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Abstract of Dissertation
'EY
Wacira Gethaiga

wemer,

’A CRITICAL APPRATSAL OF THE NEW KEﬁYA PRIMARY
SCHOOL SYLLABUS AND A PROPOSAL FOR REFORM

.The purpose of this study was to evaluate the relevante
of the new Primary School Syllabus of Kenya (196%) to the
rural primary school children and to rural economic de&e}op—
ment. Education under the British was often criticized.(by
Europeans) as being alien and unrésponsive to the needs of
the African people. Since independence, government educa-
tional policy has emﬁhasized the role of the school in .
changing attitudes and habits and creating a new commitment
to‘rurgl life and agricultural development. The study -
assumed that_the new syllabus would'express this new empha-
- sis on education as a éhange agent.

After a brief Eiscussion of the pre- and post-indepen-
dence elementary education and its impact on the society’as
a whole, a comparison of the 1967 syllabus with that of 1962,
which it réplaced, was undertaken. This comparétive approach
had a dual purpose; to determine the degree of divergence of
the new from the o0ld syllabus and the.relevance of the
‘changed outlook to the neq?s of the rural areas of Kenya.
It was revealed bhat the new syllabus, rather than refiéing

and reordering the priorities of elementary education, was

in large part, an exact copy of the earlier syllabus. More



significantly, it was qoﬁcluded that the implementation of
_Engliéh aé a medium of inétfucﬁioh, and‘a:science cq?riculum
completely devoid of rural appliéation, would, in the long
run,)tend to socialize the children.{i%a én alien cultur%
and to further dissociate them from their rural environment.A\ﬂ
"The study offered a proposal for change which concentrated, '
on t%e three areas which were deemed in need of immediate
reform: Languagé of Instruction; The Social Studies curricu-
lum and ‘the General Science. The following recommendatibns
were made: -
a. Elementary education control should be decentralized
and local education agencies with coﬁmunity partici-
‘pétion be empowered to revise and innovate curricula

~
relevant to the needs of their particﬁlar region \,- b
gwhile presenting an elementary education compiete
in itself., =~ =

b. The English medium should be reconsidered with
possib}e implementation of Swahili instructional
medium nationally.

c; Geography, History and Civics be combined to form a
social studies curriculum which does not tﬁerebyAan-
ticipate the high school cur%@qulum but relates to

hmfhe child's environment. .

d. éhe presgnt Certificate bf Primary Edudation exam-

ination (C,P.E.) be abblished as a selective tool

for secondary school as it has been shown to be a

poor predictor of secondary school performance.

A




| CHAPTER I
PURPOSE. OF THE STUDY

The Problem: e 3

This study was intended to evaluate the New Kenya‘fri~
mary School Syllabus and to provide suggestions for its re~‘
vision. After a critical review of the syllabus. it was "
felt that the new syllabus, while probably relevant to the
urban populatlon, was not relevant to the rural areas where
over 80 per cent of the population continues to dwell.
Specifically, the study attempted to answer the following
questions: ‘

1. What role should elementary education play in a
developing nation? ",

2. How relevant is the present curriculum to the

" ma jority of.pyra; children whose education will
only be for seven years?

3. What are the pedagogical, political and social in-
plicéfions of uging'a foreign language as a medium
of instruction in the elementary education of a
developing nation?

4. Can the elementary curriculﬁm be used to politically
socialize the children to the needs of a develop{ng
nation? S )

The attempt to ahéwer these questions resulted in the devel-

opment of .a prqposél for the revision.of the present sylla-

bus in light of its identified weaknesses.

~

e



Scope and'Limitations of the étudxf

In 1967, the New Prlmary School Syllabus was issued.
This syllabus marked. the final’ stage in oomplete integration
of “the primary schools by rep;aclng “the former African‘Pri-
' mary'andiIntermediate'Sohools'syilabus issued in l962,.and_ ..
the European, Arab~and-Asian primary school syllabi whose‘ ~
use had continued.even after Independence in 1963. The main
aim of tnis new. syllabus was to provide for equal treatment
in education of all children in the country. During 1ts
preparation, attempts Wwere made to provide a balanced prl—
mary school course for the development of.the child accord-~
ing to his needs and abilities, and, only incidentally,'to
prepare him for future work in secondary school. This study
sought evidence from the syllabus to support these clalmsa
It contended that the principal aim of 'the new syllabus is
still the preparationaof the student for the Certificate of
V Primary Educa¥ion examination and provides no skills to the
majority of tne children-whose education would terminate at
this stage. |

Kenya is composed of many linguistic groups. At In-
dependence, English and Swahili were chosen as official
languages. The use of English as a medium of instruction is
" an accepted practice in the elementary schools. The rural
primary school child is instructed in three different lan-
guages: Mother tongue, English and'Swahiii. The language
used in the seleqtive examination for secondary school en-

trance is English. This study questioned the relevance of
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using Ehglish as a teaching medium for the rural child
whose contact with the langﬁage is limited to the school en-
vironment. It attempted to provide a rationale for a re-

T,

examination of the language policy.

In 1963, 1964 and again in 1966, three major policy de~
bisiqps with far reaching effects on elémentary education -
were implemented. The first combined the lower aﬁd upper
primary sections of elementary education into one continuous
q1ght year system. The second decision reduced the- length
of primary schoolihg to seven years. The third granted the
Certificate of Primary Education to all chiIdgen‘ﬁho com~
pleted grade seven whether they passed the final examina%ion
or not. These decisions resulted in more and more childrén\ .
being retained in the system, younger school-leavers and P
greater demands for more secondary séhools. This study in-
,Vestigated the conseqﬁeﬁces of these decisions.

Thyee educational reports preceeded the deyelopment of
tﬁe present syllabus. The Addis Ababa Conference (1961)
which was primarily concerned with the interrelationship of
economics and education noted that there was a tendency for
the African schools to create among the majority of the
students expectations of a wayrof life which the country
ﬁas unable to provide. The report suggested that primary °
schoois should endeavor to ;fepare children to work within
the nésqurces of the country. The séhools were charged with

making~agribultural;life as attractive to the student as

life in the urban community. This study attempted to

“



discover the degree to-which the present syllabus can
succeed in thié respect. »

Although the Tananarive Conference (1962) was concerned
with secondary educatlon, much was dlscussed about the
neqessitylfor "eultural emancipation" of the students which »‘\\
| would alloﬁ.them to study things related to their own ex-’.
periences and provide vital knowledge of their o&n environ-
.ment. Following its recommendations the Kenya Educatioq
Commission (1964-65) emphasized the need to localize such
subjeéts as History, Geography and Music. It éonsidered the
expan31on of concepts of good citizenship and civic respon~

siblllty to be an integral part of all school activitles.

