrupted so many other African

countries.

Third, a-single language, Swahili, was widely used and accepted.
It was used in administration by the Germans and retainéd by the
British a; the medium of instruction in most primsry schools. It is
now the national language.

Finally, there is the profound influé;ce ezercised by Julius
Nye;ered_whé created the Tanganyika Zfrican National Union (TANU) in

1954, led the Cbuﬁﬁryﬁggbih&epe;dence in 1961, and became the first

president in 1962.. He is known affectionately by his countrymen as
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Mwaiimu (teacPer) and has even been romantiéally described as »
Tanzania's Philoéoéher—King. His influence is such that it is
difficult to determine which are his'é;izéi%s and which-are Fhose of
the TANU. His style of operation, which inél;des s#énding almost
half his time in rural areas, often traveling on foot, is clearly
one of deliberative and persuasive rathe; than authorit;tive'leader;"
ship, and he seeks by his own example to imbue others with his idgals.

Tanzania, although one of the poorest countries in Africa, has

gained international attention for the leading role it plays in

J| African affairs. Perhaps its unusual background has facilitated its

emergence as a country that is attempting to find alternative and
different solutions to its particular problems. It differs most clearly
from other African countries in the clarity and coherence with which it
has stated its intentions about political, social and economic
ipdependence, especially since 1967. Thus, it is necessary to return

to the question oﬁ development, and to the appropriateness of the
previous definition of and solutions to underdévelopmentz in light of
the "Arusha Declaration and TANU's pqlicy on Socialism and Self-

Reliance."1%"

The Arusha Declaration

o

The Declaration begins with a raiteration of the principlés of

socialism on which TANU is bésed;.but it is much more a statement of

: intent than previous policy statements. "Ujamaa: The Basis of
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African Socialism"!® was Pwblished in 1962, but it was '"neither
a call to actioﬁ ﬁor a program of development but e statement of
humanistic ideals [which are]—sufficizgziy‘?mpreéisemand~flexible

to provide justification or explanation for almost any governmental

policy."l6 . : ot

".Tn contrast, the Declaration states: -

A truly socialist state is one in which 211 people are
workers and in which neither capitalism nor feudzlism.
exists. It does not have two classes of people....no
person exploits another....and the incomes derived from
different types of work are not grossly divergent....all
the major means of production and exchange in the natiom - -
are controlled or owned by the peasants through the

l machinery of their government and their ¢o-operatives.

[ Although this state is yet to be attained, there is the war

against poverty and oppression which must also be waged:

it is obvious that in the past we have chosen the wrong

weapon for our struggle because we chose money as our

weapon. We are trying to overcome our economic weakness by
using the weapons of the economically strong--weapons which we
in fact do mot possess....Ilt is as if we had said "Money is the
basis of development. Without monev there can te no develop-
ment." ’ :

Money as the basis of development is rejected for two reasons:
L] .

Firstly, we shall not get the momey....there is no country
in thé world which is prepared to give us gifts cr loans or
establish industries, to the extent that we would be able-
to achieve agll our development targets....even 'if all the
prosperous nations were willing to help the needy countries,
the assistance would still not suffice. But in any case

the prosperous nations have not accepted a respomsibility
to flght world poverty.

B and sepondly,...even if we -could get all that we need,. such

dependence on others would endanger our indepfndence and our
ability to choose our own political policies.
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The document then addresses the question of industrialization,
its costs and benéfits, and points out that people in the urban
areas are the chief beneficiaries of iﬁﬁﬁ?ﬁrialization,hutmthat the
costs are borne largely by people in the rural areas:
The largest proportion of the loans will be spent in, or for,
the urban- areas, but the largest proportion of the repayment .
will be made through the efforts of the farmers [and] if we ... .
are not careful we might get to the position where the. real
exploitation in Tanzania is that of the town dwellers
exploiting the peasants.
In rejecting money and industrialization as the bases of
development, the claim is made that
the development of a country is brought about by people,
not by money. Money, and the wealth it represents, is the
result and not the basis of development. The four pre-

requisites of development are diffegent: they are (i)
People; (ii) Land; (iii) Good Policies; (iv) Good Leadership.

2X
These four prerequisites are explicated to mean that
agriculture is to be the basis of development, not for developmeut.

"The main aim of development is to get more food."22 People are to

i Work hard since "the people and their hard work are the foundations of

development, and money is one of the fruits of that hard work. 23

They are also to be taught the meaning of self-reliance and encouraged

- to practice it in order to implement the policy of socialism.

In .accordance with the call‘fbr good and exeipla?y leadership,
the Declaration spec1f1es that a Government or TANU leader (which also
1nc1udes those at the lowest. level)24 should nelther hold a director-
ship in a p:lvate enterprise, nor shares in a company, nor receive

&
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more than one salary, ﬂor oﬁn houses for renting to others. This
specificgtion_appears as Part 5 of the document and is the Arusha
.Resolutiog, properly speaking. It is pefﬁagsdworth nog;ggAghaf this
matter iéAsaid to have caused the greatest coﬁsfernatibn ambng‘the
delegates and that, although leaders were given a>year in which to
divest themselyes of their interests, a small number preférred,to ._;
leave the party than to do this. Nyerere's eX¥ample is quite‘éiear. In
October 1966, at the time of the university student crisié which ar;se
over students' national service obligations,25 Nyerere took a 20%
cut in salary and hpersuaded" his ministers to do 1ikewisé.26_‘ -
Thus, the Arusha Declaration, a statement nét by Nyereggi:

.

.‘-}*
but by the TANU National Executive Committee, rejects the conventional

. prescriptions to Tanzania's problem of underdevelopment. It

insists that people, not money, should be the basis of development;
that rural development is necessary, not just to facilitate industri-
alization, but in order to alleviate the absolute poverty of the
mass of people; that urban development should not precede rural
development; and that dependence on other countries for assistance is
not feasiﬁle or desirable.

In stressing people, not:money{ the Arﬁsha Declaration calls

for a distributive revolution rather than a development revolution.

’That_is, it calls for small butsignificant improvements, such as

?bettei.hea;th and better food, in tﬁg lives of the peasant farmers

rather than rapid industrialization and dramatic changes in the living

g
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standards of the urban minority. Development is thus given a new
interpretation: The major concern is with absolute poverty and with

3 . ) . e ’
distrlbutlop, not with underdevelopment or,poverty relative-to other
countries. Therefore, the common measures of development such as

ene2’ appear to be inappropriate. ¢

Socialism and Self-Reliance

For Nyerere, socialism is an attitude of mind,?'8 a belief,

a way of life,29 and self-reliance is its major structural component.

The basis of socialism in.Tanzania is the traditional African family
living togéther according to the principles of ujamaa——familyhood.30
These principles are stated as: mutual involvement and respect for

one another, communality of property, and an obligation upon everyone

to work.31
The objective of socialism is

to build a society in which all members have equal rights
and equal opportunities; in which all can live at peace with
their neighbours without suffering or imposing injustice,
being exploited, or exploiting; and in which all have a
graduall¥ \increasing basic level of material welfare before
any~indigidual lives in luxury.

. To do this

We must take our traditional system, correct its shortcomings
[unequal treatment of women and poverty33], and adapt to its
service the things we can learn from the technologically

. developed societies of other continents.

it -

Prior to the Arusha Declaration, self-reliance was a broad

principle underlying many of Nyerere's actions. It was & concept
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he insisted on when f;rming TANU in 1954. At that time the party
was to be for Africans only, not because its.principles were racist
but because it was believed that only!fﬁ?ﬁuéh organizingﬁtheif own
affairs and gaining independence by themselvgé.coul&-Tanzénians
gain self-confidence in their ability to govern.themse1§és and. tb
control their own &estiny. Membexship in the party was 5pened to w:
people of all races in 1963. .

In the area of international relationships, an independent,
if not- self-reliant, position has been taken. This is perhaps best
exemplified by N&grege's remark in Peking in 1965: "We.wish to
be friendly with all, and we will never let our friends choose our
enemies for us."3?

In 1964, when Tanzania recognized East Germany, West Germany
withdrew its promised military and technical assistance, worth &7 1/2
million. And in 1965, when Tanzania broke diplomatic relations with
Britain (in accordance with an OAU resolution) over the Unilateral
Declaration of Independence ip Rhodesia, Britain suspended an £8
million loan which, like the West German aid, was crucial to the Five
Year Developﬁent Plaﬁ, 1964-69.

Now, it might be suggested from these instances that self-

reliance is a result of necessity due to Nyerere's being overprincipled,

e

too idealistic, or just plain unpragmatic. I would suggest, however,

- erme et

that this criticism is inappropriate. Tanzania attempts to put its

ideals and principles into practice, even if this seems to lead to its
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economic disadvantage.36 It is perhaps a further instance of Tanzania's

unwillingness to decept as appropriate the practices which are pre-

.scribed through some forms of tied aid #fd™“which are expected by some

of the develéped countries.

The Arusha Declaration was followed later in the year by two
fﬁrtﬁer statemgnté of intengg—“Educgtion fbr—Self—Reliangé" and e
"Socialism and Rural Development."37 Since publication of tﬁéée
statements, socialism and self-reliance have been put into practice in
a number of ways, and they have come to mean slightly different things

at different levels of operation. : “,;‘}
"Sociaiism and Rural Develcpment" calls for tﬂe gradual and
voluntary establishment of ujamsa villages, so that instead of being
"a nation of individual peasant producers who are gradually adopting
the incentives and ethics of the capitalistic system," Tanzania
should become "a nation of ujamaa villages where people co-operate
directly in small groups and where these small groups co-operate
together in joint enterprises.'38 There are still relatively few
of these villages. In 1972, there were over 3000 viilages‘involving
1.3 million people, which represents only 10% of the population.39

A less gradualistic approach was taken at the national level,

where socialism and self-reliance resulted in the partial nationali-

o

‘zation of banks and commercial enterprises, and where para-statal

! corporations have been established En order to shift the control of

economic- power from the private to the public sector.40
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At the internétional level, Tanzania has preferfed assistance
from low profilé countries, such as Sweden, which offer less threat
of domination. Such assistance is laf@EIy’in the formupfwsméll,
specific c?operative ventures, where aid caﬁ‘éct “as a cétaiyst of
Tanzanian activity."4% Although massive aid_haé been received from
China, especially to-build the Tapzania-Zambia railway,"this has-béen-
}epresented as an exception in oxder to help a beleagueredkﬁeighbor.42
Indeed, 1972 saw passage of a resolution to seek no further aid from
China until the railway is completed in-1975.43

In summary, Tanzania has chosen not to accept the notions -
of transfer tﬁat are implicit (and sometimes explicit) in the usual
definition of development. It is willing to borrow elements from
other'countries but seeks to transform them in the light of its
particular needs as perceived from within the country. It aspires
to a particular'political, social and economic framework, and
education is called upon to promote the social changes that are
necessary to translate the declarations of intent into reality.
vEducation is seen then as a means to the ends of sdcialiém and self~
reliance.

Let me turn then to a consideration ﬁf the gind of education
envisaged in "Education for Self-Reliance." In dealing with this

document, it is useful first to summarize it without comment and then

to discuss its iﬁﬁiiéafigﬁéfv
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Education for Self-Reliance
"Education for Self-Reliance" is in essence a survey of the
kinds of education there have been iﬁpfépzénia——traditionél; colonial-
and preseAt (1967)~-~and an outline of the chénges ﬁﬂat afe to be
made in the future. -It stresses that the purpése of education ‘has

always been the same-~-to transmit the knowledge, skills, values -and - -

“ .

attitudes of the society. But as societies change, so must the

focus and emphasis of education change.
Traditional education was informal. There were no schools,
but children learned in the home the skills and behaviors of the*
society; they learned the tribal historv and the values and beliefs
of the society from the tribal elders; and every adult was a teacher,
to a greater or lesser degree.
The colonial system was formalized and
was modelled on the British system, but with even heavier
emphasis on subservient attitudes amnd on white~collar skills....
It emphasized and encouraged the individuglistic instincts
of mankind [and] led to the possession of individual material
wealth being the major criterion of social merit and worth.
This system was deemed inadequate and inappropriate for the newly
independent state of Tanzania.

By 1967 changes héd been made to eliminate racial and religiods

discrimination from the schools, to expand the opportunities available, -

s

| and to replace the British perspective in order to mzke them much more

Tanzanian in content. But further modification--or a new approach—-may

be needed, given that Tanzania wishes to be a socialist; not a capitalist

~ N

society.
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Although we do'not claim to have drawn up a blueprint of the
future, the values and objectives of our society have been
stated mahy timess” We have said that we want to create a
socialist society which is based on three principles: - equality
and respect for human dignity; sharlng of the resources which
are produced by our efforts; work by everyone. and exploitation
by none.

In order to build this socialist state, education must do

certain things: . . T _ N
our. education must inculcate a sense of commitment to the
total community,.,.emphasize co-operative endeavour, not
individual advancement; it must stress concepts of equality
and the responsibility to give service which goes with

-any special ability....And, in particular, our education-:
must counteract the temptatlon to intellectual arrogance.

Education must also prepare the young people to be good farmers
and good citizens. To do this, it must encourage in each person
the development of
an enquiring mind; an ability to learn from what others do,
and reject or adapt it to his own needs; and a basic confidence
in his own position as a free and equal member of the society,
who values others and. is valued by them for what he does and
not for what he obtains.
But the existing system fails to do these things in several
respects. First, it does not ‘encourage the "integration of pupils
into the society they will enter."48 It instead encourages "attitudes
: of inequality, intellectual arrogance and intense individualism."49
' This, it is stated, is because the system is elitist, "designed to
meet the iﬁterests and needs of a very‘small proportion of those who
_enter the school system. "59 It is. divorcing the part1c1pants from the

society for which they are supposed to be prepared.
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Second, the existing system generates a sense of failure in
those who do not go on to secondary schooling; and those who do go on

have a sense of having "deserved a prize:..ligh wage§l‘59@foftable

w51

employment.in towns and personal status in éoéiety.

AThird, the existing system encourages_thé growth of a class
structure iq the society, removing the healthiest and sérongest yqﬁpg
men and women from productive work, and allqwing them to be consumers
of other people's labor. -

“ Finally; thé‘ex;sting system enccufages‘the idea that all
knowledge that’;s worthwhile is acquired from books or from 'educated
people.'"?*2
The question is raised: '"Can these faults be corrected?"?3
And the answer given is that changes must be made in the content of
the curriculum, the organization of the schools and the entry age to

primary school. Primary school, entered at seven years of age, is to

be a complete education in itself, not a preparation for secondary

schooling. It is to

prepare people for life and service in the villages and the
rural areas....publicly provided "educatiom for education's
sake" must be general education for the masses. Further
education fo§4a‘selected few must be. education for service
to the many.” ..

Every school should also be a farm and a part of the larger

community, so that "the school community should consist of people

who are both-teachers and farmers, and pupils and farmers."?>
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Although the problems of examinations and the question of

selection procedures are recognized, action on these two items is

Lenta W Ty
postponed to some later date.56 . oo S

Implication of 'Education for Self-Reliance" !
In examining this document at some length, my putpose has been

to show the role that edﬁcation is expected to play in the intended.
and aspired to socialist state. It is e;pected primarily to iégulcate
values and attitudes that are not at present strongly stressed by
schools-—egual;ty, cooperativeness, in{ellectual independeﬁce, and )

also to integrate the participants into the envisaged society.

It is not my conmcern to question the assumptions made about

£ Y
traditional education,57 or the criticisms made of colonial education.

These are historical questions which do not fall within the scope of
this study. I accept as valid the criticisms made of the existing
system. Nor is my concern with how these proposed changes are to be
or are being implemented. My concern rather is with the prior question
of whether ‘these changes are sufficient to correct the faults listed—
elitism, bookishness and divisiveness. ‘

ﬁith regard to the question of "implementation, one should note
that many of the principles and objectives embodied in "Education‘for
Self—Reliance?tare not new or uniqug; even in Ianzania's histor&,

despite the critdcisms made of the colonial system. The Phelps-Stokes

Committee Report of 1925 recommended that education should be adapted
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to local conditions, and the Middle School Syllabus of 1952, with a

marked agricultural emphasis, was an endeavor to prepare pupils for
e

life in a rural community‘58 A major reason for the fallure of these

| attempts was that, as it is succinctly put in "Education for Self-

ra
Reliance,” ‘

indiviaually and collectively we h%ﬁé in préctice thought
of education as a training for the skills required to earn
hipgh salaries in the modern sector of our economy.
While there are many problems attendant upon this latest
attempt‘to make séhools more relevént to rural living, includi;g the
problem of the attitude of the impleménters vho were educéted under

a different dideology, the view of education as a means to high status
still remains the major problem. One should not of course predict
another failure; the principles underlying the society have been
changed (at least at an official level) and many practices reflect
this change. As the policy of a national, not a colonial, govern-
ment, it may be expected to find greater acceptance and less explicit
resistance.

| The changes envisaged are much broader than’in the previous
endeavors and are de51gned to fit in and be aligned with the changes
envisaged in the society as a whole. "I do not believe, however, that

the chapges envisaged go far eﬁoughf they may be necessary but they

‘are not sufficient, as long as certain other practices, such as those

relating to examinations and selection procedures, remain unchanged.
. . 5
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In making this claim, let me stress again that .I am not

questioning whether the change§ envisaged'are feasible or can in
reality be imblemented. Rather,; I am ég;;}tiﬁg that changes ;ﬁ the
way schools are run and changes in the things ;hat pﬁﬁils ao and
study--that is, changes in modes of behavior in the schools--are not
sufficiént to-change the attitudes.and suBSéquent behaviér of the"'“
pupils toward schooling and toward society in- the desired wa;;
As long as certain other modes of behavior, such as those atte;dant
upon examinations and selection for further schooling and occupations,
remain virtually unchanged, there is not a sufficient “fit" between
the realms of conduct and of meanings. Certain modes of behavior
are to be changed in order to change certain meanings: schools are
to be reorganized in order to inculcate attitudes of cooperation and
values of equality and intrinsic personal worth. If certain other
modes of behavior, such as competitilveness eﬁéeﬁdered by examinations
and selection procedures, remain unchanged, these unchanged modes
of behavior will be in conflict with those ostenéibly to be encouraged,
such as cooperativeness, and will inhibit the inculéaéion of values
of equality and of socialism.

This conflict between conduct .and meanings is heightened

because there is also a conflict in the means-ends relationship.

N o

 Examinations as a means of social selection and differentiation are

in conflict with the end or goal that is desired and intended--a

socialist state.

. 3'.";'
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Let me begip to substantiate my assertion. It will be re-
called that in Chapter I it was shown that the various functions of

education are potentially in conflict witﬁnéﬁe enother,eanﬁﬁthat as

these conflicts are realized (made real), schools can become social

problems in and of themselves. From the viewpoint of the four majof
reform, individual-centered~-let me examine the intentions of
"Education for Self-Reliance."

The individual-centered function is to be deemphasized; the

needs and desires of the individual are to be met only in so far as he
is able to contribute to the welfare of others. That is, the needs

as perceived by the individual are subordinated to the needs of the
nation, as perceived in terms of manpower requirements. Cooperative
endeavor is to be stressed over individual advancement.

The instrumental function of allocating persons to roles in

society and equipping them with the appropriate skills is twofold:

complete and terminal primary schooling for those who are to pecome
farmers; secondary and higher levels of schooling for tﬁose few who
are to serve the many, who are selected and certified.for specific

roles in éociety, as determined by manpower requirements.

The integrative function is to encoursge 'the total commitment
~od

1
jto the community" and the acceptance by all of their allotted places

in_society. It is, also to 1ntegrate the schools and their partlcipants

1nto the larger, predomlnantly rural peasant soc1ety

functions outlined in Chapter I--integrative, instrumental, soc1a1 s
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The social reform.function is to effect a break with the past—

especially with the recent colonial past--where the past is no longer

acceptable to the aspired-to socialist future.  That is{’iF is to

effect a transformation of traditional farming methods and a rejection of

"capitalist" values of individualism and personal worth as measured,

by what a person obtains as against Vhat he-does.

In effect, the intention of "Education for Self-Reliance"
is to emphasize the integrative and social reform functions (we may
designate these as primary functions) and to deemphasize the instru-
mental and individual-centered functions (secondary functions).

In implementing these intentions--that is, operationalizing

these functions—-the potential conflict is made real. Now, it would

" be possible to illustrate the realization of the potential conflict

among these functions in several ways. One could for example compare
the formal and informal aspects of education, schooling and literacy
campaigns, general and vocafional education, primary and secondary
sch;oling.

In this study, however, I.shall focus attention on thé role
of examinations and their translation into certificates (the prime
representatives of the instrumental fuqction), both in‘the schools
and in the society. I shall do this for three reasons. The first

is to show how the conflicts among the functions result in a dis-

placement of the functions désignated above as primary by those de-

‘signated above as secondary.
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The second reason is to show that changes in the content and
qréani;ation of schools may be necessary, but they are not sufficient
‘to inculcate a.gense of commitment to ?Hg“toﬁal community or to
change student a;d community attitudes towaré éxaminéfions.and
certificates, the means which continue to be use& Eo distribute ¢
unequ;l-life chances. It is these‘means;sréthér thanred&caﬁion ;sl-‘
a means to socialism and self-reliance, that retain their i;pﬁrtancé
over and above the national aspirations that remain at the level of
intentions, exhortations and partial implementation and that have
yet to become fully iegitimated and attedﬂﬁﬁzn "shared meanings."'

The third reason for focusing on examinations and certifi-
cates is to show that action on examinations and certificates should
precede action on other school matters because they are a leverage point

which would facilitate the implementation of the changes that are

envisaged by Tanzania in the schools and the society.
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CHAPTER IIE-=n °
CERTIFICATION o

In this chapter I wish to focus on certification in a broad
context and to analyze the extensive influence this institutios has
on both-education and society. The purpose of this discussion is
not to argue that certification is inherently "bad" or defective,
but rther to show ifs limitations and the difficulties that.are

associated with it as.it appears to be used more and more frequently.

. I shall take up the question of examinations and certificates in

the Tanzanian context in the next chapter.

Not every society is beset by difficulties created by examina-
tions in its school system. In some societies, where an intellectual
elite is to be selected, the instrumental function is designated as

a primary and not a secondary function. In others, there is no nation-

wide examination system, and access to further schooling is relatively

open, with opportunities created and justified on the grounds of social

demand rather than on projections of manpower requirements.

Whether' examinations create difficulties within the school

system or not, every society is beset with difficulties arising from

certificates and the allocation of high status—-the non-educational
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benefits of society. Certificates are a means of legitimating

educational, especially academic, success. They also serve asia

g

k¢

oz,

means of selection into various occupations”aBd thus become symbols

of social status. As the interface between school.and occupation

they are a linking mechanism between education and_sqciéty. And the #

practice of certification is almost always accepted unconsciqhsl§ -

and uncritically.l o
Certification is_a Janus-like institution, an interface

between education on the one side and society on the other. It may.

be broadly defined, in this context, as the interrelationship between

examinations, selection and certificates. ‘It includes the certifying

process, the certificates tyat are the product of this process, and

the use made of these products. It may be likened to a knot or a tangle,

a point at which the indiﬁidual, the educational institutions and

the society are all tied together. In order to untangle this knot,

the foliowing questions need to be addressed: How and yhy are

certificates important to society? What are certifiéateq--and what

are they not? How are they obtained? How are they used? Wh;t

are the effects of certificates-—on the individual and on the

" society?

How and Wﬁy Are Certificates Impor;ant to Society?
Every soéigtylhas had some form bf education. The form has

"varied with the society. With the increased complexity of a .large




- 50
society and the emergence of schools and a formal educational system,

a convenient currency ——a medium of exchange--has been utilized as

a means to allow persons with similar experiences to move among the
similar exp : g

formal institutions of the system. A small homogeneous folk society,

where the family was the main educational institution, had no need for

such a currency.

T

Moreover, every society has had some form of occupational
specialization. In a small folk society, there might be a diﬁisioh
and specialization of labor between men and women. Or there might. be
a few occupations, such as that of blacksmith, witchdoctor or chief,
which required greater specialization and where entry and training
were often restricted to those born into a particular family or clan.
Asssociety has become more complex and as occupations have become

increasingly specialized, a convenient currency--a description of

abilities--has been utilized as a means of distinguishing among
individuals with different experiences and abilities. In a small

society, word of mouth was sufficient for this purpoée, and there

- was no need for such a currency.

In the "modern industrial society" of today such currencies
B
may not be needed, but they are convenient and are seen to serve

a useful purpose. Unfortunately, both currencies--medium of exchange

=

and description of abilities--are referred to as certificates, and

the differences between them ﬂ;;é BecoééAblurred and confused.

