PRAISE OF LEARNING

Learn the simplest things. For you

whose time has already come

it is never too late!

Learn your ABC's, it is not enough,

but learn them! Do not let it discourage you,
begin! You must know everything!

You must take over the leadership!

Learn, man in the asylum!

Learn, man in prison!

Learn, wife in the kitchen!

Learn, man of sixty!

Seek out the school, you who are homeless!
Sharpen your wits, you who shiver!

Hungry man, reach for the book: it is a weapon.

You must take over the leadership.

Don’t be afraid of asking, brother!
Don't be won over,

see for yourself!

What you don’t know yourself,
you don’t know.

Add up the reckoning.

It's you who must pay it.

Put your finger on each item,

ask: how did this get here?

You must take over the leadership.

From Selected Poems by Bertolt Brecht
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FOREWORD

This collection contains articles which were published in THE EDUCATIONAL JOURNAL
(the official organ of the Teachers’ League of South Africa) as part of a series entitled

“Education in other countries” which the Journal carried from July, 1984 to June, 1986.

Broadly, the countries under scrutiny may be divided into three groups: (i) “‘developed,
Western” industrial countries, (ii) “Third World"" countries which gained independence by
means of a neo-colonial settlement and (iii) “Third World"’ countries in which the people

liberated themselves through struggle.

Particularly those in the latter group deal with issues with which we in South Africa, in
our search for an alternative system of education, have been grappling for a number of

decades, but more particularly since 1976.

At the present time, workers, parents, teachers and students are much concerned about the
need for what is popularly called “people’s education”. We hope that the publication of the
series in this form will stimulate thought and inject new ideas into the ongoing debate in
the education crisis which is central in our struggle for a system of education which will

benefit all in a truly non-racial, democratic South Africa.

As the series serves only as an introduction to the study of changes which have occurred in

the education systems of other countries, source material for further reading is provided.

SEPTEMBER 1986

Education in other Countries
For Change or for the Status Quo?

This uew series will take a look at Education sysiems in vavious countries. For a variety of
reasons, chief of which in certain instances will be the ditficulty of finding detailed information, no
article will convey an exhaustive picture of the systemn it will examine. We hope, therefore, that the
articles will evoke a response from our readers in the form ol imformation and views additional, or
even confrary, to those the articles contuin. ‘

[

The first in the series is one of three articles that will examine the nature of the changes tha! have

.come about in education in countries that cither have won their independence through the overttivsy

of their imperial master or have gained “independence™ s u sesult ol neo-colonial settfenzenis suh
as those that have taken place in so many countries in Alvica. In all ex-colonial countries a legacy
of neglect, gross backwardness and sclective indoctrination ol collaborating classes was left by the
colonial power as it moved out and handed over management of the “independent” state to the new,
local executives that sprang from the liberation movements. Their ellorts to bring about change in,
perhaps even modernisation of, their countries demanded the overhaul of their educational systems.
Wihat they have done and what they have actually achieved cannot but be instructive. South Africa
itseli will need to restructure its education system as part and parcel of the process of liberation
and the extension of the benelits of full democracy to ail. We will have to learn from the experience
of those who have gone before us.

Education in Nigeria

A university education was the philosopher's stone. It transmuted a third class clerk on u hundred
and [ifty a year into a civil servant on five hundred and seventy, with car and luxuriousty furnished
yuarters at nominal rent. And the disparity in salary and amenities did not rtell even half the story.
To occupy a “Furopean post” wus second only (o actually being a Furopean. It raised a man from
the musses 1o the élite whose small talk ar cocktail pariies vwas: “How's the car behaving?” (From

No Longer at Ease by Chinua Achebe)

Although a work of fiction, Achebe’s novel
highlights many of the problems of post-indepen-
dent Nigern sociely and of the educalion system
in particular. 1t is a society with harsh divisions
between rich and poor. privileged and under-
privileged, educated and illiterate, where education
is a4 passport to upward sociul mobility, As such
it s a sociely that breeds corruption and intellec-
tual élitism. In short, it is similar to so many other
Third World countries in the stranglehold of im-
pcriulis_n_l and its colontal heritage.

Background to Political and Economic Condiiions

Alwer World War 11 the British Colonial Ad-
ministration succeeded in establishing in Nigeria
a colonial economy that served as a basis for
consolidating and maintaining underdevelopment.
This involved  systematic appropriation of the
ceonomic surplus for Britain’s development, the
discouragement of manufacturing, siagnation of
agriculture, as well as the maintaining of mass
illiteracy and sustained technological backward-
lness.

Nigeria gained its “independence” from Britain
in 1960. Yet twenty-three years later it is still, in
many essential ways, a colonial-oriented sociely.
It hus a single-export economy (oil accounts for

miore thait 90%  of Nigeria’s foreign  exchange
carnings), and in spite of its nutural wealth it con-
linbes 10 be in oo ostate of unhealthy dependency,
with growing external debts and deficits in balance
ol payments. (Nigeria's most immediaie need is o
3 billion dollur loan from the IMF 10 help it pay
the interest on its existing debts.) There is muass
unemployment  and  underemployment  in the
country and a low produciivity of labour; a dis-
parity in the distribution of income; and an im-
balance in consumption patterns.

For almost a quarter of a century since “‘inde-
pendence” the country has been under the heel of
an indigenous lumpen-bowrgeoisic.  Political-mi'i-
tary campaigns have left the most populous state
in Africa reeling under tribul conflict and the

richest African country north of the Limpopo

mortgaged 1o lperialism,

That the inequalities in the class structure of
Nigerian society should be reflected in the edu-
cation system is not-surprising. The two are in-
extricably linked. The mode of production in any
society has o profound effect on its educatign
system. In turn, the education system is cruciul
to the reproduction and continuation of that
society’s cluss structure.

Objectives of Education

National Policy in Education (section 3, sub-
section 14, 1977) sets out the objectives of Pri-
mary Education as follows:

(i) the inculcation of permanent literacy and
numeracy, and the ability to communicate
etfectively; .

(b) the laying of a sound basis for scientific an
reflective thinking;, ¢

(c¢) citizenship education as a basis for effective
participation in and contribution (o the life
of the society;

(d) character and moral training and the deve-
lopment of sound attitudes;

(e) developing in the child the ability to adapt to
his changing environment;

(f) giving the child the opportunitics for deve-
loping manipulative skills that will enable him
to function effectively in the society within
the limits of his capacity;

(g) providing basic tools for the further educa-
tional advancement, including preparation for
trades und crafts of the locality.

Many factors in the Nigerian sociul, political
uand cconomic setup have made it impossible for
these objectives to be realised. A scheme funded
in the main by loans from the World Bank and
UNESCO was launched to achieve Universal
Primary Education (UPE) by 1979. While enrol-
ment at the Primary level did increase by 64¢,
the aim was far from realized, as the following
figures illustrate.

Primary
Enrolment Secondury University |
1975 4,97 million 507290 32386



1979 10,23 million 1650300 53000

1981 18 million :

(The figures for 1975 and 1979 are taken from
Modern Nigeria by Arnold and thut for 1981 is
taken from the Nigeriun Year Book 1981, which
supplies no figures for Sccondary and University
enrolinent.)

Out of a population-of 70 million only about
20 million inhabitants are literate and 90% of
these received no education beyond the Primary
Schoo! level. What is more, only 15% of those
wlo receive Primary School educution come from
the four, poorer, northern states which contain
hadt the total population of the country. (These
estimates are based on figures in Arnold’s Aodern
Nigeria, 1977. No other figures are available.)

The post serious restraint on the programme
to wchieve Upiversal Primary Education was, and
cottinues to ey the lack of manpower. There
have nol been enough teachers or educational ud-
ministrators o execute the scheme effectively. 1t
becaine necessiry W reeruit foreign teachers and
10 use university undergradvates on a onc-yeir
basis (National Youth Service Corps). However,
with the Primary School population expanding at
an ever-increasing rate, the manpower shortage
remains critical. In addition there age overcrowd-
ing. maladministration, inadequate funding und
Facilities, which makes the 40-60%: drop-out rale
at the Primary School level quite understanduble,
as it ulso makes the fact that **. .. the majority of
the pupils who complete Primary School education
- cunnol communicale effectively in any lanzuage.
in fact many of their teachers are not even hile-
rate .. (Lawrence O Ocho, 1982},

Science s not examined in the entrance exa-

mination to Secondary Schools, nor in the first
School-Leaving Certificate examination, because
most teachers in the Primary School have little_ or
no background in Science, It is therefore im-
possible to “lay a sound basis for scientific aud
reflective thinking” (objective b) or (o equip
children to “adapt to their changing environment”
(objective e), which is crying out for skilled tech-
nicians and professionals in every field.

And the majority of Nigeriuns, having only a
Primary education, are not equipped for “effec-
tive participation in the society” (objective ¢),
except in the capacity of low-paid workers with
no hope of advancement. Either that, or they join
the ranks of the unemployed or the subsistence
sector. (Only 409% of the available labour force is
employed and 709% of these people are employed
in agriculture.) .
~ Secondary Education is neither free nor com-
pulsory and it caters for only a fraction of the
potential school-going population. It is modelied
on the British traditional system and is still rooted
in British culiure and tradition, despile uttempls
at reform. It is besel by many of the problems
that hamper Primary School education and is be-
devilled too by rampant corruption. (Year after
year there are scandals of examination paper leaks;
of the falsification of results and of rackets in the
issuing of certificates.)

Weaknesses Inherent in System

In an article “The factors militating against
effectiveness and efficiency in our schools”
(1982}, L O Ocho cites as among the most serious
factors poor planning, government directives (for
example the withdrawal by the Federal Govern-
ment of direct financial support for UPE and
Technical Education), and the inadequacies of
educational administrators.

Inefficient Adminisiration

The co-ordinating, planning, financing and di-
rection of the total education programme are
pliced in the hands of ihe State Ministry, Depart-
ment, or Directorale of Bducation. At a local level
there is a supervisory Councillor for Education.
He is usually a government appointee and is also
chairman of the Education Commitiee. He inter-
views, appoints, transfers and disciplines teachers
and headmasters; supervises and directs head-
masters on professional matters. As a political
appointeg he often makes decisions guided by
political considerations, and  victimization of
teaching staff on purely political grounds is not
UDCOIAITON,

The knowledge explosion demands that ad-
ministrators be equipped themselves so as to be
capable of deciding what should be taught. How-

ever, it is a fact that government appointees ut

all levels of the education system often can burely

read or write, so do not realise the implications of
their limited political and educational vision. {In-
formation from Ocho, 1982) ]

There are eight universities in Nigeria, stuffed
largely by expatriates. At these institutions of
higher learning the emphasis “is still based on
bourgeois scholasticism  aimed at  preserving
colonial mental dependency” (Arnold 1977). In
fact, at the tertiary level the emphasis tends 1o
be on white-collar rather than on technical edu-
cation, and “‘when the College of Technology was
first opened there was no one to tuke advantape
of it.” (Arnold 1977)

Unfulfilled Expectations

This cursory examination of the education
system will expliin why in Nigeria there is wide-
spread  dissatisfuction in many quarters: among
arents, pupils, employers, church and political
ciders. (A opimion poll quoted by the Nigeria
Union of Teachers in 1969 showed that 984 of
parents were dissatisficd with Primary School edu-
cation. And Dr N A Nwagwu (reported in Oclio
1982) puts the dissutisfaction down to the fuct
that “people are led to expect too much out of
the educational institutions. They feel frustrated
and disappointed and this results in the age-old
practice of blaming the schools for the ills und
failures of society.”

These Frustrations arise because the education
system raises high expectations and encourages
aspirutions that many people will be unable to
achieve. Parents are led to believe that education
will secure for their children highly-paid white:
collar jobs and consequent material comfort.

The media play a strong role in spreading and
reinforcing these misapprehensions and it is the
belicf that education will counter the disequalizing
forces inherent in the ecconomic system. However,
there can be no piecemeal reform of the educa-
tion systent, Such a reform must go hand in hand
with a radical revision of the overall economic
and politicul structure because, as has been men-
tioned, all these are inextricably linked,
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Education in other Countrics

Mozambique

After the Palace revolution in Portugal in 1974, the new regime offered Mozambique indepen-
dence within a Portuguese Commonwealth. Recognizing that this would not bring the country total
political and economic independence of the kind for which it had been waging an armed stropgle
against its Colonial masters since 1964, FRELIMO (the Front for the Liberation of Mozambique)
rejected this offer. In 1975 FRELIMO made a formal Declaration of Independence by which Mozam-
bique cut all ties with Lisbon. After that all aspects of Mozambican activity has been directed towirds
sustaining the struggle and completing the revolution from Colonialism to a new socialist society.
The organisation of Education has been an important and integral aspect of this continuing strugple.

The Colonial Era

To the time of the declaration of independence
in 1975 Mozambiqug had endured the yoke of
Portuguese colonialism for 500 years. The savage
oppression and exploitation that had been prac-
tised had caused untold suffering and misery. The
plunder of Mozambique and its peopie had re-
sulted in poverty, hunger, disease and ignorance.
The harsh colonial rule had brought about severe
debasement in the quality of education; the
Muozumbican people had been denied the benefils
of 20th century technology and culiure; aud they
had been driven apart, with tribalism and ethni-
city forced upon them. General illiteracy was the
order, and the use of so many dialects com-
pounded the tribal divisions. Racism was inherent
in the system of colonial-fascism.
Towards a New Society

The political, economic and social deprivation

at the time of independence was so greal that fewer
than 1% of the people had an elementary educa-
tion, FRELIMO was aware that winning political
power was mercly the first of the vital steps in the
struggle for liberation. A new quality of man and
woman would have 1o be evolved to consolidate
and defend 1he revolutionary gains. A new
quality of human being wuas required for the

. building of the new socicly: one free of ignorance,

of oppression and exploitation of man by man. To
pive meaning 1o the watchword ‘a luta continua’ it
wus essentiul o lrain and educate cadres that
would be capuble of advancing the struggle. If the
revolution was to be successful these cadres would
have to transform Mozambique from its colonial-
bourgeois past to a socialist future; from a society
based on domination to one founded on demo-
cracy; from reaction to revolution. FRELIMO
has been attempting to develop a system of edu-

cation capable of serving Mozambique in this way.

Education for Democracy

To break down the old, colonial, attitudes and
allegiances; to rid Mozambique of the legacy of
fascism and extractive capitalism, it has been
necessary to educate the entire nation. FRELIMO
recognizes that schools are vitally important
centres for generating and sustaining change; for
creating new attitudes and ideas; and for building
new allegiances. The schools have to produce the
continuadores of the revolution, those who will
sustzin and advance the process of change: from
the pre-independence society to the democratic,
socialist order envisaged for the country and its
people.

To be effective the school has to be closely
linked with the rest of the community. It has thus
become the duty of the various Sections (see later)
at each school to forge these links and fo organise
joint initintives with the community. These in-
clude: literacy sessions with local illiterate wor-
kers, peasanls and their families; work sessions with
the communal villages, such as helping with the
harvesting of cotton, maize, cashew nuts and sun-
flowers; organizing cultural or political events;
joint sanitation and cleaning sessions; work ses-
sions in factories and hospital; and gathering in-
formation to compile the unwritten local history,

Students and teachers participate in these pro-
jects. Muny students run literacy clusses in the
afternoons after school. Furthermore, students and
teachers often spend weekends and school vaca-
tions on co-operative farms and in the factories.
The barrier between the school and the commu-
nity is thus being broken down, hence the maxim:
‘Let’s make the entire country a school where
everybody learns and everybody teaches!” That
people should be educated during the process of
struggle, with learning being combined with teach-
ing and theory with practical experience, is a fun-
damental,

Reconstructing of Education System

The new education system has been structured
to.cater for the needs of Mozambique. There are
FOUR aspects to it.

1. The General Education System
(a) Primary Education

Children enter school at the age of seven. The
first seven years of schooling are compulsory,
Pupils may then leave school to work in the fac-
tories or on the farms, or they could do a Secon-
dary course. The third alternative is enrolment at
a Technical school.

(b) Secondary Education

This is divided into two phases.. An initial
threc-year course is followed by a two-year pre-
university course. The final year of Secondury
education is the equivalent of the British O levels
or the South African matriculation examinations
in academic standard.

The Curricelum

The schools have a common curriculum, Pri.
mary education begins with Reading, Writing and
Arithmetic. Science and History are introduced
in the third year. The Secondary school curriculum
contains the Sciences, History, Geography, Mathe-
matics, Technical Drawing, Portuguese (the First
language) and English (the Second lLnguage).
FRELIMO chose Portuguese us' the principal
medium and First language not only for its poten-
tial as a teaching instrument, but for its potential
as a unifying agent, as it would cut across the
tribal dialects.



English is learnt through direct dialogue. The
emphasis has moved away from the teaching of
grammar and mechanical learning to oral English.
Students work in groups, exchanging words in
conversation and language drills, A minimum of
grammatical terminology is employed.

A Murxist interpretation is pgiven of subjects
such as the Sciences and History, and emphasis
is pacetl on the economic aspects of Geogruphy.
I'ntilical education proceeds at all levels, as does
minnual work.

The nonal school day runs from 7 am. to 1
rm. Students return (o school for a further three
wurs, from 3 o'clock to 6 o'clock, to enguge in a
varicty of extra-mural activities. Many schools
run three shifts 1o accommodate the vast increase
in student numbers since independence.

2. Technical Schools

Afler completing the seven-year Primary school
course pupils may enter a Secondary Technical
school. Tertiury technical courses are offered to
students who have completed three yeuwrs of
general Secondary schooling. Technical schools
offer a wide range of subjects. These vary from
shoemaking and welding to journalism and agri-
culture. Agricultural schools offer theoretical and
practical training in Agriculture.