This study looked for evidence of implementation of the cam- -
mission's guidelines in the present syllabus. y’t)

The study was 1?mited to a critical appraisal of thg
new primary school syliabus. No attempt was made to'ééh—
struct a new syllabus as this was believed to be outside
the scope of the present study. Téacher quality, qualifi-
cations and training wéré discussed only as they relaﬁed to
the implementation of the syllabus. The period 1963 to
1970 was chosengbecause it was during this period that major

inmmovations in elementary education occurred.

Definitions of Unfamlllar "Terms:

Certificate of Primary Education (C. P E.): This term
has a double mean;ng. On the jone hand it refers to the

final examination at the end of elementary education for



secondary séhool selection. On the other hand, it is the
dipioma of school attendande. Since 1966, this certificate
is granted to every child after seven years of schooling.

The policy of granting this certificate was meant to

alleviate the feeling of failure for those who had not-suc-jx\\

ceeded in earning a place in secondary school. ;

“

Harambee: "Let us pull together or work together."

This is a Swahili slogan coined by President Kenyatta at

- the time Kenya achieved self-government. It has been trans-

lated into action in many ways including such projects as
Harambée Institutes and Secondary Schools.: It is used here
in reference to Harambee Secondary Schools. These institu-

tions are community originated and financially supported
. ~

without government help. In actuality, Harambee has becomé/'ﬁ

synonymous with self-help.

Primary School:" “This refers to the first seven years
of education in Kenya. Origindglly, }t referred to the first
four years on;y with the next four years of'the eiéht yeaf
elepentary education being called Intermediate school. In
1964 Ehe length of elementary schooling was reduced to
éeven years. The grades'are referred to as Primary I to

Primary VII. In this study, the term was used interchange-

" "ably with elementary school. _ .

Syliabus: "A summari“outlihe of a discourse, treatise

6r course of study or of examihation requirements."
(Webétér)' The Primary School Syllabus is therefore intended

to be a comprehensive guide of what needs to be taught, when

%
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and how for every grade. It also includes time tébles and
texfbooks, both requireé and recommended. }t is the cur-
riculum for Kenya elementary schools.

Other terms used were defined‘égxthéy were enoountéred

in the study.

¥

Significance of—the Study: .
This study identified the strengths and weaknesges of
the current elementary school curriculum. The findings,
conclusions and recommendations of this study will be use-~
ful to theose involved in the revision of the qurriculum.
As a case study, it has the pétential for‘comparative pur-

‘poses in future studies on African education.
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: CHAPTER II
BACKGROUND TO THE PROBLEM OF

ELEMENTABY EDUCATION

Education in Moéernizigg States

. In modernizing nations, where great demands are:placé% .
on the political, social and economic structures,~éducation
is viewed as a major tool for social change. This is not
surprisihg since so few people are educated. Education is
looked upon as the major source of social moblllty. Indéed
it can be said that it is the one thing that determines
social standing and status. Those with the most educatioﬂ,
specifiéally'Western education, are looked upon aé a new
social class which controls the destiny of the rest of the \y,
comﬁunity. The'ngw national governments provide evidence
for. this becausg educatgon is the one criteria for partici-
_'pation in the government. As Anthony Kirk-Greene has ob-
served, "It may be safely assumed that no one entered the
new public service who has_not'had some exposure to Western

Educatidn."1

Therefore the "educated" use théir,education'
as a credential for political abiliﬁ?., Because of the high
esteem givén those with education; schooling, in and of

-itself has become a highly sought afte; commodity. Because,

N Anthony H.M.. Klrk—Greene "Bureaucratlc Cadres in a
Traditional Milieu™ in James S. Coleman (ed.), Education and

Political Development (Princeton, New Jersey: Princeton Uni-
versity Press, 1965), p. 380.



in mpst of the developing pations of Africa education is
not free, gyeat sacrif cés are made to afford the fees for
at least one child 1£fi family to_go to school with the

" hope that he may enter the ranks ofwgﬁe educated. It‘fs a
hope that is less often realiged.

: Education has had an inEeresting history in Africa. -
It came almost by accident. The christian missions, in an
effort to'reach the - indigenous peoples, started the first
schools to entice peopie to come and listen to them. At N
the beginning the intention was to teach people to read the
catechism but it soon was extendéd.to supbly the needs qf

the governing powers for clerical staff and interpretérs,

In some‘cases, the colonical power, for example the Frengh,
established educational institutions early to communicate\/”';
their ideas directly to the people for purposes of assimi-
lation. Others, liké!hhe British, establishe@ education

only as an afterthought. In either case, education soon
became an acquired need of the colonized peoples. They éaw
it as the only avenue to regaining their lost independence

} _and hence sought education in great numbers.2 The educa-
tion institutions were\controlled through various means like
number of schools available and stiff examinations to limit
the number of people who attained an education. However,

the higher the cost and ;he stiffer the examinations the 7
more_people sacrifided and tﬁe mofe students strove to

.~

achieve the desired goal.

2W.E. Abrsham, The Mind of Africa (Chicago: University
of Chicago FPress, 1962), PP 137-138.



At independence in most countries, only a handful of
peoble had been educated."These'became the first politi-
cians. The new 1eaders promised education for all people.
They promised to open wide the doors of knowledge that had
been closed to the majority of the people for a long time.
They méde\good their promises by allocating huge budgets ,to
ed&éatipnal development. They built more schools. They
got the communities to contribute their labor and money to
establish new schools in every village. They promised.édu-
cation that would guarantee social equality for all. They
used the great desire for education to draw the masses to-
gether. . ‘ .

‘Most of the promises of the new leaders have not beqP
rgalized because of a tendency to overiook one very impor;bf'
tant fact of .the educational system they had inherited from
the Europeansband over-expanded: that it was an "elitist"
education designed for the few "who are intellectually
stronger than\their fellows (and which) induces among thoée
who succeed a feelihg of. superiority, and leaves the majqr—
ity of the others hankering for something they will never 
Bbtain.“g It was a system that relied on no other criteria
but one's performance on an examination. It was a system
" that branded anyone a failure who did not perform well on-
the test. It-w;s a systeﬁAthat ﬁade employers conscious of
academic qualificapion in terms of'accepfable passing before

considering an applicant for a job. It was a system that

3Pregident Julius Nyerere, Education for Self-Relianée,

1965, p \
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discr;minated against the majority of the students by ask-
ing them to be academicians/instead of individuals. It was
a system that recognlzed and insisted on academic ability
to the detriment of any other faculty';iat an individual. ’
might haye. It was finally a system that relied on a cul-
turél\value that was alien to the indigenous people: com- -
pétitivengss. This view is also expressed by Marion Dorou
who aséerts that the African's attempt to emulate the Euro-

peans has created competition among Africans for status

making national unity improbable.