Educational certificates which are a means. of comparing and grouping
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individuals of similar experience are also treated as occupational
certificates which are a means of differentiating among individuals

N

with different experiences and abilities. ™™

Certificates also serve a third purpose, related to the
allocation of status. Every society has had some férﬁ of status 7
hierarchy based on such ﬁhings as wealth, power, wisdom and’exéellEnce~w
Often there are several overlapping hierarchies. High status iév
accorded to people with abilities or assets that are thought‘to be
important to society and/or that are relatively scarce in the society.
Lowey status is accorded to people with abilities and skills that are
thgught to be less important and that are more readily available.

A witchdoctor or a shaman in a pre-literate society was accorded
high status—-he had knowledge and skills that were scarce and
thought to be important for everyone in the society. An excellent
‘bunter or a warrior in the same society might also be accorded high

status for his particular knowledge and skills. And the elderly of

the society might also be held in high esteem as the repositories
i of the lore and law of the society. In such a society status might
be ascribed anq/or achieved, and there might be several overlapping

i hierarchies.

The feudal system of the medieval period accorded high status

to power and wealth, especially where these were inherited. Status was

ascribed, it was seldom achievéd, and the structure of the hierarchy

1 was unambiguously stratified.
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Today, with the rise of egalitarianism, the means of according
status is ostensibly through personal achievement and/or merit, not
through ascription. High status is largei;HEEfiéed by power, wealth
and occupation. Wealth, increasingly dependent on sa;eries, is coming
to be related to occupation. And high status occupations are 1argeI§
defined by the number of years of formal scheoiing required-befs;e
entry to them--that is, by the attainment of an educational
2

certificate.

There is no necessary reason why a single means should be used

5 .
. o

to achieve all three purposes—-movement within the educational system,
differentiation.among occupations, and allocation of sccial status.

But there is a tendency today to use a single means for all three.

THat is, certificates of the educational system are used as the

basis for occupational differences which are used as the basis for
status—the non-educational benefits of society. Certificates

then have become very important to society, not least because it is
commonly believed that, though certificates, societ& can equitably

and efficiently allocate social status.

Others have pointed to some of the peculiar practices surround-

s

ing certificates. Ivar Berg's Education and Jobs: The  Great Training

Robberz3 and John Keats' The Sheepskin Psychosis4 deplore what they

i describe. Jencks and Rlesman, in The Academic Revolution, note in

‘pa551ng that "there is no necessary reason for America to entrust
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institutions." The Huberman report (suppressed by the Sponsof,

Unesco), Reflections on the Democratization of Secondary and Higher

Education, claims that the key to the proQTZEﬁof-equality in education

is diplomas and certificates., Unfortunately, the report's solution

-

to the problem is confined to the simple statement,. ''Let us suppose
. that we abolish the baccalaureat degree....{then it can be ief£ to] - -
the employer to measure the abilities of candidates."® The repgét
makes no suggestions as to how to bring about such an abolition, ﬁor
does it consider the consequences of such an abolition.

Ashby states:

The pursﬁit of non-vacational higher education solely in

order to get certification for a job must be resisted. It

is, of course, the employers who must be reformed first.
They are doing a great disservice to higher education by

* using degrees and diplomas, which are gquite irrelevant,
for the jobg they are filling, as filters for selecting
candidates.

- And Miller, in "Breaking the Credentials Barrier," argues

that "there should be a general downgrading of the importance of

education as the major credential. Experience and performance should

gain greater importance."8 Miller recommends multiplying the number

of credential channels by the creation of a second chance university.9

Michael Yéung's satirical essay, The Rise of the Meritocracy,lo is

perhaps the most thought-provoking on the issue of a single hierarchy

Il

. of status,

But thése are descriptions and prescriptions, particularly

E of what employers are or ought to be doing. I intend to go further
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in the analysis and, in the context of Tanzania, will alsc explore

B

possible alternatives and tentative solutions, not prescriptions,

g,

to this crucial problem.

.

What Are Certificates—-And What Are They Not?

There are several kinds of certificates. TFirst, there are

birth, death, marriage and vaccination certificates. There are,

second, certificates which are awarded for gaining a preominent position
in a competition, such as first, second or third place in a dancing,
riding, or athletic competition. And, third, there are certificates,
diplomas and ‘degrees that are awarded by educational institutions,
such as schools, colleges and universities, and by licensing authori-
ties, such as Bar and other professional associations. Our concern
here is with the third kind, with educational certificates only.
- The Oxford English Dictionary definition of certificate is

a document wherein a fact is formally certified or attested;

a document certifying the status or acquirements of the

bearer, or his fulfilment of conditions which authorize

him to act or practise in a specified way; hence; often

equal to licence,
and of certification is .

information making one certain of a fact, etc.; certain

notification or notice. the action of certifying or

guaranteeing the truth of anything; attestation. the

action of making (a person) certain Or sure; assurance.ll

Certificates are products,- they-are indicators of a completed

process. Having the same etymological root as "certain," they attest

~-~to.a facty-and -they-offer-assurance-and certaintys ------ = -oem oo L
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Some certificates ciearly do attest to a fact., They are
certificates of attainment, indicating the level of schooling that
has been completed. A high school diploma ?§”§pcﬁ a certificate.

Its relevance is most clearly to the past, to what has been completed.

These certificates are generél certificates, they are a medium of £

exchange for usage within the educatiopal system, for comparing'
persons with similar experiences. They are not clearly vocation;i
(tha;_is, they are nogﬁa.prepégation for an occupatiqn) and they afe
ébtained following a course of study or.échooling. .

Other certificates are clearly certificates of authorization.

They attest to the fulfillment of conditions which give authority to

practice certain occupations. That is, they attest to the satisfaction

I of :pre~conditions~~for example, a teaching certificate, a doctor's

license to practice medicine. In attesting to the satisfaction of
pre-conditions, these certificates indicate potential abiiity but do
not gFtest to actual ability or to competence, as these are acquired
; over time and with practice. That_these certificates indicate

' potential ability is recognized, for example, in the reqﬁirement that
doctors spend a periodlof time in an intermship (that ié, under

! supervision) after they have satisfied the pre-conditions and’have

: acquired their medical degree. It is also becoming recognized that

P

certificates of this nature become obsolete and that there is a need
to update them. Thesevceftificiéés, in summary, have relevance to the

future, they are preparation for an occupation, a license. They are

s
-
3“ oy



56
specific certificates, a deécription of abilities, used for distin-
guishing among perséns with different experiences, and they are
usually obtainea foliowing a course of studyf’frgibing and on—thefjbb
experience. ‘ ‘

.

Report cards are similar to certificates since they are used ¢

[

as a medium of exchange within the educational system, especially'
in primary and secondary schools. They are not, however, certificates.

A report card is essentially a progress report about an individual

£ .

within the educational system. It is of.pfimé value to the individual

to whom it relates-—the student; it will probably have some value

to the student's parents; and it may possibly have value for the student's
teachers in the next level of schooling. It has specific value rather
than'general value, indicating as it does particulay areas of personal
strength and weakness. It is subject to questioning and, in extreme
cases, of reevaluation. Its usefulness is superseded by the completion

of thg’next level and it is modified by further progress. It is in effect

an indicator of the process of schooling. A certificate, in contrast,

is of value to individuals other than the holder, becausé it puts

the holder into a position for comparison with others on general
grounds. It is fixed in time; modification is only possible through

addition, not withdraval. It is an indicator of a product. All

-

individuals in a particular level are issued report cards but only

those who successfullY'Completé'é'course_are issued certificates.

‘The report card assumes that an individual will continue to the next

~
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level (even withou; autométic promotion, the number of repeaters
is small), while the certificate does not assume the next level.
In short, the report card assumes the contififity of the procesé_
while.the certifiéate assumes the completion of £he process.

A distinction must also be made between c€rtificates and #

credentials, Credentials refer to a particular person and only
to that person,12 whereas a certificate refers to an individualb'
as one of a group of certificate-holders. Thus, credentials'are
not certificates.
Thus, the Oxford English Dictionary defines credential as:
Recomméhding or entitling to credit or confidence. Letters
or written warrants recommending or entitling the bearer
to credit or confidence; "letters of credence'; a letter
of recommendation or introduction; esp, one given by a
» government to an ambassador, or envoy.
Having the same etymological root as credence, credentials
. are recommendations based on trust, belief and confidence. Anyone
% may'write a letter of recommendation or of reference for another
: person. The credential may describe the person’s particular -abilities
i and competenciés to the reader, who has only the.writer]s peréonal
§ assurance that it is-an apt description of the person recommerided .
i . .
For the reader to obtain any reliability from the credential, he
needs  to know something of aﬁd have confidence in the writer. . The

-

i credential is, in this sense, a letter of introduction bearing the
i S » :
i

writer's personal backing and assurance. For the reader of

numerous credentials from unknown writers, the credential serves to
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flesh out the human qualities of the person described therein, but
the reader is awash in personal subjective judgments and beliefs.
The credential attests only to the fact that pﬁéfﬁxifer has known,

in some capacity, the person he is recommending. While the credential

may be limited as.a guarantee of anything measurable, its value lies  /

in its ability to address the "whole persan"‘and‘the personal trust

and confidence that are needed for social interaction. o
The distinction made here between certificetes and credentials

is important: = they are different and age used”in different ways,

But there is a tendency to use the terms certification énd creden—

tialism interchangeably. In much of the literature about credentialism,

it is actually certificates, diplomas and degrees that are referred to.

"Marien, in "Beyond Credentialism: The Future of Social Selection,"

writes:
- Among the many selection mechanisms presently employed,
the greatest emphasis is on diplomas, and "credentialism"
is therefore the best term for the present system of social
selection. .
I am not convinced,however, that credentialism is the best’

15 seems much more apprbpriate. 1 shall, °

térm. Hapgood's "diplomaism
however, use the term certification in order to be able to distinguish
£etween the use éf certificates and the use.of credentials.. To give

an example: An applicant for a job is usually "asked for both certifi—

cates énd~cre3éntials; that is, he.is asked for evidence of an

educational level completed and for letters of reference or recommendation.
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Given the difficul;ies ofievaluating credentials, certificates
(with their built-in comparability) are usually treated as the
primary factors in selection. A certificaféahgyvbe necessary for
a job'but it is nbt,sufficient. In a few cases,‘an applicant's
credentials may bé sufficient; that is, a person may bé hired or #
appointed even though he/she does not‘have.the-certificates that
are usually required fof such an appointment.

How Afe Certificates Obtained?

The way in which certificates are obtained is an important
societal issue because it publicly acknowiedges the acquisition of
certain knowledge and skills, not just any knowledge and skills.

The way in which certificates are obtained is also an issue because
only éértain prescribed ways of acquiring knowledge and skills are
deemed legitimate. Certification then is important to society
becapse it is the legitimation of acquiring, in particular ways,
particular knowledge and skills, to which jg accorded high status. 18

Certificates are usualiy acquired at the qompletion of a
course of study or training. The determination of combletion is
usually made by those who-already hold the certificate. And the

course is usually completed within an institutional, especially an

—~

.educational, setting. Note that the use of "usually" is deliberate,

for, although there are prescribed wayélof acquiring certifidates,

these prescriptions are mnot hard and fast. Some are considered
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legitimate, some are not; and some appear to be more legitimate than

others.

.

The Institutional Setting

Consider.fir;t the legitimacy of the instiputionai setting. #
Let us suppose that a boy wishes to become-a forest ranger. He has
obtained the highest certificate of competency in woodcraftsmanshfp
that is awarded by the Boy Scouts of America. This certificate,
howéver, would be of less value to him than a high school diploma,
because the employment market does not recognize the Boy Scouts as
a certifying agency, while it doeslrecognize the school as a certifying
agency. Let us suppose further that the boy has dropped out of high
school butlnow finds that he needs the high school diploma. He can
either return to school or he can take a high school equivalency
examination and gain a diploma in this way. The certificate of
compe;gncy in woodscraftsmanship has no legitimacy; the high school

equivalency diploma is legitimate; since it is a second chance diploma,

-however, it is sometimes treated as being less legitimate than a high

school diploma.
Or take the rather different case of a2 man who wishes to become
a lawyer. In order to practice as a lawyer, he must pass the Bar

Association examinations. It is not necessary to study for these

examinations in a law school or EB'get a law degree. Yet, increasingly,

persons who wish to becomé lawyeré do study in law schools and.do get
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law degrees; that is, they prépare for the Bar Association examina-
tions in a formal setting. In other words, increasingly it is more
common and thereby considered more legitimate Eomstudy in a school or
college than to acquire the same knowledge and skills through prlvate

Schools and colleges, by tradition, have a theoretical rather
than a practical orientation. They are, as it were, once removéd
from the actual performance arena. Thus, they engage in preparation -
for an occupaf&on rather than in training for an occupation. There
is a limit to the amount of training they are able to engage in, and
some training will of necessity have to be undertaken once an individual
has left the institutiomal setting and begun work in the "real® worild.

. The increasing acceptance and legitimacy of schools and colleges

as fhe major certifying agencies encourages the acquisition of a
lim;ted array of knowledge and skills in a formal educational setting.
The acqulsltlon of the same or even a broader array of knowledge and
skills in an informal setting is in effect discouraged and at times

even disregarded.

Determination of Completion by Teachers

The determination of satisfactory completion of work for a

certificate is usually made by those already certified and therefore

! supposedly competent in the ‘area Ti which certification is occurring.

‘

In the case of a high school diploma, the determination is made by
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certified teachers who have at some time previously obtained a high
school diploma. In the case of the Bar Association examination,

the determination is by the Bar Association, whigh-is comprised of

practicing lawyers. ' ;n the case of the certifying of teachers,
the determination is made by professors of education, usually
along state guidelines and with state authorization. The professors
of education may or may not have experieéce in teaching in sch601§;‘
their experience may be limited to lecturing in colleges. The same -
might be said of professors of, say, mechanical engineering; their
experience may be limited to studying and lecturing about mechanical
engineering: Teachers in a college may be certified, but that does
not necessarily mean that they are competenﬁ in the occupations for
which they are preparing students. '

Increasingly, the determination of completion is made by
tegchers} not by practitioners. As certificates are acquired through

"multiversities,” contact with and determination of satisfactory

completion by successful practitionefs-is reduced. Learning by
emulation and contact with a master~§raft$man or a master-teacher
(iﬁ the ;on-pedagogical sense) is'all but eliminatéd, retained only
for-such vocations as that of concert violinist or piamist. Even
the.acquisition of specific certificates, such as those fér auto
mechanics, that were previously acquired throﬁgh apprenticeships and

supervised-on-the~job training, sre now being acquired at institutions

such as community colleges.
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Teachers who are not élso practitioners are limited in their
experience and by the institutional setting. They are inevitably
obliged to offer academic instruction rather fﬁég~pfactical experi-
ence. fhey can teaéh_about how to do something, bﬁt students canno£
learn from them how'to do it, Teaching how to do.something is 7
limited to preferred guidelines or recommended recipes.

There are two other limitations on teachers as they determine
the satisfactory completion of a course--the effect of the self- N
fulfilling prophecy an@ a concern for inputs rather than outputs.
Those whom the teacher predicts to be successful completers, on the
basis of maﬁy different criteria from IQ and other test scores to
students' speech, dress and behavior patterns, do indeed become
successful completers, Those predicted to fa#l do indeed fail,
convinced perhaps of their inability.to do anything else. The

measure of successful completion is often the measure of prior

behavioral patterns. Teachers are very often more concerned with

what students appear to be rather than with what students can actually

become; their concern is more with what a. student knows when he
enters the course than with what a student has learned from the
course. Teachers as a general rule do not feel responsible or

i

]

i accountable for those who fail to complete the course successfully.
i .

|

|

. Determination of Completioﬂ'gy'ﬁﬁéminat{an

The limitations on the determination of successful completion

are heightened further by the use made of examinations. Examinations
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have two purposes: to assess what has been learned, and to some
extent to motivate learning; and to differentiate among students.1?
That is, they are used as an assessment of aﬁrggaiéidual's achieve-
ment ana as a compafative assessment of individuals for selection
purposes. Ideally, the different purposes are served by‘different
kinds of examinations, but it is common for a single examination to
be used for both. o

Consider the effects of examinations on what &f learned.
First, examinations create a hierarchy of what shall‘be learned.
Subjects that are to be examined take on a greater importance than
subjects that are not to be examined. Elementary schools put a great
deal more emphasis on the 3R's than on social and natural sciences,
not only because the 3R's may be important for further schooling,
but also because they are-examined frequently by standardized tests.
And the particular emphasis is on what is to be tested rather than
on what is actually useful and usable beyond the confines of the
classroom.

Second, the content of the subjects to be examined>is
affected Ly the hierarchy of schooling, and the particulér focus
is geafed to the next level of scﬁooling. .What is learned in high
school is thought to be important as preparation for what will be

v

taught _at college; There is a backwash effect so that syllabuses

tend to be preparatoty for the next level.and only partially related

to the particular needs of any level or the world outside.
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Third, examinations ténd to establish rather narrow limits
of what may be learned. Emphasis tends to be given to cognitive and
motor skills to the exclusion of affective skills. ~ Education may
" be thouéht of as the acquisition of knowledge a;d ékills, but it is‘
only certain kinds 5f‘know1edge and skills that are examined. .
Knowledge andAgkills can relate to ideasa to people and to things.
For the most part, examinations measure only knowledge and skills |
in relation to ideas and to things, not to knowledge and skills
relating to peoplé. Further, there is a tendency for examinations
to measure knowledge and skills relating only to certain ideas and
to certain thingg. There tends to be greater emphasis on knowledge
about ideas rather than skills in using ideas, and greater emphasis
on skills in dealing with things rather than knowledge about things.
Thus, the tendency is to treat the study of history as a deécription

of eventsArather than an exploration of the ideas prevalent at the

time of the events or their relevance to events today. Training in

auto mechanics tends to deal more with automobiles than with mechanics.

This is in part a result of a false separation between ideas and things,

of an emphasis-on the differences between thinkers and dders rather
than on their similarities and complementa;ity. But it is also a result

of the problems of measurability--we tend to examine only what is

amenable to measurement, and to disregard that which needs careful

i evaluation or that which is difficult to‘ﬁeasure.

:
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These three factors~-the hierarchy of what shall be learned,
the content of the subjects, and the measurability of what is to be
learned--together encourage the acquisitioﬁ”g?ﬂoﬁly certain knowledge
and skills. -

Examinations also encourage intellectual.confor;ity and tend to
discourage originality, creati&ity, innovation and the expression of
special aptitudes or abilities. The "right answer syndrome" ma;"
represent an overstatement about teaching practices, but the form of
examinations (espécially objective type tests; and the im;ortance of
examinations, leading as they do to certificates, tend to inhibit
the exploration for different and alternative answers to~questions and
even the formulation of questions themselves.

* To measure what each individual has learned may call for am

individual assessment, such as an individual project-type examination.
-But almost all examinations are administered to a group of individuals.
i An examination that is a reliable measure of what a group of people
has learned and that is used for the purpose of differentiation and
i .
; selection is a fairly blunt instrument to measure what éach individual
i has learned. In addition, by standardizing the results of the examina-
i tion on some kind of normal distribution, some féilures_aré inevitably
i
E presumed. It is not always clear whether those who fail the examination

-

have failed to learn anything at all, or whether they are to be regarded

18

only as less succesgful than others in their completion of the course.

i : _ .-
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Thus, examirations are used more for their differentiating
capacity than for their assessing capacity. That is, they are a means
of differentiating and selecting among individddls rather than a

means of assessing the knowledge and skills that any particular person

“

‘has acquired. . : ) ¢

Taking into consideration the imstitutional setting and the
ways in which completion is determined by teachers and by examina- ’
tions, the legitimate means of obtaining certificates are limited and”
limiting, both in terms of access to their acquisition and of what
is actually being acquired. In short, certificates are indicators
of only certaiﬁ abilities or potentialities. They are most reliable
as indicators of practical skills; they are less reliable as indicators
of knowledge, since having knowledge and demonstrating knowledge in
an examination are different from the éase of practical skills; they
are only oblique and unintentional as indicators of knowledge or

skills in dealing with people. And certificates are increasingly

acquired in impersonal, unconcrete (academic) and formalistic ways.

How Are Certificates Used?
We distinguished earlier between general andvspecifig certifi-
cates. The use of specific certificates such as diplomas or degrees
in hairdressing, auto mechanics, mechanical ené;neering and medicine

is fairly straight-forward, /Tﬁey~gfé used-as prerequisites, licenses

to practice, entry qualifications for specific occupations.’
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The use of genera; certificates such as high school diélomas,
the General Certificate of Education and some bachelors' degrees,
however, is less straight-forward. . Although sucH‘éE;fificates are
Qsed for mb%ement within the educational system, they ;re also used
as if they were prepequﬁsitéé, entry qualifications to specific
pccupations. A great deal of confusion arises. from this use of general .
certificates as both facts and licenses, as being relevant both to thg
past (to what has been completed) and to the future (to breparation
for a particular occupation). One of the characteristics of ali
certificateg is that they have, as it were, two sides or edges.
§ut the use of both‘edges m;y be less justifiable for ggneral certifi-
cates than for specific certificates. It is from the double-edged

usage that a number of anomalies and ambiguities arise.

The Double~Edged Usage of Certificates -

Completion and preparation.--The same certificate may be

.

used as though it indicated both completion and preparation. That is,

it may be used as an indicator of achievement and as a token of entry.
In the case of the latter, it may be used to meet entry requirements
for: (a) further study or schooling; that is, general, non-vocational

education or the acquisition of knowledge and skills in theory; (b)

o

training; that is, specific vocational education or the acquisition of

knowledge and skills in practice; and (c) certain occupations; that is,

vocations or professions.
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A general certificate ma& be uéed as a token of entry for all

three options. For example, in the United States a general BA may
be used as a token of entry for graduate schoolltﬁxsgddy, say,
history or.philosophy;‘or for training in the schools)of education,
law or buéiness; or to.become an insurance-salesman.' Stricfly s
_speaking, this general certificate has vali@ity only_as a token of
entry for further study or schooling [that is, (a) above], because
éntry into either of the other two options requires particular skills
to which thelgeneralvcertificate is unable to attest. When the
general certificate is used as the token of entry for training and
for occupations [that is, (b) and (c) above], then the certificate is
I being treated both as an assessment of past performance and as a
[ predictor of future performance. A certificate méy be a reliable
predictor of future performaﬁce where the performance fields are
i related. That is, a general BA may be a reliable predictor for
further sgudy. (In this case, it has a degree of specificity that
is similgr to that of a medical license which may be a reliable
predictor for -medical practice.)
! But certificates are also treated both as assessments of
; real ability in one field and as assessments of Eotenfial ability in
. another field. That is, a general certificate, although it does not
| imply .or attest to particular skills, is often Q;ed as a means to
select iﬁdividuals for épeéiaiiééd~gféininé‘in specific skills or for

; specifié occupétions [that. is, (b) and (c) z2bove]. The assumption

v
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underlying this practice seems to be that general intellectual

ability, as implied by the general certificate, is more important in

the acquisition of special skills than is speciﬁi’ép;itude or

ability in these skills.. That is, it seems to be assumed that

-

general intellectual ability is a reliable predictor of the acqui-

.sition of specialized skills. Since the special aptitudes and

skills are not necessarily being measured, the validity of this
assumption appears to be rather low. The general certificate, then,
may not be a very reliablé;predictor or a valid requirement for
entry tovspecialized training oxr to certain ocecupations.

The same certificate may be treated as though it assessed

both 5tudy and training. But the theoretical component of a certifi-

cate is invariably much larger than the practical component. A
teaching certificate which is acquired with a BA has a very small
practical training component. It is often said that a teacher learns
more about teaching in the first six week; on the job than in four
years in gpllege. Whether there is any truth in this statement or
not, it is clear that some things cannot be-learned only through ‘
study. But a certificate is treated as though it attested'to'both'

19

When treating the certificate as an indicator of a completed

Pl

‘process, there is a tendency to assume the content within that process.

‘The certificate is treated as a lump mass, and the completidn is more

important than the content. What seems to count most is the completion




71
of the program of study, not what has been studied or how it has been
studied, superficially or .in depth.
Thus, the practice of using a certlflcate, partlcularly a
general one, as though it assessed both completion and preparation -
and as an indicator of achievement and as a token of entry; may be, ‘.
. at times, unreliable, unjustifiablé and misleading. - There are,’

however, further usages that may be described as double-edged also.