Technical and Agricultural schools are given
priority in Mozambique. They receive the ublest
pupils and are given a disproportionately lurge
shure of the availuble resources, this reflecting the
most urgent needs of Mozambique. More Tech-
nical and Agricultural schools are being built than
ones for academic education. However, certain
schools function at the same time as Technical,
Commercial and Academic (Licieu) institutions,
The emphasis on Technical and Agriculiural
schools became essential in Mozambique in the
wake of the exodus of skilled Portuguese workers
and technicians after 1975 and because of the
ravages lo Lhe couniry’s economy.

3. Literacy Campaigns )

The FRELIMO government instituted universal
litcracy campaigns to combat an illiteracy rate of
over 90 at Tndependence, the deplorable legacy
of colonial rule. These campaigns are carricd out
in work-places. in schools and communal villages.
Students organise and run them. Literacy is re-
garded as essential for enhancing the understan-
ding and broadening the vision of the Mozam-
bican warker. Moreover, it plays a decisive role
in helping to unite the people of Mozambique and
welding them into a single npation.

- 4. Adult Education
Adult cducation programmes are run at many
schools each day from 6 pm. to 11 p.m. The
Literacy programme has been incorporated into
the Adult Education structures. The Adult Edu-
cation programmes make it possible for the more
advanced workers to qualify for technical and uni-
versity education.

Examinations

Students have to sit for a number of tests and
examinations, this being regarded as very ncees-
sary for preventing a drop in the standard of cdu-
cation following the departure since lodependence
of Jarge numbers of Portuguese teachers. The exn-
minations. which emphasize individual nchievement,
are resented by many pupils and are seentoas a
contradiclion of the doctrine of collective work
and comradeship. Tt happens often that students
wha participate fully in organisational work an.d
cultural activities do so at the expense of their
academic commitments and run the risk of per-
forming poorly in their examinations. This is a
problem that has yet to be resolved.

Staffing the Schools

There is a chromic shortage of teachers in
Mozambique. Many senior students have to
double as teachers. In 1977 Mozambique's entire
senior school population was given a six-month
tcacher-training course and sent back to the schools
to teach, Prospective university studenis are re-
quircd to teach for two years before entering a
university.
The School as a Democratic Centre

When Mozambique declared its independence in
1975 confusion and instability prevailed at many
schools. Those in areas liberated by FRELIMO
before independence were the notable exceptions.
They had provided the testing ground for the edu-
cational system that FRELIMO introduced after
1975. The State quickly took over all the schools
in Mozambique, including Private and Mission
institutions. New schools are being built in many
areas.

Tn 1976 ‘Dynamizing Groups’ were formed at
community, village, factory, work-place and
school level. The groups concerned with schools
initiated the reorganisation of the education
system. They were the main political structures
in the schools up to 1977, when they were replaced
by Political Committees. Despite very great effort,
however, many schools remain ill-equipped and
understaffed. Unqualified teachers and senior stu-
dents have had to step into the breech.

FRELIMO stresses collective school manage-
ment as an essential part of the policy of collective
work. Students are encouraged to participate
actively in the administration of the school and to
share responsibility. The organisation of the school
therefore becomes the joint responsibility of the
students. the teachers and the other school wor-
kers — administrative staff, caretakers and main-
tenance workers,

Several structures have been created to ensure
that the schools play their part in the struggle.

The Turma (Class)

This forms the base of the democratic school
and is s most important structure. On average a
turma consists of 30 to 40 pupils, the number
varying from school to school. Pupils are not
streamied g0 that a turma should consist of pupils
of comparable ability. The pupils (of varying abi-
lity) of a turma are divided into six groups. each
with a combination of more and Jess advanced
members. The pupils in each group work together
at their academic tasks, in the school vegetable
gardens and orchards, at cleaning the school and
in cultural activity. Collective work forms the
basis of most school activities. .

The turma initiates activities and organisalion
and plays a big role in maintaining discipline in
the classroom. It resolves a number of  school,
social and personal problems by collective discus-
sion and participation. Problems vary, and include
those caused by the poverty of certain pupils and
the comparative wealth of others. Racism, sexual
and class discrimination — among the vestiges of
the old order — are vigorously tackled.

Each group within the turma elects a represen-
tative and from these group representatives is
elected one turma representative. This student
liaiscs between the members of the turma and the
other school structures. She or he is present when
the turma is being discussed by the teachers. Each
turma elects a ‘director’ from among the teachers.
The director, the turma representative and the
group representatives together form the turma
council. The council meets weekly and is respon-
sible for dealing with all the social, disciplinary
and administrative problems of the turma.

The Sections

Seven Sections are selected by the school
Directive Commission (see later) after each turma
has made its recommendations. Each Section con-
sists of the member responsible for it and other
members from among the teachers, students and
school workers. In addition, the turma selecis an
‘activist’ from its ranks for each Section. 1t is the
special job of these ‘activists’ to motivate their
colleagues to initiate and support the work and
projects undertaken by the Section.

The Pedagogical Section co-ordinates all aca-
demic and teaching tasks. The Administrative
Section deals with finance and generul organisa-
tion at the school The Section for Disciplinary
und Social Affairs resolves problems to which the
turma has failed to find the answers. The Section
for Health, Hygiene and Cleaning co-ordinates
school cleaning tasks and runs a first-aid room,
vaccination sessions and health education pro-
grammes. The Production Section manages agri-
cultural activities by students on land allouted to
the school, and organizes other manual work. The
Section for Cultural Matters organizes plays,
poems and songs for presentation on special days.
Most of these are written and performed by the
students. Regularly updated newsboards are
feau_ires of most classrooms and schools. A Sport
Section organizes all sporting activity.

The Directive Comunissicn

This is the highest structure in the school. Each
year teachers elect the Directive Commission,
which consists of three teachers. One is respon-
sible for political maltters, another for mafices of
cducation and the third for school administration,

“These three teachers are allowed o slightly de-

creased teaching load. Any problems unresolved
by the Sections are forwarded to the Directive
Commission. - The essential communication be-
tween the head and the base in the school struc-
fure is maintained.

There is no hierarchy in the teaching staff. There
are no principals, deputy principals or heads of
departments in Mozambique. All teachers are paid
the same salary.

The School Council

This body consists of representatives of all the
other structures. Its function is (o analyse and
cvaluate all aspects of the school. Teachers, school-
workers and students participate fully in frank
discussions which may continue for three 1o four
days. The Council makes recommendations for the
planning of the school’s future,

The Political Committee

Each schiool has a Political Committee, which

co-ordinates its political activity und organizes the

political education.

Conclusion

The new education system in Mozambique has
made students aware of their capabilitics and
hitherto lutent potential. Both the school und the
cominunity have benefited. Students are applying
their developing scientific methods in agricultural
production, production in the factories und in the
construction and expansion of communal vitlages
and suburbs. There has been a tremendous output
of literature — poetry, plays — and other forms
of art.

Relationships built at school — non-sexist, non-
racist, non-tribalist, collective attitudes — are cur-
ried into post-school social and political life. The
students, teachers and workers who are trans-
forming education in Mozambique are themselves
being transformed in the process. Students serve
their political and democratic apprenticeship in
the schools and transfuse these ideas, attitudes and
skills into the broader society. The FRELIMO
government’s encouragement and its political con-
tribution to the education system has been inestim-
able,

Democracy and discipline in the Mozambican
school is dependent on mass organisation and par-
ticipation. Schools of up to 3000 students are
managed using this system. Its base, the turma,
plays a vital role in this regard. It forms the pivol
in the new education system, whicl is the complete
antithesis of the old, colonial, system. However,
development of the new systemd has been unevei.
Variations from school to schoo! reflect the dif-
ferent socio-economic conditions and differences
i soiad i political consciousness and in initia-
tive arony students, teachers and workers.

The Mozambican leaders have with great zeal
sed ubout the task of creading the conditions {or the
healthy growth and development of the education
systen. They huve upplied @ sound ideologival up-
proach o the problem. However, u totul revo-
lution requires more than just the political will 1o
achieve it. The progress and success of the edu-
cation system depend ultimately on both a sound
political approach and a firm economic buse. In
this latter regurd Mozambique is purticularly un-
fortunate in that the resources for establishing
such a base are few. Floods, droughts, the
guerrilla activities of the Mozambique Niutional
Resistunce (MNR), generally belicved to be sos-
twined by the destubilisation policy of the South
Africun government, huve made the situation im-
measurably worse. If anything threalens to check
the momentum of the strugple and the develop-
ment of education in Mozapmbique, il is the lack
of the materiul buse essential for sustuining the
revolution. :



Algeria — Not Yet Uhuru

IEducation in other Countries: 111

The Democratic Republic of Algeria gained its independence in 1962, It had been under the yoke
of French Imperialism for more than a hundred years. The cruel and bioody wars that were waged
to subdue the people of Algeria in the early 19th century and the process of land robbery which tumed
the fertite valleys over to French seftlers remind one of the simifar processes that¢ took place in South
Alrica at about the same fime, The French defeat in the early years of World War I and the generul
upsurge of anti-colonial feeling afier the war shook Algeria as it did other countries on the sortliern
shores of Africa. The French mixed savage repression of militant groups with a string of concessions
to draw into its administration Algerians who were willing to collaborate. They cven desegregated
most of the primary schools, allowing Algerian and French children to enrol in the same schools.

That was in 1949. Anti-French religious move-
ments, Algerian nationalist feeling and the radical
pulitical input of workers who had wom in the
hard way a political and class awareness went into
a melting pot of resistance to French rule. Not to
be ignored either were Algerians who had served
in the French underground and the regular army,
in Eurcpe, and laler in French Indo-China (Viet-
nam}.

Five years after the fruitless French post-war
efforts to buy off the more influential sectors of
the oppressed” Algerians, the Vietnamese scored
their sensational, glorious victory over the French
colonial forces at Dien Bien Phu. That was in
1954, on November 1. On that sume day the
National Liberation Front (FLN) launched its
armed struggle against the French, For the next
eight years there was to follow what is conceded
to have been a horrifying, brutal war. The rage of
an Algerian people who had been mercilessly
humiliated collided with the arrogance and savagery
of a settler (colon) population of mainly French
immigrants, backed by an army that grew in cight

years from 20 000 to an immense 500 000 in 1962,
Ironically, the conflict was to provide more Alge-
rians with an ‘education’ than had been the cuse
in the 150 years of French misrule,
Informa! Education — For Liberation

Of a population of about 12 million in 1954-62
more than 150000 Algerians and 15000 French,
together with their variety of ‘pandocre’, were
slaughtered; more than 2 million people were dis:
placed from their homes. When they failed 10
quell the rebellion the cofons and the army re-
volted in 1958; France itself wus driven to turmoil,
It was at that stage that de Gaulle returned 1o
power to restore the authoritariun rule for which
he became only too well known. The conflict gave
rise 1o two unusual informal educational changes.
Germaine Tellion in ‘Women in the Mediterra-
nean’ describes how young women students of
‘orthodox families’ abandoned their veils and
donned jeuns to assist their countrymen in many
roles during the war of liberation, They leflt the
hatem (o join the maguis (the underground) she
relates, Thin was in direct contrast to decades of

French policy not to encourage girls Lo guin any
literacy-based education — unless they were
daughters of the colons, of course. Even if the
breuk-through had been guined at greal cost in
human lives and suffering it was significant; in the
next twenty years more and more women were
to move through the schools and universitics in
an effort to wipe out the backlog of illiterucy, in-
equality and poverty with which the Algerians
were (0 be saddled by the deserting French.

The second influence was of quite a different
kind. Algeriu suffered 4 905 illiteracy rale among
the oppressed. The written word was meaningless
to the majority of the population. The FLN, how-
ever, had not only established povernments in
exile in Tunisia and in Egypt. It conducted Voice
of Algerie broadcasts to rally the masses against
their foreign masters. About this time the tran-
sistor radio began to make its mark. Hundreds
of thousands of instruments were dumped in
North African markets, but they became a vital
means of communication between the Voice of
Algeriu and the often_ scattered groups of resis-
ters spread across a country nearly four times the
size of France itself.

Writers like Frantz Fanon, Alister Horne, Robin
Hallett and others emphasise also another kind of
change that came across large numbers of Alge-
rigns: they got to know of Dien Bien Phu, of the
Bandung Conference of 1955, of other revolts
agiinst the colonial powers. They became aware
of themselves as of a wider world in which, among-
other things, their French persecutors were being
hammered into utter defeat. 1t raised their morale
in the midst of the most dreadful butchery of their
numbers by the French armies, in the midst of the
mosl terrible campaign of torture conducted
against urban and rural Algerians alike. Gangrene,
bunned in this country, records these tragic epi-
sodes in the Algerian war. Germaine Tellion ob-
serves thal conservative fathers turned from con-
sternation at the change that was brought abaut
in their daughters’ social role to patriotic pride in

- what, unveiled, they were doing for a free Algerii.

Belore and After the Revolution

During the French conquest of Algeria virtually
all agricullural production (nearly all of whent
und all of wine) was monopolised by the settler
class. Iron ore and Phosphate rock were mined
for export. Cheap mining and farming labour and
cheap domestic and menial workers in commerce
were what the eolony required. And thus, while
cducation was compulsory for all French, -Ttulian,
German and Jewish settlers, fewer than 1 in 12
Algerian children ever enrolled in a primary
school, Up to 1952 the French government did not
devote a single frane to the education of the Alge-
rian people. Millions of Algerians led the lives of
nomads or inhabited villages outside the ‘frayed
edges’ of towns, There children atiended religious
schools o receive their education through the
Koran. Of the social conditions pervading these
towns Funon says that they were “towns on their
knees, hungry towns™, for in typical colonial con-
quest fushion the French occupiers had destroyed
the economy of the various peoples to force them
to enter 1nto the pool of cheap labour. On the
other hund, the colons enjoyed a swundard of
Ilﬁvmg lugl}cr on average than their countrymen in
France. From the primary school their children
cauld go to a Lycee or High school and then o
the University of Algiers or 10 a usiversity in

France, or they could attend special vocational
sehools calenng fur commerce, ine Arts, Agri-
valtre, Hydragraphy, among other subjects. The
only Adgerans whom the French induced o pur-
sue their education were the sons of the chicls,
$0 thul these Tuwre co-udministrators ¢ould re-
main ‘French in language, thought and spirit’. A
minority joined them only to find themselves in
their search for employment trapped within the
system and having o carry out French policy.
‘They were dubbed the ‘beni-oui-oui” — the ‘yes-
yes-men’.

To get some picture of the way in which this
system made caricatures of scholars it is worth-
while reading Fanon’s Studies in Dying Colonia-
lism. 1t was his forceful rejection of ‘white masks’
over ‘black skins' that gave n great impetus to the
cult of ‘black consciousness’ and the ‘conscien-
tising processes’ througl which the cultural domi-
nation of & foreign oppressor could be overthrown
in individuals and communities,

A number of male students auttended the
Medresas to get u ‘secondary’ education, but the
dactrinaire religious bias of the Medresas virtually
shut the half-open door to the university of Algiers
where classes in Arabic were most often empty.
To speak of an educational system in Algeria be-
fore World War 1] is to stretch one’s capacity for
belief beyond reasonable limits. It is reckoned
that of 2 500 000 children of school-going age only
300 000, were in school and most of them would
not reach beyond the first three years. They
learned .the Koran, simple number and simple
Arabic script in the Koranic schools. The Lycdes
taught the curricula adopted in high schools in
metropolitan France so that, as one writer points
out, an Algerian pupil fortunate enough to reach
the Lycée would unfortunately get to know more
about the Alps and the exploits of Napoleon than
he would about the Atlas mountains and the de-
tails of his own country.

When the revolution had ended in 1962, of the
million ecolons in whose hands the economy had
rested only 70 000 remained. The rest had fled,
helped by the banks to plunder the country be-
fore they left, tuking with them their accumulated
wealth and the skills which they had hogged for
themselves. The agricultural system collapsed, it
could not be run-by the poorly trained products
of the ‘farm schools’ — the French Kromme Rhees
— in which farm lubourers had been trained to
carry out the orders of the farmers. The secret
army organisation (OAS) conducted a scorched
earth policy and a renewed campaign of terror
before they were thrown out.

The French Connection

Bur the French government leapt in with a
programme of neo-colonial assistance and reform.
Under Ben Bella the Democratic Republic of
Algeria had been established but the fact that the
national movement for liberation had been con-
ducted by disparate factions lemporarily united in
the FLN was soon to be exploited by reactionury
religious factions and ambitious army officers.
Within two years an army junla expelled and im-
prisoned Ben Bella and installed Col. Honari
Boumedienne in his place. For every franc of
help the Algerian radicals got from Russia and
the Chinese the de Gaulle government contributed
at least two, so that Algeria was soon enmeshed
in the ‘debt trap’ that became a brake upon its
development. Moreover, the wreckage of war and
the lack of policy and the means to carry it out
saw the government lumbering along with half-

hearted land reforms. The semi-collective farming
patiesn proved cumbersome so that for the first
ten yeurs agriculture suffered - retrogression, it
emphasised the problem with which all ex-coloniaul
countries are faced: having to gear the economy-
as a whole — including its political and educa-
tional structures — for production, o produce the
economic surplug from which further growth must
be provided for. With Boumedienne and his army
and priestly hangers-on around it became so much
more difficull, However, the discovery of rich oil
deposits and gas reserves of astronontical dimen-
sions in the Suharan provinces in-the south brought
o Algeria some of the wealth she needed for de-
velopmient. Income per head of population
trebled, but such was the state of backwardness
in which the French had held Algeria that most
of Algeria remains poor and underdeveloped 1o
this day.
On the Way

Yet there has been dramatic change compured
with the pre-revoluion duys. Where the French
had spent nothing on education for the Algeriuns,
the budget in education during the last four-year
{1981-1984} plan rose to 214 billion rand-equiva-
lent, some 2% of the national budget. 150 mil-
lion rand-equivalent is spent on training teaching,
technical and administrative workers. The univer-
sity of Algiers has some 60 000 students! And five
other universily centres have been created in such
cities as Oran and Constantine. 3,6 million chil-
dren are at primary schools provided for by the
state. 350000 secondary pupils were at ordinary

‘and vocational schools where the:curricula have

been modernised to train Algerians o run the
economy and adminiStration. Significantly, much
of the shadow of the past still hangs over the
schools: ouly one out of every three secondary
pupils is a girl — reflecting the difficulty of era-
dicatjng the social and religious bius against their
further education. One of the constructive by-pro-
ducts has been the development of medicul ser-
vices and the increased supply of hospital per-
sonnel, The radio, trusted information medium
dwing the revolution, has doubled in number 1o
3.5 millicn and the Algerians had their television
services some three years before South Africans
gat .theirs, The oil industry has not merely pro-
vided income: it has provided a base for the de-
velopment of industry which Algeria did not have
before 1954, On the other hand, because of its
history of gross illiteracy, the country can boast
only four daily newspapers with a 1otal circula-
tion of less than 250 000! This is a country with
a population nearing 18 million, of which only
some 1 million are in the remote, inhospitable
southern desert regions, once the haunts of the
foreign legion. .