Kenya: FEducation Beform and Consequences

J%xk Prior.to independence, Kenya's primary school was
divided into two stages of four years each with a selectivé\\’
exa&ination at the end of the fourth grade and eighth grade./
The fourth grade examinétion used to reduce the number en-
_'tering fifth grade by over 60 per cent. The eighth grade-
examination further reduced the numbers such that only 8.9 -
per cent of the\original grade one number proceeded to high
school.  Table I shows thét there were 142,045 children in’

. Sténdard I in 1956. The numbers were 120,752 and 135,292
for.8£andard III and IV in 1958 and 1959, respectively. The
Qbéerved increase of Standard IV figurés over Standard III

figures is explained by & repeating syndrome which is to be

uMarion Elizabeth Doro, ”Kénya: A Case Study of the De-
velopment of Western Political Institutions in a Plural
Society," unpublished Ph.D. dissertation, The University of
Pennsylvania, 1959.
)
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discussed later. The numbers for Standard V and Form I
were 45,384 and 12,712 in 1960 and 1964 which convert to 31

per cent and 8.9 per cent of the qriginal 1956 figures.

Table I .

Number of pupils in Standard I (primary school) in 1956 and

number in each succeeding standard and form (secondary *

school) from 1957 to 1967, and per cent the number consti-

tutes of the previous year's enrollment and of Standard I's
1956 enrollment. ‘

Percent of Percent of
previous Standard 1I's

Standard or Number of years' en- 1956 enrcll-~
form Year pupils rollment ment

Standard PRIMARY ‘

T eeeeeenes 1956 142,045 cees 100.0

I eeeescos 1957 118,509 83.4 83.4

IIT sevecone 1958 120,752 101.9 85.0 ™
IV ceveanes 1959 135,292 112.0 "95.2 -

V oeeesnsscas 1960 45,384 97.1 31.

VI ¢s 0 s 0000 1961 B 44,058 . 97.1 31;0

VII eeecene 1962 ) k1,972 95.3 29.5

VIIT eeeens 1963 * 31,753 75.7 22.4

Form SECONDARY '
I eeveennes 1964 12,712 21.2 8.9

.

SOURCE OF DATA: Kenya, Ministry of Education. Aﬁﬁﬁél Re-
ort 1967 (Nairobi: Government Printer,
1968), p. 85.

The education leaders of Kenya therefore identified the
examination schedules as the major ééuse of sxftem failure
to educate more people. ~“In 1961-1962, the middle four- year
cycle, known as‘Intermediate School, was abolished thus
making Standard ;LVIII a continuous eighﬁ year primary
school. However, the costs of operating the system were

very high resulting in an increase of primary school fees in
L
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1963 and consequent reduction of the eight year cycle to ‘
seven years in 1964, as an économic move. 1
The realization of the stigme attached to those who ]
did not get a certificate at the completion of their i
studies, forced the Kenya government in 1966, to institute -
‘a pglicy of aﬁarding a Certificate of Primary Education tq
all those who finished seven years of education whether they .
passedIWell enough to continue up the ladder or not. ‘But
this was only a temporary‘solupion. The numbers,of,chiidren
finishing primary school have increased almost five-fola as
can be seen in Table II. In 1963, thefe were 31,753 pupils
in Stanaard‘VIII. In 1968, the number had iﬁcreased to ‘
146,784, an increase of almost 400 per cent, even taking
into consideration that the number of grades had been re—\\ff N
duced from eight to seven as of 1964. |
The high schoqlé and trade schools can only accommodate
a small percentage of the "graduates.® This leaves over 75
per cent with certificates of completions but with nowhere
to go. The situation is-further complicated by the ages Qf
Qhe school children. In most cases they are thirteen years
old: too old to be in school and too young to be coﬁsidefed
for employment, was that available.

Two consequences of this educational expansion can bs
identified. The, first iswﬁhe création of a “"chronic re-
peater syndrome® ag more and more children who were not suc-
cessfui the first.time try again and again to pass the

elimination examinations that are a bi-product of an elite

*



Table TI

Number of pupils in primary schools, by standard, and number

in secondary schools, by form:
(eese.. indicates source gave no data)

1961-6

r3

Standard or . ’ S
form 1961 1962 1963 1964 1965 1966 1967 1968

Grand total.: 892,615 962,352 921,673 1,050,640 1,090,122 1,106,609 1,221,958 1,311,041

Standard ' . PRIMARY

Totalseseses 870,448 935,766 891, 553' 1,014,719 1,042,146 1,043,416 1 133 179 1,209,680
T eeeseeessss 189,958 159,990 137,220° 180,290 195, 732 193,909 228,769 250,757
IT seeseesess 168,572 166,270 38 ,678 144,786 165,75 166,110 183, 624 207,755
IIT eaeseeess!163,313 164,972 143.907 139,727 139,285 152.919 165.6 178,537
IV eevereesns 171,071 165,716 140 ,005 145,004 135,12h 130,282 146,912 158,899
V oeesesessnes 75,457 128, 726‘12& 64 134 031 126,428 120 850 124,832 132,701
VI seveeeases U4l 058 70,747 112,836 122,603 122,517 132,714 135,8 8 134,247
VII secseesss 35,525 41,972 62,510 114,408 121,269 146, ,192 147,544 146,784
VIIT seeewess 22,404 27,373 31,753 33,870 36,036 g cresies  esesens

Form ' | SECONDARY J

Totaleessss 22,167 26,586 30,120 35,921 47, 976\ 63,193 88,779 101,361
1 seeesensess 7,245 9,093 10,214 12,712 19,015 2k ,108 31,805 35,5621
2 vesesesesas 5,587 6,883 8,174 9 122 <12 566 18,503 25,592 28,467
2 sesesesssas U586 5 275 5 1829 7,035 7.760 11,210 16,880 19,547

cecesssesss 3,953 L,320 4,791 5,625 6,784 . 7 1068 10,756 14,365
5 ceesnercnns 513 "656 "667 864 1,130 - 1,356 1,622 1,769
6 cosesensnae 283 359 Lis 563 721 948 1,124 1,389.

NOTIVEISININAY ANV SEAIONELS

SOURCE OF DATA:

Nairobi:

» respectively.