Preparation and requirement for an occupation.—-A general

certificate which is used as an entry qualification to an occupation
may also be treated as the entry requirement for that occupation.
That is to say, a formal educational qualification may be treated as
though it were required by the occupation. For example, a BA may

be used as an entry qualification to the occupation of selling
insurance; it may also be treated as aﬁ entry requirement for that
occupétion,

There appears to be no necessary connection, however, between

the general education attested to in the BA and the particular demands
of the occupation~~in this instance, selling insurance. Indeed, in
this case, the entry qualification has been raised from a Eigh school

.diploma to a BA over the past 25 to 30 years; but there does not appear

to have been an equally significant increase in the demands made by

-

the occupation on. the individual. An insurance salesman still needs

the same kind of persohal qualities to sell his wares as he did 25

years ago, and he may or may not acqulre these durlng his four years in




entry qualification in terms of formal education may not be clearly
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collége. The raising of the.entry qualification may be related more
té the availability of larger numbers of individuals with BA's and to
the raising of the status of the occupation than\;o“the increased degree

of difficulty or complexity in the occupation. Thué, in some cases-an

2

. related to what is required in the way of knowledge, skills, aptitudes,

.

and abilities by the occupation.

A different kind of difficulty arises from the use of specific
certificates as both preparation and requirement for an occupation.
There is an tendency to treat the specific certificate as though it
were the only possible eduéational qualification and the only needed
requirement for an occupation.

. In the United States, for example, it is usual for the acquisi-~
tion of a license to practice medicine to take a long time and to
inélude 2 large component of general education—-thft is, four years .of
general education for a BA, three years of specialized training in a
medical school, and one year of experience im an internship. In

Britain, there is an alternative route. Some doctors acquire

their licenses to practice by entering a teaching hospital immediately

P’

after secondary schooling and by completing a five-year course of

i specialized training which combines knowledge, skills and experience.

The three components are not separated, and a year's internship is

still required. Now, a ¢ase might be made that doctors who are to be

: general practitioners need and ought to spend a longer time in acquiring
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their licenses than practitioners in other occupations. It is
less easy to make a case for the particular mix of study, training
and experlence that is used as though it were the only set of
requirements, the one"rlght" way. Using a single set of requirements,
in effect, excludes the use of alternative mixes or-sets of requirements.{

The use of certificates, then, as both preﬁaration and require~

w -

ment for an occupation may impose, in the case of gemeral certificates,
artificial and sometimes unnecessary restraints on access to occupatio;s,
and may create, in the case of specific certificates, inflexible and

at times inappropriate requirements for entry to occupations.,

Effects on the individual and the society.--Other double-edged

usages of certificates may be seen from the effects on and the
viewpoints of the individual and the society.
A certificate may be used as an assessment of the individual

and -as a comparative assessment with other individuals. A certifi-

cate that is received with pride at a graduation ceremony may have
only limited value to the person, however hard he worked~for it aqd
whatever it means to him personally. This is because others will use
the cértificate,—not as an assessment of his particularland peculiar

abilities or competencies, but as a means of -comparing him with other
Fe

individuals. That is, in principle a certificate cannot say much
-

about- an ind1v1dua1 except as one among a class or group of individuals.

<

If his certificate is from a relatlvely unknown college, it will have

a lower market value for him than one from a prestlglous college or

university.
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Even if the certificate is treated as an assessment of what
the individual has done, there is a tendency to treat this as an

absolute measure of him, while for the most part,deEQBtaining,the

certificate, he has been measured against other individuals. That

-

is, the certificate is gained as a relative measure. .For example,

to graduate magna cum laude indicates that, relative to other

individuals in the college, the individual has, by certain criteria,

been cons%dered more successful. But not everyone can gain this
award; there is a cut-off point, usually fixed on the assumption of
a bell curve of normal distribution; and the criteria by which
success is determined may be rather narrow and somewhat arbitrary
from graduating class to graduating class. The certificate, then,
reflects”the abilities of the particular person only in relation to
others, on a limited scale. Thus, a certdficate may be a rather
superficial and limited assessment of a person.

.As indicated earlier, a general certificate may be used as a

token of entry for study, training and certfain occupations. A

general certificate is of value to the indiv'dual in offering a number

of ontions. Many students attend college bécause they have not yet

decided what they want to do, what occupatfon they wish to enter.

A college degree is a good way of "hedgidg their bets" and of keeping

open their,options'until such time as they do decide or are obliged to

dec1de about what occupatlon they W1sh to enter. In contrast, the

general certlflcate is of less value to the employment sector of soc16ty
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than is a specific certificate. iA specific certificate is a more
accurate "label" and reduces the employer's task by helping him
9| recognize the certificate-holders who have the particular knowledge

and skills he is seeking, Thus, a general certificate which offers

a wide range of options.is advantageous for. the individual bit is

' ?isadvantageous for the employer. It may ai? the individual in

postponing Fhe making of a decision, bgt it muddies and lengthens

the task of the employer in making a choice among many applicants. -
Yet é further double-edged usage is that of treating a certifi-

cate as a measure of school achievement and also as a measure of the

attainment of adulthood. A certificate given at the completion of
secondary schooling is coincidental (perhaps not unintentionally)

ﬁith éhq termination of youth and entry into adulthood. Adulthood
seems to mean being all "done" with schooling. Students, whatever
their_ age, are often treated as youths, that is, as not yet having

attained adulthood. As certificates are becoming more important for

entry to occupations, it is increasingly difficult for the uncertified
to find employment. While the college student is reasonably assured of

his ‘emergence into a superior class of adulthood following his extended

period of youth, the person without a high school diploma or empioyment

may be made to feel outside of society and not yet a legitimate and
responsible adult. This is perhaps best illustrated by the paternalism

of some social workers when dealing wWith thé poor and often "unschooled."
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While other uses of certificates may exclude certain persons

from study, training or occupation--and from social status, the use
e

of certificates to withhold adult status is a.most serious matter.

Summary.—-A.great deal of confusion results @rom what has
. X

. been called here the double-edged usage of certificates. A certificate

may be a fact, it may indeed attest to something, but it is used in

“ .

a number of different ways. As a result, the meaning of a certificate,

its "fact—ness,"

is no longer assured. The problem of meaning is at
least partly acknowledged by the way that certificates -are used
together with credentials.

I'4

The Use of Certificates and Credentials

«

In order to understand how certificates and credentials are

used together, it is necessary to consider this usage by individuals,

by -employers, and by society.

, By individuals.~--In the broadest sense, society uses certificates

as a éuarantee of social and especially economic expect;tions. In

a complex society it is not possible to know a great deal about the
many persons one meets dnd interacts with. There is not guffigient

time to make éhe acquaintance of a person only to find out.zhat one

does not wish, for social and economic reasons, to prolong the acquain-

tanceship. . This may become clearer with an example in the ecomomic

realm. VWhen one needsltherservices of a particular person--say a

plumber or a doctor, one may seek ocut not only a person who calls
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himself a plumber or doctor but one who displays (often om his
office wall) a certificate to back up his claim. In addition,
however, one also inquires after his credentialé?axbné asks one's
friends ab;ut the effiéiengy and reliability of their plumber or
doctor, since it is assumed that one's friéﬁds have the same kind
.of expectation as oneself. .

That is, individuals differentiate among the certificates
held, for example, between doctors and non-doctors, and then
differentiate among the doctors on the basis of credentials, the‘
personal recommendations of others. Note, too, that the certificates
that are used as some form of guarantee are specific, not general,
and are related to particular knowledge and skills.

In shoft, as individuals, we are careful to differentiate
within a specific certificate-holding group by using credentials.
Yet in the economic and social domains one differentiates less
within, than among levels of certificates.

By employers.--Employers use a particular certificéte to
differentiate among a group of people. In doing so, they tend to
treat the "products” of the educational system less as peopie wi?h
ability or potentiality than as labelled packages. Like many labels,
certificates do not always adequately identify tgg‘contents of the

package, the person. The users of the labels--employers in the economic

sector of society--have gfown accustomed to the labels. They recognize

the labels' inadequacy but find them a convenient séreening device to
q
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sort out, not those who would be most useful to them, but those

who are likely to be the least useful., That is, certificates are
often used as a sieve, as a means of negative s&l®ction, to pre-

select rather than to select persoms. This practice appears to be

20

rather inefficient, not to say inequitable,“" given that certifi-

cates are not always accurate or adequate reflectors .of a person's

ability or aptitude in a particular occupation. Moreover, there
-

still remains the necessity of further selection from those who
remain in the sieve.

The problems éttenaant upon this practice are highlighted in
Berg's study, in which he indicates tﬁat the work force in the United
States may be ové;—educated (or, more properly, over-schooled) due
to the.market preference of employers for increasingly certified
employees (g;g;, preferring a person wifh a BA to one with a high
school diploma), whatever their suitability or the particular
requi;emgnts of the employment situation.

Thus, employers differentiate among the certificates held,
then ;hey differentiate among the certificate-holding group to
make a negative selection. fhe final choice or selection is made
on the basis of credentials--letters of reference or.recommendaéion.

Employers, however, may also use certificates to raise the
status of an occupation. (This holds al;o for ;;fonomous profes-
sional associations or gﬁilds such as the Aﬁgrican Medical Asséciation

.

and the Bar Associatlon ) Us1ng certificates in this way is made.

—
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possible by the growth of the educational system and thus by the
large number of certified individuals available at a particular

21

time. With the long-term effect of raising ﬁﬁE“@nEry level for

certain oécupations aﬁd for certain courses of specialized training,
the general certificages come to be treated as relev;nt facts.
However, their factual :e}evancg is less related to what is implied
or attested to by the certificate ‘than to the number of individualsp
who hold the certificates as tékens of entry to the particular‘
occupation or training course.

By society.—-Certificates are used also by society as a
means to distribute social status at an aggregate level. The
argument is made that certificates which guarantee a person's
competence, objectivelydetermined,22 is a better way thanaqthéfé which
are more subjective and more open to maﬁipulation by those of one
class, be it based on power, wgalth and/or heredity. That is, it is
argued ;hat it is preferable to allocate status on the basis of
achievement rather than ascription. Cgrtificates, howevér, do not
really guarantee a person's competence-—the achievement they are
related to is educational. Mofeoygr, the use made of certificate; in
effect all&cates status, not to individuals, but to Eroad occupé—
tional groups on the basis of educagional attainment——tha£ is, years
of schooling.

There is a hieraFthy of béézgétionaiAstatus: those that

"require" the least amount of formal education are categorized as
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unskilled and are accorded low status--and low salaries; those that
"require" the largest amount of formal education are categorized
as professions and are accorded high status-—andfﬂ?}h éalaries. The
broad categ;ries are: unskilled laborers, skilled and semi-skilled
workers, technicians, management and administrative persomnel, and ’
professionals.23. Within each broad category.the status of an occupa~
tion may vary with time and location. TFor example, teachers today o
probably have a status different than they had formerly, and their
status may vary in rural, suburban and inner city districts. But
perhaps more important, the standing of a particular individual
within an occupational category will be based also on what is known
about him, on his personal achievement beyond the certificate he
holds. TFor even a specific certificate cannot differentiate between

competence and incompetence, between a "good" and a "bad" teacher,

between & "good" and a "bad" doctor.

Thus, within each category of status finer differentiations
are made by the use of credentials, not certificates. Ceftificates
are-indicators of the individual's place in the status hierarchy;
credéntials are indicators of the esteem in which a person ié held.

By using certificates which represent years of schooling or
; educational attaimment as the first criterion of status stratification,

I Fal

society .is not able to accord status for competence or excellence in

any and every occupation.‘24 Where competence.is recognized, there is

a tendency to reward it by promotion, which is often a change in

i
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_occupation to one where the persoﬁ may or may not be competent.
The reward for being a "good" teacher is pfomotion to an adminis-
. trative position which carries a higher salary, an&nthgrefore higher
s;:atus; but the "good" teacher is mot necessarily-the "éood" or even
cogpetenﬁ administrator—;very different skills gnd knowiedge are - P
r?quired. - The reward for being a "good" plum@er may ‘mean more
calls on his time and capabilities, and thus more money than his
fellow plumbers earn. His fellow plumbers may find ways to recognize -
F
his superiority; but there is no way at present that he can be
accorded the high status even of a "bad" doctor.
Society seems to be moving to a single hierarchy of status,
in which competence and excellence in any field has less recognition
the single criterion of thé educational certificate, which is an
impersonal, inappropriate and at times irrelevant statement about
a .person's competence and/or ability to contribute to the society
as a whole.
There is thus a weak link in the justification for allocating
status on the basis of achievement-—the ;ssumption that certificates
are dble to attest to a person's competence or actual achievement.
It is almost gé.iglthe certificates, as surrogate meésﬁres of peréons,
are accorded the High status, The persons themselves appear only
to réceiye_high status in accordance with their piéce on the educational

ladder. It is as if status were asc¥ibed by the certificate and only

within the particulazm status grdup or sStratum is a person able to earn or

* “achieve a limited degree of further status in the form of esteem.
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What Are the Effécts of Certification?
The preceding is far from an exhaus;ive analysis of the
knot of certification, but it does suggest some of"fhg obstacles

to unrave11i£g the tanglé and does indicate some of thé limitations
of certificates and somé of the difficulties ganerated(or associated
with certification. .
Certificates of the kind discussed here cannot offer the
certainty and assurance that we tend to use them with. When deal-
ing with a person, we recognize these limitations; when dealing

with an individual or a group of people about whom little else is
known, we do not always do this. Certificates also can offer little
certainty about what people are likely to become, though specific
certificates do offer greater assurance than do general certificates.
In this aspect of its Janus-like character, certification is more
reliable in looking backward at what has been completed and less
reliable at looking forward at what may be achieved.

i

' As an educational institution, certification has the effect

of homogenizing individuals into groups in order to differentiate

ione group from another. The potential of education as a funda-

Fentally diverse and personal experience is reduced as examination-

i
oriented schools become instruments for conformity.

-~

-Certificates are used as surrogate measures of a person's

potentialities and competericies; that is, of his benefits from education,
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his acquisition (in prescribed ways or not) of knowledge and skills.

But the certificate is a measure only of those benefits he has acquired

s
_in the prescribed way. It is a surrogate in that it is a substitute .for

direct and personal contact; and by being indirect and Impersonal,

2 it excludes many aspects of the person that makes a particular individual

-unique. Certificates tend to reduce persoms to a éingle, maybe more
manageable, dimension. They are unable to distinguish competence
from incompetence, except at a gross level between those who‘do and
those who do not hold the certificate. They are unable to attest to
or recognize exce}lence.

Certificates as tokens of entry to certain courses of study
or training or to certain occupations are subject to devaluation in
times of inflation. The value of the certificate to the individual
is relative to its market value--that is, relative to the number of
é people who hold such a certificate.
E Educational institutions--especially colleges—-—are increasingly
becoming licensing agencies for more and more occupationg. My concern

: here is less for the educational institution and the notion of a

i college as an "ivory tower' than with the effect on the acquisition
. of occupational skills. As colleges are legitimated as licensing

agents for an increasing number of occupations, gew questions are raised

about whether the skills are best acquired there or whether they may

; be more efficiently and effectively acquired elsewhere. Questions which

E4
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are raised seem largely-to be rhetorical, because of the nature

of the problem.

Is it not dangerously presumptous to insfzzjfdespite our
lack of understanding about the contribution of college
schooling to occupational performance, that nevertheless,
all professionals must pay a toll to the schools and the
teachers?....Entrance to a career is through college,
where schooling all too often is masked as education.

. Would not the colleges, teachers, students, &nd those who

>

other entry ways were open, available and used?25

As other entry ways such as apprenticeships and formalized,
on~the~job training appear to be losing their legitimacy, occupational
definitions (job descriptions) and entry requirements to these
occupations are becoming more rigid and less flexible. The argument
that occupations are becoming more specialized and complex does not
seem to’ justify the use of entry requirements unless the certificates
themselves are more specialized and specific. If occupations are
becoming more specialized, there would seem to be a case for more

|
specialized and direct training and for less general education.

(The case for more general education throughout the population seems

to address a different point.) In using certificates as entry re-

V: quirements, there seems to be as great a danger of occupational

i ossification asvof‘lowered standards of performance by including

é people who have acquired their knowledge and skills in unauthorized
!

§ and ‘unlegitimated. ways. These persons may be equally--or even more—--

!
i
f adept than those who are certifled at adapting or adjusting themselves

3

1ato the 1ncrea51ng complexity and speclallzatlon of the occupatlon.

b
i

look forward to professional careers be better served if v -
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Certificates are rather like paper money. They may be
e
devalued. Their value is dependent on the current systems of

. . . PR e U
beliefs, and on certain practices in the economic séttor, of a

particular society.

The use of certificates may be justified om the‘grounds of #
efficiency and equity. These are worthy ideals to aspire to. But
it is open to question whether, in practice, either efficiency or
equity is achieved. The use made of certificates as a screening"
device is not a very efficient means of selecting persons with the
appropriate and relevant skills and knowledge. It may be a convenient
and a cheaper means for employers to use in selecﬁing persons than
other means, which might include administering special aptitude or
ability ‘tests. But these alternative means might be more efficient
in the iong run in terms of the overall increase in productivity-bf'
in the effective operation of the economic undertaking. If, as

Berg suggests, graduates tend to be more easily frustrated and

dissatisfied with their jobs and have higher absentee and turnover

ates in jobs than do non—graduates,26 it may be more efficient to

use means other than certificates in order to select persons'who will
get on with the job and do it well and competently. (Costs of training
in educational institutions are now borne by individuals and the state,

not by employers. It may be less costly, in terms of both money and

time, to. spread out the costs and institutions of training.)

. . -
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Turning to the question of equity, given the way certificates
are acquired and the way they are used as screening devices, they
effectively exclude those individuals who have qgaaired kno&ledge

and skills in unauthorized or unlegitimated ways. Further, the
prescribed way of acquisition favors some abilities over others:

.2 sequential lock-step system makes it difficult, but not impossible,
to, leave the systeﬁ and then return at a later point in time; and the’A
long time required to be spent as a student excludes some who cannot
afford the real and opportunity costs involvedrand therefore cannot
afford to aspire to -the high status occupations. Parental wealth,
attitudes and aspirations are important factors in the choice a
person makes with regard to occupation and, thus, to status. In
these rdspects, certification is not as equitable as might be
expected. There is a tendency especially to exclude those from lower
classes because of the high costs of obtaining certificates in formal
educational institutions.

Finally, the use of certificates to allocate social status is not

as achievement based or meritorious as might be expected. As the young

lady said, "A&Egggéii:ﬂgrdiﬁiéﬁa'of'a degree is not the perfect vaccine
against stupidity."27 Certificates are not able to reward excellence

in any and every field. There is indeed some difficulty in certificates

ol

i recognizing .competence, and unless competence or its potential is

acquired legitimately, iq‘passes without any recognition at all.

k2
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Sﬁmmary
A number of difficulties arise from the institution of
gertificatiqn. It may be appropriate to ask whet;;;ﬁthése diffi~
culties arise from the natire of certificates, the process by which

they are acquired, or the uses made of them.

. Certainly ‘the greatest confusion seems to arise from the

multiple uses made -of certificates. With regard to the double-edged

usage of certificates to look both backward and for;ard, the use of
the forward-looking edge seems unjustified and unreliable in many
cases. And since certificates are surrogate measures of a person,
they may not tell thé user the most important things he needs to
know about the person certified.

Tﬁe Eroéess‘by which certificates are acquired is limiting
and limited. Théy are increasingly acquired in impersonal,
unconcrete and formalistic settiﬁgs. And élternative ways of
acquiring the knowledge and skills implied by certificates are
losing their legitimacy. 4

Given the nature of certificates, they are most reliable as.
indicators of knowledge and skills when they are most-sﬁec}fic. o
That some certificates are not clearly general or specifié, or are

not clearly related to further schooling or to specific océupations,

-adds ‘to the difficulty.

‘It would thus seem: that it is not possible to isolate any

one of the three potential sources of difficulty--nature, process or
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use--and. to eliminate it. The difficulties would appear, instead,
to result from the interaction and interrelationships of these
three different aspects of certification. T
- What thén, one might ask, might be‘done abou; ceréification?
One might recommend that cértificates be used with greatér caution
thap is currently the practice--perhaps used on}y with-a sfrong dose
of suspicion. Or one might recommend that alternative, legitimate
ways of acquiring knowledge and ski%}s be opened up--or re-opened,
in some instances. Or one might recommend that certificates be made
more spec;fié. It is doubtful, however, if action on only one
;spect would resolvé the difficulties. In order to untangle the
knot of certification, action &ould seem to be necessary on all
three aspects.

Taking such action, however, is by no means a simple task.
It is further complicated by t&o questions: How is it to be done?
By whom? Possible action to make certificates more specific and

to open up alternative, legitimate ways of acquiring certificates

falls within the domain of concrete and identifiable educational

.and economic institutions. Caution in the use of certificates’

depends a great deal on the values and beliefs of a particular
society as a whole, and thus action may be impeded by the difficulty

in identifying and concretely‘assigning responsibility.

It is clear then that any specific action on the issue of

certification is best discussed in a particular societal context.
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For this purpose it is appropriate to return to the case of
Tanzania, which provides a particular situationm, with a clear
articulation of social intentions. Thus, Chapterrll_gwill discuss
the problems of and difficulties arising from cer.ti'fi::étion in‘ the

Tanzanian context. -

e
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14yi chael Marien, "Beyond Credentialism: The Future of
Social Selection," Social Policy, Vol. 2, No. 3 (Sept./Oct. 1971),
p. 15.

15DaVid Hapgood, Diplomaism (New York: Donald W. Brown,
Inc., 1971).
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by the Civil Right Act of 1964, Title VII, from requiring a high
school education or passing of a standardized general -intelligence
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neither standard is shown to be significantly related to successful
job performance, (b) both requirements operate to disqualify Negroes
at a substantially higher rate than white applicants, and (c¢) the jobs
in question formerly had been filled only by white employees as a
part of a’longstanding practice of giving preference to whites....

" The facts of this case demonstrate the inadequacy of broad and general
. testing devices as well as the infirmity of using diplomas or degrees as
fixed measures of capability. History is filled with examples of men
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and women who rendered highly effective performance without the
conventional badges of accomplishment in terms of certificates,
diplomas, or degrees. Diplomas and tests are useful servants, but
Congress has mandated the common sense proposition that they are

. not to become masters of reality." The United Stites Law Week,

3.9.71 391w 4317, 4319.

2lThomas F. Green and Emily Haynes, '"'Notes Toward a General
Theory of Educational Systems" (Syracuse: Educational Policy - P
Research Center, Working Draft 7210, October 1972), p. 41. (mimeo.)

=

223ee also the section on determination of completion, p. 63ff.

23gtatus connotations are present even in the terms commonly
used—-~laborer, worker, personnel. For a full inquiry into the

" philosophical, sociological and historical reasons for our (Western)

division of the world into labor, work, and action, and for the
status given to laborers, workers and persons, see: Hannah Arendt,
The Human Condition (Chicago: Univ. of Chicago Press, 1958).

249here are some exceptions to this, however. In France,
the Legion d'honneur is awarded to and proudly displayed by people
in every walk of life, testifying to a desire for the recognition
of excellence. In Britain, excellence in a variety of fields is
recognized by the bestowing of honorary titles and awards (knight-
hoods, OBE's, etc.) by the Queen. In both cases these awards, while
recognizing excellence, do not change the economic status of the
award-holders.

25 3ames W. Kuhn, "The Misuse of Education: The Problem of
Schooling for Employment," quoted in Berg, Education and Jobs, p. 192.

26Berg, Education and Jobs, pp. 108-120.

27cosette, aged 17, The School That I'd Like, ed. by Edward

--Blishen (London: Penguin Books, 1969), p. 19.
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CHAPTER IV .

CERTIFICATION IN TANZANTA

It will be recalled that in Chapter II1 it was asserted that
the changes envisaged in "Education for Self-Reliance" might be
necessary but were not sufficient to bring about the intended changes
in Tanzanian schools and society. In order to substantiate this
‘assertion, it-will now be shown that there is conflic; among the
functions assigned to education, a conflict which results in a
displacement of those functions designated as primary by those
designated as secondary. This displacement arises from the
institution of certification, which emphasizes the instrumental and
ind%z?dual—centered functions at thé expense of the integrative and
social reform functions. Thus, a case will be made to show that the
conflict and displacement might be avoided if more extemsive changes
were‘to be made and, in particular, that prior actiomn is needed on
the issue of certification in order for the social and eéucational
inteﬂtions of Tanzania to be fully implemented.

AT

In making this case, it is appropriate first to examine

certification in Tanzania in light of the general analysis of this

institution made in Chapter III and to consider the effects of
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certification on schools and on society. Specifically, it is

necessary to ask: What are the certificates in Tanzania? To what

“extent do they share the problems of certification &utlkined in

Chapter III? UWhat furtheriproblems are particular to Tanzania?
What Are the Certificates in Tanzania?’

It has already-been noted? that certificates, a single

currency, have been used for three purposes: moving within the

educational system, differentiating among different occupationms,

and allocating status. In Tanzania the certifying process is

intende& to ﬁroduce maﬁpower with high and ﬁiddle level skills.