The enthusiasm for education generated during
the revolutionary years is reflected in the huge
university populalions, the vast increase in school
enrolments, which are nearing 85%. and the fact
that the use of both French and Arabic as media
is encouraged creates a potential that signifies that
Algeria is on the way. It has not arrived yet. Its
revolution was interrupted: it is incomplete. It
remains in economic terms a client of imperialism.
It vclies on its exports of raw materials — oil, wine,
wheat. iron ore, phosphates, wool — for its deve-
lopment. If this remains so the schools will reflect
this. At this stage, however, despite the fact that
Algeria’s desert peoples and many nomadic
groups in the older developed areas have still to
be brought into the orbit of modernisation. Algeria
has taken the first steps to throw off the burden
of much of colonial backwardness in its school
system. 1t has to go much further if it is not to
have only 300 000 Secondary school pupils to the
1.6 miliion in the primary school. Those figurcs
tell a story in themselves.



Development and Education in Tanzania

Education in-other Countries (1V)

Education is never pentral: it can be psed g8 an strument eit-lwr f9r liberation and dcvycilup’n:;:tffa
or for enslavement and as a weapon fpr colunization. As ’l"ung:myllm,_tlrsl a Gcrnu‘m CU?m")b:l'“‘ctl'dlLtg
a British mandate territory, Tanzania was under-develgped an‘d gul.mu_zcd, and was thus su u;m ':1" !
the latter kind of education, Now, as a republic, pursuing a Socialist strafegy of dcvtf!‘t)])lls:.:{t,‘ lil i;
unia is striving to develop an education j)ulicy wlsicla b_u!h refleets the Socialisin she espouses an
a progressive and dynamic force in building .that Socialism. -

THE COLONIAL ERA

 Tanzania ‘was colonized by Germany in 1885
— as purt of German East Africa — and laler, in
1920. after the Treaty of Versuilles in which Ger-
many had to renounce all her overseas lrc‘rritgncs,
Britain guined control over Tanganyika Territory.
Tanganyika remained under British domination
untif 1962 (when it becume a Republic and
Nyerere was clecled president), despile a series
of shifts in power beginning in 1953, when Nye-
rere returned o the country and became the pre-
sident of the Tanganyika African Association,
which was in effect an assoclation of civil ser-
vunts. In 1954 this association became the Tan-
ganyika African National Union (TANU), a
more specifically political organisation. The shifts
in power until the hand-over of complete national
contrel to Nyerere went without-much opposition
from the British for twe reusons: firsily, they
were rather indifferent to the territory s greater
profits were being reaped from the adjacent
Uganda and Kenya and, secondly, Nyerere wus
considered by many in Whitehall as “our min in
Tanganyika”, .

The nature of this trunsference of power from
the colonizer to the colonized is an important
feature in relation to Tanzanin’s subsequent de-
velopment. In Socidlist Development and Public
Investment in Tunzunia 1964-71973 W, E. Clarke
notes: . . . the ease of the independence struggle
(the result of ‘British indifference 0 Tanganyika)
meant that the party was weak and did not de-
velop the discipline and depth of support to really
organise the people for a transformation 10 Socia-
lism”. Indeed. it has been noted that Tanzanian
Socialism was “imposed” by a benign educated
élite {Nyerere and company), whase chief con-
cerns were the re-establishment of equality within
their country. Since independence did not result
from a mass strugple guided by the ideology of
Socialism, the practical implications of u Sociulist
policy were never really (as opposed o notionally)
understood by the people. This lick of under-
standing and of urgent conunitment o Socialism
by the mass of the people presented the new Tan-
zuniun government with very real problems when
they tried to institute educational policies which
were an expression of their Socialist intent and
which they hoped -would encourage a Sociulist
perspectiye. amongst the masses. "

(1) Economic Policies

Concomitant with this political domination by
colonialist, powers were the economic  policies
which they instituted: namely, the under-develop-
ment of the Tunganyikan economy so thai it
functioned (o serve not the needs of its own
population, but the interests of the colonial powers.
This process waus started by the Germans wid con-
tinued by the British. Once aguin, the nuture of
this economic under-development is mportant:
firstly, because it imposed on the Tangunyikin
economy a structure which made it externally
responsive — and thus internationally vulnerable

- by the inlroduction of export cush crops (rub-

ber, sisal, cotton, coffee); and, secondly, because:

a hierarchy ol regions was formed which con-
sisted of (1) the metropoles, which were cash
crop arcas and major towns; (b) the dependen-
cies, which were the areus surrounding the metro-
poles, supplying them with food; (c) the periphe-
ries, which were areas. without cash crops and
supplied labour to the metropoles andfor stag-
nated economically, And thirdly, but most im-
portant, because it laid the foundadon for the
cluss formations which subsequently developed
in Tanzania.

Within the agricultural sector there were great

regional disparities and differences in ¢conomic
activity and consequently in “‘wealth”, “‘staius”
and even expectation, so that even the social class
“peasant” was not a4 homogeneous entily. Since
95% of the Tanzanian population are described
as “‘peusant™ this inrroduces an added- considera-
tion into Socialist development plans which seck
lo reconcile “‘growth” with™ “equality”. What
Kinul of rural development is best in these circam-
slunces? What kind of educational plun? These
ale Ipaing yuestions when, because of past con-
ditiony, there are even within one social cluss
differeni expectittions. The above situation des-
cribes, in fuct, the creation of a rural migrant
work-force which became entrenched in certain
areas. This, together with' the fuct thut there was
no real purty organization or mass struggle leading
lo independence, helps Lo explain why there could
be no mass commitment to Socialism, or Socialist
plans, which did not tally with “traditional” ex-
pectations.
* The situation is made more complex when the
1le of the Asian population is considered. They
migrated to East’Africa in-the 1840’s as merchant
traders and subsequently dominated internal trade
and finance. They were essentially traders of two
lypes: (a) petty traders who were the rural
middle-men traders; (b) large merchants who
were cenired in the towns. Their functions were
fliverse: they completed the link in the chain be-
Iween African producers and firms of the mother-
gountry or India; they bought from foreign firms
the goods to be traded in the interior, and sold to
them the primary products they obtained from the
}-Jet[y trader; they were a source of credit-buying
o petty-trader and government alike. However,
it must be said that *, . . while the Asian firms
were vital to the retuil trade, importunt in the
wholesale trade, and significant in small-scale pro-
tessing and manuofacturing, foreign firms domi-
hated the import trade and all large-scale munu-
fucturing. The financial system was exclusively
foreign”. (Clarke) _
! The economic role played by the Asians is im-
portant, however, because through this activily
they developed into the entrepreneurial class in
El“angzmyika. As Clarke notes, ‘. . . much of the
glass development which normally accompanies
niry into international capitalism was thwarted
by the arrival of the Asians, who, rather than the
Alricans, played -the role of the dependent bour-
geoisie.”

{2) Education Policies

A knowledge of the background of and an insight
Jrto the political and economic development in
Tanganyika are crucial for understanding the con-
fext within which colonial education policies were
Institnted. Consistent with this kind of capitalist
pnder-development and class development was the
enirenchment of social attitudes and values — or
& weltnunschauung consistent with a colonized
mentalily. “The cultural heritage of colonialism
was . . . the miost difficult obstacle “to ‘overcome
for . .. it shaped the pattern of African demand
for education “and” the ‘prevailing conception of
what it was to be educated.” (B Williamson:
Education, Social Structure and Development).
! In 1925 4 Memorandum of the Advisory Com-
mittee, on. Edycational Policy in British T ropicul
Africa elucidated the following: “Education
should be adapied to the mentality, aptitudes, oc-
cupations and traditions of the various peoples,
conserving as far as possible all sound and healthy
elements in the fabric of their social life, adupting
these "where: necessary to*changed circumstances
and progressive ideas, as an agent of natural
growth und evolution.” Within this context three
aims were defined: (i) ... o render the indivi-
duul miore efficient in his or her condition of life,”
{ii)-. .. o promote the advancement of the com-
munity as a whole through the improvement uf
agriculture, the development of Natve industries,
the improvement of health, the training of people
in the management of their own affairs, and the
inculcation of true ideals of citizenship and ser-
vice.” (iii) . . . the raising up of capable, trust-
worthy, public-spirited leaders of the people, be-
longing to their own race.” These aims express the
— at best — “liberal” patronage displayed by the
civil servants in Whitchall towards the people of
Tunganyika — and, at worst, their savage racism
and arrogance. It is obviously nonsense to tulk of
“'the improvement of agriculture, the development
of Nulive industries” when this kind of economic
development — and any kind of social develop-
ment which might have flowed from this — had
been distorted by the capitalism of German and
British colonialism. From subsequent policy state-
ments — all phrased in liberal rhetoric — one gets
the impression that the colonial -office in London
was Lrying to articulate a policy which (a) kept
the “Native” in his place in the rural shamba,
but (b) would also truin a corps élite who could

» be “trustworthily” used by the coloniul administra-

tion while (c) providing education — ulbeit the

- very minimum of rural primary education — which

would not be a drain on financial Fesourees, since

-up to 1940 it was the economic policy of the

Brilish government that “a colony should have
only those services which it can afford 10 main-
lain out of ils own resources.”

Consistent with this overview, the schooling that
was provided in Tanganyika during the colonial
period was provided by primary mission schools
which taught agriculture, the 3 Rs und community
studies; by central schools staffed by expatriute
teachers, which provided courses leading to em-
ployment in government service, commercial coa-
cerns or 1o trades. There was also a speciu) truining
school at Tabora for the sons. of chiefs for it was

cousidered that . . . pravision must also be mads
for the training of those who are required to /il
posts in the administrative and technical services,
as well as those who as chiefs will occupy positions
of exceptional trust and responsibility.” But, us
Mbilinyi notes, . . . The élite of Tabory were
trained (o be u subordinute group of administra-
tive olficers within the colonial structure, not the
tuling stratum of the dominant class. Whereas at
Cton a deliberate effort was made 1o develop g
nativgal c‘.\/u'n de corps, at Tabora the coloniulist
educationuists intended their students to identify
themselves necording to tribal divisions . . .. where-

as the youth at Eton learned Classics, the Tabora
students learned book-keeping, typing, and wvffice
routine in preparation for taking up jobs in
government offices.” :

In 1950 Middle Schools were introduced, again
with the emphasis on agriculture, but they were
also a way of selecting pupils for the coveted, but
extremely minimal, secondary education,

Three Main Functions of Colonial Education

Williamson identified 3 main functions of colo-
nial education ~ which he saw as an integral and
conscious part of colonial policy: (a) education
for adaptation, (b) education for control and (¢)
the devaluation of culture. He quoted the Director
of Education, Rivers Smith, who in 1925 suid:
“. .. At present we have a healthy rivalry and a
growing race consciousness amongst the African
and a certain feeling of resentment that the Asia-
tics get so many of the ‘plums’. In my opinion ¢o-
education might conceivably weaken this healthy
and natural rivalry and eventually leud to muking
common cause for political ends.”™ This espousal
of the ancient imperialist dogma of divide and
rule was further supplemented in the “form of the
school curriculum. teaching praciices. punishment
procedures.” The evidence is that English was the
dominant medium of instruction- in schools: the
acudemic syllubuses were Eurocentric in a pproach
and. for all its pronouncements, the colonial ad-
ministration failed to train sufficient Tanganyihan
teachers, so that colonial education as a whole
was conveyed through the medium of the colonil
cxpatriate {eacher, Sl

In sum, therefore, Williamson maintains that:
*. .. Colonial education was not only selective in
who would be given access to availuble schools,
i was selective in ils manipulation of the ideus
to which Africans would be given access, und
gave Africans only limited access to their own
literature and culture.” At independence, there-
fore, Tanzania inberited an economy thut hud heen
under-developed by colonial powers, a people
divided by class and race, and an education
system which reflected this nexus: one *. .
which was racially divided, under-resourced and
incapable of meeting either popular demund for
education or the needs of the economy  und
government for high level manpower.” (William-
son) Only one quarter of ull children who hud
aceess to primary education could expect Lo reach
higher grudes, and of those only one-third were
able to go on to secondary schaol. ™, . | Those
who attended primary schools comprised only
3% of the total age-group.” To be continued



Development and Education in Tanzania (2)

Education in other Countries (IV)

In the first part of this article, Development and Education in Tanzania (the fuu_rth in our series
on Education in Other Countries), we outlined the legacy that ‘independent’ Tanzania was bgrdcued
with from her colonial past; an economy that reflected her deliberate undcrdcvelﬁpr’nent by first her
German and then her British colonisers; a people divided in terms of class a.nd' .‘racc ; and an educa-
tion system that reflected these, namely, one that was ‘raciaily’ divided, suffered from.a lack of
resources and was incapable of meeting either the people’s demand for education or the needs ol
the economy or the government’s need of a high Jevel manpower. This, then, wus t_!u‘:. context in
which Nyerere had to frame his educational policies when he took over the reins of ‘independent

Tunzanig.

LEDUCATIONAL PROVISION AT INDEPEN-
DENCE

In “Tanzania: Revolution by Education”
Resnick gives the following outline of educational
facilities in Tanzania at independence.

Primary Education

“ Primary education consists of 7 standards (8
until 1966) and children enter between the ages
of 6 and §, though since Nyerere’s statement cal-
ling for Education for Self-Reliance the minimum
entry level has been 7 years. (The rationale for this
was that students could finish primary schooling
ut an age when they could enter direcily into pro-
ductive rural labour.)

There are selection processes at 2 points: only
50% of children beiween the ages 6 to.8 gain
entry to standard 1, and there is an examination
in rural schools at the end of standard 4, which
prevents 75% of children from continuing. The
selectivity of the system is exacerbated by the fact
that fees must be paid for primary schooling and
they become progressively higher with the level
of education. This, together with the standard 4
examination, contributes to the fact that only 25%
of children who begin primary school (which is
only 4 the 6-8 population) complete the full 7
years of primary schooling, and that less than
14 of all the primary-school-age children are in
primary attendance,

Secondary Education

The system accepts only 1 out of § children
who complete Primary school education and these
figures are controlled in accordance with the man-
power needs of the country, The diagram below
indicates the structure of the secondary school
syslem:

The Secondary School System
QUALIFYING EXAMINATION
POST-PRIMARY FORM 1
! 9

-

3

4

QUALIFYING EXAMINATION FOR CAM-

BRIDGE OVERSEAS SCHOOL CERTIFI-

CATE
SENIOR SECONDARY FORM 5
6

EXAMINATION FOR HIGHER SCHOOL
CERTIFICATE

The Cambridge certificate is a prerequisite for
Senior Secondary school and most higher-waged

employment. Tn 1966 there were 4700 Form 4
graduates and 229 of these contintied to Form 5.
About 760 students completed the full 6-year
course in 1966.

Higher Education .

In 19G7. 887 Tanzanians were cnrolled in the
Universily of East Africa (comprised of colleges
at Dar cs Salaam, Nairobi and Kampala). Selec-
tion is based on manpower requircmc—:_nts.__A 3-year
degrec course is taken, with an examination at the
end of the first year to determine whether stu-
dents may proceed, and at the end of the third
year in order to decide whether they quz_ihfy for
the degree. The college was started only in 1962.
with the opening of the Law Faculty. The Faculty
of Arts was opencd in 1964, and the Science
Faculty in 1965. This then was the national situ-
ation which confronted Nyerere when he was
clected president of the Republic of Tanzania n
1962. In what follows the conncction between po-
litics. economics and ideology and the practical
implications of this nexus for educational policy
arc outlined in. brief.

Tanzania and Socialism L
Nycrere espoused the ideology of Socialism
when he took over, but as has been shown from
the colonial history of Tanganyika, and the sub-
scquent development of classes. this Socialism
was not a mass movement. Nycrere's was not so-
cailed Scientific Socialism based on Marxism-
Leninism. but rather a Socialism based on the idea

“of “cquality”. Clarke maintains that for Nyerere

the basic difference between Sncialism'and Capi-
talism lay not in the method of producing wealth,
but in the distribution of that wealth. Govern-
ment policy therefore reflected this view of “so-
cialism™ and government development plans dif-
{ered little from the development plans of other
African countries not committed to Socialism.
This was expressed in the economy by a commit-
menl to obtaining high private invesiment in
capilal-intensive. technological, industrial projects.
The corollary to this in the field ol Education
was a commitment to secondary and post-sccon-
dary education. The reasons for this choicc of
emphasis were two-fold: (a) it rcﬂecth the grave
shorlage of skilled manpower at the time of in-
dependence and (b) it reflected the model of de-
velopment which Nyerere at this time envisaged
for Tanzania, namely. development via industria-
lization. This programme was “‘successful” in so
far as it tried to satisfy its economic demands to
supply better cducated manpower. In 1962 there
were only | 950 Form 4 graduates, and only 199
Form 6 graduates, and in 1963 there were only 23
Tanzanian graduates from the University of East
Africa. By 1972 there were 7300 Form 4 gri-

duates (increased 3} times); 1600 Form 6 pra-
duates (increased 8 times); 650 University of East
Africa graduates. However,. the cutting down of
the primary intake exacerbated problems for
secondary schooling.