\/’

A

o

%enya, Minlsﬁry of Education. Annual Beport 1967 and

Government Printer, 19

and 1969, respectively), pp.

Annual Report 1968
’ and 80
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educational’system. An.examination of Table II clearly iﬁ-
dicates this problem. For lnstance the enrollment in Stan-
dard III, IV and V in 1966 was 153,000, 130 000 and 121,000
respect1ve1y.» All figures are roundeg to the nearest i
_thousand. The figures for 19§? for Standard IV, Y and VI
Aare.l§7,000,.123,000 and 137;0b0 respectively. In each case,
except for Standard VI in 1967, there is an averaée of 4.6
per . cent drop in enrollment. On the other hand there ls a;
13.2 per cent 1ncrease in enrollment for Standard VI. If

we add the figures for 1968 for Standard V, VI and VII," we
get the following: 133,000, 135,000 and 147,000. The 4.6
per cent drop in Standard V is as expected. But there is an
upward treﬁd for Standard VI and Standard VII, indicated by
an dncrease of 9.7 per cent and 7.3 per cent respectively. \
Since there is essentially only one entry point, Standard I,
. the total numbers for.eéch grade in each successive year\
should continue to decrease é% the rate of 4.6 per cent.

The fact that this is actually not the case for grades VI
and VII can only be accounted for by a repeating syndreme.
Also looking at the figures in Table 111 for 1966 and 1967
which are ‘broken down between male and female, the repeating
pattern is c¢lear. Not surprisingly more males repeat at
'.grade six and seven than females. One reason could be that'
the females get married. Or that the parents feel it would
be worthwhile te educate a male child and that expenses in-

[

curred are recoverable due to future employment.



Table IIT
EDUCATION ‘
' PUPILS ENROLLED
Primary Schools by Standard, 1966~1967
Standard . - . 1966 : 1967
! ’ ‘Male Female Total Male Female -. @ Total
I ce ae e 112,056 81,853 193,909 131,42;_ ' 997,348 . 228,769
5 95,840 70,270 ° 166,110 105,939 - 77,695 183,634
III we on  ae 90,358 62,561 152,919 © 96,442 69,198 165,640
IV ve ee e 79,494 50,788 . 130,282 88,028 58,88L 146,912
v e we  ae /75,484 45,366 120,850 76,488 47,364 7 123,832
VI er ee v 87,844 L4, 870 . 132,714 88,300 48, 548 136,848
VII o0 o0 ee 104,472 41,720 146,720 ' 103,177 Ll 367 {14?;544
VIII o0 o0 o0 319 l21 4ho - N
"~ Total ' 645,867 397,549 1,043,416 689,795 4h3,384 1,133,179

SOURCE: Kenya, Ministry of Education. tatlstlcal Abstracts, 1967, Statistics Division,
Ministry of Economic Planning and Development, p. 123.

ST
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Kenneth King,5 who- has investigafed the repeater prob-
1em identifies several methéds; legal and illegal, which are
used by both students, parents and administrators to allow a
child to reﬁeat. Government policy thfSHEh é series of 3
criteria allows a person to repeét standard seven once, as
long as his presence does not prevent a c¢child proceeding .
from sgandayd six from having a place in standard séven.
Since the maximum enrollment of standard seven is fifty,'the
headmaster can allow as many repeaters as there is room to
reach the maximum. In this 1nstance, the children likely to
get a berth are those who came very close to achieving the
sddre on the test that would have aéﬁitted them>to secondar&
school. )

Every child wants to go to a government seconda;y (PR
sqhool. There afe ovér 6,000 primary.schoolé and 783 secon- '
dgry schools. Of these 783 only 300 were governmen§ aided.
The rehainder 483 are either Harambee or private secondary
schools.6 Obviougly, only a small number get in. To pro-
vide opportunity for repeating, it is not uncommon for a-
student tb g; bégk to standard five or six. . Also, a parent
migﬂt be convinced by the headmaster that the chances of his
child doing well in standard seven are s0 poor that it were

better to hold him in standard six for an extra year, thus .

5Kenneth Klng, Primary Schools in Kenya: Some Critical
Constraints on their Effectiveness (Nairobi:.Institute of De-
velopmental Studies, Un1vers1ty of Nairobi, Discussion Paper
No. 130, May '1972).

6Ministry of Education, 1970 Economic Survey, p. 173.

4
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providing room for sﬁmeone repeating in standard seven. 'The
‘parents do not object tq ﬁhié fype of coercion since as King
states, they kmow that. "it will be through the good offices
of the headmaster that it (the chlld{N;ill be allowed to re~
peat several times."?
"Two other forms of illegal repeating are double promo;‘.
tion and sitting-in on standard seven. In the former case,
" a bright student }s promofed from standard five to staﬁdapd
seven where he will spend two years familiérizing.himself
"with the necessary techniques and thn taking the examina-
tion, the following year."® In the second instance, a’stu-
dent who proceeds normally frbm standard six might sit out
. the examlnation, thus guaranteeing his taking the examlnatlon
the follow1ng year without being identified as a repeater.
In both instances, considerable deception on the part of the
) headmaster.is perpetrét%d by Jjuggling the records to show
that only the bfficial fifty students are actually in stanf
dard seven.
A;l these repeater patterns and many others are avﬁror
duct of a belief that "nobody really expects td be able to
reach secondary s;hool in one attempt in many areas."9 As

a' result, headmasters build.a school's reputation of sending

hany children‘t9~$econdary schools by encouraging repeaters.

7King, OD. cit., p. 10.

8Ib1d., D. 11.

9Ib1d.

A\,

?

i
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Théy tend to hold on to the 15 or 20 candidates who have '

come near to, success and the.rest filter down to some poorer

school which is trying to build its reputation. In such

schoolé; repeaters may well make 75Jfgh§0'per cent of thé

top clgss.lo It is imporﬁanf to realize that for evefy yedr( !\\

‘a chzla repeats!.it is costing the person who pays fees Shs

70 ($10.00), which while it is quitevsubstantial,\it is still:

less theh the cost of putting up the child ih a Harambee

type school whose cost runs between Shs 500 to Shs.l,zpot--

$72.00-$172.00 a year.il ' '
The second consequence has been the development of a

parallel'high schéol ‘system better known as "ﬁarambee Secon-

dary Sohodls." The word "Harambee" means "Let's pull to-~ .

gether" in Swahili. Hence these schools are built and \fﬂ

- financed through communal effort. The people contribute

) fheir labor and cash Eﬁ’the spirit of Harambee to open one

more avenue for the children to continue their education,

The government contributes nothing to these schools other

than pgquesting them to conform to the criteria of the’

ngtidnally financed schools and by gradually téking over

some of them. But this secondary system ends up being very

costly in the long run as mentioned previously. After the

briginal enthusiasm of the masses to build the school, the-

1

}lGary S. Fielﬁs, The Education System of Kenya: An

Economist!s View (Nairobi; Institute of Developmental Studies,
University of Nairobi, April,.1971), p. 1.