Certificates, then, are of primary importance in differentiating

. among occupations and among occupational skills.

The Primary School Leaving Certificate’

is a general certifi-
cate to mark the completion of seven years of primary schooling. It
is awarded on the results of a national examination in four subjects:
Swahili, English, Mathematics, and GeneralAKnowledge. It is’inﬁended
that primary school should be general, terminal, and complete in
itself. Although less than 50% of all children eligible now enter
primary school, the intention is to cut the attrition rafe, which is
relativély high,4 and to attain universal, but still terminal,
primary schooling by 1985. )

4 Thus, primﬁry school;ng méy Ee‘zabught af as the basic

minimum education that all children are to have and the Primary School

>
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Leaving Certificate (PSLC) as a rite of passage into adulthood.

The changed entry age to seven years is to ensure that school leavers

" are mature enough at 14+ years of age to enter productive life and

to be '"useful young citizéns."5 Primary schooling is thus to provide

both for the acquisition of social and political skills‘and attitudes

and for a minimum of economic (marketable) skills--that is, funéfional
literacy in its broadest sense.

All certificates other than the PSLC are ostensibly specific

certificates, marking the completion of specialized educatien.

Secondary and higher education are to provide the particular skills

that are néeded for the middle and.high level manpower occupations.
These levels of education are for the few who are to serve the many.
The certificates represent the specific technical skills that are
to be the investment in "human éapital" ané that éféiexpected to
benefit the country as a whole.

The General Certificate of Education, ordinary level (GCEO),
is obtained ffom an examination at the end of four years of secon-
dary schooling. Pupils take six to nine subjects, which must include
Swahili, English, mathematics and at least one science subjecﬁ.

In secondary schools and in the GCE examinations, great‘emphasis is
placed on science and mathematics for these are thought to be most

e

important for.the scientific an@ftechndlogical skills deemed necessary

. 6

A
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The final school examinations are those taken after a further
two years in Form Six for the General Certificate of Education,
‘advanced level (GCEA). In these examinationms, pupi?gfﬁpsi take the
Gen;ral Paper, two Principél Subjects and either a third Principal
Subject or two Subsidiary Subjects. A principal subject'approximates
two_years' work, a subsidiafy subject one year's work. Individual
pupils will tend to offer only Arts subjects or only Science subjects,
for like the English system from which it has evolved’ the advanced
level examinations are more specialized (in the sense of disciplines
of knowledge) and closer to university work than is the GCEO.
A Degrees and dipl;mas are awarded by the University of
Dar-es-Salaam, the Colleges of National Education (for teaching),
the Dar-es—Salaam Technical College, énd the Inétitute of Developmént
:Management. The National Industrial Training Program provides for
|

!trade-testing and certificates.

The various certificates are closely linked to occupational

.categories as identified in the "Survey of High and Middle Lével

1)
;Manpower Requirements and Resources"8

of the Second Five Year Plan,

11969-1974. These categories are given as:

i .

A. Jobs normally requiring a University degree.

! B. Jobs which normally require from one to three years

formal post-secondary (Form 4) education/training.

C. Jobs which normally require a secondary school education
- .for standard. performance of the full array of tasks

! involved in the occupation....skilled office workers

and skilled manual workers in the "modern crafts."?
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It is recognized that skilled Qorkers in Category C will
acquire most of their training informally on the job.l10
‘ In terms of years of schooling, the categoriesf?ébgegent:
A. 6 years of secondéry education + 3 years of higher education.

B. 4 years of secondary education + 1-3 years of higher education.
C. Some secondary education + on~the~job training.

This allocation of occupations is similar to that which one woﬁld

find in Britain, where the majority of students also do not complete

six years of secondary schooling. However, one of the English
idiosyncrasies in occupational categories appears to have been
eliminated. I refer to the two routes that are available in England

for certain professional groups such as doctors, lawyers and accountants,

whereby entry-to the profession may be through a university degree +

_|ispecialized training, or by specialized on-the~job training.

g The case of the accountant is the easiest to illustrate this
ipoint. A person could, with a GCEO, be articled to a firm of accountants
%for a period of five years and be expected tolpass the Association of
%Certified and Corporate Accountants examinations through part-time

study. Or he might continue to the GCEA, enter university and, after

completion of a BA, be articled for two years and be expected to pass the

;Institute of Chartered Accountants examinations. Although an ACCA might

—

%e obtained after five years, as opposed to the CA after seven years,

;it would be more common for the ACCArﬁo £;£e longer due to tke difficulties

ﬂof full<time occupation and part-time study. Benefits, however, may

i R [ —_— PR,

——
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result from the greater experience and earlier earning--and
contributingf—capacity. There is little employment differentiation
||between the two certificates: both are considered pgz?éésional

accountants. In contrast, épparently all professional accountants in
Tanzania are to go the university route. 1l ‘
., The length of schooling varies consideraBly, from seven to

18 years, depending on the future economic roles of the student.

This variation may be illustrated in Table 1 below, which includes

all occupational categories and the years of-schooling and training
necessary for each.

The Primary School Leaving Certificate is intended as a terminal
certificate, yet some individualé go on to four, six, nine or even 1l
years of further schooling and/or training ﬂeyond the initial seven
yeérs of primary Schooling that the majority of persons will attain.
Since the PSLC is to be the terminal examination for all but a few, it
might be compared to the terminal certificates for the majority in the
United States, the high school diploma, or in England, the GCE, ordinary
!1eve1,-andrthe Certificate of Secondary Education. But in Tanzania,
ﬁhe additional time spent in further schooling and/or.training béyond

the terminal certificate is almost twice as long as it is in the United

States or in England. The Tanzanian educational structure is similar
to the English structure, but with universal schooling ending at the
! ) : : . -

?cgmpletion of primary, not secondary, schﬁoiing. .The inequality of

iallowing'only a few persons. the opportunify of further schooling is
! :

o s — -

i
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compounded by the fact that they spend in most cases almost as

long in further schooling as the majority spends in primary school-

e,

L«
ing.

Secondary schooling is in a rather peculiar and ambiguous

tposition. In the United States and England, for example, compulsory,

universal schooling includes all of primary and a large paft of secondary
schooling., It is, for the most part, general and not- specialized

education. It is only at the higher level that education is post-

compulsory, differentiated and specialized. In Tanzania, in contrast,

primary schooling is to be universal and general, secondary and higher
education together are to be the equivalent of post-compulsory and
}differentiated schooling. - Yet secondary education, for those within
lit, is still geheral and undifferentiated in form and substance.

Differentiation and specialization are postponed to the post-secondary

ilevel.
1

Problems of Certification in Tanzania

5 It was argued in Chapter III that there are certain difficulties

associated with certification, difficulties arising from the ways in

i R
hhich certificates are used and obtained. If we compare the usage and

‘acquisition of certificates in Tanzania with the usage and acquisition

o

in the general. analysis, many, but not all, of the same difficulties

[

begome apparent.




i

101

How Are Certificates Obtained?

It may already be clear that certificates are obtained almost

exclusively within a formal educational setting and thaffthg"deter~_

mination of successful compleﬁion is made by teachers (mot éractitioners)
and by written examinations. Thus, the ways in which the cé}tificates
may be obtained are limited and have a limiting effect on what they

are able to attest to.

Consider first the institutional setting. Schools and collegés
are concerned primarily with theoretical studies. Since "Education for
Self-Reliance," primary and secondary schooling has included an
‘incéeased practical, ESpeciaily agricultural, component. The university
year has recently been‘extended from 31 to 40 &éeks, and during the
additional nine weeks, students participate in the practical applicatipn

{of what they have learned.l2 The increased practical component goes

isome way in making the training for agriculture or specific occupations
i .
;more effective. The institutional setting, however, places limitations

‘on this preparation and training in other ways.

; Schools and colleges are, by tradition, authoritarian and
‘hierarchical (not cooperative) enterprises, where direct contact
+ .
1 .

ibetween master and learner is invariably and perhaps imevitably

'marked by status inequality. This status inequality is heightened
i e
further by the fact that Tanzania is still short of self-sufficiency

‘in manpower neéds. Thus, there are still teachers in schools and

i

.colleges who are "non-citizens." And as teachers, rather than practitioners,

itheir distance from the performance field is lengthened further.
X
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The increased practical componeﬁt of all schooling would seem
!to indicate that teachers need to be practitioners as well. It is not
glgér, however, if practitioners are to be encouraged ﬁﬁqucéme part-time
teache;s. Rather, it seems more likely that teachers are té become
part—-time practitioners or part-time supervisors of practicél work.
As teachers rather than practitioners, their own experience may be
limited and they may be more able to advise than effectively demonstrate
how to do something. They may be able to offer preferred guidelines
or recommend "recipes," but they are not'really "masters" from whom

students can learn directly.l3

There is a different kind of limitation on teachers through
the effect of the "self-fulfilling prophecy' and teachers' unwillingness
to be held accountable for students who fail. It is not clear whether

this issue is being addressed in Tanzania. These limitations are a

reflection of teachers' attitudes that one might expect to find in

ivarying degrees in all countries, except where responsibility for

‘failures (or non~acceptance of failure) is explicitly directed to
i : .
}teachers.14 Without this 'responsibility, teachers may pay more attention

i

Eto those who initially appear likely to be successful than to those whose

ipotential is still obscure. All too often teachers show more comcern for

tthe inputs (to what students already are) than for the outputs (what

¢ -~

F;studenps may..learn and become) .13

i . In considering examinations as measures of successful completion,

L it was argued earlibm that they restrict what shall be leamned and are
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iimited by what can be measured. It was argued, further, that examina-
tions create a hierarchy of what shall be learnmed. Thus, in primary
schBols in Tanzania, as long as Swahili, English, mathﬁﬁﬁ?iee and
general knowledge are examined for the PSLC, they will take precedence
over any other subject. Both teachers and pupils will pay ;ore attention
to these subjects, especially in the final year of.schooling. "Education
for Self-Reliance" emphasizes the importance of teaching agriculture
in the schools. Yet, however well it is taught, agriculture is difficult
to examine by written tests. It is far easier to assess whether a
pupil can read and write Swahili and English and do simple arithmetic
than to assess whether a pupil has a scientific and ratiomal attitudel®
toward the production of crops or toward animal husbandry or the practical
skills-required by agriculture.

Through the hierarchy of schooling, there 1s an inevitable
Packwash effect on what shall be learned. This may be most clearly
seen at the GCE, advanced level, where the University of Dar-es-~Salaam
?as considerable influence on the syllabuses by determining vhat shall
.%e 1earned (and examined) in preparation for university work. The effect
of secondary schooling on primary schooling may be less direct, thbugh

ithe teaching of Engllsh in primary schools seems predlcated on its useful-

pess for secondary schooling rather than for primary schooling, where

-~

Swah111 is the medium of instruction.

A more important limitation of examinations.is that they are

iunable to measure what is deemed to be most desirable--the development of

:1 - e e aimeame. tw m e amm e n A — b S ere o s b e o
R
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inquiring and independent minds. Tﬁe use of cumulative records
and teachérs' assessments together with examination results does not
mitigate against the fact that tests and examination?“Eﬁpdﬁrage

intellectual conformity rather than the "inquiring mind," acceptance
rather than rejection of what has been learned from other;-—especially
from teachers--and do not develop a basic éonfidﬁnce in any but the
most successful.l?

Examinations in Tanzania in primary and secondary schools

are national examinations administered to large groups of people.
They are unable then to be more th#n rough and unwieldy measures

of what a particular 1nd1v1dual has learned, and they are used more
for theit differentiating capacity than for their assessing capacity.
Thus,» the difficulties and limitations arising from the ways
certificates are obtained are not overcome in Tanzania. Certificates
are impersonal and remain unconcrete and formalistic, even though

:attempts have been made to include a greater practical component in

'their acquisition.

i
?How Are Certificates Used?

It will be recalled that a great deal of confusion and ambiguity

arises from the multiple uses made of certificates. Because all certifi-

-

‘cates in Tanzania (with the exception of the PSLC) are ostensibly

,speciflc certiflcates, there 1s less amblgﬁlty associated w1th them.

'4

pHowéver, here are still certain usages that do not appear to be fully
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justified and that, in effect, limit what the certificates are able

to attest to. In particular, certificates are used to indicate both

s

completion and preparation. .

For example, while primary schooling is intended to be complete
and terminal, the PSLC is treated also as an indication of preparedness
for.secondary schooling. Furthermore, the GCE,‘ordinafy level, is used
to assess past performance as well as to predict future performance. As
an indiecator of general intellectual ability, the GCE, ordinary level, may"
Ee a reliable predictor for further schooling and eventual attﬁinment of
Fhe GCE, advanced level; but it is not necessarily a reliable predictor
of performance in skilled clefical and technical occupations.

The GCE, advanced level, is an assessment of real ability in
certain specialized disciplines of knowledge. This knowledge may be
utilized in the training for various professions at the university
level, but the certificate cannot assess the potential ability to
perform in these professions.

The practical component of the Tanzanian university dégrees
and diplomas is much larger ;Han that in the degrees and diplomas of
ﬁost universities. And these certificates are treated as thougﬁ they
attest to both study and training. This usage may indeed be justified,
although, as indicated above, the institutional setting continues to

place limits on how effective and significant the practical component

can aétually be.
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One further point to note in the usage of certificates a;
attesting both to completion and preparation is that the specific
content is considered important but successful comple;;on.ls
considered even more important than the content. For example, in
1968 and 1969, not a1l the university places reserved for science
students were filled.  Only one-half of the number: of sciénce candi-
dates passed the GCE, advanced level, examinations at a high enough
level to qualify for uvniversity entrance. From the manpower planning
point of view, this was a most serious shortcoming since, if the places
were not filled, this would affect the 1980 target of manpower
self-sufficie_ncy.'l8 1f this target had been giveg overriding importance,
the entry standards might have been lowered to admit students who had
the necessary breparation in terms of content but had not the successful
completion in terms of an examination pass. Such a lowering of entry
standards would of necessity have called for the adoption of a different,
Epossibly remedial, approach by the university professors: They would
ihave had to concern themselves much more with .the outputs than Qith the
inputs to the university.19

As has been pointed out, the use of certificates as both pfe—
paration and requirement for an occupation imposes artificial and some-

1times unnecessary restraints on entry to that occupation. In Tanzania

‘entry.to.all high and middle 1eve1 manpower occupatlons is limited to

-those individuals with varylng amounts of post-prlmary formal schooling

4For example, the GCE is used as a quallfication and the entry requlrement
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for clerical ang technigal occupations.i There appears to be little
justification for this; there are means other than formal schooling
by wirich to acquire the knowledge and skills that would qualify a
person fﬁr these occupations. T

In addition, the specific degrees and diplomas that indicate
preparedpess for anoccupation are used to exclude other means of
preparation. Since skilled manpower is scarce in Tanzania, the use of
certificates as both preparation and requirement for occupations
appears unnecessarily restricting, for it effectively excludes those who
have the skills but not the certificates. Thus, skilled manpowerAthat

is availab1e20

may .not be utilized. And the effect of exeluding other
means of preparation may create occupational rigidities--for example,
through over~;pecialization--and may eliminate the possibility of
substituting ana incorporating other knowledge and skills.

The effect on the individual of the way certificates are used
should also be noted. It seems almost inevitable that certificates
are used as an assessment of the individual and as a comparative
assessment with other individuals. That is, ceftificates are used to
éifferentiate among individuals as much as--or even more than--to
éssess particular individuals. The acquisition of the certificate will
thus almost alwayé lead to competition among individuals. And as the
certificates are treated as absolute rather than relative measures?!
of what the individual ié or may beconie, theéir usagée is likely  to

generate perceptions of absolute superiority and inferiority stemming
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from relative .success and failure. This has special implications in
Tanzania, with its stress on equality and cocperation. (These

implications will be explored below.) LS

In Chapter III it was shown that general certificates are
advantageous to the individual in offering him a great variety of
options but that these same certificates make the employer's task of
selecting among candidates for a job more difficult. In Tanzania, the
GCE offers the greatest number of options to the individual. Beyond
the GCE there is specialization of subject matter, and individuals are
"directed" into particular careers. In contrast, certificates beyond
the GCE are fairly accurate "labels" for employers to use in order to
choose among certificate-holders.

With regard to the "directing" of individuals into careers, it
has been the practice since 1964 to offer bursaries only for the
courses that lead to occupations and skills that are deemed necessary
by manpower projections. Thus, the majority of university places are
for science students and

[tlhe number of arts students admitted into the university

straight from school [is] determined not by the number who

qualify but by the number of bursaries left after the science’
bursaries have been awarded and these again [are] allocated

to specific courses, such as Law, Education, Accountancy,

Commerce, ete.22

The government is the major employer of certificate-holders,

and once an individual has been “directed" into a career, he has little

option'but to continue in that occupation. A disadvanfage of this

"direction" is that a student may choose a career for the opportunity . _

.--_...m?_‘-__. DR 4_«..ﬂi e
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it offers for further séhooling rather than because he is interested
in the particular career.?23
- VWhether the direction and placement of individuals-is, -in practice,

strictly adhered to in accordance with scarce manpower needs is not

‘altogether clear. For example, 59% of the first graduating class from

the Dar-es—Salaam Technical College were found to be working in jobs

unrelated or only remotely related to their training. Seemingly the

jobs that were related to their training did not meet their expectations.24
In comparison with the double-edged usage of éertificates as

described in Chgpter III, there seems to be less confusion and fe&er

anomélies in Taﬁ;énia. However, the certificates are for the most

: /

part still used as though they indicated both completion and prepara-
\

tion. This does not appear to be fully justified in all cases. In

addition, the uses made of certificates to exclude the unschooled

: may be wastefulof already limited resources.

One further point.of general comparison needs to be made. It
is not clear to what extent one 1s able to differentiate betwgen the use
of certificates and the use of credentizls in Ténzania. In the selection
érocéss for further schooling, both teachers' assessments (credentizals)
and certificates are used. There are mot large nucbers of certificate-
holders, and;'except at the GCE level, certificate holders are produced
with particula:.occupational slots in mind. There is indeed a scarcity of

certificaté—holdeis, so that there is littlé-choice among them: This is

i unlikexfhe situation in the United States, where there 1s, to all intents
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and purposes, a surplus which has enableé employers to use certificates
as a screening device. And where there is only one doctor serving a
largé‘humher of people, it is relatively unimportant whepﬁ??ﬁhé~is a
"Meood" o£ a "bad" doctor; he is the only doctor available. Fo; this

.reason, it would appear that, in Tanzania, certificates remain the

first—-and virtually the only—criterion for allocating high'status.ZJ
In summary, because of the way certificates are obtained and
used, certification in Tanzania sharesupany, but not all, of the
difficulties identified in Chapter III as being associated with this
institution. Most notably, certificates in Tanzania are limited as
to Wh;t they are able to attest to and limit access to certain occu-
pations, whether such limitations are desirzble or not, Since certifi-
cates are like paper money and have a value that is dependent on the
system of belief and the practices of the economic sector in a particu-
lar country, it is necessary to look now at those difficulties that
: arise from the particular values, bellefs and economic practices of

Tanzania.

What Further Problems Are Particular to Tanzania?
Certification in Tanzania may be regarded primarily as a means
for the production of high and middle level manpower skills for the
| exchange sector of society. No certificate is supposed t;‘represent

{ the consumption aspect of education or the pursuit of education for

education's sake. Nor i§ the acquisition of a certificate supposed to

-
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be regarded as a personal investment which would lead to higher

personal income and status.
‘.

— " .
There are major difficulties, however, associated with this

certification-manpower relationship, each of which contributes to the

conflict between what is intended and what is actually occurring in
(.

Tanzania.

The Certification-Manpower Relationship

The first difficulty which arises in the certification-
manpower relationship concerns the, appropriateness of this relationship.
The various certificates, with the excePtibn of the PSLC, are treated as
specific certificates which are linked to manpower needs. It is not
clear, however,“if the certificates are in actuality related to the
particular manpower skills needed in Tanzenia or if the certificates

are more related to the procedural requirements which have developed

over time in England. In light of the earlier discussion of the limitations

as to what certificates are able to attest to, of the raising of entry
requirements, and of the creation of occupational rigidities; it is not

‘clear how strong the relationship is amcng (1) Tanzznia's certificates,

: (2) the skills attested to, and (3) the skills that are needed. Since

the certificates are very similar in pattern to those in England, it is

oy

well ‘to remembér that rich countries develop patterns or sets of high

educational qualifications for occupations, not necessarily because

the occupationé need more education, but beczuse the rich countries can
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afford more education.2® Thus, the particular skill needs of
Tanzania may not in fact be met in the certification-manpower
:eiétiqnship that exists. In particular, there is somérsﬁésﬁion
of the way in which the manpoﬁer skills that are thought to be re-

quired are derived since they depend on simple projections ofrgross

aggregate numbers of doctors, engineers and other qccupational groups.

Selection

A second difficulty which arises in the certification-
manpowey relationship is selection. The school certificates are
used not only to indicate the completién of schooling and preparation
for entry to specialized occupations, but they are also used as a means
to select persons for further schooling. For exzmple, the PSLC is a
general certificate and relates to gemeral knowledge and skillsj; it is

a certificate primarily of attaimment. But it is also used as a means to

select persons for secondary schooling. A4lso, tne GCE, ordinary level,

although it is a general certificate relating to general knowledge and

skills, supposedly represents some degree of specizlization since it is
i used to select persons for skilled technical and sub-professional
occupations. It is also used to select a few for further schooling

leading to the GCE, advanced level, and entrance to the university. It

o

is used, therefore, primarily to differentiate among individuals rather

* than to assess their gbilities.
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There is a further factor in the selectiocn process beyond the
assessment of merit or ability: the actual number of places available

in secondary schools, colleges and the university. Despite-inéreased

enrollments at all levels of schooling since Independence, the
percentage of pupils going on to secondary schoo} has actuall§
decreased. That is, it has become increasingly more_difficult to
obtain a place in secondary education. For example, in 1966-67,
only 13%, as compared to 417 in 1961-62, of those who completed
primary school went on to Form I in the secondary school; 18% went
on to Form V after the Cambridge School Certificate; and 68% went on
to university after the Higher School Certificate.?’

The number of places is clearly limited because of Tanzania's
limited financial resources. Tanzania can allow only a narrow wmargin
of error in the selection process; that is, it cannot afford misjudgments
when selecting students. It cannot select more than a few individuals.
But there are two questions to be posed: On wﬁat criteria are persons
to be selected? By what means afe they to be selected?

"Education for Self-Reliance' recognizes the advantages of
examinations as a means of selection "in reducing the dangers of
eepotism and tribalism in a selection process." It also recognizes
the disadvantages:

As.a general rule they assess a2 person's a2bility Eb learn

facts-and present them on demand w1th1n a time period.

They do not always succeed in assessing a power to reasoém,

-.they certainly do not assess character or willingness to
serve.28
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With the emphasis in dEdupatioﬁ for Self-Reliance" on values
and attitudes, character (whicﬁ'i take to include a large dose of
seli—reliance) and willingness to serve appear to be as-important as
éhé'ability to learn f;cts and to reason. But here agéin ié the prob-
lem of mea;urabi}ity. Character and willingness to serve ate hardly
amenable to assessment at a national level by written examinafions.
They are characteristics that are best assessed by‘direct person contacﬁ,
over time, in different situations, by both iﬁpartial and partial
observers. They are the characteristics of a particul#r person that
might be mentioned in a letter of reference or recommendation. ‘They
migﬁt be reflected in attitude tests. Apart from the diffiEulty of

making tests of character reliable, there may not be consensus in the

interpretation of a characteristic such as self-reliance. What one

person may interpret as self-reliance, another may interpret as arro-

gance, obstinacy or stubbormness. In the absence of clear, reliable,
valid and standardizable measures of character and willingness to
serve, these attributes take second place to what can be measured with
a greater degreé of certainty--the ability to‘learn facts and, to a
lesser extent, the ability to reason.

Schools may well be réorganized to encourage self-reliance
and willingness to serve (though, in general, they encourage conformity
more than théy encourage independence). But if certification remains
ﬁnchahged and‘congequently these characteristics are not given recogni-

.

tion in the selection process, they will tend to receive only perfunctory
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treatment and will not be accepted by the participants as principles

and values that should underlie every action and every activity.

——

. Thus, certificates are liﬁited as a means of selection since
they cannot determine unambiguously a willingness to serve and a
commitment to socialism. No certificate is realiy able to attest
to these personal characteristics, but it is these characteristics
that will determine if the certificates are to be used for personal
status or if the potential skills are to be used primarily in the

service of the nation.