This and other indicators were the cause of
grave concern about whether the ideals of So-
cialism were being instituted. Nyerere became
concerned that “ecquality” was being sacrificed
for “growth”. Williamson notes that a series of
factors in the mid-sixties pushed the TANU
leadership into a new position: (a) the Tanzanian
economy had not grown as had been expected;
(b) political discontent threatened TANU leader-
ship; {(c) ... “In the field of education. parental
dissatisfaction over the failure of primary school
graduates to gain secondary school places resulted
in denonstrations throughout the country in which
many education officers were besieged by angry
parents demanding school places for their children.
In the field of .higher education, the reluclance of
students to take part in the National Service. Cam:
paign . . . led the President to dismiss some 300
students from the University and forced into the
open the issue of élitist attitudes in Tanzanian
education.” These developments led Nyerere to
reassess social developments in Tanzanja and cul-
minated in two major policy statements The
Arusha Declaration: Socialism and Self-Reliance,
published in January 1967, which is an explicit’
statement of TANU's socialist ideology, and
Education for Self-Reliance (March 67}, in which
Nyerere outlined the Educational Policy which
was consistent with the declared Socialism of the
Arusha Declaration,

EDUCATION FOR SELF-RELIANCE

In this Nyerere gave an overview of Tanzanian
saciety, which he acknowledged to be rural and
poor, and which would remarm like this for many
years to come, In view of this, he maintained that
the educational system should be such that it
served the rural needs of the people and the eco-
nomy. He outlined four main weaknesses of the
colonial system: (a) that it was élitist in so far
as the emphasis was placed on urban Secondary
schooling which was seen as an escape out of
rural poverty; (b) it divorced children from the
world in which they would have to live and work
— this was especially the case in Secondary schouls
which were ‘mainly boarding institutions; (c) it
fostered a respect for book-learning which under-
mined the knowledpe of the people themselves;
(d) kit removed the youth from direct productive
work.

Nyerere maintained that this state of affairs was
insupportable for a poor country trying to build
socialism. In view of this he made the following
proposals: (a) that the need for Primary educa-
tion should be complete in jtself without implying
the promise of Secondary school, or employment
in the modern sector, ot that those children who
did not achieve the latter were “failures”, How-
ever, in ‘order for it to work successfully, this

‘policy implicd the need to relate education to rural

life in a more specific and dynamic way. (b) that
the curriculum of schools should reflect the needs
of the rural community and give the students. the
skills they need”™ to acquire the values they ought
to’ cherish to live happily and well in a socialist
and predominantly rural society, and to contribute
to the improvement of life there™, (c) that schools
should be self-supporting communities in which
students learn to live co-operatively: *. . . The
teachers, workers and pupils must be members of
the social unit in the same way as patrents, rela-
tives and children are the family social unit . . .
And the former community must realise. just as
the iatter do, that their life and well-being depend
upon the production of wealth by farming or other
activitics. This means that ail schools, but espe-
cially secandary schools and other forms of higher
education, must contribute to their own upkeep;
they must be economic communities as well as
social and educational communities. Each school
should have as an integral part of it a farm or

workshop which provides the food eaten by the
cammunity and makes some contribution 1o the
national income.” '

Tt will be noted that this was a distinct depat-
turc from the implied aims of the first Five Year
Pian which emphasised secondary schooling and
industrial development, but it was a response to
and direct attack upon the competitiveness, selfish-
ness and antipathy towards the elders and manual
labour on the land which was being displayed by
students — especially those in Sccondary and post- -
Secondary education. It was thus a call to bring
Tanzanians onto the ideclogical rails of Socialism,
and also to re-emphasize the economic poverty of
the country and the kind of policies needed for
Socialist development. -

The thrust of Education for Self-Reliance was
therefore an elucidation of Socialist ideology and
the kind of education system which both would
be the expression of this socialism and would help
to engender it. The Education for Self-Reliance
slatement has been criticised by several commen-
tators. In "‘Secondary Education and Under-
development in Tanzania” X F Hirji attacked the
policy for its idealism in that it sought 1o change
atlitudes to education and through that to change
scciety. He maintained that Nyerere's emphasis on
rural education was an acceptance of the colo-
nialist education system and the sfatus quo pro-
duced by that government. “Education for Self-
Reliance is caught up in the insoluble contradic-
tion of wishing to eliminate the class structure of
Tanzanian society without any prospects for
eradicating the structure of under-development. It
fails to perceive the fundamental relationship be-
tween these two structures.”

Williamson makes the point that “education can
only be a revolutionary force in a revolutionary
country. Since Tanzania’s not a revolutionary so-
ciety, then education can only maintain the status
quo’’. Von der Muhll does not preclude the pos-
sibility that.schools in Tanzania could be used as
an instrument for political socialization, but he is
well aware of the objective conditions which pre-
vent this: resource starvation; expatriate teachers
who by and large are not committed socialists;
lack of teaching materials especially those which
are Tanzanian in content; and school life . itsell.
As regards Nyerere's emphasis on rural *educa-
tion, Foster raises the point that the parents’ ex-
pectation of their children’s schooling is that it~
should be academic — an attitude based on ycars
of colonialism in which ‘academic” schooling was
perceived to be the passport to urban waged-em-
ployment. Given this attitude, = agriculture in
schools would always be considered inferior and
unacceplable. Mbilinyi makes the contribution
that in order for rural education to be acceptable
to parents and students alike. they *. . . need to
experience a new kind -of education which em-
phasises on the one hand the scientific basis for
economic and technical development, and on the
other rcinforces co-operative forms of work,
learning and living.” Rural education must there-
fore be seen not just as manual agricultural labour
done at school. In order for this to be the case,
she suggested. more ideological work needed to
be done so that Education for Self-Reliance could
be implemented more effectively. All these cri-
ticisms are well-intentioned and express concern
for the state of education in Tanzania, and for
the contribution that education could make to-
wards development and socialism in their country.
Whether they are critical of Nyerere's policies or
not, these writers recognize that education is in-
extricably linked with the political and economic
development of the country; that education is not
neutral; and that every effort should be made by
all concerned in and with education to see to it
that it is a progressive — and not a retrogressive
— force.



Develop_ment and Lducation in Tanzania (3)

Education in other Countries (IV)

This is the last instulment of our article Devetopment aud Education, in Tanzania, the fourth in
our series on Education in Other Countries. ‘The Tirst part ol this article, in the December 1984 issue,
outlined the background to the system — political, cconomie and edocationai — that Julius Nyerere
inherited from the colonialists when he became President of an ‘indepandent’ Tanzania (then Tungan-
yiki). The second instalment, in the Jan.-Feb, 1983 issue, deait with Nyerere’s efforts to formulute
and implement an education policy that would meat the country’s economic needs and make possible

the atiainmment of his socialist ideal,

Adult Education

1970 was assigned National Education Year and
was introduced by Nyerere in his New Yeur's Eve
(31.12.6%9) broadcast to the nation. The aims of
adult education were: (a) to awaken people from
resignation und fatalism and give them a vision
of what was possible; (b) to train the people in
diverse skills which would be uselul in their daily
lives; (c¢) “‘the third objective must be for every-
one to understand our vational policies of sociu-
lism and self-relinnce. And we must learn aboul
the plans for natjonal economic advance, so that
we can ensure liak we all play a purt in making
therii a success, and that we can all benelit from
theas™

Part of the cumpaign was an adult literacy cam-

puign bused on the methods of Puolo Frere. -At -

first six districts were sclected for an intensified
literucy campaign to ensure that illiterucy disup-
peared by December 1971, the tenth anuniversary
of independence. At the Biennial Party Conference
in 1971 it was resolved that the entire nation had
to work for total eradication of illiteracy by the
end of 1975, Evaluation of progress showed that
by October 1974 over three million adults had
eurolled in adult literacy classes. Under o National

Advisory Committee on Adult Education similar’

commitlees were formed at regional, district, divi-
sion, ward and cell levels. From the grussroots
level, for example, the ten-cell leuder is a key
person in the whole system. Under this type.of
leadership, it was expected that it would be pos-
sible to identify adult literacy problems at all
levels up to the national level and involve all in-
stitutions.

As part of the Second Five-Yeur Plun
(1969-1974) 62 administrative officers attended a
residentiul training course in the history, philo-
sophy, methodology and organization of adult
education at Kivukoni. These administrutors be-
came the decision-makers in their districts and
orgunized seminars for teachers of adult education

in their respective arcas. This was followed by a
national mobilization cumpaign W implement
adult education progranumes at all levels, In 1970
and 1973 the TANU President and Vice-Presi-
dent issued directives to (he effect that the heads
of alt national, regional and parastatal institutions
were o form .councils to deal with conlinuous
educution of adults, und that one hour per day
should be ser aside by all public or private
estublishinents for continuing adult education for
every worker. ln 1974 the National Exccutive
Committee pussed a resolution changing the regu-
lations for Universilty entrance. Unless otherwise
stated, only udults with work experience were 10
be admitted and 1he target date for the achieve-
ment of Universal Primary Education was ad-
vanced to 1977,

Wilh 1he .clear objectives of vjamaa and self-
reliance TANU has besn able to help, direct und
promote adult education through nationazl cam-
puigns and Tanzania’s political ideology and itg
decision-making  machinery have provided
strong driving force for the promotion of work-
oriented udult education. It has thus grown from
a non-development process in colonial times to a

sophisticated  national work-oriented  programme

based on a strong political foundation.
Teacher Training

With Indepenlence it became quite clear tha
no revolutionary change could be curried through
successfully without o committed teasching profes-
sion. At the sume time, it was not possible 1w pro-
duce a revolutionury teaching cudre without
training institutions geared to this new role. The
aims of teucher education in post-independence
Tanzania have been summarised thus: (i) To edu-
ate student-teachers in the true meaning of the
Tanzanian concept of ujumaa; (i) To wain stu-
dents to be dedicated and capable teachers with
an understanding of, and care for, the children
placed in their charge; (iii) To deepen the stu-
dents’ own general education.

It is not accidental that content is placed last
and ideology first. For a people who have been
exploited, humiliated and ignored for so long,
education is for liberation and thus a political
guestion. The student-teachers were to be edu-
cated to understand the Tunzanian concept of
socialism in the hope that once the ideologicul
perspective had been set right then how to teach
and what to teach would follow.

The training of teachers at the university level
is based on the same philosophy as that under-
lying the training of teachers for primary schools
as undertaken by Colleges of National Education.
According to the University Act establishing the
University of Dar es Salaam two specific objec-
tives are: (i) To preserve, trunsmit and enhance
knowledge for the benefit of the people of Tan-
zania in accordance with the principles of socia-
lism accepted by the people of Tanzania; (ii) To
prepare students to work with the people of Tan-
zania for the benefit of the nation.

In the Colleges of National Educalion, it is

accepled that the training of teachers will cover
five main areas, viz. (i) National Service, which
emphasizes military training and nation-building
projects; (ii) . Political education, which empha-
sizes the understanding of the political ideology
of ujamaa; (iii) National education, which com-
prises principles of education, educational psy-
chology, school organization, adult education,
youth leadership, research projects; (iv) Aca-
demic subjects and how to teach them; (v) Nation-
building projects in the community round the
College.
Teachers fall into about five categories depending
on their periods of academic and professional
training. Certificate teachers have had the full
7-year primary school education plus teacher
training or a full additional four-year secondary
education plus teacher training. Diploma teachers
have had one year of teacher training afler six
years of secondary schooling. They are trained to
teach secondary school academic subjects or vo-
cational ones like business education, agriculture,
home economics, and technical subjects. Univer-
sity-trained teachers are expected to teach at all
levels of the six-year secondary programme. Then
there are teachers with specialised training over-
seas for the handicapped, while a corps of un-
trained or crash-trained teachers have been re-
cruited for the Universal Primary Education pro-
gramme, (UPE)

Until the crash programme to achieve UPE by
1977, Tanzania had a reputation for having a very
high percentage of trained teachers in primary
schools relative to other African countries. Two
further features of teacher training in Tanzania

are the combination of academic and professional
training in a concurrent degree and teacher train-
ing programme of three years, and the high
teachel fuludent ratio at the primary level

1o meet the demand for education at all Jevels
new miethods of training teachers are being plan-
ned and investigated. These include correspon-
dence courses, in-service training, seminars, work-
shops and week-end professional meetings. In the
Ministry of Development Planning, the Manpower
Planning Unit plays an important role. *In its
simplest terms Manpower planning involves . . .
making the best estimates possible of the eco-
nomy’s present and future skill requirements,
planning programme actions which will, result in
those requirements being met, and seeing to it
that the planned actions are taken by the institu-
tions and individuals responsible.”

This kind of estimate and planning in a country
such as Tanzania is absolutely vital because she
is 50 short of financial — and other — resources
that it is imperative that a way should be found
of rationalizing those resources. However, linking
manpower planning and education so closely to-
gether could lead to an economistic approach to
Education which is in contradiction of the
idealism or ideuls of socialism and the creation
of the “whole man”. Eliufoo refers to the tush
of the university as being “‘the maintenance of our
high level manpower” as though students were
products which were produced by one system 1o
be fed into another system as a “factor of pro-
duction™. Saul recognises this kind of attitude as
inconsistent with the aims of Socialism espoused
in the Arusha Declaration and Education for Self-
Reliance,
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Education in Germany
Education in other Countries (V)

Gemany is a Federsl Républic, which meains that il mujor decisions — for example those con-
cerning foreign policy or defence —are taken by the Bundestag or Federal Government in Bonn.
Lducation, however, is onc of the most important of the ficids iraditionally Ieit to the conirol of the
1L Linder with their own purliaments, Ministers and Prime Ministers, ‘There is a Standing Conference
of Ministers of Education (Kultusministerhonferens, KMK) which tries to en-ordinate educationnd afiairs
and to reach decisions that would be binding on all the H Liinder, But in spiic of the KMK the differences
in matters educational are congiderable, varying according to whether a Liind is ‘black’, that is Conser-
vative (CDU or CSU), or ‘red’, that is Socialist (SDP).

Differences of Principle

The most important difference is that of prin-
ciples. The Socialists have always favoured the
concept of Comprehensive schools modelled on
the British or the American example, o 4s (o give
the largest number of children the best possible
education. irrespective of their parents’ social or
cultural status, Conservatives, on the other hand,
have always stressed the necessity for creating
élites. Consequently, most Comprehensive schools
are’ 1o be found in Lénder which have long been
governed by the Socialist Party (SPD), HMessia,
for exnmple. whereas Léinder governed traditional-
lv by Conservative parties, like Bavaria under the
CDU and the CSU, have very few such schools.
Bavuria has only three or four Comprehensives.
Bavuria’s school system has been based for more
than a century on three types of Secondary school:
1. The HUMANISTISCHE GYMNASIEN,
* schools with special emphasis on the classics,

offering Latin, Greek and English.
2. The NEUSPRACHLICHE GYMNASIEN,

schools with special emphusis on modern

lunguages, offering English, French and Latin.
3. The NATURWISSENSCHAFTLICHE GYM-
NASIEN, schools with special emphasis on the

sciences, and offering only two foreign lan-
guages. mostly English and French.

When the child reaches the age of cleven, there-
fore, the parents have (o decide to which of these
three types of schoul they will send him. ‘The in-
troduction of the Compiehensive school sysiem
genzrally, then, would mzin the end of these three
traditional types of school.

Fazr-Reaching Reforms

A poing-uver to Cumprehensive schoals in any
Lind would ennail o whole series of far-reaching
reforms, such as the introduction, of new school
subjects {woodwork and home economics, for
example); a relorm in acher-training courses
(special wachers would Lave to be trained not for
specific schouls but for specific age-groups): a new
salury structure for teachers: o new concepl in
school architecture, sinee schools would have 10
cater for up to 3000 pupils. there would have w
be several rooms for the different ‘streams’ or
“sets’s and dining-roums and kitchens would have
o be provided because. the Comprehensives being
‘duy-schools’ where pupils do not leave al ope
o'clock, meals would huve to be provided: and a
reform in syllubuses,

Some of these reforms have been introduced in
certain Lénder, especially in the area of schaol
buildings. Some arc still being tested and will most
probubly never become a reality, owing in purt 1o
a fack of money or to the strong ‘wind of changpe’
againsl pregress in Germany's political climate,
In some Lénder, like Bavaria and Baden-Wurtten.-
berg, certuin of these reforms have never even
been discussed.

Differences Rooted in Tradition

Quite a few other differences have their roots
in historical factors, because Germany has never
been a country with a centralised ‘culture’. Such
differences are o be found, for instunce, in Lhe
matriculation examination papers, which are set
by central Examination Boards in Bavaria and

Baden-Wurttemberg, but by the individual school

in some other Lénder. There is the difference in

the stundards of teaching which, it is claimed, is
highest in Bavaria. And then there is the difference
regarding the subjects that receive special empha-
sis, as also that of syllabuses. In addition there are
differences in a thousand other small details
which, when taken together, could make his
schooling a real tragedy for any pupil whose
family is transferred from, say, Hamburg to

Munich, as such a pupil would have to adapt o0

an entirely new school systen.,

System of Schooling

Traditionally there are three types of school,
designed to meet the requirements of German
society: the HAUPTSCHULFK, the REAL-

SCHULE, and the GYMNASIUM.