. )
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recurrent expenditure and especially teacher salaries and
services become a very heé.vy'burden.l2 The schools cannot
attract and hold well-gualified teachers because they can-

not pay teachers the salaries that fﬁg§“wdulq command if*

they were working for the govermment. Also, every qualified. ~
" teacher is needed by the government to augment the national ~
schogls"teaching force. The Harambee schools are there-

fore forced to employ a large number of teachers who are

barely qualified to teach the subjects that are required if

the children are going to compete on the same level with

those in the better school in the next examination. In or-

- der to raise money to pay the teachers, the séhools are"

forcéd to charge fees that are twice or three times the fees

~N
paid by those who entered government schools. The failure"y»

rate in the national exams from these schools is very high N
~ which means a lot of wasted money and a lot of frustrated
~parents_and children. In a way, the Harambee schools that
started as schqols for the masses have in effect become vefy
elite in the sense that the cost is exorbitant and only the
well-off can afford to maintain their children in these

schools. In fact, a study done by Court13 of Participants
in a Village Polytechnic indicates that only 10 per cent of

lenderson,.J. Education for Self-Reliance - The Impact
of Selfl-Help (Nairobi: Institute of Developmental Studies,
University of Nairobi, No. 67; September, 1968). : v

- . 3
13pavid Court, Some Background and Attitude Character-

igtics of Trainees at Village Polytechnics (Nairobi: Insti-
tute of Developmental Studies, University of Nairobi, July,

1971).
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the participants' fathers would pay their fees to attend a
Harambee School. As Table IV which follows indicates, they

would much rather enroll their sons in a correspondence

course.
Igdeed most of the people are realizing that for most -~

'chii%ren, education will only be for seven years. They are

also realizing that for most of the children even seven

years is not enough to make them literate. They are real-

izing that after seven yearé, tpe'children are coming hoﬁe

very much the way they started: empty except for a piece~of

paper that says that they have been to school. For all of

. the ¢hildren who fall into this category they have not the

skills for'employment and'most are too young for job con- -

Y Disenchantment with education is indicated by |

sideration.
the failure to turn out for the many Harambee contribution
meetings. (Observations of the author in 1971. He attended

several meetings,)

Review of Related Research:

Although‘a lot of reéearch on education in Kenya has
been done;‘Qery little seems -to deal specifically with the
primary ;chool. In "An Inventory of Research on Education

. in Kenya" David Courtl5 asserts that Present research seems

to be fragmentally and inconclusive. However, it is

14The Average age of Primary VII pupils is 13 years.

vL5Couft, David, "An Inventory of Resear on Education
in Kenya" (Nairobi: Institute of Developmental Studies, May,
1971, Discussion Paper No. 108).



) Table IV’
FATHER'S_EXPENDITURE PRIORITIES FOR HELPING HIS SON

g ~ NAME _OF VILLAGE POLYTEGHNIC
FATHER'S ACTION KITHAYONI MBALE MASENO KEVYE MT.KENYA NAROK NDERE AKADO MUCII WA TOTAL
URATA
. Y
Give him assistance .
to go to look for 7% 19% 25% 248 2% 29% 11% 10% 11% 13%

employment

. Help him pay for a . o
place oy a settle- 10% 3% 0%> - 7% o4 - 0% 9% 0% 55 - 1

ment scheme ‘ . .

Buy some land near-

by where his son can 21% 16% 10% 247 43% 53% 53% 35% 14% 30%
begin farming .

Pay his fees to attend

‘a-Harambee School , 12% 36% 184 7% 3% 6% 8% 5% . 0% 10%
ggﬁ?éépgigezgg-égu?se‘u7% 10% Ls5% 31% 50% 6% 25% 50% i 65% 39%
No Answer 3% 16% 28 7% 26 6% o 0% 5% 4%

100% 100% 100%  100% 100% 100%  100% 100% 100% 100%

(58) (31) (40)  (29) (60) (17)  (36) (20) (37) (328)
SOUHbE: David Court, Some Background and Attitude Characteristics of Trainees at Village Poly=-

technics (Nairobi Institute of Developmental Studies, University of Nairobi July,
1971), p. 15, Table 8. -

(Numbers in parenthesis indicate totalsydf sample.)

- : p

~

i

~,
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generally agreed that the "inherited" system of education‘
is inappropriate to the evolving technical needs and social
. circumstances, but uncertainty remains over what aspects

T e,

need to be adapted in order to achieve more durable results.

He, like W. F. Ilchman,®

finds that government control of o~
systég expansion is inhibited by the preoccupation with .
known colonial model. The educational system is "hierarch-
ical in structﬁre, predominantly academic in content, formal

in orientation and international in reference.“17 .

Stabler18

in Education Since Uhuru offers a compreheh—
sive review of Kenya's educational development since in-
dependence using.a series of profiles of selected institu-
tions which capture the spirit as well as the structure of .
Kenya's schqols. He advocates the broadening of the aca- \ff

5
demic base of education as a way of assisﬁing the schools to |
contribute to rural development. But the accelerating de-
"mand has major consequences for the quality of the product
throughout the education system. The attempt to meet the

demand by the central government and local self-help groups

has led to a narrowing of the curriculum in many schools,

employment of less qualified teachers and dependence upon

16Ilchman Warren F., "People in Plenty: Educated Un-
emgloyment in Indla," Asian Survex, Vol. IX, No. 10, October,
19 9.

17Court David, op. cit., 'p. 25.

lsstabler, E., Education Since Uhuru (Middletown, Conn:
Wesleyan University. Press, 1969).
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poor facilities.l?

20 reviews the'experiences of the

John E. Anderson
Harambee school movement detailing their origins, organiza-
tion, finance and the type of educatibﬁuﬁfoﬁided and com- °
munity attitude towards them. He finds that these institu-
tions, rather than being innovative alternatives to the sys-,
tem af; supject to extreme student and community pressure
to strive to imitate the academic, exam-oriented approach
and structure of earlier secondary schools.