Status

A third difficulty which arises in the certification-

»
manpower relationship is status. It was noted earlier that the high

"school diploma in the United States seems almest to be used as a rite

of passage into adulthood. In Tanzania, the PSLC seems to be used for

ithis purpose, though it is not yet used to withhold adult status. The

GCE, on the other hand, seems to be a rite of passage into an elite.

"But certificates in Tanzania are not intended to be a means of allocating
social status. As Nyérere has said: "The essence of socialism is the
practical acceptance of human equality.”29 A person is to be valued for
"what he does and not for what he obtains."30 Those who have had

! greater oppoftunities have a greate:<rgsp53§ibili§y to give greater

;sepvice,31 otherwise there can'be no justif;qation'for "taxing the many

éto give education to only a few."32 There is to be

'
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a direct link between productivity and income....

And where this is not possible--for example, in jobs

like teaching and nursing—-we should take account of

the social usefulness of the work, and its relative )

attractiveness in comparison with other ogportuﬁf?ies
- for earning a living—-including farming.3 T

In. short, status is to be accorded to those who make. the
greatest contribution to society. Those with more education are
expecféd to contribﬁte more and to give greater sé}vice than those
with less education:

Those who receive this privilege, therefore, have a duty
to repay the sacrifices which others have made. They are
like the man who has been given all the food available in
a starving village in order that he might have strength to
bring supplies back from a distant place. If he takes

this food and does not bring help to his brothers, he is a
traitor. Similarly, if any of the young men and women who
are given an education by the people of this Republic adopt
attitudes of superiority, or fail to use their knowledge to
help the develozment of this country, then they are betray-
ing our union.3

The privileged may achieve status by shouldering greater

; responsibility but are not to gain it automatically through formal

schooling. For if they feel themselves to be superior to the many,

they will not be contributing to an egalitarizn society but to the

“"erowth of a class structure in our society.'s>

Despite Nyerere's claims, however, certification--the certifi-
cates themselves, the process by which they are obtained, and the use
made of them~-is in effect a means of allocating status: There is an
explicit ététﬁs connotatioﬁ in ;eferping to individuals as having

high level skills. This is enhanced by the higher salaries that go
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: mémber selected by a group that is given the opportunity to be selected.
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with the piece of paper that ostensibly attests to the high level
skills. And even to stress their greater responsibility is to

stress the special character of the educated. Vhere what~a.man does

- and what he obtains are closely related, the inevitable result will

be the stpatifiqation of society. Thus, certification of higﬁ
level sk}lis Qill, in effect, if not by intention, create an elite,
separate social class.

The difficulties associated with the manfower—certification
relationship--its appropriateness, selection and status-—create
further problems in the form of conflict between the social inten-
tions‘as expressed in policy statements znd the process by which
manpower skills are being produced and, more importantly, legitimized.
We will consider, the effects of this conflict on (1) the individual,

(2) the schools, (3) the economy, and (4) the society.

The Individual

According to Tanzanian policy, the intention of the certifying
3 P y f

: process is to produce needed manpower skills. The individual in whom

these skills are embodied is only to be recognized to the extent
ﬁhat he is able to offer sérvice to the many. The notion of individual
advancement is to be de-emphasized.36 Yet it is on the basis of
individual achi?yement that places for further schoolinge;re allocated.

Cooperative endeavor is to be encouraged, but it is not a group or 2
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So long as individuals are selected for further schooling on the
basis of their own abilities, group cooperation will by only of

secondary importance. School becomes a race in which thefe dre

few winners and many losers; and, in order to wim, an individual

relies on himself, -he does not take time off to help others.

Thus, self-reliance takes on a meaning different from that
given it in "Education for Self-Reliance." In the latter, education
is a means to make the country self-reliant and independent. In the
context of selection through examinations; self-reliance means:

"may the best man win, and the devil take the hindmost." Certifi-
cation does encourage a kind of self-reliance, but it is an indi-
vidualistic, atomistic kind. It is intended that

a self-reliant individual is one who co-operates with

others, who is willing to help others and be helped by

them, but who does not depend on anyone else for his

food, clothing or shelter...he is a truly free person

beholden to no one. This is the position of the vast

majority of our people now; it must be the position

of all of us.37

But the consequences of certification, with self-reliance

' have anarchistic rather than

interpreted ‘as '"doing your own thing,'
socialist tendencies.

Another effect on the individual 2nd an zlmost inevitable

" by~product of certification is the "generzlized elitist mentality

o

of the successful students."38 The limited number of competitors,

the stress on manpower needs, the notion of indispensability, and the

relatively higH‘salaries that accompany entry to a professional career
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engender in the individual attitudes of elitism:
The logic of the market and the rhetoric of manpower plan-
ning thus combine into a heady brew of nascent elitism and
the latter is not a particularly encouraging starting point
from which to take up an important and creative role’in the
struggle for egalitarianism.39

Even with a commitment to socialism, service and coopération,

the indiwvidual, inhibited by the very specialized training that he

has undergone and the pressures to obtain the certificate, will be
unlikely to have anything more than a fragmenﬁed vision of society. -
Academic disciplines and professional preparation seem to impart a

narrow perspective on the world rather than a cohereant, holistic view

sucﬂ as seems required for self-reliance. The individual, called upoﬂ

to provide creative and synthesizing leadership, may in actuality be

prepared only for a specialized techmocratic role.40

Schools

YEducation for Self-Reliance' stresses that the purpose of
eduéétion is always the same: it is to transmit the knowledge, skills,
values and attitudes of the society to the nex£ generation. It also

stresses the particular values and attitudes that are to be trans--

‘mitted in Tanzania: cooperation, socialism and self-reliance. The
7

function ,of schools, in part /fg to reform the society by creating
in the new generation values and attitudes that may not be widespread
within the present adult generation. In 6rder to do this, in order

to make tangible and concrete what are otherwise zbstract and intangible
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goals, the schools are to be reorganized to make them into

cooperative agricultural enterprises and the participants are

to be integrated into the predominantly rural society. It is
L™

also the function of schools to allocate the parﬁicipants~to <,

different roles in society, but this function--as well as the

" individual-centered function--is to be dee:phasized.4l

As*was pointed out in Chapter II, these four functions are
potentially in conflict with one another. 4s these functions are
operationalized in the schools, the conflict which results has the
effect of displacing and demoting the functions designated as
primary (the integrative and the social reform) toia secondary
position. In particular, certification stresses the instrumental
function at the expense of the integrative and social reform

functions.

‘The conflict of instrumental and integrative functions.—-

The importance of the role flayed by examinations im schools and

society was not overlooked in "Education fer Self-Reliance." It

was emphasized that school activities should not be organized around
examinations;42 that the content of education should take precedence over
the form of examinations,43 and that the present examination system and
selection procedures shoﬁld not be regarded as sacrosanct.44 Major
changes in examinations and selection, however, were postponed until

a latej,‘undefinéd date. Since 1967, some noéificat%gns have bg?n rade

in the:content of examinations, but the form and especially the role of

examinations remain virtually unchanged.



121

" schools have

Stemming from "Education for Seif-Reliance,
been reorganized as economic and social communities, principally
farms, so that they cén contribute to their own upkeepjﬁﬁﬁﬂeﬁgender
cooperation both among the scﬁool participants and with the larger
community. In the long run, commitment to cooperation is m;re important
than the economic contributlon a school can make.  In this reorganiza-
tion secondary schools and colleges are at a disadvantage because the
majority of their students are boarders3 and thus not immediately and
identifiably a part of the particular community. Although it is plan-
ned that evefy secondary school student will produce something that can
be used by the community,46 this involvement in the community may too

easily be regarded as a formalistic obligation only.

It is not clear if the reorganization of schools into economic

.and social communities affects the pedagogical and academic organiza-

tion of the schools. If the academic style of the school remains
hierarchical, authoritarian and competitive, then a dual system will

have been created. Cooperation that is encouraged in extra-curricular

_activities may be discouraged in the classroom, A study made in 1969

of‘two'secondary schools near Dar-es-Salaam®’ indicated that pupils had
been organized into groups similar to those of the TANU 10~house cell

systeﬁ. Each group was comprised of 12 or more students from all forms
with-an elected. leader. As a group, they participated in the political,

economic and social activitieslbf the school. Although the author of the

study considered the encouragement of leadership and attitudes
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i

ﬂof equality, with participation in manual work and traditional
‘dancing, to be the most important functions of this réorganization;

i N

i Forms IV and VI students play a passive role in student
. politics. These students are in their final year classes
and as -such they need a lot of time to concentrate on their

studies.

'
: .

i
i
!

The author does not appear to see a contradiction between the
éncouragement of leadership and attitudes of equality, and the releasing -

ibf senior students from their responsibilities in order to concen-
i '
i

‘trate on their studies. He seems rather to indicate that academic

;studies and examinations are more important, or at least separable

from group activities. There is no indication in this study, or

Tx

’}from informal soprces,49 that the group was involved in any way in

7Elassroom affairs or if members of the group were involved in

M

‘teaching or assisting each other with their "book learning."”
%5 The integrative function, as operationalized, appears to be
[}

i

@ore a mandatory appendage to the modified colonial school than it is

‘an integral and organizational core from which all other activities

gére directed. The instrumental function,especially as operationalized
ifﬁrough examinations, continues to exert a great influence on the
:échools; even though only a few students will be selected for further
1

. s

$chooling. A dichotomy is thus created between competition and coppera—
: . o .

ftion, between intellectual individualism and Pracrical communalism,

i

i 7

B - .
between dissimilarity and equality. If the integrative function is to
i
i

bﬁnomehprimaryd_ihisndichotomy_must_begeliminated.——nntil—it—is;—and»—-———ﬂ—————
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.50 long as success in the form of schooling, occupation and status
goes to those who are competitive and intellectually stronger, the

inst¥umental function will be perceived as the most impdFtant function

by those within the schools-—and by many outside the schools as well.

It was shown earlier that examinations inevitably affect the

‘contentjof education by creating a hierarchy of subjects and by
placing reétraints on what shall be included for examination because
of the limitations of what is amenable to measurement. More important

‘in the present context, the role played by examinations and certifi-

cates is a differentiating one--examinations distinguish among
individuals, separating rather than integrating them.

The conflict of instrumental and social reform functions.—-—

' education is intended

ﬁo effect a break with the past and to inculcate certain values and

_attitudes’that do not yet exist widely. In particular, education is

intended to prevent or at least inhibit the emergence of a class
structure in society and to transform traditional farming methods.

As has already been argued, certification does not encourage

cooperative behavior or notions of equality. It encourages, instead,

competition and an individualistic kind of self-reliance. It also

encourages elitism, since a few individuals are selected for further

P

schooling, which leads to higher status occupations. While examina-
tions are thought of as a legitimate means of selection, the many who are

not selected accept their roles as farmers--2nd as inferiors--to those

who are selected.
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Transforming farming methods may be easier than preventing

-the emergence of a class Structure, though the two are closely

A _ g,
ﬁlinked. _In each case there is the difficulty of changing. what is

Eprevalent and accepted as legitimate. What exists has greater legitimacy

iy
il

Tthan what is intended. Farmers are more likely to change their methods
4hhen other farmers, not schoolchildren or agricultural officers,
}demonstrate on their own farms the new methods. Similarly, school-

‘children will acéept and act on new values and attitudes when these
e ‘

;are more apparent in the society.
Thus, so long as certification demonstrably leads to high
‘status non~farm occupations and a higher standard of living, the social

i

:reform function will be inhibited and perceived as less important than
i -

:phe instrumental function.
;: . The conflict of Instrumental and individual~centered functions.-—-

;ﬁt should be apparent by now that the individual-centered function is,

N

ot

fbn the one hand, encouraged and emphasized by the instrumental function,

;énd, on the other hand, it is in conflict with the integrative and

i St
‘social reform functions. Individual advancement via schooling leads, not

i

“Jto farming, but to further schoollng, which in turn leads to higher
‘status occupatiens. Education is then perceived as a personal invest-
H
}pent and as a means of escaping from the rural areas. »

:; $pmma£z'-—1n examining these confll;tzng functions, I have

attempted to show that the instrumental function has an inordinate

)l
1nf1uence on the others, perverting the intentions of "Education for
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‘Self-Reliance" and virtually ensuring thaé the schools will in
.effect remain elitist, bookish and divisive institutions. That
this_function has so great an influence on schools is pqrt??ﬁrariy
.disturbing for two reasons. Firsﬁ, examinations are unable to ‘
measure--or encourage--the attributes thought to be so importané
for self-reliance—-agricultural skills, character, and willingness
.to serve. Second, the proportion who benefit d;rectly from certifi-
ﬁcation is relatively small (137% of those who completed primary
.school in 1966). Thus, éhe changes thag have been made in schools
‘may be necessary, but they are clearly not sufficient to ensure
that the intended functions--the integrative and sccizl reform--
-operate as the primary functions of schooling. Further changes
are called for both in the kinds of exazinati@ns and uses to which
they are put. This latter is in part beyond the scope of the
schools or of the educational system, but since most certificate-
holders.a:e to be empleed in government positions, Tanzania has the
power to diminish the importance of and the value attributed to

certificates in the economic sector and, thus, to lessen the influence

of ‘the instrumental function in the schools.

The Economy

The purpose of certification is primerily to attest to the

o~

production of specific knowledge and skilis required by scientific

and technical occupations. The high costs entailed in this process
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can only be justified in terms of_increaged productivity and the
service that is rendered to society at large.

 'During the transition from coleonialism to self—;gliiﬁb_‘
independence, the present form of certification carries the ri;k of
-:a decrease in productivity. Tanzania is not yet self—sufficieét
:in manpower. Although many positions previously held by colonialists
;are nov filled by Tanzanians, it is still necessary to “rent" the
éknowledge and skills of non-citizens. Because the nationalization of

all positions is more a political than an economic goal, it may seem

“inappropriate to raise the question of the relative econcmic advantage

" of "renting" manpower skills over the costs of producing these skills

iocally.

The point *is raised, however, not to compare costs but to
fsuggest that it is possible, through "rented'" manpower, to acguire
- also experienced manpower that could be utilized in on—the—job‘
training of uncertifiéd Tanzanians. Certification in its present
. form, however, excludes this possibility. It can at best only
prepare manpower; it cannot replicate the experience that comes from
practicef it offers few opportunities for master-learner relation-
ships. Thus, initially at least, as newly certified Tanzanians take
over positions from more experienced non-citizens, there may be a

decrease in productivity. In fairmess, this cost may best be calculated

in political rather than economic terms.
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Neverthe}ess, there are costs through certification that
Emust be considered primarily in economic terms. Ihese are the high
"costs.of institutional preparation, the occupational rigigz§fe§‘that

are created, and the degree of efficiency that can be expected from

v

* certificate holders.

In- 1969-70, for example, 19% of the total national recurrent
‘budget in Tanzania went to education. QCE these expenditures, 92.5%
jwere for formal education; 0.3% were for industrizl training; 1.47%
Ewere for rural areas (agricultural eﬁtension work, primcipally); 0.9%
wvere ﬁor adult education; and 4.9% were for health, civil service,
management and other training. In a breakdown of the zmounts for
fformal education, 47.2% went to primary, 21.37% to secondary, 5.7%
to teacher training, and 127 to higher education.so Thus, excluding
" the costs of primary schooling (and it might be that some of these
.costs should be included as well), expenditures oa the production
.of manpower (2.4% of the'relevant age groupdl) entailed 38% of the
education budget and almost 8% of the national budget. This invegt-
ment in "ﬁuman capital"™ is high and there can be no return on the
igvestment for some time to come since the lead time for production '
is from four to 11 Years;sz
It has already been argued that institutional prepération has

limitations, for the theoretical component is larger than the practical

component. In addition, individuals do not contribute to the economy

until their education is completed. Where there is on-the-job training,
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A

] : individuals can at least be expected to contribute to the enterprise

" at the same time as they are undergoing their training.

It was-also argued earlier that certification creates, _gccupa-

tional rigidities in that the educational qualification'is‘treated

as the occupational requirement, thus excluding other qualifications
~and other requifements. Occupations such zs those in Category A »

(page 96 above) which normally require a university degree do not
: I

" necessarily require such a degree. The case of accountants is a

?fready example. Occupations in Category C which normally requiie a

secondary education, such as skilled clerical workers, have not always

required a secondary education in Tanzania. Indeed, a large number

of clerical and executive officers in government service will

presumably have entered when the PSLC was the entry requirement

and have gained promotion through additional school certificates,

such certificates often being conditions for promotion past an

efficiency bar. That these occupations now require a secondary

education may be less a measure of the increase in skills required

than an indication of the availability of more pefsons with secondary

- education. Further, by making an educational qualification an

“occupational requirement, .older, experienced butuncertified persons

“are excluded from positions of responsibility. Such persons may
rightly resent young but certified, inexperienced persons Béing premoted
over'fhéﬁ: This f;actice "jgnores those who -have -.the necessary know-

ledge, but not the certificates."53
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The changing conditions in Tanzania would suggest that an

. individual needs greater flexibility and greater innovative ability
;.than.his cguﬁterpart in a developed country. Certificat;oﬁraﬁicﬁ
‘ié unable to guarantee even compefence seems unlikely to produce

flexibility and creativeness, and it is these three characteriséiqs

which seem.to be most necesszry for efficiency and increased pro-

:ductivity in Tanzania. N

:iThe Society
Fbrtification is creating an elite, separate class. This
- effect has been recognized. Indeed, it is indicated in "E&ucation
. for Self-Reliance" that there is a need to downgrade examinationms,
lat}d thus certificates, in government znd public esteem.X% Yet it
"is through governmental action in retaining occupational categories
‘based on minimum educational requirements signified by certificates
that the formation of an elite continues to be encouraged. Entry to
“this elite class is through formal schooling, and there zppear to be
no alternative routes to high status.
N The number of people involved is small, with ‘'only about 3
~ percent of the pqpulation working for wages, znd less than 0.3 éercent
" of these in jobs requiring more than a primary education.™> The
highreypenditures:(£3000 for a threefyear degree in a country where

| the annual average per capita income is £2056)Von 2 few individuals

to produce the needed manpower, and their long zbsence and relative
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‘ isolétion from the "real" world cannot help making them aware of
E their privileged position. There are no guerantees that they are
' willing or able to contribute to the society in proportignj?gmwhét
has been expended on them. .
It would seem-that certification of the few is inconsistén;
with the notion of--and innovative practices occurring.elsewhere in--

- the "nationwide learning system."

It is gertainly in conflict with

? the objectives of socialism--equal rights and opportunities, the

f absence of exploitation, the achievement of a distriﬁutive revolu—
tion.57_ Certification results in unequal opportunities. The
majority are taxed in order for a few to be prepared for high
status occupations. And those who are certified live in relative

. luxury before they®even begin to contribute to a "gradually
e

" increasing basic level of material welfare"58 for the many.

Summary
Some of the difficulties associzted with and generated by

" certification arise from Tanzania's particular social goals. Some

are similar to those identified in Chapter III in that certificates
are limited as to what they are able to attest to, they are impersonal,
their acquisition is often removed from practical realities, and their

R

double~edged character is sometimes misused.

There is a further difficulty, ndt previously alluded to

directly, that arises in part from Tanzaniz's colonial past. It is
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that certification in Tanzania is not an indigenous institution.
It is derived from and similar to that ia England, but it is more

rigid. It lacks seme of the English idiosyncracies, sqchwagwtﬁé‘

different preparatory routes to one cccupation. Since certificates

v

- as screening devices are dependent on practices in a particular

country, English practices may be inappropriate for the conditions
peculiar to Tanzania. Unlike Eugland orythe United States, for
example, Tanzania is experiencing a scarcity, not a surplus, of
certificate-holders.

One might therefore expect that Tanzania would have already
paid greaé attention to this crucial iastitution of certificationm.
It was suggested in Chapter III that certificates should be made
more specifiec, tHat alternative, legitimate ways of acquiring know-
ledge and skills be opened up, and that certificates be used with
greater caution. Tanzania has the power to do 211 of these things,
since the numbers of peopie involved are relatively small and the
central government exercises comsiderable control over bgth the

educational system and, through governmeat and para-statal institu-

- tions, the economic sector of society.

One might also expect that Tanzaniz would have already

paid great attention to certification because certeinly the educa-

-

tional-system-and other social imstitutioms have been subjected to

R — .
considerable critical scrutiny. Yet certification has barely been

modified.




The absence .of action on or even critical scrutiny of
certification seems to suggest that certification is accepted
almost -unconsciously or has proven difficult to modify. THE™, :

lack of serious questioning in this area contrasts sharply with

s

" -the fundamental search being undertaken in other areas of educa-

tion. Perhaps the clearest example is the quest for-a new kind
of primary séhool complete in and of itself, undiluted by the
demands of secondary schooling, and zimed at meeting claims of
equity. The task of Chapter V, therefore, is to attempt to
understand why certificgtion has escaped the serious questioning

directed at other social institutioﬁs.

132
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NOTES TO CHAPTER IV ] _——

lsee Chapter IT, pp. 38-42.
%See Chapter III, pp. 49-52.

3For information about the structure and size of the
educational system, see Appendices A and B.

4The Standard 4 examination has been eliminated to help cut
the attrition rate. However, there are still school fees (there
are none for secondary education), which may account for some ’
drop-outs.

5Nyerere, "Education for Self-Reliance," Ujamaa, pp. 60-61.

6Pupils are urged to develop interests and careers in the

. fields of science and technology, and serious concern is expressed over

the fact that fewer persons choose such careers than there is the

" need or the opportunity. The majority of pupils prefer careers in
‘ the humanities and medicine, since through their culture they are

" more interested in people than in things. See for example: J. van

E Baal, "The Modern School: An Imported Institution in the Developing

Countries" in Educational Problems in Developing Countries, ed. by
CESO (Centre for the Study of Education in Changing Societies)
(Groningen: Wolters-Noordhoff Publishing, 1969). It is rather
ironic that people in underdeveloped countries are being urged to

. become more ratiomal, while in the West which might be described as

a culture of "doers," there has been a relative decline in the
numbers of students going into science since the peak in the 1950's,
and at the extreme, the "counter-culture" is posited almost entirely
on a revival of mysticism and personal relationships.

7The Tanzanian GCE, both ordinary and advanced levels,

! replaced the East African GCE in 1971, which in turn had replaced

the Cambridge School Certificate and the Higher School Certificate.

. The Cambridge Examinations Syndicate assisted in the setting, marking

and moderating of the East African GCE. .
8iTanzania Second Five Yéar Plan for Economic and Social
Development 1st July, 1969 - 30th June, 1974." Volume IV: "'Survey
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of the High and Middle Level Manpower Reguirements and Resources."
(Dar-es-Salaam: Government Printexr, 1969).

91bid., p. 4. —
101p14,

11Ibid., pp. 12A and 12B, Tables 4 and 5, Categories A and
B Occupations.

12gverseas Liaison Committee, American Council.on Education,
Tanzania: A Nation-wide Learning System (Washington, D. C. [?],

November 1971), p. 8.5. (wmimeo.)
13cf. Chapter I1II, p. 62ff.

145ee: Urie Bronfenbrenner and John C. Comdry, Two Worlds |
of Childhood: U.S. and U.S.S.R. (New York: Russell Sage, 1970).

In the USSR it is considered inappropriate to attribute failure to
genetic deficiencies or family background; thus, teachers, with other
social institutions such as the family and the Party youth organiza-
tions, are held responsible for the success of zll children.

L3ce. Chapter IIT, p. 63.

16It is argued that people in underdeveloped countries must
be encouraged to develop scientific and rational attitudes toward
the world and to rid themselves of the mysticism and fatalism with

) rhich they have viewed their world in the past aad which now inhibits

economic and technological development. See: Thomas Balogh,
"Misconceived Educational Programmes for Africa," Universities
Quarterly, Vol. 16, No. 3 (June 1962), p. 245,

8.+ S ———— - e —

17¢e, Nyerere, "Education for Self-Reliance," Ujamaa, p. 53,
and quoted in'Chapter 11, p. 35.

8Su ez, p. 9. There is no indication of what happened to

‘the unsuccessful candidates, whether they entered the Technical College

to which the GCE, ordinary level, is the entry requirement, or if their
cience preparation was utilized in any way.

19Note that this change of approach is also implicit, but not

Blways explicit, in the practice of "gpen admissions" to college.

, 201¢ s difficult to determine the extent and availability of

skilled but uncertified manpower, but we nmsy be justified in assuming
#hat it does exist. Cf. for example: \}erere, "Educatlon for Self-
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Reliance,” Ujamaa, p. 57: "If a man does not have these qualifi-
cations [school certificate or degree] we assume he cannot do a

job; we ignore his knowledge and experience. For example, I recently
visited a very good tobacco-producing peasant. But if I tried to
take him into Government as a Tobacco Extension Officer, I Would run

. up against the systém because he has no formal education."