"~ All children go to the same type of GRUND-

SCHULE (Lower Primary or Elementary school)

and full-time school attendance is compulsory

from 6 to 15 years of age. After four years at the

Elementary school pupils could go to a GYMN A

SIUM, the three main types of which we describad

earlier. Those who do not wish to go to a GY M-

NASIUM — und formerly this meant the majority

of school-going children — stay on at the Elemen-

tary school, which after the Lower Primury stan-
dards is called a HAUPTSCHULE (Higher

Primary) or VOLKSSCHULE (‘The people’s

school’}. At the end of their second year in the

Hauptschude pupils could choose o go to the

REALSCHULE or MITTELSCHULE (Middle

School) as it is also culled.

Education for Social Position

So the three types of school are designed to give
children their appropriate place in the social
hierarchy.

{a) Those who have pone to the HAUPT.
SCHULE will normally be apprenticed in
factories and become skilled workers, typists,
arlisans, nurses and so on. During their ap-
prenticeship of 3 to 4 years they have to go
to a special Vocational school one day a
week. There is a special examination at the
end of the HAUPTSCHULE, called QUALI-
FIZIERENDER HAUPTSCHULAB-
SCHLUSS (Higher Primary Certificate). 1f
pupils do well in it it gives them a better
chance of gaining an apprenticeship in a well-
known factory. SIEMENS, for instance, will
take only the best!

(b) Those who have atlended a REALSCHULE
cowld also be apprenticed in a factory or go
to one of the various Vocational schools
(comparable perhaps to the Technikon), in
order to qualify for better-paid and more
responsible jobs. They alse do an examina-
tion, ul the age of 16, called DIE MITTLERE
REIFE (comparable to the Matriculation
certificate  without university exemption).

Certain branches of commerce, the banks, for
example. take on only apprentices who have
oblained the MITTLERE REIFE.

(¢) Those pupils who have attended a GYMNA-
SIUM (High School) could go to university
or a technicul university and reach the top of
the employment ludder. The exumination that
qualifics them for admission lo a university
is valled DAS ABITUR, comparable to tlie
Maticubion exemption examination. How-
ever, the caaminution papers are not sel by
the university authoritics. The teachers at the
individual schools or ut the Depurtment of
Lducation set them.

Post-War Progress

One of the most significant achievements in the
development of the school system since the end
of the second world war is that various possibili-
ties have been created 10 enable a child to chuange
from one lype of school to another so us even-
tually to enter a university, even if his parents did
not send him o a Gymnasivn at the age of 11
For example, a pupil who after reaching eleven
years of upe wenl W a Realschule could now at-
tend u special class ut a Gymmnasium and pass the
Abitur three yeurs later. Or he could go o a
FACHOBERSCHULE (Vocationa] High School)
for two yeurs and then enrol at a FACHHOCH-
SCHULE (Vocational University) and finally yo
10 a university. Even those who have gone ‘upiy:
0 a Haupischule can now obtain a MITTLERE
RiZIFE in speciul schools so as eventually to be
able 10 go o university.

There wre also Evening Schools that will pre-
pare wniybody, regardless of the standurd of pre-
vious education, for all sorts of examinations, so
that such a person too could eventuully enler a
university. And education at all these schouols is
entirely free of charge. in many cases gencrous
allowances (up 1o the equivalent of R290 & month)
are puid to those whose parents cannot afford
send them to school, This programme is culled
BAFUG (shorl for Bundesausbildungsfirderungs-
geyerz, a Federad law o promote higher ed ucagiun).
However, the casiest way to a university is viu the
GYMNASIUM and the ABITUR.

Unfortunately, though, the unfavourable eco-
nomic sitvation in Gernany dt present is casting
a dark shadow over this picture. There are no
positions for upprentices; even many of those with
a university training, especially teachers, are not
able 1o find suitable jobs or any jobs at all. There
is a ‘surplus’ of experts in every tield, of skilled
workers, of acudemics, even of medical doclors.
A Comparison

By way of rounding off this article we could
draw a comparison between Germany and South

Africa in a specific aspect of education, by quoting
from an educationist in West Germany,

“There is one thing in the South African school
system which has struck me as very strange: the
“prescribed  books”. If, for example, a South
African teacher wanted to discuss segregation in
America with his class or read texts by Martin
Luther King or Aldous Huxley, he would have to
do so outside the syllabus and with a bad con-
science, because actually he should be preparing
his pupils in the upper classes for the examina-
tions set on the “‘prescribed books”. In Germany
all schools must have an exactly-defined syllubus
in subjects like biology, physics and mathematics,
because all pupils must learn, for instance, intepral
calculus, if they are to be examined on thut sub-
ject. In these subjects the syllabus must contain
clear prescriptions. But in subjects like modern
languages and, most important of all, the mother -
tongue, we have much more liberty. It is entirely
up to me whether I read and discuss with my
class Orwell’s Nineteen Eighty-Four, Golding’s
Lord of the Flies or The Catcher in the Rye by
Salinger. In the final examination the pupils will
be given an unknown text. What the pupils are
supposed to learn in the final classes is the tech-
nique of interpreting texts, and they can do that
with any fext. It is essential, however, that both
the pupils and the teacher are really interested in
what they are reading and doing.

‘I suppose this is not only a question of
“prescribed books™: it goes much deeper and may
be explained historically. During the, Nazi reginie
the government prescribed not only books (und
burned books publicly); it also prescribed a cer-
tain ideology. Thus, after the War, the only ideo-
logy we wanted was o have no ideology. And the

only article in the German Constitution dealing
willr this sort of thing runs like this: “Kunst und
Wissenschaft, Forschung und Lehre sind frei.”
(“Art and science, research and instruction are
tree”). This liberalism — of course on a conunon
basis of unti-dictatorship and human rights —
characterised our educational system after the
war and found its expression not only in the fact
thut we have never had any “prescribed books™
but in a great number of minor liberties, which
are su essenliul in o schoolmasier’s daily hife. |
think there was an aumosphere of freedom in
German classronms which was hardly to be found
anywhere else. And if | were to name our biggest
problent, in school and oulsidz school, it is that
linke by fiude the government is trying 1o tuke
awity some of (hese liberties and to impose on
pupils und teachers regulations which finally will
result in preseribed books and prescribed ideas.
This trend was guite obvious recently during the
hot debate in papers, on TV and in Parliament,
about the deployment of Pershings and Cruise
Missiles in Germany and in Europe, when the
government — unofficially, because we have our
Constitution — tried to prevent any demonstra-
tion or even discussions about this controversial
subject in schools.. But when the pupils had a
sit-in in a school hall and a great meeting in front
of the town hull and some sort of awareness-pro-
gramme in church in the evening, nothing hap-
pened, nobody was taken to task. They gave in.
Will they give in next time? Or will they rather
try to deprive us of some of our liberties by issu-
ing an innovent-looking regulation here or refusing
finuncial aid there? The point is that this can be
done s0 surreplitivusly that many people would

~not even be awire that they were going to luse

their freedom.’
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“We hold these truths to be self-cvident, that all men are created equa), that they are endowed
by their Creator with certain inalienable rights, that among these are Life, Liberty and the pursuit of
Happiness.” {American Constitution.) Enshrined in the Awmerican Constitution therefore is the ideal
of the equality of all men irrespective of “race”, colour and creed. Consequently, American education
should be aimed at the realization of this ideal democracy, especially if one considers the dietun that
“democracy rests upon formal education, ignorance breeds tyranny and that without literaey, represen-
tative government will falter.” An examination of the structure, control and financing of American
education will reveal fo what extent the educational systemn approximates to this idesl.

Organisation and Structure

The 3 basic levels of education in the USA are
elementury, secondary and higher education. In
conjunction, most states have vocational training,
adult education, speciulised classes or even schooly
for ‘special’ types of children, and kindergarien,
School organisation follows the 6-3-3 putlern, that
is prades 1 to 6 form the clementary schooling
section; 7 to 9 fForm the Junior High and 10 to 12,
the Senior High School. The latter two sections
together form the secondary schooling system,
The limits of compulsory education are the ages
6 to 16, that is, to the end of tenth grade. On
graduation from the secondary section, the higher
edugation level begins. This is separated into 4
stages: Freshman, Sophomore, Junior and Senior
years, after which the master’s and doctlorate
courses can be dope. Those students who attend
Junior College or a technical school may go only
to the sophomore stage.

A closer examination reveals the following in-
teresting facts:

(a) Pre-school education is offercd in most
public schools where children advance from a
nursery school to a kindergurien. The aim of this
programme is to prepare for elementary schooling
by teaching the child to become seH-reliant.

(b) Elementary school is the level for the social
and intellectual development of children aged from
6 to 12. Promotion to the next grade is bused on
achievement in specified subjects such as reading,
wriling, spelling and arithmetic.

(¢) Secondary education cun be divided into 3
programmes (streams): ¢ _

(i) Academic: Geared to preparing students for
¢ollege, this programme has Mathematics, Scicnce
and foreign languages added to the basic subjects
ol English, Social Studies and Physical Training.

(1) Vocational: This provides training in four
fields — agricultural education (farm management
and operation); home economics education (home
management and child care); distributive educa-
tion for buying and selling jobs; and specialised
trade and industrial education.

(iii) General education combines aspects of
academic snd vocational training in that students
are taught o appreciate trade and industry rather
than truined for employment. The benefit of (his
course is that (he student may continue to the
higher education level, whereas the vocational pro-
grame provides access only to the technical
schools.

(d) Higher Education: Students graduate from
secondary schools after satisfuctory completion of
a specified numiber of courses. Students are assessed
at High School level on the basis of ‘periodical’
tests, assignments and involvement in cliss discus-
sions and projects students are graded from A to
F in each course. Most of the High School end-of-
year examinations are locally constructed with only
a few states having state-controlled examinations,
At least twice a year the student is'given a copy of
the grades he has obtained while a transcript is sent
to the college of his choice. In addition. most col-
leyes insist on students” taking an additionad test,

which measures “uptitude and verbul and mathe-
matical skills”, during the last 2 years of their
Bigh school careers. In most states, the recommen-
dations of the teachers are taken into account
when the college assesses n purticular applicant.

There is a great deul of confusion about the
differences between a college and a university
since the terms are often interchanged. A collepe is
part of a university whereas the university in-
cludes graduate schools and professional schools
as well as undergraduate colleges of Arts und the
Sciences. The College offers students courses which
leud to technical and semi-professional employ-
ment or entranee to the four-year degree course.
The Liberal Arts college may be an independent
institution or form part of the university complex
and olfers courses such as undergraduate profus-
sional disciplines (for example, engineering or
business administration}; pre-professional training
{plus-minus 4 years) for professions such us law
and medicine; and it offers education for students
who do not wish to enter professional or graduaie
schools. At university level most degrees are
awarded on the basis of credits which, in turn,
relate to the number of man-hours involved. For
cxample, a bachelor’s degree requircs about
4 x 3 hour courses or 120 credits.

Control of Schooling System

The State Government: Most of the control is
vesled in each slate’s department of education via
its board of cducation and chicf school officer
{supcrintendent}. This board consists of people
neminated by the state governor or elected by vate.
The chiel school officer is appointed by the same
procedure and (he lerm of office in both cases
varics from 2 1o 6 years. The superintendent has
to impose the policies of the board, while the hoard
has to implement the laws passed by the depart-
ment. -

The Local Community: Together with the super-
intendent, they impose taxes, build schools, deter-
minc instructional policics, employ school per-
sonncl, maintain buildings and provide the schools’
nceds, and provide transport for pupils living far
from the schools. To have this type of authority,
however, members of the local community have
to be clected to Jocal boards of education. -
Teacher Education

In 47 stales the minimum qualification for
teaching the elementary and secondary grades is
a Bachelor’s degree. The other 4 states require a
Master’s degree or insist on a teacher's having five
years' post-secondary school study to teach at
sccondary school level. Many local school boards,
however, sct higher enirance levels and induce
feachers Lo carn additional academic credits by
participating in in-servicc courses. The basic
tcacher-training programme consists of 4 to §

years’ study in the academic field and professional
courses such as Methods of Teaching and Edu-
cational Psychology. Included is a 4 (o 6 month

practicc-tcaching session in a school or college’

lab. school. Graduates of the Arts colleges usually
arc required to do a fifth year Master's degree
programme, -

s

Finance

One of the most influential factors in educalion
is that of finance, which is provided by local autho-
ritics, state government and federal sources
through various forms of taxation, 1t is significant
to note that, apart from defence. education is the
public service with the highest expenditure, Tn
1979 the USA spent more than 80 billion dollars
on a school-going population of 54 million be-
tween the ages of 5 and 17. A unique feature in
the educational system is the degree of financing
exercised by local authorities, which levy taxes oo
property cspecially in order to meet their educa-
tional necds. OF the total USA expenditure on
education each year 47% comes from the Stale
governments. 44% from Local governments, and
9%, from Federal sources. )

In spite of the large percentage of the funding
of education by local authorities, the regional edu-
cational authorities are bound to implemcnt edu-
cational policies as laid down by each State. In
addition to the local taxes, each state also imposes
a tax to fund education. In the past, Federal
financial aid for education was nat so rea_dily
acceptable to the focal and state authorities. since
they feared losing their autonomy. But since costs
have soared, Federal aid has had to be accepted.

There are also the private philanthropic tax-

exempled  Foundations which fund educational
projects: such as Ford, Carnegie, Kellogg and
Rockerfeller. That the sources for funding educa-
tion do not function independently of each other
is clear from the appointment by the President in
1983 of a Panel charged with recommending ways
for state and local governments to work with the
private scctor towards improving the quality of
ccducalion. )

An examination of the main tax sources might
create the somewhat favourable impression that
the availability of education 1o his children is not
so dependent on the individual’s private wealth,
bul more on the taxable wealth of the area in
which he lives. Schoofing may indecd be readily
avatlable (o all but the quality of the education
is far from equal throughout because of the dis-
crepancy in the funds obtained through the Tocal
tax system for the various regions. Local funds
accruc largely from property taxes and it is there-
fore quile obvious that areas with a high valuation
on property would have more money available
for education than areas with low-valued property.
And within the very nature of the system of local
funding lie the secds of some of the major
problems in American education.

Finance is not the only factor (hat exerts a
strong influcnce on the quality of education. Stu-
dent upheavals, the existence of pressure groups

(including teacher organisations) and of various
kinds of discrimination have all raised doubts as
to whether the present educational system is
relevant to the needs of modern American society.
Also being questioned is whether the democratic
principles basic to the structure of American edu-
cation are being consistently applied.

Student Upheavals :

In 1964 American students revolted at Berkley.
The revolt was largely against mechanized, mass-
produced education. Education aimed at serving
the state and big business met with more and more
opposition from students. They formed themselves
into radical organisations and gave tangible poli-
ticnl expression to a growing commitmeni among
students, tcachers and other professionals to
change society drastically. Like the GI's who re-
turned during the post-1945 period, they agitated
for structural and curricula changes. So great was
the disillusionment with the educational system
that prolests reached a peak in 1970 with the USA
invasion of Cambodia.

Then. again, there were strikes after the Kent
state killings in which troops invaded the campus
and shot students. Enraged students took direct
political action aimed not only against companies
engaged in war-related production. but also against
industrics such as General Motors, General Elec-
tric and Polaroid. These companies play a signi-
ficant réle in education by propping up an edu-
cational system that serves their economic in-
terests. They also provide handsome scholarships
for foreign students, much to the reseniment of
the ordinary American student both White and
Black.

After 1970 there was great concern about equa-
lity in education, Unfortunately, this “equality’ is
a facade. Schooling still distributed on racial and
class lines became unacceptable to  Blacks,
Chicanoes, Puerto Ricans and American Indians.
These minorities were the most militant because
the definition of “‘equal opportunity” had left them
at the bottom of the vocational luadder. They also
blumed centralized control by Anglo School
Bourds, and in some communities a strugghe began
for community control or a more demoeratic con-
trol of educational struclure.

The minority groups demand iliat  schools
should muke them more employable in the present
economic structure and thus enhance their eco-
nomic status within the capitalist structure. Mosl
minority groups believe that Anglo control has
created schools in which their children cannot do
as well as those of the controlling power. They
assert that community control is essential to an
equal opportunily for all children to learn in
schools. ‘Control’ however is a many-faceted word.
They may strive for and get control of the boards
of phetio schools, but would not conurol the state
legislature which distributes finances to educa-
tion and determines curricula and other require-
ments. But even if they had ultimute control they
would not control the econonty or determine the
educational qualifications for jobs,

However, this striving to control ghetlo school
boards has an important side-effect. It Icads to the
building of self-identity and the use of the school
1o build political awareness, and bring about social
change.

Furthermore, students may not'be convinced
that the values developed in them by the schools
are consistent with their own or others' needs.
Some aguin may not be prepared to accept their
réle in the capitalist hierarchy or capitulism itself.
Teacher Organizations .

Currently there are two muajor teacher organi-
zations in the USA. They are the NEA (National
Education Assocjution) and the AFT (American

Federation of Teuchers). Bolh associations are
explicil in goal-statements concerning educution in
America. At present, these organizations follow
an aggressive and militant course in the pursuance
of their policies. For example, both gro.ps huve
been involved in ‘withholding services’, a euphe-
mism for striking. Unfortunately, these strikes
were on bread-und-buiter issucs which did not
affect the status and working conditions of
teachers. Consequently, other organisations, oll-
shoots of these wwo major bodies, address them-
selves tg matters such as curricula and the 1eaching
of specific areas, such as Mathematics, Physics und
Englishi. Organisations such as the ASS for Super-
vision and Curricutum Development and  the
American Research Association are influential in
affecting curriculum development, instruction pro-
cedures and educational legislation. Although they
may not have the political clout which the o
major organizations have, they play a significant
role in that their publications inform the teaching
fratcenity of new trends and developments. More-




over, they have established the standards for the
preputation of teachers; and their conlerences held
O slute, regional und national level provide un
lntpartant platforin for disseminating ideas. During
the last two decades of the 19th century, fensinists
and educationists have exerted pressure to obtain
fur‘womcn their rightful pluce in education and
socicty.