Using samples from the "East African Education and
Citizenship Project," David Koff‘21 investigated and docu-
mented the perceived purposes of education, occupational -’
preferences; values and aspirations of Primary VII pupils.
The findings indicate that education is seen largely as a \\ﬁf
means to occupational and social mobility; clerical positions
are preferred to farmingy and more importantly, that pupils
are unrealistically optimistic about their chances of con-

-~ tinuing to secondary school even though less than 10 per

cent achieve this goal.

l9Brownst;e1n L., "Preliminary Results of a Survey of
1964 K.P.E. Candidates in Embu, Kitui, Kericho and Nyanza"
(Nairobi: Institute of Developmental Studies Paper No. 11,
‘1966)
Anderson J., "The Harambee Schools: The Impact of .
Self~Help," In: R. Jolly (ed.), Education in Africa: Besearch
and Action (Nairobi: E.A.P.H., 1967)

21Koff D., "BEducation and Employment: Perspectlves of
Kenya Prlmary Pupils," In: J. Sheffield (ed.), Educatlon,
Employment and Rural Development (Nairobi: E.A.P.H., 1967),
pp. 340-372.
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A small number of studies have dealt with the problem
of primary education. Aréhibald Callaway22 and P. Fordham23

.

have documented the magnitude of thg“griméry school-leaver
problem and contrasted it with the fanée and capacity o% the
present educational opportunities available for those who do \\\
' nof*go to secondary school or into wage earning employment.
They find that the alternatives available are diémal witp
the result that most school-leavers repeat the final &ear
several times taking much needed space and resources.
Damaged self-esteem of these "failures," unfulfilled poten-
tial and attendant frustrations constitutes the school-
leaver problem. The strength of the educational incenéive
is conveyéd in the fact that demand for education is in- -
creasing at the same time that employment prospects are v y
worsening for all but those with most education.24

Of the sevéral éi%sertatiohs on Kenya, at least three
are concerned with education. James Sheffield?” dealt with

eight major reports relevant to African education in Kenya

from 1949 to 1963 attempting to show that the educat}én

, =

22Callaway, A., “Unemployment Among African School

Leavers," In: Journal of Modern African Studies, Vol. 1, No.
3, September, 1963, pp. 351-371.

. 23Fordham, P, and J.R. Sheffield; “Continuing Education
fgg Iguth and Adults," In: Sheffield, op. cit. (1967), pp.
366-389, . ~ ’ .

2L"F‘ields, G.S., "Private and Socidl Returns to Education
in Labour Surplus Economies" (Nairobi: Institute of Develop-
mental Studies, Paper No. 104).

25Sheffield, James R., "Policies and Progress in African
Education in Kenya: 1946-1963." Unpublished Ed.D. disserta-
tion, Teachers College, Columbia University, 196k,

‘
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policy during that period reflected British Colonlal policy

of shifting the responsibility for the development of Kenya

toward the African\population. The present study deals only

W1th the elementary educat1on from 1963 l970.

George Urch's study dealt exten51ve1y with The African—

ization of the Curriculum in Kenxa26 from 1923 through 19664

He descrioed the concept of Africanization as an edaptation
of West*rn education to the needs of the Afrlcan student.
This study proposes innovative approaches to elementary edu-
catlon 1n Kenya without being overly concerned w1th adapta—
tlons*of Western education.

27

Filemona Indire's study comes closest to the present

work. He centered on the development of a curriculum for
ffsecondary school in Western Kenya. . This study.focuses on
the elementary curriculum in- Kenya. " Indire criticized the

,}curriculum of the secondary,SChools in that it only prepared

Lo

LS

- 2 . ‘
students for work outside the local community. This study

criticizes the elementary school curriculum by asserting
that it.does not prepare the majority of the students for
useful seryice to themselves and to the country.‘ However,
the present study differs from Indire's in that while he

' developed a comprehensive-type secondary school curriculum,

26Urch, George E.F., The Africanization of_ the Curricu-
lum in Kenya, Ph.D. dissertation. University .of Michigan,
Comparative Education Dissertatron Series, No. 12, 1968.

27Indire, Fllemona,'“A Comprehensive High School Cur-
" riculum Proposal for Reviewing and Revising the Program of
Chavakali Secondary School, Maragoli, Kenya." Unpublished
Ph.D, dissertation, Indlana University, 1962.

.

Y
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this study aﬁalyzes the present cﬁrriculum, identifies its

weaknesses and recommends methods for revision and .innovation.

 This study is further differentiated from the others in that

it deals only with the elementary sedtg;hbfleducation wh;éh
has thus far been neglected. i

‘qo attempt has been made éo give a comprehensive his- |
torical background of education in Kenya prior to indepen-
dence in 1963 except in discussing the curriculum. It was
felt that the studies referred tq above treated the_histof-
ical aspects extensively and further treatment would be )
superfluous. This study is limited to the period 1963-1970,
The choice of this period is dictated by the major changés'
that have4takén place within the primary school system: the
introduction of English medium schools, the combination of \\/w

the elementary school syllabi and the policy of granting

‘Oertificate of Primary Education to all school-leavers.



CHAPTER III

THE KENYA PRIMARY SCHQéL SILﬁABUS {1967)

Bef&re we could proceed to identifymgpecifié areas of.
reform needed in the Kenya Elementary School Curriculum, it
was necessary to determine which areas of the bresént cur~
riculum needed revision. In reviewing the syllabusg, two ’
possible apprecaches were considered. The first was to re-
view the whole syllabus in terms of curriculum theory. This
approach would have concentrated on how well the météfial-
taught was sequenced, the readiness of the students to grasp
material taught and the theories on teaching and methodology.

The second approach was "to conmpare and contrast the new

syllabus with the one it replaced, i.e. Syllabus for African\\

)]
/

Priméry and Intermediate schools (1962). This meant a sub-
ject by subject compariﬁoh of the two.syllabi noting the
differences and similarif;es.

The second approach was perceived as the more fruitful
because: :

a. It was not the objéctive of this study to construct
a new curriculum to replace the existing one. This
was envisioned as the work of the task force that
would revise the curriculum at-a later date.

b. The basic criticism _of the.education system by the
Kenya Eciucation Commission (196L4-65) was t':hat it

tended to sodialize the children to an alien way

.~

of life. A comparison of the syllabus before

27
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independence and the'Commission's report, and aféer
thé two events, would show the direcﬁion of change.

c. It was this investigator's gss?mption that since

Kenya is an independent cqunt;§t its education i

should not merely concentrate on training junior
clerks but should be designed with the needs of a -
developing country in mind. As such, its‘new cur-
riculum should have very different emphasis frbm

-the one that preceeded 1it.

d. Finally, since the syliaﬁus is equivalent to edu-
cational policy in Kenya, a comparison of the two
syllabi"should reflect the differences of opinién
of,the two administrations: one laﬁen with colonia{
values, the other drawing away and redefining its
values within the context of a new African nation.
Wiﬁh these poin%s in mind, we shall examine the
syllabi.