2lgee also Chapter I1II, p. 74. .

225010mon N. Eliufoo, "The Aims and Purposes of Tanzanian Edu-
cation Since Independence," in Tanzania: Revolution by Education,
ed. by Idrian N. Resnick (Arusha: Longmans of Tanzania, 1968), p. 44.

23cf, the findings of E. L. Klingelhofer, "Occupational
Preferences of Tanzanian Secondary School Pupils," Journal of Social
Psychology, No. 72 (August 1967), p. 158: "It seems clear that
national needs and individual preferences of secondary school students
are badly mismatched. The students are overwhelmingly oriented
toward high prestige professional occupations, while the country
requires clerks, skilled manual workers, teachers, and nurses.
These needs probably cannot be met without applying ccnsiderable
social pressure or control; and the necessity of using the sort of
stratagem has serious implications for the motivation of individuals
recruited into these occupations, their occupational life expectancy
after training, ‘and the caliber of their performance vwhile on the

" job. -Their rates of failure an&jﬁoluntary attrition will probably

be higher than those for individuals engaged in the same occupzation
through choice, and will be higher than anticipated by the manpower
planners.

24Overseas Liaison Committee, A Nation-wide Learning System,
p. 6.5.

25The nature of credentials is such that it is difficult to find
evidence of their usage in a study based on secondary sources. We
may, however, be justified in assuming that credentials play an
important part in the election of TAXU party officials, especially
at the 10-house cell level, and in the recognition and standing of
master farmers,

726P. R. G. Layard and J. C Saigal, "Educational and Occupa-
tional Characteristics of Manpower: 4n Internationazl Cofiparison,”
British Journal of -Industrigl Relations, Vol. 4, 1966, p. 230.
The slightly different point "that the level..of employees in high
level occupations varies widely from country to country" is also

‘made by Idrian'N. Resnick, "Educational Bzrriers to Tanzania's

Development," in Tanzania: Revolution by Education, ed. by Resnick,
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p. 129, drawing on findings by J. Blum, “Educational Attainment of
Occupational Categories of Workers in Selected Countries," Appendix D
in H. S. Parnes, Forecasting Educational Needs for Economic and Social

- Development (Paris: OECD, 1962). —

P 27Comparat:we figures for 1961/62, 1966/67 and 1969 are as
follows:*

1961,'62 1966/67 1969 °
(2) No. of primary school leavers 11,732 52,547 59,000
(b) No. entering Form 1 4,810 6,685 7,110
(c) (b) as a percentage of (a) 417 13% 12.05%
(&) No. completing Form 4 1,603 4,723 -
(e) No. entering Form 5 286 826 -
(£) (e) as a percentage of (d) 18% 18% -
(g) No. completing Form 6 176 761 -
(h) No. entering university _ . 95 517 -
. (i) (h) as a percentage of (g) 547 687 - ¥

. %Figures for 1961/62 and 1966/67 were compiled from: R.C. Honeybone
-+ and J. K, Beattie, "Mainland Tanzania," Examinations, The World Yearbook
- of Education 1969, ed. by Joseph A. Lauwerys and David G. Scanlon
(New York: Harcourt, Brace and World Inc., 1969),Table 1II, p. 133.
. Figures for 1969 were compiled from: ¥icholas Bennett, "Tanzania:
" Planning for Implementation,” in Educational Cost Analysis in Action:
Case Studies for Planners — I (Paris: Unesco, IIEP, 1972), p. 25.
- Concerning the change from the Cambridge School Certificate and
Higher School Certificate to the GCE, oxrdinary and advanced levels,
' see Note 7 above.

28Nyerere, "Education for Self-Reliance,".Ujamaa, p. 63.
29Nyérere, "The Purpose is Man," Ujsmaa, p. 53. |

3oNyerere, "Education for Self-Reliance," Ujamaz, p. 53.
3¥£§ig;, p. 74.
321pid., p. 62. .
3§Nyerere,‘"After the Arusha Declaration," Ujemaa, p. 169.
_34Speech given by Nyerere in 1964 at tgé beginning of the

- First Five Year ‘Plan and cited in Overseas Liaison Committee,
Nation-wide Learning System, p. 4.17.
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35Nyérere, "Education for.Self-Reliance," Ujamaa, p. 55.
H1nid., p. 52.

,_37Nyerere, “After the Arusha Declaration," Ujamaa, §T§TSIff.

381ohn S. Saul, "High Level Manpower for Socialism," in

Resnick, Tanzania: Revolution by Education, p. 99. .

391pid., p. ioo.r

40;§gg;, p. 101.

blgee Chapter II, p. 4l.

42Nyerere, "Education for Self-Reliance," Ujamaa, pp. 61-62.
431bid., p. 63.

#41bid., p. 77.

453ee: Overseas Liaison Committee, Nation-wide Learning System,
p. 6.2. 72% of secondary school pupils were boarders in 1968.

461pid., p. 4.18.

47p10is Mbunda, "Comparative Study of Pre- and Post-Arusha

'f Declaration School Organisation Systems in Tanzania." University

Coliege, Dar-es-Salaam, Political Science Department Paper No. 6,
March 1969. (mimeo.)

%

481p1d., p. 14.

49Neither a couple recently returned from teaching in Tanzania

. nor a Tanzanian graduate student at Syracuse University could confirm

the use of the 10-house cell system in schools. They do, however,
indicate that in their experience classroom activities continue to be

" organized in the traditional manner.

500yerseas Liaison Committee, Kation-wide Learning System,
Tables 3.1 and 3.2. Expenditures on education are estimated to increase
to 23.7% of the total recurrent budget in 1973 and the combitment to
formal education is to decrease to 80.6%Z of this amount.

- -

Slibid., p. C.1.

525ee Table 1, p- 99.



L ' 138
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ment," in Tanzania: Revolution by Education, ed. by Resmnick, p. 125.
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" S5gebert L. Thomas, "Problems of Manpower Development," in
Tanzania: Revolution by Education, ed. by Resnick, p. 110.
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. ‘ _ " CHAPTER V ,
THE TRANSFER OF CERTIFICATION

Introduction

;3 In order to understand why certification has not been subjected
i . -

to critical scrutiny or been modified to zny great extent, a foray must
be made into the domain of social change theory. It will be shown that

certification'is a case of tramsfer in the realm of technology, transfer

which distorts the relationship of education as 2 means to the ends of

. roA
socialism. Because of this distortion, certification sits like an

dndigestible morsel obétructing the implementation of intended educa-

5

tional and social changes. And if it can be shown why certification
is a debilitating factor, it may be more likely to receive the critical
appraisal and priority treatment that its crucial position demands.

. Certification is clearly a carry-over or transfer from Tamzania's

éqlon;al past. But this fact can only partially explain why certification
has received so little attention. Other transferred institutionms,

such as the form of government, have been mocified and are being trans-

ﬁormed. That certification has apparently resisted transformation

T -

éﬁggests that it is affected by technological inertia, an apparent force

in things that makes them amenable only to transfer and not to transfor-—
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mation. Moreover, technology, by distorting the means-ends relation-
.éhip, comes to specify its own ends. For example, the techniques of
manpower production stress increased productivity, mot a co@mﬁ?ﬁ%ﬁt”
to Tanzanian socialism. There are thus three interrelated factors‘
involved:- a distortion.of the means-ends relationship, technologiéa;
inertia and transfer.

ﬁefore exémining these three factors, let me first indicate
ériefly the cultural, social and physical environments within which
;changes occur. These environments--or, as we have called them, the
realms of meaning, conduct and technology—aznd the different societal
sectors through which each réalm'is most explicitly expressed, may be
ﬁllustrated by the schema in Table 2 below..
;: The three realms may be thought of as a way of viewing the
fhenomena of reality. They are ordered according to the degree of
perceived tangibility, with the least tangible—meenings--at the top,
énd the most tangible--technology--at the bottom. At the same time,
the fundamentals or basics which appear at the top g;ve content to the
@ore sPecific or derived eleménts at the bottom. For example, a four-
iegged woéden object is meaning-less until it is understood as a chair.
Within“each realm the categories may be seen as levels pf aggregation

and complexity. The realms may be seen as corresponding to a sectoral

"

division of society.and the different levels at which men live.
It should be noted that the reglms, 1evelsh6f aggrégation and

sectors are but a means of looking at the ''real' world; they are by no




Schema of the Realms of "Reality'*

P

Realms Levels of aggregation and compleXity within each realm - Societal sectors
’ through which
realms are
l ! expressed
Meanings: thoughts, ideas values, beliefs myths, worldviews | political,
= religious.
Conduct persons relationships, customs, institutions ' soclal
codes of behavior
| . .
iTechnology: things means of production . total environment | economic
i within which prod+

| | uction takes place

f
|
I

%This schema attempts to syntheslze various ways of describing the world found in the
literature on social change, cultural anthropology, development theory and sociology of know-
ledge.! T have drawn particularly on distinctions made by: Arendt, The Human Condition (the
various realms and sectors are similar to her "human conditions' of action, work and labor);
Manfred Stanley in his work on technicism (he does not, however, disaggregate within each
level of meanings); Spicer (ed.), Human Problems in Technological Change (the impact of cross-
i cultural contact on customs and beliefs); Hoselitz, "Advanced and Underdeveloped Countries:

i A Study in Dcvelopman Contrasts"” in Hamilton (ed.), The Transfer of Imstitullons (valuc,
socio-structural and economlic factors); Barnett, Tonovation (stress on the importdnce;of the
"yltimate mental reference," p. 15); and Schneider, "The Idea of Culture in the Social Sciences™
.(cultural facts are intangible despite the looseness with which the term culture is. used)
[Scc Bibliography for full details of publications.] In most cases the authors essentially
concanratc on one ot two rcalms. The schema is then a synthesis and the distinctions are the
i same whether they are .termed meanings, psychological or cultural; conduct, behavior or soclal;
i and technology, technical or physical. :

vl
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means hard or clearcut but are continuously énd intricately related
to one another. For example, a tree may be looked at as an idea (an

.object of beauty), a meeting place, and as a means of production in-

building a house. And in a stable society the correspondencé between

realms and sectors is most clearly recognized. In times of change’,
barticularly rapid change, the correspondence of sectors to realms

.

may become diffused, creating uncertainty ané disorientation while

" the old order gives place to a new one.

The realm of meanings includes thoughts and ideas, sets of

&alues and beliefs, which together form world-views (systems of mean-— v

ings thatare shared among persons); myths and metaphors are éodifi—

Lations and simplifications of the complexities of ¥iews of the world.

#his realm is closely related to spiritual and political existence,

éo the beliefs about4;an's relationship to his universe~-god and

éternal nature, the unknown and unknowable, values about man's dealings

Qith other men. ‘Religions, philosophy, ideologies and debates about

ﬁhat is "'good," "5ust" and "right" fall into this realm.

| The realm of conduct includes persons, the relationships and

the codifications of behavior among persons, and the institutions

%hich mediate between and among persons. This realm is closely related
- ~ :

to social existence, to the ways in which men and women live and act

together. Families, communities and schools fzll into this realm.

_The realm of technology includes things and_tools,. the means and

techniques:of producing things, and thie total environment within which
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\ S i

== the production takes place. It therefore subsumes many social
institutions. This realm is closely related to economic existence,
"to the ways ih which men provide for their physical needs, which have

how extended beyond mere physical survival.

Means-Ends Distortions

+

Ideally, the realm of technology (together with the realm of
?onduct) represents the means by which the‘ends or goals of society
jkderived from the realm of meanings) are achieved. Today, however,

‘the advance of technology has virtually become an end in itself. Thisl
is what we are referring to as a distortion of means and ends.

How has this come about and what are the consequences? I;he
j%ealm of technology has become closely related to the notion of
i;cientific knowledge, a subset of the realm of meanings. Scientific
:knowledge is thought to be objective, free of persomal and ideological

- ibonsiderations. Through the pursuit of objectivity, scientific know-
iedge and, by extension, technclogical know-how are presented as
Ihsuperior"l to other kinds 6f knowledge. This position effectively
‘excludes discussion of what is "good." Debates about the ends of society,
Qabout%what is "good," "just' and ‘right"--whether these debates relate
lin actuality to meanings, conduct or'technology--are treated as irrelevant,
:glready resolved or less important that the search for objectivity. But
’objectiviiy is‘an elusive ideal,2 it is almost impossible to achieve.

This is not-always recognized and thé result is to treat the ends as being
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settled and to discuss only the means and the choice among means.
The realm of techmology, the how to achieve something, takes precedence

" over the realm of meanings, the why to achieve something. th}5>

. distortion of the relationship between means and ends has the effect of

‘

"making technology as a means virtually an end in itself.

;Technological Inertia

5 A further factor which contributés to this means-ends distor-
ftion is that of technological inertia, whereby technology appears to
fpossess sufficient momentum to preclude certain ends and to impose.
fcertain meanings. That is, a particular technelogy may be a meang to

‘a particular end, If this technology is then used as a means toward
\ ' éachieving another, different end, the technology may prove so inextri-

o +
:cably linked to the previous ends as to be dysfunctional. The case
”of manpower production, mentioned above, is iilustrative. The tech-
nology either fails to serve as a means to the new end or changes fhe
new end to coincide with the previous end. 1In other words, technological
inertia is the effect of means coming to specify their own ends and
results from the realm of technology coming to predominate over the

- realms of conduct and of meaning.3

Py

‘Transfer
Transfer is related both to the distortion of the means-ends

,rélatibnship and to technological inertia. It will be recalled that we

)
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~earlier distinguished between three forms 'of change--innovation,

 transformation and transfer. We are concerned here with the impact

N

:‘of elements of one socieéy upon another and thus with traniggr and
transformation, not with innovation. Transformation is a form of‘
;change that occurs when an element is borrowed froq outside a particular
:?society but when the intention for and determination of change is’
fmotivated From within. For example, if Tanzania, as aﬁ internal agent,
?intends a particular‘change and borrows elements from outside of
5&Tanzania, this would constitute a transformation. Ujamaa--Tanzanian
;socialism-—is such a transformation. Meaay of the ideas and intentions
‘of ujamaa are borrowed, but the particular form that socialism is
'taking is peculiar to Tanzania.
Elements to be borrowed and transformed are very oftem repre-

:sgnted by physicaf and tangible things that are from the realm of
'technology. Whether they are things, teols or techniques of produc-

tion, these elements are difficult to disaggregate from the total
environment in which the production formerly took pléce. For the
'technological realm is in turn interrelated with the cultural and social
Henvironmengs, with the realms of meanings and of conduct. Thus, even .
..in borrowing an element and intending to transform it, there is risk

)
- that it may not be separable from the previous situation. Elements
ﬁthat are borrowed as means to achieve ends different from those they
‘previously served may turn out to be nonft:ansformablgrbut only trans-

. ferrable, due to their technological inertia.
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L Transfer is the form of change that oecurs when an element

.from outside the society is in some way "foisted" on the society.

‘The intention and determinatiom of chenge is motivated from outside,

—

That is, if a country other than Tanzania intends a particular change
'in Tanzania, this would constitute a transfer. It is important to
‘note that external agents do not necessarily "'foist" the change

. directly ox forcibly on Tanzania. The change is purportea to be

" "superior," and the persuasive power of rezsom is invoked to gain

Eacceptance of the change. Discussions zbout the reasons and the ends
f‘of the change are hardly possible in the face of the purported
“"superiority" of the change. 1Its "superiority" is enough. There is
‘then a danger of a means-ends distortion.

We may now consider how these factors—-the means-eads distortion,
ftechnological inerti; and transfer--together help explain'the seening

unawareness of the crucial and critical position of certifieation in

Tanzania.

Certification As Transfer
- Certification in Tanzania clearly is a transfer. The
'cerfificates that are used, the process by which they are acquired,
Jeven to some extent the ways iﬁ which they are used, stem from other

countries, from external agencies. What modifications have occurred

in the process are minor modifications of content. Certification appears

fto be ‘accepted and not rejected or questioned because it is presented——
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éparticularly by manpower planners--as being the most satisfactory,
Eeven the most efficient, way of producing needed mznpower.

In contrast, institutions, pre-colonial as well as colggiil,
‘have been transformed. For example, in the political sector, the:
1Westminster style of democracy, inherited from Britain, has been -
.tfansformed\into a one-party democracy in which the single party
presents two candidates for each electoral constituency. ‘This
 change was mediated by the particular conditions in Tanzania and by
?the demands of Tanzanian socialism. In the sociél sector the tradi-
ftional rural way of life is in the prccess of beiag transformed by the
-creation of ujamaa villages. All villages are linked by the TANU
‘lO—house cell system to the political sector. Colonizl primary schools
fare to be transformed into complete and terminal, community-based schools
jandvtied to the hnation—wide learning systen.” 1In the economic sector
 ﬁodern farming methods are to replace traditiomal subsistence methods,
‘and cooperatives and para-statal corporatioms are to involve the parti-
‘cipation of peasants and workers in the carketing and management of
?their economic affairs.
| . Al1 these transformations are means to the ends of ujamaa. The
;sqpial_institutions are means, because they zre derivedé from and are
isubservient to the ideological and ideational standpoint of ujamaa.
:ﬁjamaa and its realization in social institutions together determine the
technology that is to be utilized, the total gnv{ggnment within which

;production_:akeS'piape, Any pafticular technology chosen is then expected
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e : to be affected by, but also to affirm the meanings, values and
'beliefs of the society. The short term effect of choosing a
particular technology may be to reduce efficiency (the guid%2§\‘
'principle of technological choice) but to increa;e equity. ‘Forh
example, a choice has been made to raise the standa;d of living eof
.éll (that is, to address the absolute poverty of the rural areas and
the relative poverty between rural and urbzn arezs) in ﬁreference to
Aattacking directly underdevelopment (that is, to azddressing relative
;poverty in comparison with other couutries).4 For cooperative ujameaa
villages may be less efficient in terms of production than privately-
managed or —owned farms or plantatioms. Primary schools for the many
‘may be less efficient that primary schools for a few who may benefit
”the most.5 Para-statal corporations, protected as they are by the
_government, may be iess efficient that private aﬁd competitive enter-
:prises. It may be hoped that in the long run efficiency will be
increased but that equity will ﬁrevail. In any case, at this point in
Tanzania, equity is preferred to efficiency.
Certification to produce high and middle level manpower skills
;is a-means to increased productivity, an end of economic development.
iAs a means to this end, it may not be compatible with the social end
‘that has been posiéed by Tanzania--a distributive revoiution. Indeed,
'fit has bgen shown earlier that, instead of equality and cooperation,
certification encourages inequality aand comggti}ipg. And one resu{t_of

fcertification is the emergence of an undesired class structure. Thus,
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s not only is certification incompatible with desired social ends, but
»Eertain consequences of certification are a direct contradiction of
éthese ends. e

Certification is clearly only one aspect of education, and

all of Tanzanian education is seen as a means to the ends of socialisnm.

;But certification, in effect, is in conflict with and displaces the

- .

;bther functiong of education. Moreover, certification is seen as a
Jﬁeans to produce manpower skills and thereby to increase productivity
éand economic deyélopment, aspects of socialist goals. But the com-
?patibility of the goals of economic development and the digtributive
%fevolution'rests on the notion of service by the few for.theqmany.
:And certification does little to encourage this notion of service.
;inétead, it acts prinsipally as a means to economic development. It
Eéeems unable to serve both ends. It distorts and perverts education
%as a means to the ends of socialism and serves to separate one aspect
:of the ends of soc’ .ism from the others, crezting a division and
fauality in the society. That it is aﬁle to do this may be explained
%y the effect of technological inertia.

' 'Certificaﬁion is a social institution, but as a means of pro-
?ucing*manpower skills it may alsolbe thought of as a technique, a
technical process in the realm of téchnclogy.6 As such, it seems
Linextricabl& linked to the ends it'previously served--that is, "to
féconomic defeiopﬁeﬁﬁrfor the purposes of capitalism.in England, the

'

country from which it has been transferred. And by failing to fit with
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the new ends to which it is ostensibly the means, certification
remains a transfer, resists transformation, and thereby is dysfunc-

tional to the broad goals of socialism.

£YY

The difficulty with certification, however, is not just that it
Vfails to act as a means in the way it is intended to do. It is also an
tébstacle to the implementation of the broad inteations of Tanzanizn
society. Th the relationship.and hierarchy of the realms and sectors
.of society, meanings affect conduct, which in turn zffect technology.
That is, through discussion in the political sector, particular meaa-
:ings are negotiated and accepted as shared. Social imstitutions are
;shaped in accordance with these meanings, and together they determine the
'tools and techniques of production that are to be utilized. The changes
‘intended in Tanzania, represented by the policy statements we have
’earliér examined, gbllow this pattern. The meanings of socialism
:(the values of equality and self-reliance) have influenced and shaped
the political, social and economic imstitutions znd practices.

Certification has not been shaped and influenced by the meanings
6f socialism, but by those of capitalisa. So, in effect, are the social
instituti;ns with which it is associatedé—schools, colleges and the
_exchange sector of society. Whether explicitly or not, these institu-
‘tions together affect and affirm a set of meznings that are different from
and incompatible with the meanings of socialism. For technology is not
ﬁalue—f:ee. A particular technology is derive?ufrom a_;articular set of

meanings, it is rooted in a particular culture. It is as if a techmoclogy
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has embedded and embodied in it a whole set of implicit assumptions
which need to be explicated and examined to see if the technology can
;Ee utilized for ends different from those for which it was desjigned.
| There is one additional factor. The changes intended in
'Tanzania, besides being derived from the realm of meanings, are ialso
in-the domain af what might be. They ére statéments gbout the future.
.They are intaﬁgible and can only be concretized through pérsous and
”;nstitutions. Certification is already concretized and tangible.
it is in the domain of what is. Thus, if social intentions and
Vcertification are incompatible and in conflict, it may be ekpected
that the domain of the present has greater legitimacy and is more
‘acceptable than the domain of the future. Persoms tend to act more
.reédily on what is probable than to bring about what might be possible.
! +

Thus, the case of certification constitutes a particular form
of distortion in the means-ends relationship. The distorticn originates
from certification's transfer characteristics, but it is perpetuated
by the effect of technological imertiz znd supported by a legitimacf

accorded to what is most tangible.

~ - Summary

In this brief theoretical foray I have attempted to give the
reasons which seem to have led to a lack of expiigit attention«to the
issues of cértification in Tanzania. It seems that certification is not

only outside. the range of attention but also, at present, beyond the
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~.. reach of intention. In order to change this, in order to align
certification with intentions, it is necessary to recognize that

“(1) techmology can assume a dangerous inertia, (2) it is neverth

eless.
26
7

:possible to choose among technologies,’ and (3) the issue of certifi-
ication demands priority treatment. It should be noted that techmological
.ine£tia is by nd means confined to undefdevelopéd countries. There is

a pervasive teﬁdency throughout the world, particularly in‘developed
§¢ountries, to allow technology to determine the social institﬁtions and
Tmeanings of society. It may be easier for underdeveloped countries

to recognize this tendency because it come to them from "oufside,"

from external agencies, in the form of transfer. And if they "fear

‘the Greeks bearing gifts," they may come to recognize that it is the

"gifts" themselves rather than the “Greeks" that they should be aware

" *

bf. For certification may be likened to a Trojan Horse; it is brought

into the society without arousing fear or suspicion, but it carries within
‘it the capacity to disrupt the society. It must then be examined most
‘critically, and it needs to be changed if education is to be able to
fulfill its role in contributing to the realization of the breoad inten-

tions of the society.
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NOTES TO CEAPTER V

.

lSee: Jacques Ellul, The Technological Society, tran3. by
" John Wilkinson (New York: Alfred A. Knopf, 1967), pp. 79-85 (“auto-
;matism of technical choice'"), in which he points out that society is
‘presented with "the one best way" which "may not be judged or ques-
‘tioned; immediate use must be found for the most recent, efficient,"
and technical process." (p. 8l) "Similarly, there is no choice
between two technical methods. One of them asserts itself inescapably;
"its results are calculated, measured, obvious, and indisputable."

" (p. 80) ‘

‘ 25ee: Laurence H. Tribe, "Policy Science: Analysis or

Tdeology?" Philosophy and Public Affairs, Vol. 2, No. 1 (Fall 1972),

‘pp. 66-110. His discussion is primarily directed at the policy

sciences, but his analysis of the distorting effects on the means-

"ends relationship of assumed objectivity is of relevance here.
3Another way of discussing technological inertia and the

. predominance of the realm of techmology over the realms of conduct

"and meanings may be expressed in terms of desired and unanticipated, o

iundesired consequences. See, for example: K. N. Lee, "Letter to the

Editor: Implementation of Technology,' Science, Vol. 180 (22 June

1973), p. 1235, who writes: "A technolegy can be described as a

bundle of capacities--a set of abilities or ways to do scmething.