Sex bias and sei-siereolypes abound in school
textbooks and in resders. Interesting studies and
surveys in this field have been undertaken: In g
survey ol 2760 stories (at Elementary  Schoul
level), it was discovered that the valued traits like
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bravery, ingenuily, creativity and so on, are all
ascribed to male characters. A similar situation
exists at High School level. In history books used
in the schools, there is very little information on
the role of the pioneer women, or on the sulfra-
getle movemenlt,

Culture, tradition, prejudice and overt discri-
minution still conspire to restrict educutional op-
portunities for women. Society in general and edu-
cution in particular have paid a high price for their
persistence in a sexist attitude.

Educationists in the USA are questioning the manner in which the concept of demoeracy is heing
interpreted in some countries, including their own, and are demanding that a closer look should be
taken at the kind of knowledge imparted in schools and the circumstances in which such knowledge is
acquired. They point out that the schoals serving the élites are geared fo make their pupils fecl superior
and seli-confident while those catering for the lower income groups make pupils fecl inferior and power-
less, Fhey also maintain that the relatidnship of a school fo democracy cannot be discussed without
taking into account the schanls historic function in preparing pupils for employment and its relation-
<hip with ifs social environment. By far the greatest problem in American cducation is the social
mequality inlicrent in its provisions for minority groups. The Brown vs Board of Education cases (1954

and 1955) addressed themselves to this problem.

DISCRIMINATION AND DESEGREGATION

The verdicts in the Brown vs Board of Fducation
cases (1954 and 1955) intending “to apen up so-
cicly so that the minoritics could live and go any-
where hey wanted,” sought to guarantee equal
cducational opportunitics for all *races’. In the 1954
case the Supreme Court struck out the Plessy vs
Ferguson (1896) “separate but cqual™ decision as
uncemstitutional and indicaled that official actions
separaling the races implied black inferiority. In
fhe 1955 case the Court ordered that desegregation
should occur with “ali deliberate specd™ so as “to
cffectudic a transition to a racially non-discrimi-
natory school system.”

It was argued in the Brown cace that In inte-
grated communitics where people were not defined

in terms of race persons would be treated differently
from the way they would be in communities where
they were so defined. Brown vs Board of Education
and the many subscquent court cases in which
cqual education and the schools were the issues
were all atlempts to fight the institutionalised
racism which had previously enjoyed legitimacy
and social approval.

However, the myth that racial inequalitics in the
schools and other cducational institutions of the
United States would or could be eliminaied by
virtue of a court decision was dealt a further seri-
aus blow by the decision of the same Supreme
Court in June 1978 in the case of the Regents of
the University of California vs Bakke. The Court
decided by § voles to 4 that, while enrolment quotas

based solely on race were unlawful, race could be
used as a factor in certain circumstances lo decide
whether a student should be enrolled at a university
or not. Bakke, a white Victnam war veteran and
an acrospace engineer, applied For admission as a
medical student at the Davis Medical School. Uni-
versity of California in 1973 and again in 1974
On both occasions he was turncd down at Davis
as well as al ten other medical schools: but he
subscquently learned that his grades and admission
fest resulis were better than those of some appli-
canls who had been admitted by Davis in terms of
a special programme for minority, disadvantaged
Rll‘sl;lqc,?ts (Sec Educational Journal, July-Aupust

The Brown case, the civil rights movement of the
fifties and early sixties, and the Civil Rights Act
ol 1964 added to the iltusions about the efficacy of
the ‘due process of law’ in a capitalist society based
upon cxploitation and class-caste divisions.

EQUALITY IN EDUCATION

One of the major issues arising from the Brown
and the many subsequent cascs as well as from the
Civil Rights Act of 1964 was the attempts to define
equality in education. Tt can be safely said that to
date no definition has heen found that satisfies all
parties. One that initially found much support
defines equality in education ns u dispensation in
which;

1. all children are regarded aq being of equad

worth as objects of development,

2. the same ruies apply to all children alike,

3. there should be equal opportunity for all
children to learn,

4. any child should have the opportunity to
acquire as much knowledge and skill as any
other child.

This definition is based on the so-called equality
of outcomes or substantive'equality concept, which
requirgs that education be made available and
accessible to all in equal amounts and presupposcs
free education to a level constituting the principal
entry point i the labour force. It further.requires a
commeon curriculum for all children regardless of
background; that children from diverse back-
grounds attend the same school; and that there
should be equality within a given locality since
taxes provide the source of funding of schools.

Another point of view argues that to treat all
learners alike simply ensures educational inequa-
lity. Tt says that the concept of equality can also
be defined as meaning “doing what is fitling and
appropriate.” If children are to learn cffectively
and cfficiently, learner variables associated with
environment, heredity, motivation, physical condi-
tion (nutrition and health) and psychological state
have to be taken into account and “fitting and

appropriate” adjustments must be made. Thus
individualisation of instruction should be the guid-
ing principle here, this view argues.

This point of view further maintains that the
cquality of outcomes concept erroneously assumes
that the learning environment (the schoolj is a
major determinant of learning outcomes; that all
pupils arc capable of achieving at the desired level;
that all pupils will be equally motivated to learn
and that education can compensate for differences
in socio-economic background. Such assummplions
also ignore the importance of unequal financial re-
sources available to families to supplement public
cxpenditure on education and the fact that parents
who already speak in the vocabulary of the school
cannot but provide their children with a continuous
edge in a system built upon rank order. This wouid
mean that children from homes where a “foreign’
language is spoken would be at a disadvantage.
Benjamin Bloom in “Human Characteristics and
School Learning” sums up this point of view as
“variations in student achievement arc the result
of each student’s learning history and the quality
of instruction received.”

COUNTERACTING INEQUALITY

PROGRAMMES FOR THE DISAD-
VANTAGED — SOME OF THE FEDERAL
GOVERNMENT'S “REMEDIES”

I part response to the Brown vs Board of Fdu-
cation court decision in particular, the Federal
Government (in association with the various foun-
dations funding education} has instituted various
programmes to ‘remedy’ the inequality in educa-
tion. These programmes are interesting for two

_reasons:

(a) At no stage can they claim to be redressing
the underlying socio-economic problems
which lead to the inequality.

(b) Similar programmes, with the same chief
flow (and therefore the same aim of ‘mop-
ping under a dripping tap’), are apparent
in South Africa where the objectives of
satisfying labour and capitalistic needs arc
also paramount.

. HEAD START: This is a programme aimed
at providing preschool education and training for
‘disadvantaged’ children. In the introduction to onc
of the manuals written for use in the Head Sfart
programme the author, B, M. Caldwell, states that
“...on average children from deprived back-
grounds start to school behind their economicaily
more fortunate age mates in such important skills
as language, problem solving ability and apparent
desire to learn.” The Head Start project was de-
signed to “decreast the visibility of the disadvan-
taged child —to help him acquire sufficient fun-
damentals of social and intellectual functioning so

that he will appear less a burden than a joy to the
teachers he will later encounter.” The underlying
purpose of the programme was that it would
attempt to counteract the disadvantages with which
the children from deprived circumstances came to
school, causing poor learning, language disability,
inudeguacies in background information, soplal
skills and confidence, resulting in slow learning,
failure, frustration and virtual ineducability. Some
of the goals were formulated as follows: to enrich
the child’s experiences and exposure so much that
he would be given a head start by the time he was
admitted to school, by attempting to improve and
expand the child’s mental processes; to enhance
his ability to think, reason and speak clearly; to
help the child in his social and emotional develop-
ment by encouraging self-confidence, self-expres-
sion, self-disciplina and curiosity; to help the child
obtain wider and more varied experiences; to de-
velop a climate of confidence in which the child
can more readily learn.

Various agencies were sel up, including Child
Development Centres, staffed and equipped often
quite elaborately, which functioned as community
facilities in which fumily, community and profes-
sionals provided the resources to contribute to the
children’s total development. A centre would usu-
ally have available the services of professionals in
nutrition, health, education, psychology, social
work and recreation. In addition both paid and
volunteer non-professionals were welcomed {0
contribute to the work of the centre and parents
were expecled to play an active role by helping Lo
develop policies and by participating in its pro-
grammes. The wide-ranging programme under the
US Department of Hlealth, Education and Welfare
required a larpe variety of supporting facilities,
such as the Career Development Program for
iraining programme assistants — including parents,
manuals for teachers including one on “Daily Pro-
gram”, for parents for example, a “Food buying
guide and recipes” and guidelines for administra-
tors regarding matters such as purchasing equip-
ment and supplies. '

Other related programmes included Follow
Through, designed on the same lines as Head Start
but continued into the elementary school, and
Right to Read which gave special altention to
children with reading problems.

With such a concentration of total ‘firing power’,
directed at compensating for and/or transforming
a large part of the whole educational environment
of the disudvantaged children, positive effects could
be expecled and were achieved. But all of this
sophisticated and complex array of resources was
not directed at solving the basic underlying socio-
economic and’ political problems which continue
to give rise to this phenomenon of deprivation and
‘disadvantage’ in the midst of plenty.

The programmes that follow have the same aims
more or less as Head Start, :

2. UPWARD BOUND: This is a programme
which was started in 1966 to provide youths from
low-income families with an eight-week sample of
college life, where the colleges supply four hours
of classes per day, books, tutorials and other sup-
plies.

3. THE TALENT SEARCH programme has
been instituted to encourage ‘high school drop-
ouls’ to complete their schovling, :

4. In an attempt to increase the number of stu-
dents from low-income families at the higher ed -
cation instilutions, the SPECIAL SERVICES FOR
DISADVANTAGED STUDENTS programme
was introduced. 1t provides special summer edu-
cational programmes, counselling and tutoring.

5. Since one greal difficulty has been the un-
willingness of teachers to teach the ‘disadvantaged
young stundent’ a special programme, the TEA-
CHER CORPS, was introduced. Here the aim is
to find ‘new ways of teaching children from
poverty-stricken backgrounds.’

Wiliiam Taylor of the US Civil Rights Conumis-
sion sces the real remedy as “Metropolitan und
countryside desegregation.” He maintaing that
stable integrated neighbourhoods are the most
effective means of achieving integrated schools und
better educited children in both large cities and
ruril wreas. The main evil therefore is the sepre-
gulion of residentiol areas along ‘racial’ and ceo-
nomic dines, with the conseyuent attendance by
most black children at public schools that are
muinly black. Judge Robert L Curter of the Tederul
Court maintains that the fundamental vice is not
legally enforced racial segregation iself: that is a
mepe by-product, a symptom, of the greater and
more pernicious disease -~ white supremacy.

T




Education in America

Lducation in other Countries (V1)

This is the third and Inst section of our article on Fducation in America, The first section, in the
June 1985 issue of this Journal, denlt with the cducntionsd structures and the funding agencies, The
second section, in the July-August issve, examined the vadous interpretations of democracy in ¢duca-
tion and the many schemes and programmes implemented in attempis to bring aboui ‘equality in cdu-
cation’ for the USA’s multiplicity of communitics. This concluding section continues the discussion on
this aspect of America’ far from solved education problems.

BUSING AS A REMEDY

Just as there arc opposing points of view on what
constitutes equality in education, so also the effec-
tiveness of mandatory busing (taking busloads of
children to schools outside their residential area)
in cosuring descgregation has been widely ques-
tioned.

In Charlotic-Mccklenberg, North  Carolina,
12000 of (he 48 000 public school pupils travel
daily outside the city in accordance with the 1969
Federal Court order that desegregated the public
schnols in this N Carolina conununity. Contriry
1o the opinion in certain quartess thal Torced bus.
ing” has failed. it scems to he working effectively
here and is apparently supported by the vast
majority of pupils, parents and the city leaders.
A Harris poll (March 1981) found overwhelming
support for busing among familics whose children
had actually been bused in efforis to achieve racial
desegregation of schools. Of those parents polled,
549, :aid that the busing experience had proved
very sausfactory; only 119 said it was not satis-
factory. Busing generally consumes no more than
204 of a school Department’s budgel. Because
children in many deliberately segregated school
systems often werce hused long distances in order
to maintain segregation, the number of miles that
buses travel after descgregation may actually de-
crease, even though more students are being bused.

Other polls show that while support for desegre-
pated schools continues to increase, disapproval of
busing as a means to accomplish this has hardened.
Politicians and other opponents of this method
focus on the glaring failure of busing to the exclu-
sion of its successes. Their conclusions are, more
often than not, drawn from what occurred in Los
Angeles and Boston, two major cities where school
a?thoritics fiercely resisted minimal desegregation
plans.

The enforcement of busing has remained con-
troversial and was publicly condemned by Nixon
and Ford who tried to countermand it through the
Justice Department, Reagan and his Conservative
Administration not only have denounced manda-
tory busing but have actually sought to curtail itg
enforcement. (NB. We have used the American

spelling of busing (bussing) and bused (bussed.))

VOLUNTARY DESEGREGATION

An educational Research Group of the National
Instilute of Education has come up with a “Pro-
posal to Achicve Descgregation through Free
Choice™. This proposal maintains (hat “in the light
of research revealing that forced busing docs not
guarantee cqual cducational opportunity or raise
minority achicvement,” ‘first-choice free transpor-
tation’ may come closer to fulfilling the intent of
the Brown vs Board of Eduwcation judgment.

This proposal cnvisages “magnet schools™ with
voluntary “open enrolment plans” which require
increased integration and provide free transporta-
tion. Milwaukec has such an all-voluntary descg-
regation programme and there are now approxi-
mately 389/ whites in schools in black ncighbour-
hoods and this they maintain is close to ‘racial’
balance. The solution proposcs thial because
Americans live in an open socicty nothing should

be done to prevent the voluntary integration of
schools, that no individual of any “race”™ would
be denied the right to attend the neighbourhood
school (defined by local boundaries). But any
student must have the predominant ‘first choiee’
and ‘free transportation’ right to attend a school
in another neighbourhood inhabited predominantly
by those of another “race” when a court has deter-
mined that racial discrimination in educational
opportunity has occurred.

The proposal maintains that racist school boards
in their own sclf-interest will guarantee (o the

satisfaction of every black student’s parents that

their children reccive equal school funding, teachers
and facilities.

That the solution might make students decide
to attend their neighbourhood schools regardiéss
of the types of incentives offered to integrate is
denied. The denial is supported by the contention
that when 1955 black students in Charlotte-
Mecklenberg (N Carolina) were given the choice
of reassignment from a white school to a black
school, only 91 chose to return to a black school.

CONTINUED DISCRIMINATION
Severe segregation now occurs in a relatively

small number of states and there often in only one
metropolitan arca. But these states have the lar-
gest percentage of minorily-group children, Of
these states llinois, New York, Michigan and New
Jersey have the preatest number of black children
in segregated schools; only Florida and N Carolina
have achicved significant desegregation. In Los
Angeles, Chicago, Detroit and some other large
cities outside the South, investigation has revealed
that the problem facing descgregation is that the
school systems are or will soon be predominantly
black and Hispanic,

Gary Orfield (Prof. of Political Science, Univer-
sity of qlicago) points out that the pattern for
Hispanic “'students is overwhelmingly toward
grealer segregation and that they are more likely
lo find themselves in schools with large numbers
of the poor, the non-English-speaking. and other
minoritics.

Descpregalion has resulted in the dismissal of
thousands of black teachers because of the closing
down of previously all-black or predominantly
black schools, yet it has not solved the segregation
problem. Many so-called integrated schools con-
tinue discrimination by maintaining segregated
classes and assigning students hy “ability group-

ings”,

Another phenomenon that is revealing itself is
the equipping of schools in the various socio-eco-
nomic localitics. Elementary schools that are
attended mainly by children from low-income fami-
lies have large supplics of programmed scripts
based on behaviour-mod techniques, reading “kits™
consisting of hundreds of unrelated paragraphs
followed by multiple-choice questions and reams
of ditto sheets. Such schools are often devoid of
books (except perhaps workbooks, readers and
the textbook); instead of libraries they have reme-
dial reading and audiovisual labs.

CONCLUSION

Robert L, Carter (new Federal Court Judge) who
was a legal representative of the litigants in Brown
vs Board of FEducation recently said, “If [ had to
preparc Brown today ... | would seek to recruit
educators to formulate a concrete definition of the
meaning of equality in education and 1 would base
my argument on that definition and seek to per-
suade the Court that equal education in iis con:
stitutional dimensions must, at the very least, con-
form to the contours of equal education as defined
by the educators.”

Education in El1 Salvador
Education in other Countries (VII)

El Salvador, the most densely populated country in Latin America, is ruled by the Christian
Democratic Party dictator-president José Napoleén Duarte, with ‘help’ from the State Department of
the United States of America. The main opposition o this fascist regime comes through the Farebundo
Marti Front for National Liberation (FMLN). Formed on 10 October 1980, the FMIN represents the
armed and organised wing of political opposition. Joined with the FMLN is the Democratic Revolu-
tionary Front (FDR), formed on 18 April 1980 and representing the unity of all Eil Salvadorean oppo-
sition — labour, peasant, religious, student, small business, and politicat organisations. The FDR carries
out the diplomatic work of the revolution. The FMLN-FDR’s politico-military Jeadership is the Unified

Revolutionary Directorate, the DRU.

One facet of the fascist rule in El Salvador is
the savage repression in the education sector by
a government that is waging an all-out war on the
population as a whole.

Primary and Secondary Education

Education has traditionally been a very low
priorily in government spending. Money accumu-
lated by starving education of essential resources
goes to swelling Defence Ministry funds, spent on
government repression of the people. As a result,
buildings and equipment are wholly inadequate
and teachers receive poverty-line wages. In a
country where 58 per cent of the population: can
count on less than about R20 per month in dis-
posable income, many people. simply cannot ai-
ford to send their children to school. They have
to work to supplement the family income. Three-
quarters of the children under the age of five suf-

fer from malnutrition, resulting in a reduced

capacity {o cope with formal school learning -
a situation we know only too well in South Africa.
Over half of those aged seven years and ubove
are illiterate. By September 1980 non-atlendance
at schools among children of school-going age had
reached 50 per cent and 296 educational institu-
tions had been permanently closed down.