.

DIFFI_E:RENCES

The 1962 Syllabus had replaced the Syllabus for African
Primary Schools and fhe tentative syllabus for African In-
termediate Schools, both published in 1953. It_will be
‘shown, in the discussion on Languages and Medium of Instruci
tion, that it was at this time that Swahili was virtually
dropped by placing‘greater empﬁasis on Vernaculars and Eng-
lish. -The 1962 syllébus anticipated the trend towards a

seven year full Full Primary Schools, a process which had

Ve
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already begun in the urban areas. It therefore presented

two plans in several areaé: one for schools which had

changed to a seven year program, the other for those still

on the eight year cycle. However, thg”%ﬁo'groups coveredf

essentially the same ground. o~
’ Tﬁe 1967 version made the seven year cycle official for ~

the dhole'country. It also eliminated t@e previods syllabi

used in European, Arab and Asian schoolé; This was intehded

to provide the same educational experiences for all,childfen

attending school in Kenya. Thus.from 1967 on, Kenya Priﬁary

Schools have one common syllabus. This was -a step in the

. right direction towards unified education. This, as will'

be seen in the ensuing comparison was the only major positive
' ~

con?ribution of the new syllabus. Indeed, other than makinéyf')
English a medium of instruction and the incorporétion of the V
New Primary Approach (N~P.A.), the European, Asian and Arab
'syllabi seem to have contributed nothing to the present
syllaghs. We now turn to a subject by subject analysis to

see what new improvemeﬁt; were effected in the present

syllabus.

English:

The New Primary Approach (N.P.A.)~is the most revolu-
tionary section of the whole syllabus. At the same time.it.
is the most diséppointing in tefys of its total effect on

7 the cu?nicu;um for children. While the 1962 syllabus’en—

visioned progressive development of English leading to
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conversion to English medium of instruction in the fourth or
fifth grade, it did not recomménd its use as a medium from
Primary I in the African schools. VIt recommended that
initial reading and writing be in the.gg;ﬁaéular, or Swahiii
for schopls with no common language, with only oral intro-
duction to Englishl at this stage. i ,
The English course was based on the New Oxford English
Course (N.O.E.C.) which had been in existence for several
years.2 It was a self-contained course with extensive
Teacher's Notes to help the teachers whose knowledge of Eﬁg-
lish was generally rather limited. The curriculum also pre-
scribed the amount of work to be covered in any term in aﬁy

grade.3 Thdugh there were three schedules, one each for

seven-year.schools, eight-year schools normal stream and Vo

eight-year schools - fast streams, they all covered the same
matérial except for the fast streams which covered a little

of the sixth text in the series.4 The coverage in each case
was determined bx the Kenya African Preliminary Examination ‘
for secondary school selection. There was also a section _
which apﬁlied to English Medium schools which was not.éxten—

sively covered since only a few African schools were using

L ;Kenya Education Department: Syllabus for African Pri-
mary and Intermediate Schools, 1962 (Hereafter referred to
as 1962 Syllabus), p» 20. .. - _

2mpe New Oxford English Course (East Africa) (London:
Oxford University Press, 1956).

31962 syllabus,.pp. 13-20.

L”Ibid., ppc 19-20.
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the English medium.’ o

The 1957 syllabus developed'the English medium approach
extensively. This came to be known_ag\The New Primary Ap-
proach, hereafter referred to as N.P;A;M It took into ac;ount ‘
the modern trend of discovery methods and built a self-guf- . ‘\\
'ficignt experience curriculum for children in Primary I to’;
III who would use English exclusively.6 The concépts of
grouping, individualizing, centers of interest, and Préapiv-
ity were highly stressed.7 Thus the Primary I—IIIlunit was
one'whole. It did away, to a certain extent, with reliance
on a specific time-tables. It allowed for setting aside

blocks of time where several things could be going on at

0nce.8 -
K
\ -

. Even so, the N.P.A. does tend to be prescriptive, es- *~
pecially where writing is concerned. The children from Pri-
.mary I to Primary V a;eénot to be allowed free expression.

"All material that is to be written must be prepared orally,"9
and again "much.of the writing will be of the guided type
that is found in good course books, but children may also be
allowed to write a sentence or two without the guidance of a

written framework, perhaps in a diary or relating to a

5Ibid., pp. 33-34. .

6Kenya Ministry of Education, Primary School Syllabus,
Nairobi, 1967, pp. 13-38. (Hereafter referred to as 1967
Syllabus.) \

"Ibid., p. 20,

81bid., p. 37.

%1bid., p. 33.
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110 1o the child is expected to make the English

picture.
language his own, he should haﬁe ample opportunity to ex-
.press both orally and in writing the things that matter to
him. "Children will make mistakes inhﬁﬁgir‘writing, but
something is wrong with the teéching if a child makes more N

1 ynat

than f%ve mistakes~in a ten-line piece of writing."

kinds of mistakes? Grammatical, syntax or spelling? To

a&oiq children making "mistakes" this inyestigator, in the

few N.P.A., schools using English gedigm that he visited, "

observed that the teachers wrote the "correct' forms on tﬁé

blackboard which the children then copied and: memorized.
This pfactice, while deilorable and probably regressive,

was understandable. The N.PTA. curriculum ﬂgs designed with\

specialists in mind. At the beginning only schools that had yw')

specially trained teachers were allowed to convert to the

English medium. But the perceived advantage, especially in

terms of the children's ability to pass the final examina-

tion which is all in English, led to more and more schools

with fewer and fewer capable teachers converting to the -

N.P.A. The teachers, if they had had any training at all,

weré trained in- the traditional methods. It was difficult

for them to use newer teaching methods y;thout in~service

coirses. Originally, too, every N.P.A. school had a consul--»

tant from the Curriculum Devéiopmenf Center to cheek on the

Al

O1bid., p. 33.

rpid., p. 32.°
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2 As the number’

progress and advise teachers on methods.1
of N.P.A. schools increased,‘fhis service became more dif-

ficult to provide. These and other problems led.to a slow-

*
B

down in number of schools converting.{ahfhé N.P.A.13
The text-books of N.P.A. were different. These are

known aé the New Peak Course. However, at the time the ,
prese;t syllabus was issued the course covered Primary I-IV.
The'rest of the courses were expected to be introduced at

the rate of a year's work every Fwo Years. In essence, after .
three or four years of a highly stimulating and innovatiée
course, the N.P.A. classes were indistinguishable from the
non-N.P.A. classes. In fact, the same weekly allocation’of
periods applied in N.P.A. classes and in non-N.P.A. classes.
For the non-N.P.A. classes, the 1962 English Syllabus,>¥ i§\y~
virtually unchanged. It is reprinted in its,entirety.15

’ The Curriculum Research and Development Center added a
"new touch to the class library bocks for English learning.
Whereas in 1962\the recommended books were categorized in

terms of the grades they should be used at, the 1967 Syllabus

added many more titles and also pointed out those books which

. 12Gachukia, E. "The Teaching of Vernacular Languages in
Kenya Primary Schools," In: T.P. Gorman (ed.), Language in
Education in Fastern Africa (Nairobi: Oxford University Press,
1970 y R. 21. .