The principal capacity of an automobile is to transport peggle and

.goods; a secondary capacity, to emit air pollutamts. TIraditionally,

successful technologies catered to or created tastes related to the

principal capacity, which was thus invariably perceived as desirable

by its users. But onme buys the entire bundle, and sometimes secondary

. capacities become sufficiently undesirably to challenge the bundle

_as a whole—-as in the case of the automobile." (emphasis added)

%Cf. Chapter II, pp. 21 and 29.
; 5Cf. Philip Foster, "Education for Self-Reliance: A Critical
"Evaluation," in Jolly, Education in Africa, who argues that the claims
‘of -equity and efficiency are bound to conflict and that it would be
"more efficient in educational terms to "concentrate educational re-
‘sources on areas or groups that are most able to profit from them
ixather than spreading them sc evenly and thinly that benefits are
.attenuated."™ - (p. 91) That is, greater opportinities should be
‘offered to those "already the most ‘modernized' both in terms of .
———-m—45choo1ingmand—involvement_in—the—exchangemeconomy'" (p---90) R
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6ct. Ellul, Technological Society: ''technique has become
‘objective and is transmitted like a physical. thing," (p. 78)

& diverge from Ellul at this point. He writes: "It is not
in the power of the individual or of the group to decide to follow

some method other than the technical. The individual is in a~dilemma:

either he decides to safeguard his freedom of choice, chooses to use
traditional, personal, moral, or empirical means, thereby entering
into competition with a power against which there is no efficacious
defense and before which he must suffer defeat; or he decides to.
accept technical necessity, in which case he will himself be the
victor, but only by submitting irreparably to technical slavery. In
effect he has no freedom of choice.” (Ellul, Technologicdal Society,
p. 84) I would maintain, however, that man has a choice, but he must

- first recognize the inertia-in technology before his choice can become
ireal rather than simply notional. -

o




CHAPTER VI
i
]

IMPLICATIONS v .

In this last chapter I wish to discuss the implications of

" ‘the argument that has been made and to offer tentative recommenda-

‘tions, not prescriptions, for the resolution of the difficulties

that have been raised in the context of Tanzania. Before‘aétending

‘to this, it is appropriate to consider the argument in summary form.
It will be recalled that the generating question of this study

‘has been: To what extent does certification influence the role to

Y

be played by education in societal change? It has been shown in

'Chapter I that education and society are closely related and that,
~in addition, eaucation has recently been called upon to promote

‘social change. The form of change that education is most commonly

called upon to promote is economic development—~that is, quantifiable

economic growth. In other words, education is treated as an invest-

-ment in human capital. But it has also been pointed out that economic

.development for underdeveloped countries is in effect a form of trans-

 fer since it seeks to mzke "them" 1like "us" and robs them of their

:autonomy,'hhétever their intentions and aspirations toward attaining
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K»ﬁwl Chapter II has considered the example of a particular under-
Edeveloped counpry——Tanzania—-that has, since 1967, eschewed the
fcommonly accepted formulation of development as primarily economwi_qN
gand has virtually redefinéd for its own purposes the notion of
’development. This redefinition of development does not exclude -
Jecongmic growth but poéits it as a goal io be afﬁained along with,
.but not at the ;ost of, self-reliance (self-respect and self—
:shfficiency), a fairer, more equitable, distribution of 211 social
igoods, and.the enhancement of the dignity and equality of all persons
:in the society. With this broader goal of development in miﬁd,
‘education's role in Tanzanian society is redefined to promote mnot
only economic growth but also certain values, attitudes and behaviors
ithat/may not yet be widespread.in the society. Education's role is

%

to be primarily integrative rather than instrumental. To this end,
1 .

- the policy statement, "Education for Self-Reliance,"

calls for a
:reorganization and a reorientationbof schools, It has been argued,
hhowever, that, while the proposed changes in schools may be necessary
;to make them agents of integration and to change the values, attitudes
¥and behaviors in the society, these changes are not sufficient so long
,as certification remains unchanged.

i The influence of certification on education and on the society
%haé been analyzed in Chapter III. It has been shown that, because of

“the ways in which certificates are used and the ways in which they

fare obtained, certification is a limited and limiting institutien. It
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waw;>is not as efficient, equitable or meritocratic as is commonly
ibelieved, and it helps to reduce persons to a single dimension.
fThus, it has been argued that action is necessary on all threew_i
Aaspects of certification: that certificates should be used with
}greater caution, that alternative avenues should be opgned for -
théir acquisition, and that they should be made more specific in

.

what they purpBrt to attest to.
: The effect of certification in Tanzania has then been con-

: sidered in Chapter IV. It has been shown that certification does

;not serve all the broad goais of the society. Rather, it acts as a
divisive element in the society, exerting considerable influence over
_individuals, the schools, the economy and the society as a whole.

‘Thus, if the broad goals of the society are to be attained, certifica-
tion must be changed, LSince certification stands like a Janus between
“education and society, exerting an influence on both, it represents a
Epoint of leverage at which to make changes in both.

Chapter V is not a part of the argument proper. It is an attempt
jto explain why certification, unlike many other inherited institutions
Vin Tanzania has not been gfeatly changed or even been examined most
:carefully. It has been shown that certification continues to function
through the effect of technological inertia as a transferred rather
"than a transformed institution and thereby distorts the relationship

'

:of education as a means to the ends of soclalism. Thus, certification

.serves primarily as a means to economic development which is only one
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‘
o

‘Wkﬁnéf the goals of socialism. By explaining why certification distorts
. the relationship of means to ends, it is shown once more that a

{fundaﬁental, not superficial, reexamination of this institution is
: —

ﬁneeded.

Tmplications
What are the implications of this argument? In the context
:of Tanzania, it is clear that certification is impeding the role that
geducation has been assigned to play in bringing about societal change.
iThis role is to promote equality, cooperation, and self-reliahce in
fthe society and to produce creative, intellectually independent
fpersons who, whether they are allocated to specialist roles or not,
" are an integral rather than separate or special part of the society.
|
In these circumstances,ithe particular changes to be made in certifica-
_tion may be mediated by the aspired to and intended societal goals of
:Tanzania.
The argument also has implications in a broader context, for in
:any society that is hierarchical and that uses certificatioﬁ as a means
- of differen;iating among individuals, certification exerts a consider-
;able"inf;uence on the role of education. For example, in almost all
soqieties today there is expressed, in varying degrees, a concern for
the democratization of education~-equal educational opportunity--,
Aand certification has a bearing on this concern. If the direction of

e

‘societal'chaqge is unclear, if the social goals are implicit rather
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:5£han explicit, then it may not be clear what specific changes would
s
* be appropriate in this dinstitutiomn. But in Tanzania the goals that
:‘are explicated are based on fundamental, enduring and universal
: ideals, ideals that are implicit in most, if not ail, societiesj-hw'
: That they remain implicit and assigned to the realm of lofty ideals
;speaks to the difficulty of their attainment and.the faét that they are
itempered by the.practical exigencies of day-to-day living. -That is
‘ to say, the argument that certification is in need of change has impli-
‘cations for all societiies, whether or not the role of education is
_cléarly defined or the direction of societal change clearly intended.
. The widest implication is that to consider changes in the insti-
tution of certification calls for an examination and clarification
‘of the PUIPOSéS of education, especially within the framework of the
- goals of society. For certification is @ means to an end; it is not
‘an end in itself. (Or it ought not to be.) It provides a stgrting
point from which to consider what is fgasible within the perspective
-of whét is desirable~-the purposes of education and the goals of
_society.
Lgt me attend then to what might be feasible and desirable in
Tanzania and, from this example, derive some broad principles to be
rappi;edvénd fundamental questions to be asked in any society.
Consider what alternatives are open to Tanzania. Despite the

.argument that has been made of the necessity for changes to be made

" in certification, action might be postponed, asrit-sgs in 19 67.1 It
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““*é;might be felt that there are already numerous changes being made

at this time in different institutions in the society. It could
- be argued that further changes, particularly in an area that ostensibly
" offers a degree of certainty and assurance, might create too much

" uncertainty and upset the fragile stability within which so much is

- already being attempted.2 A postponement, however, is a de facto

© .

;decision to do nothing, resulting in a contiqyance——even an extension--
" of a dual society comprised of a small enclave of technocrats in a
;,larger agricultural society which might, nevertheless, attempt to
jlive according to the principles of ujamaa. As the privileéed
}position of the technocrats became more apparent, more people would
:be dissatisfied with their own lot and would attempt to escape from
;the rural areas. As t?ey added to the congestion of the urban areas,
Eit is in these areas that further social improvements would be needed,
tever increasing the gap between the amenities of the rural and urban
-areas. This alternative need not be spelled out in greater detail
fsince it is a simple extrapolation of existing circumstances in most
ﬁunderdeveloped countries, especially in Africa.

Vhy is it iﬁpoftant that a decision to take action not be
" postponed? One reason, as we have said, is that inequities between
Epersons and between geographical areas are more likely to increase than
.décrease. But the main reason is that the problems are continuilly

.brought to the fore and ! de apparent by the overriding concern expres-—
; ma PP y

.sed in all policy statements for the equality of persons and for
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Xﬂ -@istributive justice. 1In this light a misfit between the symbolic
g .
;realm of values and the practical realm of behavior camnot pass for
;long unnoticed and unattended without serious social repercussions.
What other alternatives are there? To decide to take actiszaib )
only the first step. It may be appropriate to determine whether there
_are other countries from which Tanzania might borrow and transform
ielements to fit dits particular circumstances. At a superficial level
‘ China might seem a possible candidate. There would seem to be several
reasons, however, why Tanzania might be unwilling to "borrow" from
;China. The first is the inequality in national status. Tanzania would
frisk being dqminated by China, being in a position only of receiving
. a transfer rather than being in a position to transform whatever
elements it determined it needed. In any case Tanzania has already
., shown its reluctance to‘be drawn too closely into the Chinese sphere
?of economic influence.3 It may be equally reluctant to be drawﬁfinto
¥its sphere of social and cultural influence. The second reasoﬁ is that
tgt is not clear (particularly to a Western observerA) whether the
.Chinese experience should be deemed successful or not, gnd what the
- costs of.success are likely to be. That is to say, the Chinese

fexample should perhaps best be regarded as an open case since the

‘consequences are not clear--the results are, as it were, not yet in.3

- The third reason, which arises in part through our partial and possibly

'biased knowledge, is the degree of coercion that has been used in bring-

_ing about the "cultural revolution." Nyerere has more than once

o -
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1?stressed his abhorrence for compulsion, insiséing that persuasion and
“demonstrable results are more appropriate in an open society.6 The
" last reason is the>virtual closing of Chinese society to outsid@™

; scrutiny and outside influence during its presumably most painful
? and unstable period.

Indeed, the first two reasons~-inequality of status and an
:rabsénce of clear "results" of change--make it unlikely that Tanzania

<would "borrow" on a large scale from China or any other country.

There does, however, exist the possibility of borrowing on a
';small scale from a number of countries. In this way elements that
éseem to fit with Tanzania's policy goals might be borrowed from a
: variety of situations, and, providing they are not subject to tech-
i:nological inertia, they might be transformed. Such transformations

?might then result in a qualitatively different 'whole," an imnovatiom.
+It is this alternative that seems to be the most fruitful to explore.

Y In order to discuss this alternative, it will be necessary to

i
?expand the scope of inquiry beyond the earlier analytic framework of the
;three aspects of certification--certificates, their acéuisition and
itheir ugage. One reason for this expansion is that to retain our
?eariief’framework would be to restrict discussion to changes only in
ithe thrée aspects of certification--that is, to ways in which it might
2bé improved. But ce:tification, though a powerful factor, is’nSEIthe

i

?only one in this multi-dimensional problem. ' Certification has been

i Y *
idescribéd as a knot at which the individual, the formal educational
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institutions, the economic sector and the society all meet. Since

%fchanges in certification will inevitably affect these, they too

" must be included directly.

ez,

oY

But a further reason to broaden the framework is that the
;nature of certification is such that it is able to offer only
Hlimited bits of knowledge about persons and competencies. It will

"be recalled that certification is a Janus-like institution, but

]

14t ig limited because it can only descrite a person in terms of the

}schooling he has received. That is, because it can only describe

?persons by what they have attained, it is effective primarily in its
:backwardelgoking aspect. It can also only describe persons in relation
v'to a group or class of other certificate-holders. To deal with the

i potential of persons and with the competence of persons—-which call
i .

“ for valuations, not measurements--credentials must be utilized.

;Persons, competence and credentials are important aspects of the

‘ problems that have been presented. Changes in the imstitution of

" certification must take cognizance of these aspects.

A framework which incorporates all these components may be

élprovided by the interrelationships among competence, tasks and
i:incentives as appropriate representatives in the realms of conduct,
ttechnology and meanings. Thus, to consider what changes might be
;made in certification, we may begin by asking the following questions:
What is competence and how is it acquired? How can the tasks to be

; carried out in society be formulated.and operatlonallzed° What

N



* broad and general outline, for the purpose of this discussion is

_ heuristic, not definitive.

_in Tanzania we must look beyond the job a person

E‘person he.is--that is, to what he brings to the job in addition to the
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- incentives need to be offered for competence, tasks and education?

»

. These questions will not be answered in any detail but rather in

o,
| g

A Possible Solution

The pufpose of education in Tanzania 1s to prémote equality,

:;cooperation and self-reliance in the society and to produce persons
" who are creative, intellectually independent and committed to the
" service of the total community. How may this purpose be operationalized

" given our.discussion of certification?

i Competence

We usually tend to think of competence as it applies to a

é;particular task. Thus, we inquire of an individual as to whether
‘:he is competent in ‘his job. Now, it has been argued that an answer

. to such an inquiry cannot be gained from looking only at the certifi-
. cates an individual holds; it is necessary to inquire further from
f‘the people with whom he works. But such an inquiry in Tanzania needs
"tg go beyond whether he is competent in his job to consider whether

" he ié imbued also with a sense of personal commitment to give service

'ﬂto others and to cooperate with his fellows. To consider competence

does to the kind of

. - -
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“a~;ﬁgkills that the particular job requires. Competence then may best
i be described in terms of persons than in terms of jobs.
This discussion of a possible resolution of Tanzania's —
, difficulties begins, then, with a consideration of what competence“V
" means in terms of personal commitment rather than in terms of
techﬁicai profiéiency. For it is assuméd that high level technical
competence may be reasonably easy to acquire Qhen such small numbers
- are involved. That is, if only 0.3% of the population is to be
- involved in high level manpower tasks; it ﬁay be feasible to seek
© among those who have demonstrated personal competence those who
; may also acquire high level technical proficiency.

A competent person in the Tanzanian sense would be one who
demonstrates through his actions and behaviors that he feels himself
Eifundamentally equal, ngf superior or infer;or, to his fellows. He
. feels himself to be an integral part of any group that he finds himself
i‘in, and the predominating mode of behavior in the group would be
:cooperation. Now, in any group, persons are patently not equal in all
Erespects. Different persons have different strengths and weaknesses.
= Through~coqperatioﬁ in the group, there is a responsibility for the

strong in one respect to help the weak. Through cooperation and a
responsibility to serve, a group may become self-reliant, self-sufficient
"aﬂd self-confident. -

It is not difficult to find persons who behave this way in a

. group. A family and even a small community of persons often behaves
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\\~5ih this manner. They are bonded together bf blood or a communality
‘of interests, by reciprocity and by trust.7 It is mare‘difficult
lto find individuals from different groups that act this way. Thq;gi‘ .
fﬁehavior may be characterized by reciprocity but trust is replacéd
-by a social contract that guarantges any obligations through the
‘threat of legal sanctions.

Socialism in Tanzania is "man-centered," its purpose ié the
{enﬁancement of human dignity and social equality, not the pursuit of
-wealth or national grandeur.8 It is based orf’ujamaa——familyhood.9
And the family is a wide network of relationships that extends far
beyond the nuclear family; reciprocity and trust extend to a large
group of people. The issue then is how to extend the commitment

13

that is already present in extended families to include all within
;the society, how to enabie a person to be competent outside of his
?family, how to extend trust and confidence beyond small group
boundaries. This is not an easy issue since there can be no guaranteeg,
no sure ways to attain this. We are dealing wiﬁh personal relation-
. ships based on trust ;nd confidence, not on contracts. We can then
.only consider what.institutions exist as a basis upon whith compe-
. tence._may . be actualized.

Let me begin with the family and the primary socialization

{process and then go on to the political structure and the formal -

_educational and economic institutions.
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\\w~§ The family.--The family and the primary socialization process
' are most important in providing a firm basis fér the development of
competence. It is within the family that a person develops a sense of
. ——,
belonging and a sense of security and confidence within the community.
i Without this basic assurance of self in relation to others, a person
© may too easily be alienated from the roots of his community and
" feel himself always separate from others.
of éourse, it is uvnrealistic to expect that the extended
- family and Fhe traditional patterns of socialization have remained
" unaltered over the last. 80 years when what is traditional has been
treated as "primitive" and as a hindrance to "modernization." But
it may be realistic to expect that sufficient of the traditional
" patterns remain and may serve as a basis for strengthening the sociali-
zation process to enco&raée competence. After all, less that 50% of
- all children presently enter primary school, and, of those who do,
' not gll enter at the official entry age of seven years.10 And in the
current climate of asserting the legitimacy of the African (pre-

11

colonial) past, a re—assessment of the advantages and disadvantages

. of traditional family life is most feasible.

In order for the family to provide the basis for personal
competence, it must assume full responsibility for bringing up the
young. Schools should be regarded as a supplement to, mot a replace-

" ment for, family responsibilities. This preéupposes that a de-

:‘mythificétiqn and de—legitimationl2 of schools is .possible. - While
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L\kwéuch a task may seem formidable, it is well to remember that for

' many of those in positions of responsibility today, schooling was

a supplement to their upbringing in a traditional family setting.
e,

Nyerere, for example, was 12 years old before he attended school. 13 ~

The politieal structure.--We may think of Tanzanian society

i as being composed of a collectivity of all family groups and the

. TANU party syst€m as a means of uniting these groups and binding them

together. That is, the family is the horizontal base of society,

. and the TANU party system from the 10-house cell level uﬁ to Parlia-

" ment is the vertical structure which rests upon this base. The

10-house cell system is a medns of linking each family group with
other family groups, each village with other villages, each district

with other districts, and each region with the other regions through

. the elected leaders of each cell. Ideally, it is a network through

- which two-way communication between the leaders and the led is always

" open. It is in order to facilitate this communication and to reduce

- bureaucratic delays and red tape by allowing decisions and actions

"\ to be taken at the most appropriate level that the governmental

' structure is being decentralized.14 For the ideal to be realized,

the }ea&grs and their followers must trust each other; the leaders

" must accept that the common man is capable of good judgment, and the

! common man must believe what the leaders prom:’.se.l5 That there are

. so many levels of leadership means that it should be possible to

" narrow the gap between leaders and led and to build on the trust and
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\\~;jcompetence of persons. And it is the competence of a person as a

. person, not the competence of an individual as a politician or as

a democrat, that is essential. The political structure, like the
“ < Lamaia ™

socialization process, must be strengthened through persons demon-
strating their competence and, most importantly, being trusted to 8
do this. Decentralization is intended to do this:
‘ [It] is bPased on the principle that more and more people
, must be trusted with responsibility--that is its whole
: purpose....If we are to succeed in reducing the amount of
bureaucracy and in making a reality of local control...
; greater trust will have to be placed in people actually
| doing the development work....the problem of misuse of
: public money may be reduced as people realize what their
theft means in terms of a school not built or a teacher
not employed to teach the children in their own area....
Our money must be properly used for the nation's purposes,
and those who would divert it to their personal needs must
be prevented, and if not prevented then caught and very
severely punished. But because a few people are untrust-
worthy, we must not behave as if everybody is unt;r;ustworthy.16
There are two fundamental assumptions in decentralization--
many more persons have the potential to express themselves as com-
petent in a wider range of tasks than is generally assumed, and per-
sons can live as easily in trust as they can in distrust.
Schools.—1It will be .recalled that, stemming from "Education
for Self-Reliance,' schools were to be changed to make them into
' communities. As communities, schools would clearly supplement the
development of cofpetence in persons begun in the family. But it was

' argued earlier that certification and the instrumental function of

" schools are hindering the development of egalitarian;- cooperative, -

service-oriented. persons_to.reside in_those comminities
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fum~j In order to make primary schools into communities, it might
Se feasible to relieve them of their instrumental.function. It is
intended that primary schooling should be complete, terminal and

e,

undiffe;éntiated and should include a basic minimum education for - ;
all children. To make these schools terminal for all children would
imply the need to ¢reate a hiatus between primary schooling and any
further schooling“and thus postpone differentiation and selection to
a later point in the system. Before attending to what form éuch
f selection might take, let me consider the impact this might have
E beyond the concern for a community organization of schools.

The basic assumption underlying the intention to make primary
i schooling a complete, undifferentiated, universal experience would
; seem to be that all children, with perhaps a ver§—g;w exceptions,
. are cépable of completing‘this form of schoéling. That is, completion —
; is the oni§ mark of success. To act on this assumption calls for
g changes in the way schools behave with regard to success and failure,

+ norm-based tests and the distribution of ability. For to assume that

» all are equally capable of success means the reorientation of schools

17

to innovations such ds mastery learning,”’ where achievement, not time,
-

is held as a constant. Mastery learning as a pedagogical tool has the
- potential to equalize and to eliminate differentiation. It is of course
. possible to differentiate on the basis of the variations in time taken

' to master certain skills, but differentiation would be neither necessary

i: nor desirable~~though not preventabler—in this context.
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3n~ﬂ; In order for schools to promote cooperative behavior, some
Vform of group cooperative learninglﬁperhaps through something like
'the cell system) might be practiced, Group projects and mastery
‘learning together would go some way toward inculcating attitudes of
:equality and cooperation within the classroom and the school. And
';f pareﬁts were.actively involved rather than excluded because they
hinder the routine of school life, schools might be made into )
icommunal institutions.

A hiatus between primary and further schooling could well
ibe utilized to oblige all school leavers to do their national service
‘at this time. Under the present system those who go on to secéndary
tand higher education fulfill their national service obligations at the
‘completion of their schooling and training. They are usually directed
:to enter the occupation'th;y have been prepared for but draw only a
gminimum salary rather than the salary that customarily goes with that
-job. Resentment against these conditigns resulted in thé student
crisis of 1966.19 The advantage of the present system is that the .
%students are '"high level manpower" when they enter national service.
tThe disadvantage is éhat they feel themselves to be ekploited and
j.seemingly resent the service they are obliged to give.
' Besides relieving the primary.schools of a differentiation and
%selection function, there would be several other advantages accruing
;from students' dbing their national service at the cgqgletion of

brimary schooling. Whatever the arrangements that were made about

Lanbl W
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mastery learning, the school leavers would be young adolescents-—~

A et

14 to 16 years of age. At this age in a traditional society,
youths underwent initiation into adult society. At this age %Ebi )
modern Western society, young peopié appear to undergo a crisis ‘
of selfhood in which authority figures are challenged, peers afe
emulated and idealism is explored most intensely.20 That is not
to suggest that national service should be a revival of traditional
: iﬁitiation or that it should be a means of disciplining the young.
Rather, it is to suggest that from both a social and a developmental
viewpoint, nétional service could provide the authority and peer group
support that persons of this. age éppear to need and the opportunity
for idealistic action they seem capable of. But to provide tﬁese,
national service must be meaningful and useful, for what young
people find most dist;essing and constraining in schools at this
time is thé apparent meaninglessness and uselessness of schoolwork.
That is, national service ought to offer the opportunity for under-
taking socially useful tasks,z; acquiring some basic vocational skill
and cooperating in group activities.
; But what of selection for further schooling or training? This
5; cqyld':be done during and at the end of the period of national service.
g Itvcould be done by eilther a written or a practical examination,
though the danger of examinations' assuming overriding importapce must
; be kept in mind. Or it could be done on the b;sis of an gvaluation

by both peers-and superiors. Either individuals alone or groups of
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;.;individuals who have worked and cooperated together could be

{ selected. All who enter the national service together would do

so on an equal basis and would be treated as equals. Nevertheless,
s,

the period of service should offer the opportunity for those with

particular talents and/or "natural" leadership abilities to demon-—

strate these both to peers and superiors. The utilization of peer

valuation and Selection is important since persons being selected

‘for further schooling or for further specialized training are in

effect being selected for leadership roles, and Tanzania cannot
afford financially or symbplically to educate separate cadres of
technocrats. and leaders. Those who are selected should feel obliged
(and the opportunity should be available to remind them of their
obligation) to serve those who have elected them.