The Universitieg

The National University of El Salvador has be-
come a focus for opposition to the military regime.
Many student groups sympathise with the popular
organisations, the FMLN-FDR, and the Univer-
sity itself is a form of ‘tribune of free thought’,
organising public meetings and lectures and pub-
lishing papers on important social issues,

The University has as a result been a consistent
target of the military governments that have ruled
the country. The attacks on the University are just
one reflection of the government's attempts to im-
pose on the people a particular and uniform mode
of reactionary thought and behaviour — in the

»

same way as does Christelik-Nasionale Education
(CNE) in South Africa. The attacks on the Uni-
versity have not been arbitrary or isolated, but part
of a consistent anti-university campaign.

The private universities are capitalist companies
whose principal and overriding aim is to accumu-
late assets. These companies trading in education
are being set up by financial groups to provide
courses which will meet the needs of the ripid

-monetarist economic model, This development, in

both Chile and El Salvador, represents an attack
on the Latin American tradition of ‘autonomous
universities’, Various government officials are
among the entrepreneurs establishing these private
universities, the fees of which are far too high for
the majority of Sulvadoreans to afford. _
The Central American University (UCA) is El
Sulvador's other main university, It has also suf-
fered umder the onslaughts of various military
regimes. There have been bomb attacks on its
publishing housu and on the homes of individual
professors. Rector lgnucio Ellacuria said in a

-recent interview: ‘One thing you must understand

is that in El Salvador today if you're not under
arrest, being tortured or directly threatened with
death, then you accept everything as being “nor-

- mal”, Academically, UCA is still able to function,

Classes, for example, are continuing, but it is now
impossible for us to carry on the important aca-
demic work we used to initiate on social issues.
Now neither we nor the church which is so heavily
repressed is able to contribute in this way 1o the
development of our society.”

Teachers’ Organisations

The Asociacion Nacional de Edocaduces Sal-
vadoreros *21 de Junio’ — ANDES — claims to
represent 20 000 of the country’s 23 000 teachers
(19000 of whom work in the primary school
sector, first to sixth grade). Its formal member-
ship, however, totals only around 10000, since
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many teachers fear the consequences of formal
membership,

Before 1964, Teachers’ organisations  were
slavishly pro-government. existing mainly to give
support to whomever the Armed Forces chose as
presidential candidate. In that year the govern-
ment tried to introduce a Pension scheme. which
watitld have increased by one-third the number of
vears the teacher would have hecn required to
work to qualify for that pension. ANDES was
born out of the campaign to oppose this measure,
though its battle was not finally won till 13 years
later.

The 21 de Junio” (21 June) was added to
ANDES's name in 1965, when on that date 80
per cent of teachers marched through the capital
to demonstrate their rejection of the Pension
scheme. Two years Jater another masy demonsira-
tion forced the government to concede fegn! stalus
to ANDES. Other ANDES demands, including
improved medical carc, and job sccurity, were
turned down. In September 1967 ANDES mem-
bers wenl on strike. With almost all schools para-
iysed. the government decided to end the school
year a month early, ANDES lcaders were banished
lo remale towns and strikers threatencd with dis-
missal from their jobs. measures not unfamiliar in
South  Africa. where teachers of progressive
Teachers' organisations in the oppressed section
of the population have suffered similar penalties.

[n TFebruary 1968 the new school-year started
wilh a 58-day teachers’ strike, during which the
Ministry of Education was occupied for 50 days
and nights, Such action on the part of the teachers
was possible only because of widespread popular
support for their cause. Government crimes against
workers in general were also criticised and de-
nounced al teachers’ meetings, The resistance to
the rulers resulted in two workers’ leaders and a
stedent’s being arrested and hundreds of teachers’
being beaten up and imprisoned. There was
another strike in 1971, lasting almost as long.

In 1975 ANDES was instrumental in forming
the Bloque Popular Revolucionaris (BPR), the
Popular Revolutionary Block, which incorporated
student and peasant movements and the Union of
Shanty-town Dwellers. Teachers have thus been
involved in fighling for the social welfare of the
entire population, with the BPR later becoming
part of the FMLLN-FDR mass organisation.

In 1979, following the establishment of the
Christian  Democrat Junta, the present ruling
block. ANDES branched out into two forms of
aclivity: one in the rural areas and in the liberated
zones as lileracy teachers. paramedicals, conscious-
ness-raising agents; the other at ‘grassroots’ level,
organising people in their own neighbourhoods

with the popular organisations. This work has re-
sulted in the death or disappearance of some
ANDI:ES members.

Conclusion

This brief picture of education in Fl Salvador

is by no means an exhaustive account of its re-
pressive intention and consequences. It is as much
an attempt to show some of the harshness of a
Latin American fascist-military regime, and some
of the response from the ‘intelligentsia’ section of
the oppressed. It is hoped that readers will be sti-
mulated into reading more about El Salvador and
other Latin American regimes and, more impor-
tant, that useful practical lessons might be drawn
from the article.
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Nicaragua — Education for Reconstruction

Education in other Countries (VI1II)

Nicaragua is a small Ceniral American country, sih_mtod between Honduras and CQS‘{I !{ica.. It is
roughly the size of Enplind and Wales cnmhi:u-(l..n nd W.Iﬂl a population of only three 'million is _fhe
most sparsely peopled country in Central America, P_‘h.caragua _became. a chus of wnrlsl atlention
when an insurrection on 19 July i979, led by the Sandinista National leemho_n F_mnt (Fronte S_an-
dinista de Liberacion Nacional — FSNL), overthrew onc of the oldest tyrannies in Latin America,
Since then great strides have heen made in rebuilding a country that suffered enormous himan and
mafterial losses in the war to rid it of (he tyranfalictator Anastasio Somoza,

In this article we highlight the enormous giins
made i the field of cducation despite the mon-
strous cfforts of the United States povernment to
discredit and destabilize this tiny country, which
it sces as a threat to US interests. Readers could
et an overall picture of the Nicaraguan struggle
by reference to the source malerial provided at
the end of the article,

Progress in Edueation: The Literacy Crusade
Within two weeks of Somoza’s downfall the new
government set in motion a plan to teach the jili-
terate 50 per cent of the population to read and
write. During this Literacy Crusade a team of
voluntecr Literacy Teachers was formad. Initially
a group of 50 leachers. High School pup:ls and
College students were trained in an intensive two-
week workshop. These then trained a further 560
tcachers, who in turn trained 7000, until appro-
ximately 100000 were ready to go into the coun-
tryside as Literacy Teachers. (Most of the literate
population were urban-dwellers.) Many of the
participants in this historic undertaking spent up
to five months in the most remote parts -of the
countryside, where {or the first time in their ex-
perience more than 400000 Nicaraguans now

fearnt basic reading and writing skills. The illite-
racy rile was eveniually reduced to 12 per cent.
This nationwide Lileracy Crusade of 1980 won
the United Mations Literacy Award for that year,
and was noiminated for the Nobel Peace Prize in
1931,

In 1982 alone 4 500 Primary schools were built.
Between 1978 and 1982 the number of children
registered at Primary schools increased by 43 per
cent. the number recciving higher education, by
230 per cent. The brigadistas, as the Lileracy
Teachers were known, came from the citics, and
‘their experiences in the countryside allowed them
to see at first hand the extreme hardships faced
by the rural population. They shared the peasants’
lives, helping out with planting, harvesting. house-
work and construction — the building of schools.
bridges and wells.

The peasants not only learned the alphabet, they
also learned about the Revolution. The twenty-
three lessons in the Literacy Text, The Dawn of
the People, took up important political questions:
Lesson 1 began® Sandino — Leader of the Re-
volution; Lesson 2 began with a picture of Carlos
Amador, a founder .of the FSNL, who died in

1976, fighting the notorious National Guard.
Aduvlt Education Programme .
Following the Literacy Crusade, Nicaragua
undertook an Adult Fducation Programme, the
Basic Popular Education for Adults Progrumme
{BPEA). By mid-1981 one-third of the popula-
tior, 843 000 people, were engaged in some kind
of formal study. The Literacy Crusade emphasised
that illiteracy was a national social problem, not
a personal failing; and the Crusade was promoted
and popularised through the media and through
mass organisations. One of the dangers in any
mass literacy programme is that the learners could
rapidly lose their newly acquired skills through

lack of practice. To ensure that this did not hap-
pen the brigadistas set up Popular Education Col-
lectives (CEPs) at the end of the Crusade. The
task of the CEPs was to maintain :;.nd improve
the levels of education and the skills aphaeved
through the Crusade, and to act as the bridge be-
tween the Crusade and the BPEA, the Adult Edu-
cation Programme. The fundamental aim was (o
prepare for a programme of technical education
(started in 1983) those who had been educatcc{
through the Crusade. This two-year programme
provided learners with an education the equivalent
of six grades of primary schooling. In addition 0
teaching the usual primary education skills, !h?
BPEA had the same aims as the Literacy Crusade:
to teach basic Nicaraguan history; to provide a
knowledge of the economy; to cope with the
problems of reconstruction; and to provide alter-
native stralegies for creating a just society.

This was an entitely new experience for th_c
peasants and workers of Nicaragua, who were
almost entirely without all those things regarded
as the basic necessities in any civilised society. In
fact, a census conducted in 1971 had shown. that:
® 47 per cent of Nicaraguan homes had no sani-
tation; ® 80 per cent of houses in the cupital,
Managua, had no running water; © 61 per cent ‘of
houses had no earth floors; ® 55 per cent of houses

ad no electricity.

" l%efore the Rﬁvolution ® 94 per cent of rural
children did not finish even primary schooling:
® less than 20 per cent of children under the uge
of five and of pregnant women received health
care; © 90 per cent of the medical services catered
for only 10 per cent of the population, with monz
than half the country’s doctors clustered in the

capital city; ® over 50 per cent of the population
was illiterate, -
The Atlantic Coast English Literncy Cumpaign

Nicaragua’s Atluntic Coust — the eastern half
of the country, on the Caribbean — is sparsely in-
hubited, has no roads or running waler, and the
provision of electricity is a recent development.
The majority of the population here are indigenous
‘Indians’, and English-speaking black people who
came from Jamaica and the Cayman Islands as
slaves/cheap labour. The inhabitants are largely
of the Protestunt faith (whereas 90 per cent of the
rest of Nicaraguans are Catholic) and are sub-
sistence farmers and fishermen. ) .

There has been some resistance in this area to
the Sandinista’s attempts at reconstruclion, arising
mainly from the manoeuvres of the British und
North American colonisers. In their attempts 1o
control Central America’s castern seaboard these
have over a very long period deliberately fuelled
hostitities between Nicaragua’s Pacific coast popu-
lation and those on the Caribbean coast.

Another factor is that poor communications be-
tween the two halves of the country meant that
the Atlantic Coust population escaped the worst
of the Somoza dynasty’s military repression. They
also took little part in the Popular Movement
which overthrew the dictatorship. Then, some
major projects of the new revolutionary govern-




ment seemed to the Atlantic Coast inhabitanis Lo
have little direct relevance far them. For example,
Trade Union freedoms are of little significance in
a region with almost no industrial development.
Also, land reforms and the formation of co-ope-
ralives by the new government were seen to con-
flict with the Atlantic Coast’s wraditional patterns
of land ownership. Thus government plans for this
region were often met with scepticism and suspi-
cion by its inhabitants. In fact, a house where
Cuban teachers lived was stoned and Sandinista
officials were mobbed,

However, with the Literacy Crusade more than
12000 adults here were taught to read and write
in the local lunguages. In addition, electricity has
been provided for many towns and in the sphere
of health un wmbitious vaccination programme has
been undertuhen.

These developments are extremely important,
us from outside the country the FSNL's enemies
continue to sce Nicaragua's Atlantic Coast region
as fertile ground for counter-revolution — ‘Indian’
and ‘Black’ separatism being an explosive recipe
for the US to enter this country through its At-
lantic Coast backdoor. Indeed, in his latest State
of the Union outpouring Reagan promised the
Nicaraguan ‘Freedom Fighters' (that s, the
counter-revolutionaries) that they were not alone.
Big Brother would give them assistance!

Fruits of Revelution

The Literacy Crusade undertaken by Nicara-
gua’s new government ‘took the people to school”.
It is one of the most outstanding features of the
revolution, and together with the gains in the
health and housing sectors is signal proof of the
success of this nation’s freedom struggle, providing
also useful lessons in how the problems of mass
illiteracy can be tackled and solved.
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Grenada — After the Revolution

Education in other Countries (IX)

Grenada is a tiny island —- just M kilometres in length and 15 kilometres wide — with a popu-
iation of 120 000. 1t lies 135 kilometres from the ¢nnst of Venezuela in South America. The island
was invaded by American ‘peacekeeping troops’ in October 1983. On the pretext that Grenada was
a springhoard for Coban and Russian activities — which in the light of USA interests it of course had
no righl to be — America crushed the three-year-old socialist government of Maurice Bishop's New
Jewel Movement (NYM) and recolonised this democratic country. Today the gains of the revolutioh
lie trampled underfoot. But although the USA has rewritten the pages of the inspiring and exciting
period of popular democracy, the progress made in the ‘educational field under the NJM makes

worthwhile and inferesting telling.

Hesitage of Colonial Education

The history of Grenada, as with the history of
Latin America and all Third World countrics, has
becn one of education for the élite: for a tiny few
who obtained certificates and then used them to
lord it over the others ‘below’ them. This was the
way Grenada's history was developed quite con-
sciously by her British colonial masters. In other
words. the education was structured to keep the
majority of the population illiterate, semi-literate,
ignorant and subservient.

The British built only one public Secondary
school during their 200 years of rule’— and that
was in 1385! In Trinidad there is a university that
is aticnded by youth from a number of the English-
speaking islands in the region, including Grenada.
A tnal of ithree people from Grenada received
college scholarships to study abroad during the
last ycar of dictalor Eric Gairy's rule. One of
them was his daughter!

The corrupt Gairy built an empire around him-
self and his criminal supporters, and his system
of rule intensified the process of colonial educa-
tion. He allowed the Primary school system vir-
tually to collapse; schools deteriorated, furniture
fell apart and was not replaced; the majority of
tcachers were unqualified; and thousands of dol-
lars which should have gone to the cducation
budget were siphoned off and squandered by
Gairy and his hirelings.

The New Grenada — Education a Right not'a
Privilege

Revolutionary Grenada (13 March 1979 to the
American invasion on 19 October 1983} clearly
needed a nmew kind of education — based on 2
problcm-solving approach that would address the
difficultics faced by the masses. The People’s Re-
volutionary Government (the PRG) sought to
bring about radical, progressive changes that would
benelit those who had been oppressed by British
imperialism and its servant Gairy: the poor, the
workers, the women, the youth. The PRG wanted

this new education to help change people’s atti-.

tudes about themselves and about their country,
so that the system could be reconstructed with
their active participation and enthusiasm. To this
end, three major educational programmes were
launched in 1980: the Centre for Popular Educa-
tion (CPE); the National In-Service Teacher Edu-
cation Programme (NISTEP); and the Commun-
ity School Day Programme {(CSDP).

The CPE and the Literacy Campaign

The most ambitious effort was the campaign to
wipc out illiteracy. Hundreds of volunteers —
mostly young people — and modestly-paid staff
joined the campaign out of love and concern for
their country’s undereducated poor and working
class. This marked the beginning of a whole new
era in Grenada’s history, in which the fundamen-
tal motivation was to help the poorest and vir-
tually forgotten people on the island and to en-
sure that eventually everyone would become
literate.

A CPE census in April 1980 found that only 7
to 10 per cent of the population was without any
education at all. However, this percentage of Gre-
nadian society consisted primarily of rural manual
labourers — agricultural workers, nutmeg- and
cocoa plant workers, rural women and youth. This
was precisely the sector which the People’s Revo-
lutionary Government not only gave high priority
o in terms of reversing past prejudices, but also
considered critical to Grenada’s future as an agti-
cultural country. '

On the other hand, functional illiteracy affected
some 30 000 Grenadians, nearly one-third of the
population. The long-term task of the CPE, there-
fore, was to re-educate those adults to at least a
functional sixth grade level, so that they could be-
come effective patticipants in a modern, progres-
sive socicty.

The CPE's Literacy Campaign was divided
into two phases. PHASE ONE involved basic
literacy-training for those without any education,
in an attempt to bring approximately one-third of
the estimated 2738 illiterates to a condition of




basic literacy in the space of six months. The key
to the success of this phasc was its village commit-
tees, composed of volunteer teachers, each com-
mitlee headed by a village co-ordinntor — normally
a practising teacher — and a village technician, To
assist the CPE, two consultants were brought to
Grenada: Paulo Freire, head of the World Council
of Churches Literacy Programme and Angel
Arrechea, a literacy expert from Cuba. They made
a significant contribution at both the philosophical
and the practical level.

However, there were certain  pedagogical
problems unique to Grenada which could he
solved only by West Indian technicians and teach-
crs through trial and error. The CPE’s National
Technical Commission produced two basic texts
for the campaign: Forward Ever, a teacher's
manual; and Let us Learn Together, a 14-lesson
litcracy reader. They were structured to reflect
the perceptions, nceds and aspirations of the
people — what Freire calls ‘the generative themes’
— as well as the goals of the revolutionary govern-
ment. One Carribean gave the reader a sense of
national identity within a regional setting. Other
lessons included The Land Must Prodiuce More
and Qur History of Struggle. All the lessons
centred on Grenadian reality, and attempted to
involve the learner in discussion of the goals and
programmes of the revolution.

PHASE TWO was in essence a post-literacy
programme. It included five basic courses: mathe-
matics, English, Grenadian history, geography,
and the Natural sciences. The programme was
closely linked to the needs and the interests of
working adults and was run at night so as not to
interrupt the working day. The emphasis was on
popular participation — not merely a matter of
increasing people’s knowledge, but of their using
their new knowledge and skills to participate ac-
tively in building the society. One of the most im-
portant aspects of CPE was its cultural compo-
nent. in which people were encouraged to express
themselves through poetry, drama, song and dance.

Just as the Literacy Programme received valu-
able assistance from Brazil, Cuba and Nicaragua,
so the CPE reciprocated by sending two of its
young teachers to Nicaragua to assist the Sandi-
nista government in its Atlantic Coast English
Literacy Campaign.

In-Service Teacher Training

Two-thirds of the nation’s Primary school
teachers (600 people) were seriously undertrained
— a colonial heritage. Children were taught by
teachers who themselves had finished just Primary
or Sccondary school education. Any envisaged
improvement in the educational system clearly
called for a teacher-training programme that would
remedy (be situation as quickly as possible.

An in-service teacher-training programme was
chosen as the most practical and most effective for
Grenada. The PRG created the National In-Service
Teacher Iiducation Programme (NISTEP), aimed
al upgrading 612 untrained teachers over a three-
year period. The teachers left the schools for train-
ing one day a week, while on the other four days
they put into practice what they had learnt. Thus
there was a constant interplay between theory and
actual classroom work, and regular consultation
between the student-teachers and the training team.,

Besides raising pedagogical levels, the NISTEP
plan also developed a standard curriculum for
schools throughout the country, and established
teaching as a serious profession — erasing the
widely-held notion that it was merely a stcpping-
stone to more prestigious and lucrative employ-
ment,

The NISTEP was considered a success and at-
tracted attention elsewhere in the region. Less-
developed Carribean countries were thus con-
sidering establishing programmes similar to

NISTEP.
The Community School Day Programme (CSDP)

The CDSP was designed originally as a practical
strategy for keeping Primary school pupils occu-
pied on the one day cach week when the teachers
were out of the schools for the in-service training.
However. it took on a life of its own. and on ‘com-
munity-school day’ persons of various skills in the
communities were invited to the schools to teach
what they knew. :

The co-ordinator of the CDSP worked closely
with the local ‘zonal co-ordinators’ towards de-
veloping Communily School Councils — a kind of
parent-teacher organisation. They encouraged
parental support of school programmes and pro-
vided reciprocal assistance by the students in com-
munity projects. They pointed the way towards
reinforcing an ‘interdependent relationship’ be-
tween community and school. similar to what is
envisaged with our school PTSAs,

The Right to Education

A billboard in Grenada’s countryside proclaimed
that in revolutionary Grenada education ‘is a right
not a privilege’. In terms of national policy this
meant bringing education within the financial
reach of the poor and the working class. An
assistance programme helped the poorest fami-
lies to pay for their children’s schoolbooks and
uniforms — in the past parents’ inability to afford
these had kept their children out of the Primary
schools. At the High school level, tuition costs
were first reduced, and then from 1981 all Secon-
dary education was provided free. A new High
school was built, only the second High school built
by the State in Grenada’s entire history.

At university level the number of scholurships
for study ubroad wus increased. The massive debt
owed by the Gairy regime to the University of the
West Indies was paid back, so that Grenadian stu-
dents could again attend the UWI. The PRG’s
co-operative international relations produced many
offers of scholarships at foreign universities, parti-
cularly in Africa, Mexico, Cuba and Europe.

The PRG in its short term of life thus took
positive steps Lo eradicale illiteracy; to make edu-
cation free, universal and relevant to the lives of
the ordinary people.

Tragically, these measures — as also the giant
strides made in health care, housing uand the
general economic life of the musses — were halted
by the USA invasion of Grenada in Octlober 1983,
We have no positive information of the extent to
which the USA takeover of Grenada has under-
mined or reversed the gains of the progressive edu-
cational programmes of the People’s Revolutionary
Government. But it is certain that Grenada — and
other countries under the yoke of American and
British imperialism — will rise once more.
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Chile: Education and Repression

Education in other Countries (X)

It is almost thirteen years since the bloody overthrow of Chile’s Marxist President Salvador Allende
by Augusto Pinochet — with not a little help from his friel_lds, th_e USA. _General Pinochet is one of
only two remaining ‘old-style’ rightwing military dictators in Latin America, Stroessner of Paraguay
being the other, and his regime has conducted a reign of absolute terror against the impoverished Chi-

lean population.

We shall look at Allende’s Popular Unity Government’s period of ‘Socialist educational perspec-
tives’, at the ‘educational’ policy of the ruling military junta and at the attempts to provide an ‘Alter-
pative Education’. (Qur material is drawn from the book Education and Repression: Chile by the
World University Service, an ‘educational charity’ organisation based in the United Kingdom.)

The Pepular Uity Porisd {1970-1973) — Socialist
Education Pezspeedives

In 1970 Dr Salvador Allende, one of the foun-
ders of Chile’s Socialist Party, was elected Presi-
dent, leading the coalition leftwing parties which
made up the Popular Unity (Unidad Popular —
UP) Government. Their political programme was
the building of socialism by parliamentary means.
The failure of the programme is well-documented
and described in a number of books — some in-
cluded in the references supplied at the end of the
article.

For the Popular Unity government education
was not a priority area. It was going to be one
among the many elements in the struggle for
socialism. They did have a position on education
and a criticism of the education system they had
inherited. Education in Chile was seen to be in-
herently élitist. Reforms (under the previous
Christian Democratic government) had increased
access to education and modernised the curricula,
but these reforms had been implemented from the
top down. The new government’s criticism of edu-
cation was directed against the whole structure of
education under capitalism. Here schools were
seen as the site for cultural preparation of labour
power: arenas which duplicated the class struc-
tures; and as part of the ideological apparatus of
capitalist society. This form of education —
bourgeois education — prevented students from
acquiring a real knowledge of the nature of the
relations which structure society, or of the real
basis of production in society. It instead taught
the minimum necessary for the job market (as
has long been the case in South Africa in the
schooling of the oppressed) and for the reproduc-
tion and entrenchment of the existing society.
Past educational modes were seen also as irrele-
vant and alienating, and over-dominated by foreign
ideologies.

Educational Change

Popular Unity wanted to change and to demo-

cratise education: ‘School must become an inte-

grated element of that big school which is society

. schools must be open to pressures important
to the community’ and ‘. . . the transformation of
the education system must not be the work only of
experts.” Discussion was thus opened on the
question of educational change and direction. The
debate took place at all levels. The First National
Congress in 1971, invoiving teachers, trade unions,
students, universities, community organisations
and parents, concentrated on the following issues:

Equality of Fducational Opportunity. This was
the central theme of the Congress. This equality
was dependent on the restructuring of society as
a whole.

Worker Education. The idea was that of per-
manent, continuing, education, run by the workers
themselves in the new context of production.

Reforms. This would entail the combining of
study and work.

Promotion of New Values. Of importance here
was the creation of human solidarity, and col-
lective tasks of social transformation: the need to
create the ‘new man’.

A Unified Education System. It was essential
that the divisions between different subject
branches in Secondary education, and those be-
tween Secondary and Primary schools, should be
abolished. A comprehensive system incorporating
all levels was to be created. This new system was
to be called the Escuela Nacional Unificada
(ENU). and was intended- to act as the means of
breaking down divisions between school, produc-
tion and society. It was, clearly, a project for the
social transformation of the education system.

The Escuela Nacional Unificada (ENU) 1972-73:
Social Integration :

A two-tiered system was proposed for implemen-
ting ENU, which would allow for a merging of
formal and extra-mural schooling. The first was
pre-school education, up to six years of age, even-
tually including family education projects. The
second tier was general and polytechnic educa-
tion, taking in the ages six to eighteen years, and

divided into three stages. The first four-year stage
providéd a common general curriculum, the next
(ages 11 to 14 years) started the specialisation
process, and the final stage saw pupils following a
core curriculum, with a concentration on a spe-
ciality.

The ENU programme was to eliminate the in-
ternal streaming in the school system — which was
seen as reproducing the social differentiation
within class society, and on the other hand to
establish strong links with the community and with
production work outside the school. There would
be ‘study-work’ (by students). Specialisation
would be based on ‘the most important sectors of
the production of goods and services’. Although
teachers — ‘education workers’ — still had the
major responsibility for education, parents, com-
munity and popular organisations, and workers
were assigned key educational functions. The ENU
plan — the key project in Popular Unity’s overall
educational plans — showed that the government’s
major educational goals were to integrate the
school into society, to break down divisions be-
tween mental and manual labour, to eliminate
internal differentiation and hierarchy within
schools. The intention was to effect a revolutionary
redefinition of education on both the formal and
the informal level.

Popular Unity’s plans in this regard — and in
every other aspect of Chilean society — were not
fully implemented or realised. By 1972 the eco-
nomy was in dire straits. Opposition within Chile,
from the Christian Democrats and the extreme
right and US imperialism in general, soon brought
the collapse of the first ‘elected’ socialist govern-
ment, the climax being the coup of 11 September
1973, which saw the overthrow of President
Allende.




The Military Junta, 1973 onwards — Education
and Repression

The whole concept and system of education in-
herited by the military junta was geared to serving
and servicing a model of society that was the anti-
thesis of the model visualised by the new regime.
Popular Unity’s system was based in theory and
increasingly in practice on a commitment to social
participation, democratisation, critical independent
thinking, and the breaking down of hierarchy and
bureaucracy. The present junta is violently anti-
democratic and anti-political and committed to an
authoritarian, hierarchical. power structure. From
the outset its main concern in education was to
establish absolute and immediate control. This
had been achieved and consolidated by 1978, from
which time the new rulers have been implementing
their own ‘educational revolution’.

The same means used in all other sectors have
been employed to establish control over education:

repression by force. Schools have been closed
down, books seized and burnt, libraries put under
military supervision, Left or ‘Leftish’ teachers
have been purged. Written or oral ‘denunciations’
of ‘extremists’ are encouraged. All teachers have
been put on temporary contracts and their inde-
pendence and autonomy restricted. Ideas con-
sidered to be supportive or productive of commu-
nism have been eliminated in order to ‘extirpate
the cancer of Marxism from Chile’.

The junta established a dual mechanism of con-
trol: the Ministry of Education retains control
over technical and administrative aspects, and the
Comando de Institutos Militares control over ideo-
logical, disciplinary, and security matters. Military
supervisors have the right to go into any school,
check timetables, interrogate pupils and teachers,
dismiss or suspend staff, and attend — without
notice — any staff or teachers’ meeting. The
Comando has issued very specific and detailed in-
structions to ‘head teachers’ regarding the internal
organisation of schools and their course (curri-
culum) content. The headmaster has to submit to
the Comando:

1 ‘Confirmed denunciations of professors, aides,
or administrative personnel under his direct com-
mand who in their classes or activities do any of
the following:

comment on current politics; propagate evil-in-
tentioned rumours concerning the activities of the
government or extremist groups; propagate jokes
or stories relating to the activities of the Junta or
its members; distort ‘patriotic’ concepts or values;
distort the ideas contained in study texts, giving
them whimsical or partial interpretations; propose
or hold meetings, within or outside the school,
without the corresponding authorisation of the
Military Authority; perform any other deed that
indicates a clear intent to interrupt, make difficult,
block, distort, dislocate, or undermine discipline,
or an intent to alter the normal development of
educational activity by students at any level; pro-
pose ideas pressuring directors or presidents of or-
ganisations such as Student Centres, Parents’
Centres, or Teachers’ Centres, or any other orga-
nisation authorised by the Ministry, to introduce
a system of voting to elect its component mem-
bers, according to partisan purposes now eradi-
cated.

2. ‘Confirmed denunciations of students or
parents who, in their activities inside the school or
in Parents’ Centres, promote or carry out any of
the above-mentioned activities.’

The Comando declared in addition that: ‘All
omissions or lack of decisiveness in relation to
the activities summarised above and any delay in
bringing account to the Military Authorities will
be the exclusive responsibility of the headmaster.’

Most of the repression suffered by teachers
comes from fellow-teachers and students. Teachers
and student-parents’ and pupils’ committees that
were particularly active in the Popular Unity
period have been the most vulnerable. They have
been severely restricted or banned, and have faced
all kinds of provocation at school. Later the con-
trols over teachers have shifted from outright re-
pression to a series of institutional and economic
restraints on their activities. It will be seen that
under the Junta’s ‘monetarist policy’, applied from
1979 onwards, education has been reduced to a
commodity.

Monetarist Policy: Post-1979

The regime in its first years of rule repressed
and controlled the education system, and purged
it of the elements it considered ‘dangerous’ to it-
self. From 1979 onwards education has been re-
structured along monetarist lines. This system, its
guru Milton Friedman, is based on the assumption
that: ‘only by paying for something are you able
to get what you want, to value it and use it pro-
perly . . . We believe that the growing réle that
government has played in financing and admini-
stering schooling has led not only to enormous
waste of taxpayers’ money but also to a far poorer
educational system than would have developed had
voluntary co-operation (that is, private funding)
continued to play a larger role.’

In this kind of system, according to Friedman,
the consumer (parent or child) is paramount and
thus able to choose the kind of education that he
wants. This choice ensures that education is
‘valued’. Says Friedman: ‘When you see each
lecture costing 35 dollars, and you think of the
other things you can be doing with the 35 dollars,
you're making very sure you’re going to that
lecture.” Consumers ensure that the service paid
for is appropriate to their needs. At government
institutions, where tuition fees are low because
they are subsidised, students are second-class con-
sumers, the story goes. They are objects of charity,
partly supported by the taxpayer. This factor af-
fects students, faculty and administrators. And the
system is costly, inefficient and unresponsive. it is
claimed. But private students are primary con-
sumers. They are paying for what they get and they
want to get their money’s worth. Friedman’s
theory is that the State does not have to provide
education. Those who are not willing to pay the
costs themselves will, through their own free con-
sumer, choice, remain outside the educational
system. They choose io remain poor and deprived.

Quite logically, in this context, education does
not have to be compulsory. The working class in
Chile is, thus, to remain uneducated and unskilled.
Education is for the élite, and municipalities that

cannot or do not want to manage education have
been able to divest themselves of any responsibility
for it. The ‘privatisation’ and ‘municipalisation’
of education are effective ‘non-repressive’ controls
over the impoverished masses of the country.

Alternative Education

The present regime, of Augusto Pinochet, has
effectively destroyed the framework of the formal
State education system. Education as a right; as
necessary for the functioning of a modern, techno-
logically sophisticated, economy; as an important
political] weapon; as a means towards individual
fulfilment, has been abolished and replaced by a
system in which it is a commodity, available to the
few who can afford it. The monetarist regime is
committed to the notion that the market rather
than the State should regulate the provision of
education and that education should be paid for.
Clearly, the poorest sectors of the population for-
feit all right to an education.

To compensate for this limited (in scope and in
content) provision of education, attempts hz}ve
been made by, mainly, political groups to find
ways of providing alternative education outside of
the State systems. One notes that within working-
class organisations there has always been a tra-
dition of encouraging popular culture, libraries,
theatre, newspapers. This is a feature of all anti-
colonial struggles.

The Church . ,

The Church has given ‘conditional legitimacy
to the Junta, but has not joined it. The Church has
been actively involved in human rights and cha-‘
ritable community work, and has co-operated
closely with some left-wing parties. Money raised
by international organisations for welfare, commu-
nity, health and education work has been chan-
nelled through the Church. Small-scale productive
enterprises and co-operatives, clinics and other
social services have been developed in slum areas.
Shanty-town dwellers run projects like educational
aid schemes (workshops for the unemployed, adult
literacy ptojects). The Church offers resources and
protection to those who do not support the Junta,
and also promotes organisational and educational
work.

Such independent projects are, obviously, hostile
to the Junta, and subject to closure, repression and
restriction of their activities, To remain in existence
they have had to learn a new non-political lan-
guage, and yet continue able to do the work they
believe in. Though they keep a close watch on such
agencies, the rulers' are aware of the political
repercussions for themselves of too much overt

-aggression against these agencies, especially as
most of them are internationally funded.

Conclusion

Since 1973, the highly organised and politicised
Chilean working class has been decimated. Edu-
cation, health, welfare services have been cut and
privatised. There is mass unemployment. The Junta
has in its thirteen years of existence waged a con-
sistent and. relentless war on the working class and
on any ideology that goes counter to its con-
sumerism and materialism. Thus, for the suppres-
sed working class, educational work has become
a priority area for independent and democratic
organisations. Only in alternative educational pro-
jects, mentioned briefly here, can critical analysis
be pursued and an effective opposition to the
Military Junta galvanised into action. From news-
paper reports that one gets now and then there is
indeed the indication that the Military Junta will
be hard pressed to maintain the dubious distinction
of being one of just two such fascist regimes left
in this part of the world.

EDUCATION TN CHILE

Further Sources

1. How Allende Fell - James Petras
and Morris Morley

2. QConversations with Allende -
Regis Debray

3. Memoirs - Pablo Neruda

4, Tconomic Genocide in Chile -
A.G. Prank (Monetarist Theory vs
Humanity)

5. Revolution and Counterrevolution in
Chile - raul Sweezy &and H. Magdoff

6. Workers' Control in Chile - A
Zimbalist and J. Petras

7. Missing - Thomes Hauser

8. Introduction to Chile - Chris Welch

9, Chilean Voices — C. Henfrey and
B. Sorj
0. Chile: The State and tl'm Revolution
! T. Roxborough, . O'Brein, J. Roddick
11. Chile: The Pinochet Decade - Ietin
American Bureau
12. The Chilesn Road to Socialism -
Ann J. Zammit
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