- Many people may }eel that selection is too important a matter
for peers to be involved in, but it should be borme in mind that
election to political office is equally important and in a democracy
it is believed that it is more desirable to have a system of peer
selection than selection by superiors. But whatever one's feelings
gbout the importahce of selection, the present syétem is, for a number
of reasons, "more like a lottery than a rational mechanism for
ferreting out skills."?2 oOne further element might be included in
the selection process for further schooling, perhaps at the completion
of secondary schooliﬁg,‘a;d that is the responsibility to Feach as

well as to learn. Teaching as a sePvice may close the gap between the
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! ‘schooled and the unschooled and also enhance the. understanding of
e

what has been learned.

If there were to be a hiatus between primary and secondary

e,

schooling, secondary schools would need to be further reorganized. ~
The students would not be children but young adults, both develop-
mentally and experientially. If the national service had also
included some measure of formal schooling as well as training, the
content of secondary schooling would need re-focusing, and the
method of instruction re-assessing, as would the social organization
of the schools. It might be that secondary school would ﬁeed to be
more like jpnior college type institutions, with students having
greater responsibility for what and how they are to learn.

Changes in secondary schools might effect changes at the
university level as well. Indeed, if the wérk—study pattern of the
primary school-national service-secondary school were to be extended,
it might be appropriate to reconsider the role of the university

entirely. At present the university is seen as a producer of tech-

; nocrats, but it might be more suitable either as a center for

intellectual inquiry23 or as an adult educatib'n.céllege.z4 In

either case a clear link with Kivukoni College, the party leadership

5

college,2 seems advisable to ensure a continuing dialogue between

the intelligentsia and the grassroots leaders.

-

Economic institutions.--My concern thus far has been with

¢ what competence means in personal terms and how existing institutionms
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“might be reoriented in order for persons to acquire such competence.

There is alsoc technical competence in a job, though personal and

;technical competence cannot be regarded as entirely separable when

e

" the economic institutions intended are ujamaa villages, cooperatives
fénd para-statal Eorporations with worker participation.

The work—study pattern proposed earlier could be extended to
.training institutibns, whether they are concerned with training
:doctors, teachers, engineers or techmicians. It would seem that to-
‘acquire technical competence beyond certified preparation, some
combinatiﬁn of specialized training and on-the-job training in ~
raddition to formal schooling is essential. What the optimum com-
;bination is will vary in different occupations and with different
’ﬁasterélearner relationships. Let it suffice for the moment to
:

. +
suggest that in this context at least the front-loading system26

“is not as desirable for acquiring technical and personal competence

"as would be a work-study pattern.2’

Let me turn now to the question of how the tasks to be carried
jout in the society can best be formulated and operationalized. This
?will only be dealt with briefly here for the major work must be carried
:out in Tanzania. Also, the issues are of a different kind from thé§e
Erelating to.qompetence. For while competence is related to persons

“and to human capacities, many of the tasks.to be carried out in a
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society are of an impersonal nature. They are more than the sum
of what persons wish to do, and they are derived from an impersonal
source-—~the abstraction that we call "society." For example, wEEEin«

. Lo
the family tasks may be clearly perceived to be related to ?eréonai
needs and capacities, but society calls for certain tasks that seem
onlj tenuously related to personal wellbeing. Some tasks are
regarded as "dirty" work, some involve decisions about society as

‘a whole and about relations with other societies.

There are two main reasons for considering a reformulation

of tasks in Tanzania. The first is that any changes that are made

in the formal educational system should affect the present definition
of tasks, at least in so far as formal educational qualifications are
thought to be nécessary for a particular task. The second is that ™
the techniques of manp;wer planning seem inappropriate and inadequate
to deal with the specifié needs of Tanzania, especiall§ if it embarks
on further educational changes.

Let me deal first with manpower planning. The great advantages
of this technique are that

It is tangible, quickly comprehended, less Eifficult to

act upon than many schemes for planning education, and it
gives numerical answers.28

It also offers a mechanmistic certainty. But inherent in all
planning, since it deals with the future which is unknown, is un-

certainty, With the kind of changes already underway in Tanzania,

manpower planningis, not sufficiently flexible to take account of

e .
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%. . this, For example, decentralization proposes wide-ranging

' changes, not only in the central government organization, but also

ﬁ in the jobs that people will be expected to do. Thus: -
it People who have had ajob called one thing, with its own ™7~
recognized status, will get a different job, the impor- -~
tance of which may not be immediately understood.

. . These disturbances are inevitable, but they must be
: effected with the minimum of trouble to individual
- D employees, and where a person cannot be absorbed into
E the new scheme, he or she must be paid full severance
! allowance, etc. But there is another side to this:
‘ ‘ many people who are now frustrated will find an outlet
for their energy and a real opportunity for the use of
initiative in the service of the community.29

The certainty that manpower planning can offer is hardly
appropriate to deal with this kind of change and uncertainty about
what jobs there actually are, how they are to be defined and who is

i to do them.

There is another and different kind of disadvantage that goes

with manpower planning, and that is its relationship to economic

development. Such planning is assumed to be necessary for economic
development. The Survey of High and Middle Level Manpower Require-
ments and Resources, for example, states:

[Tanzania] is the only country in Africa to adopt and
implement a policy of investing in post-primary educa-
. . tional and training institutions only in accordance with
' the kinds and numbers of such skills needed for the
: economic development of the nation.30

Yet,. as Cash points out, it is economic development that is

necessary- if high level manpower planning is to_bg_successful.
This -converse felationship is recqgnized in the literature on planning.31.
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f“-4 Thus, “there is no guarantee that the use of manpower planning

'will produce the results that are sought and expected.32 Moreover,

=
,once manpower planning has been adopted, it may have unexpected and, ..

i . - |
‘undesired consequences. Indeed, we argued earlier that manpower

‘planning, through its emphasis on certification, is promoting the

.

‘emergence of a-technocratic elite antithetical in orientation to the

- .

‘socialist goals of Tanzania. This is not to call for the abolition

?of pianning per se. It is probable that, given Tanzania's goals,
;ﬁhere is a greater need for planning there than elsewhere. But the
'need is for planning of a different nature, one that is zble to‘
“involve as many ‘persons as possiﬁle——technocrats, leaders, thinkers,
iﬁarmqrs, everyone. This need is recognized in the statement on
iﬂecentraiization:
i »
K [Iln order to make a reality of our policies, of socialism
: and self-reliance, the planning and control of development

in this country must be exercised at local level [sic] to a

much greater extent than at present.33 T

A planning process that may be appropriate is one being
‘developed and refined by Ziegler34 which is open to participation by
anyone, not only by ."expert" planners, and which demands that attention

i

be paid to long term goals and to the values of the participants as

well as to short term needs. It is a means of planning for education

ﬁhat does not treat education simply as an economic investment but as

‘a constituent part of social change.




g ) 179

: But what of the formulation of task definitions and job
1

'descriptions? It seems clear that in a climate of change, what is =, -
[} -

‘called for in the undertaking of any tasks is creativeness and
!

?flexibility as well as technical proficiemcy. It is not altogether
‘clear what makes fgr technical proficiency, though it should be
:§053ib1e to identify specifig skill requilrements by undertaking

| a careful analysis of the relation between (a) precise

A job content; (b) extent and nature of education, training
. and experience; and (c) performance om the job.3

While an analysis of this kind might identify specific
;ékills, too rigid a definition of tasks may discourage flexibility
Land initiative.36 These may be better encouraged by a system of
;ﬁob sharing or even job rotation. The conditions in Tanzania almost

‘icall for #jacks of all trades" rather than technocrats, so that
?persoﬁs with some measure of general training may be capable of
“adapting to new and different situationms. There would be many
Ebroblems to be dealt with in identifying--and perhaps certifying—
;specific skills and formulating general task descriptions; but it
:bay be wort£ wéighing them in the face of the advantages and dis-

advantages of a division and specialization of work roles. This

" !

‘task would need to include political and social considerations as
;well as technical ones. A society has need of leaders, technocraté,

fdemocrats and thinkers; but it has need of persons who zre capable of

‘being all of these'as well.

l
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‘. The implications of a reexamination of tasks are that, first,
::an opportunity is available to reassess the particular skills that
f;are needed in a society in ways that are not bound by tradition or
?jnarrow definitions of occupations. The opportunity is available

; even to make the following a possibility:

Job requirements are not something according to which

people should be trained. We should rather think in

terms of jobs as they ought to be in order to satisfy

human beings, and then train people for such jobs.

Maybe that is the most effective means of making jobs

become what they ought to be.%zl

A second implication of the reexamination of tasks is that

i different planning methods need to be investigated which are flexible,

. which are sensitive to people's intentions and wishes, and which may

*
also serve as an educative and explicative device.

: Incentives

What incentives might be offered for competence, tasks and
education? Incentives may be internal or external to the person,
: intrinsic or.extrinsic to the task or activity. One of the dif-
':ficulties associated with certification is that the incentives are
. largely external and extrinsic. To acquire a certificate an individual
':must sdtisfy externally determined criteria. Self-evaluation plays

- only a minor part, and there is little acknowledgement of the intrinsic

. value of education. The rewards that go with certificates are also

external--high salaries and high status occupations--and there is

T
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: virtually no means of withholding these réwards if a person is
_mot technically capable and does not fulfill his service obliga- ‘
tioms.
To overcome these difficulties, incentives need to be internal

| as well as external. But there is a problem with this. Where
values such as equality are already internalized, they can bé utilized
asran incentive. Where such values are not internalized, there must
: be incentives for people to accept these values. The issue then be-
comes one of how to operationalize and internalize ideals. Tﬁis is
" an enormously.complicated issue and no attempt will be made to deal
i with it in any but a cursory fashion.
Clearly, competence iamvolves percepéions of self—worth; but
Cit also‘involves recognition of worth by peers, superiors and
inferiors. In the development of positive perceptions of self,
adjustments to all three fundamental human relations--with those
older or superior, younger or weaker, and contemporary or equal--
are necessary. Through these relationships a person learns attitudes
of humilify, responsibility and equality with the corresponding
behaviors of obedience, leadership and cooperation.38 It is through
the tensions and adjustments to these relationships that a person
internaliées and operationalizes these particular ideals. And the
technical component of competence may be best -served-by- the-notion
.of mastéry leérning, by which various le&els of performance ére set

and against which a person may test himself.
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The encouragement of "natural leadership" is also important
to the concept of competence, even though not everyone aspires J—
to display or is necessarily capable of displaying leadership of
a large group. Leadership carries risks and obligations 2f well as
privileges. It depends on ﬁersonal prestigg and an ability to
inspire confidence.3b It calls for generosity, ingenuity, initia—
tive énd reciprocity.4o And'consent is the origin and legitimacy of,
and ultimately the limit to, this form of leadership.4l Although
not all may be capable of displaying leadership, all are capable of
distinguishing between wise and un&ise leaders and of participating
in the choice (and rejection) of those who both represent and serve
them.' Thét all may be encouraged to aspire teo, and in some circum-
stanées be bbliged to, serve as leaders of a group adds a further
incentive to attain competence.

Certain tasks, as well as being intrinsically appealing to
pérsons, carry with them external incentives. Other tasks appear
to be meither intrinmsically appealing nor externally rewarding.
Many professional t;sks fall into the first class and many manual
tasks into the second. If we wish to reconsider the incentives
to be offered for tasks in a society concerped primarily with
equiﬁy,'it may be necessary to offer greater external incentives
for tasks which at present do not appear to be intrinsiecally -
appealing, and to lessen the external incentives for those which

appear to be intrinsically appealing, in order to strike a balance
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betwen the two. It might be argued, for example, that many
persons would still wish to become doctors even if this task were J—
not so highly paid since the internal incentive of the task and
the intrinsic appeal to the person is high. To reconsider what
incentives might be offered for any particular task calls first
for an assessment of the task.in the light of its apparent intri;sic
appeal to persons. External incentives then might be used as a
means of reconciling persons to tasks that appear to have little
intrinsic appeal. Ideally, all tasks would have intrimsic value,
since manual taské, for example, need not in principle be automatically
lookedrdown upon. There would then be a value system different from
that which seems to exist today. A different value system is one of
the aims ofvujama .

Whether we are concerned with incentives for competence,
tasks or the acceptance of values, education is the most important
factor affecting all three. But it is the intrinsic and inter-
nalized value of education (not schooling) that affects all three
and that can'serve as incentive for them. The discussion of educa~
tion in éhapfer I, however, illustrates the way education is regardéd
in society today-—as an instrument of society or the individuwal. It
seems that the growing interest in or concern for recurrent, permanent
lifelong education?? reflects in part a recognition ofthe intrinsic

value of education. But the justifications for recurrent education

are formulated in social and economic terms, as means for example to
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retrain workers, to equalize schooliﬁg disparities or to give
access to social mobility. It is as if our whole thinking was o,
locked into a mindset in which education cannot be justified
as an end in itself.- To unlock that mindset is "to.accept that

their lives."3 To act on that écceptance, to line out both the

opportunities and the responsibilities is probably the most

difficult feat to be attempted in a society.

Further Questions

The main purpose of this exploration has been to raise
que#tions about what might be possible and desirable in Tanzania;
it has not 5een to provide answers. Let me then summarize the issues
that have been raised and formulate them in such a way as to illus-
trate their research and policy implications, while recognizing that
for some of the issues there is a need for further reflection and
the raising of further questions.

1. An§ definition of competence would seem to depend in large
part on Ehe ﬁarticular social conditions at a particular time. In
the Tanzanian context such a definition is couched most appropri-
ately in terms first of personal competence and then technical

competence. This may necessitate a re-ordering of pricdrities in

. ihstitutional terms. It seems intuitively clear that this re-

©

ordering requires the active participation of the members of the
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N .
society, since they must be enabled to demonstrate their compe-

tence and also determine how and where that competence is to be

acquired. Thus, there must be active and open discussion of the

o,

meaning and content of a basic minimum education (not just school-

ing) and the role to be played by the family, the political party,

and the schools in educating for competence in the society. This

has clear implications for the role of adult education, for, in-~
stead of aiming to teach adults, it may be more appropriate to
involve them directly and actively in discussions of what educa-
tion means fof‘them and for their children.

2. Vhile education for competence appears to be feasible
in a community, it is not,clear whether this education is a suf-
ficient ﬁreparation compatible with and feasible for living in a

society; that is, whether societal tasks are comparable with

communal tasks. If they are not clearly comparable, consideration

must be given to the kinds of ex;ra—communal institutions which
woula provide transition points or bridges to either engénder a
different kin& of competence or to marrow the gap between com-
munity_andhsociety. This may have implications for schools and
also.for the incentives to be offered to ensure that persons do
not betray the trust given to them and to lessen the fear and

distrust of strangers.

3. Ima éociety undergoing change, competence would seem

to imply also adaptability, flexibility and creativeness. To train

o
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persons to be adaptable appears to be a contradiction in terms.

It would seem that personal competence and self-confidence might T

play a part in educating persons to be adaptable, Is there also

a part to be played by involving them in planning? Consideration

‘might be given to the potential of the planning process to offer,

not certainty, but an expression and explication of aspirations,
intentions and capabilities; that is, to include'planning as a
part of the educational process.

4. To make schools into communities suggests that they would
be "“schools withoﬁt walls," institutions without clearcut boundaries
in time and space. This would have implications for the linkages
between formal and informal educational institutions, adult and youth
education, and also for the roles to be played by all adults. Con~
sideration would need to be given to the question of whether all
adults could qr.should be expected to be teachers to a greater or

lesser extent:,44

and the effect this would have on the role,
training, status and incentives for professional teachers. |

5. Thére are a qumber of developmental issues that require
researchliefofe their policy implic;tions can become clear. They
relate to perceptions of self and community bonds, to the needs of

P

young children and adolescents, to the formation of value concepts

and the concreté expressions of idealism.
6. The various learning situations need to be reexamined,

and consideration needs to be given to the potential costs and




e ' ' : : 187

benefits of mastery learning (both methods and content), group
cooperation, master (practitioﬁer)—learner rélafionships, and
work-study patterns. Likewise, educational and societal tasks
need to be reexamined, and consideration needs to be given-to
the incentives, boﬁh internal and external, which would be offered
for technical com;etence.
7. The selection mechanisms to be utilizéd might include
thg valuation and selection of individuals or groups by peers or
by superiors or by both. Where measurement as well as evaluation
is deemed necessary, true entrance examinations, separate and distinct
from any previous exit examinations or requirements, would seem to
be cailed for.45 But, whftever the mechanisms ugilized, it should
be made clear that persons are selected into an obligation structure,
not just an opportunity structure, that selection carries with it
duties-and responsibilities as well as some privileges.46
In this exploration of a possible solution to Tanzania's.

problems, there has been little direct comment on certification.

It should; however, be clear that certification is not to be

*

retained ds a means of legitimating social meanings and values,
economic tasks and perceptions of self-worth. Certificates may be
ret;ined as way stations along a path of mastery learning, for -~
specific skills but not for specific occupations. There is then a
need for the acknowledgment of a greater‘usage of credentials and a

means of guarding against the misuse and abuse of the trust that goes

with them.



e ‘_ 188
There has also been no attempt to judge the feasibility
of implementing the guggestions that have been made. This explora:_*
tion has been just that. Discussion of implementation would be
appropriate had a decision been made to take acgion on certifica-
tion But it should be noted that many of the suggestions could be
1mp1emented without that decision, for they do mot involve extens1ve
changes but only minor modifications of ex1st1ng practices. It is
only when taken together that they may provide the conditions ne-

cessary for the broad goals of socilety to be attained.

Conclusions

What conclusions may be drawn,from this study? As this
last exploration may indicate, to make changes in certification is
rather like lifting the lid of Pandora's Box. There are releaséd
a multitude of possibilities, both good and bad. That the poten-
tial good has been stfessed is an indication that hope still remains.
Leaving the metaphor aside, this exploration illustrates that a
solution fo the difficulties of certification is far from a simple
mattefl nor is it without difficulties itself. What must be
weighed is a particular set of difficulties that are known and
predictable aga;nst a different set of difficulties that are not =~
so tangible but may still be anticipated. S .

The pfeéenﬁ difficulties have shown that certification places

a veritable straightjacket on education. It confines education as

e
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2 means to only certain ends. It calls for conformity and

discourages diversity--both among individuals and among societies.

It is posed as a meritocratic equalizer but serves as a means to
legitimize a class structure. It is acted on as if it were ob-
jective aﬁd scientific when it is neither, as those who manage to
e;ude it can testifi.

" The study has mainly been concerned with Tanzania and its
particular problems. Although these problems are in scme ways
unique to Tanzania, they are also relevant to all societies. Théy
are problems of societal change, of changing or being changed, of
choices to be made between techmological and human advancement, of
intentions and aspirations about the future, It is possible then
to learn from the example tgat Tanzania sets.

. And central té all the proﬁlems is the role that education
is expected to and is able to pl;y in a society. While the study
has shown thai certification is hindering the role that education
is expected to play in bringing about change in a particular
society, it is still an open question as to whether education is
able, by -itself, tolbring about social change. It may lay the
foundations for social change, but action is also needed by the
society as a whole. In order for education to play its part, -~
the role of certification can and should be treated as.a_leverage

point, a starting' point and focus from which' other changes might'

be made possible.
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: NOTES TO CHAPIER VI

Lsee Chapter II,.p. 37, and Nyerere, "Education for Self-
Rellance," jamaa, pp. 63, 71.
é: 2As these changes threaten the ﬁosition of the educated elite,
resistance from them might be expected and could take a variety of
.forms from pa551ve and bureaucratized non-cooperation to even support

of a coup d'etat.

. 3See Chapter II, p. 33, and Africa, No. 18, February 1973, p. 49.
“Also: Julius K. Nyerere, Freedom and Socialism: Uhuru na Ujamaa

. (Dar-es-Salaam: Oxford University Press, 1968), especially "Tanzania
‘Unjustly Accused,” p. 55; "Problems of East Afrlcan Co-operation,"

p- 67; and '"The Dilemma of a Pan~Africanist,” p. 211.

5

; 4Cf. Franz Schurmann, Ideology and Organization in Communist
‘China (Berkeley: University of California Press, Second Editionm,
Enlarged, 1971), who writes: "Since the Chinese often pair the -
‘terms culture and education (wen-chiao), we can assume that the
_Cultural Revolution related to some of the most basic educational
“problems in China....What these educational problems and student
‘grievances were is not easy to discover. Despite the welter of
documentatlon which has come out of the Cultural Revolution, there

is little stralght-forward talk by the revolutionary rebels about

‘the real issues.” (pp. 585-6)

: 5

;change.

In a semse this is true of all societies undergoing rapid

bsee: Nyerere, "The Varied Paths to Socialism,”

and "Socialism
@and Rural Development," Ujamaa, pp. 84, 89 and 130-135. :

; 7For a discussion of the idea of community in contrast to society,
isee: Thomas F. Green, 'What Should Our Schools Become?" (Syracuse:
+Educational Policy Research Center, 1971, discussion draft, mimeo. )3
"Robert A. Nisbet, The Soclologlcal Tradition (New York: Basic Books,
'1966), Chapter IIT, "Community,” pp. 47-106,

8

See: Nyerere, "The Purpose Is Man," Ujamaa, p. 92.




S e : 191

Isee: _ Nyerere, "Ujamaa--The Basis of African Socialism,”
] amaa, pp. 1-12,

10There are several cognitive and affective issues here that faﬁw\

‘merit research which is _beyond the scope of this study. Let it
suffice for the moment to indicate that the optimum point of entry

. to schools in terms of cognitive development and of "weaning" from
-the family are still open to discussion, both in terms of individual
readiness and cultural relativeness. Further investigation might
‘begin with the work of JPiaget, Erikson, Kagan and Duckworth.

) llSee for example the so-called '"Dar" school of historical
research and Terence O. Ranger (ed.), Emerging Themes of African
'Hlstorz (Nairobi: East African Publishing House, 1971).

120¢, the underlying justification for "de-schooling' society.
See for example: TIvan Illich, Deschooling Society (New York :
:Harrow Books, 1972).

‘ 13Ronald Segal, African Profiles (Lomndon: Penguin Books,
1962), p. 109,
?; l43ulivs K. Nyerere, "Decentralization" (Dar-es-Salaam:
Government Printer, 1972). *

: 15The Watergate Affair illustrates not simply a crisis of
‘confidence in President Nixon. Certainly doubts are expressed
about his ability to govern with the people's assent, though not
over his ability to rule. The more serious aspect is the tampering
with the electoral process (by his supporters) which arose from a

distrust of the common man's being capable of exercising good judg-
ment,

16Nyerere, "Decentralization,"” pp. 10-11.

175¢e for example: J. H. Block, Mastery Learning: Theory and
Practice (New York: Holt, Rinehart and Winston, 1971).

18gee for example: Urie Bronfembrumner, Two Worlds of Childhood,
and the description of group cooperation in classrooms in Russia;

also some of the practices of the so-called Open Classroom. -
'lQSee<also'Chapter II, Note 25, p. 44. S -
20

I do not wish to suggest that the probiems of adolescents are
necessarily a developmental phenomenon occurring across cultures.
Research would be needed to confirm or disconfirm this.
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APPENDIX B
. SIZE OF THE FORMAL EDUCATIONAL STRUCTGRE p_—
19661 19692 1971-723
BA/BSc .
st year 517 565 6514
Al— GCEa - -
6 761 " *
25 826 1,362 } 3,034 Total = 31,660
g GCED" e _ — _ _— - -2.4% of age group
g 4 4,723 1 pupil-teacher ratio 19.15
9 3 . 20,096
] 2 :
1 6,377 7,110 7,530
— PSLC
7 46,816 59,000 1
6 } 233,000
b2 5 60,721 69,000 ; Total = 848,000
g 4 47% of age group (varies
o 3 } 437,000 from 70%-20% in
B2 . different districts)
i 154,512 (l§3,000 178,000 . pupil-teacher ratio 44.1

1y, c. Honeybone and J. K. Beattie, '"Mainland Tanzania," in Exemina-

{tions, World Yearbook of Education, 1969, ed. by Joseph A. Lauwerys and
David G. Scanlon (New York: Harcourt, Brace and World, Imc., 1969), b.
133, Table II.

1 2Nicholas Bennett, “Tanzania: Planning for Implementation," in
iEducational Cost Analysis in Action: Case Studies for Planners- (Paris:
Unesco, IIEP, 1972), Vol. 1, Table 6, p. 25.

f 30verseas-Liaison Committee, Tangania: A Kaztion-wide Learning
System (Washington, D. C. [?], November 1971). (gireo.)

i 41970_figures. Kote that these emroliments do not include those
students studying overseas.

ﬂ 50f 1658 secondary school teachers, 682 are expatriates, 976
iTanzanians. Cf£. 1967, when only 185 or 15% of 1230 secondary school
teachers were Tanzanians. . -

i
i
! N -
i
i
i

. N
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