13Fawcett,'R.P., "The Medium of Education in.the Lower
Primary School in Africa with Special Reference to Kenya,"

In: Lanpuage in Education in Eastern Africa, op. cit., p. 55.

%1962 sy11abus, pp. 10-16. .
151967 syliabus, pp. 39-45. -
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had an African setting. However, in all fairness, the 1962
list of recommended books contained more titles with African
background than would have been expected from the colonial

16 At the same time,'igimust not be for~

education officers.
gotten thgt in all likelihood the same people were involved
'in'the'gyeparation of the 1967 version.” Together with thisg
‘classificatipn was a recommendation for pupils' use in Pri-

mary VII of R. Hindmarsh's Understand and Write because it

contains multiple~choice comprehension exercises which will
be useful for K.P.E. preparation.17 This reflects the change
of the examination policy from self-expression to objective

testing.

History and Civics

Iﬁbthe 1962 Syllabus comparative tribal history was
covered in Primary III and;IV. The approach suggested was
stbry—telling relating to such topics as cultural traditions;
membership and groups; buying and selling - then and now;

‘concepts of time; ﬁunting; clothing and adornment; and tales
of tribal warfare. In Primar& IV these topicé were expanded
to include historic places in the neighborhood; punishment;
marriages; tribal government; history of the school; customs

18

of neighboring tribes and many other cultural traditions.

This was a logical beginning point. ‘The student got involved

16
labus).

171967 Syllabus, p. 44.
181962 syllabus, pp. 56-38.

of. pp. 25-32 (1962 Syllabus) and pp. 47-54 (1967 Syl-

£
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in history as a living subjgct and laid the groundwork for
more in-depth study. . V

The 1967 version takes a very academic approach. The
first encounter with history is Early'Manvln Africa and B
Europe sparting with the Old Stone Age, the New Stone Age . ‘\\
and Th? Bronze and Iron Ages.19 These were the topics which:A'
would have been covered in the first term of the Primary v

under the 1962 plan.20

After this type of introduction, the
work that took two .whole years‘prqviously is expected to bé
done in six months or less.?l It is understandable that .
elght years' work under the old plan had to be redistributeq
to fit a seven=year framework, but the new version is too '
drastic.
One section of the 1962 version: The Growth of Chris- Xf”i)
tian Civilization in Britain is completely excluded from the

new syllabus.z2

But this® only represented one term of Pri-
mary V work. The only other difference is that the topics
for History of Eagt Afriga in the 20th Century include po-
litical and constitutional developments leading to indepen-
dence in Tanganyika, Zanzibar, Uganda and Kenya.23 However,

it is difficult to see how these can be covered in one term.

191967 Syllabus, pp. 101-102. -
201962 syllabus, p. 59.-.
211967 Syllabus, p. 103.
1962 Syllabus, p. 60.
231967 syliabus, p. 109.
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The civies topics remained the same and occupy the fiﬁal
two terms of elementary hist;)ry;?4 It was stated in the
1967 version that "A study of History at primary level can
help to preparé pupils to become usefui"ﬁgﬁbérs.of the g
country capable of contributing to the general welfare of
the'qumunity."25 If the 1962 version could not socialize ,
the chiidrep in the values of their community, the 1967 ver-

sion is even less likely to achieve this goal.

Science

The only other major difference between the two syllabi
was in the treatment of elementary science suﬁjects. The )
1962 version included Néture Study and Science, Gardening,
Agriculture and Health Education as individual subjects. ~
The 1967 version combined all of these subjects into one
under the title of éenegal Science. The 1962 rural écience
vérsion was the result ofdcriticisms of the curriculum that
had'followed Western (British) education in almost every
colony of the British Empife. In India, the educational
system was critiéized for pfoducing a disaffected intélli—
gentsia which was uninterested in the problems of rural

26

life. The Phelps-Stokes Commission echoed these senti-

ments.27 The 1953 Binns and Jeffery Reports on Education

24Ibid., p. 109. -

251pid., p. 101. .
26 '
246 . °

27Phelps-StokeS Report, Education in Africa, London, 13%2,
gg. 16-21; and Education in East Airica, London, 1925, pp. -

Mayhew, A., Tné Education of India, London, 1926, p.

4
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in East and West Africa respectively were much concerned
with the same problem. The joinf repdrts criticized the
education as being "too bookish and ﬁnpractical; for pro-
ducing too many clerks and too few farmers :.. for failing ~
utterly to stop the drift to the towns, the decay of agri-
culture, the break-up of tribal society and the loosening
*
of moral staz_idards.“28 The Addis Ababa Conference on Edu-
cation for Africa had reiterated the urgency and the neces-
sity for efforts to be made )
to bring the school to the countryside physically
and in terms ‘of a programme more in tune with rural
needs and interests. This new direction will be
an important factor in raising the productivity of
the agricultural economy, in enriching the community
life in the villages and in increasing employment
opportunities in rural areas. It will help diminish
the number of school leavers who flock to towns and
cities for employment ....
Such many varied criticisms and suggestions were behind the
&
efforts made to "ruralize" *the science curriculum. It was
hoped that practical training in better methods of farming,
--demonstrations and actual learning by doing would instill a
love for the land and a determination by the learners to re-
main in the rural areas. In an attempt to achieve these
goals the science curriculum contained a strong bias for

manual experience in the upper primary. However, even

28African Education: A Study of Educational Policy in
British Tropical Africa (London: H.M.S.0., 1953), D« 5. ’

2?Final Report of the Confererce of African States on

the Development of Education in Africa, Addis Ababa, 1961,
. Pp. 5-6. '
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though the section on agriculture was very well developed,30
only two forty-minute periods a week were allocated to it

.as opposed to four such periods for religious education.31

The ever-increasing flow of schoof:iéavers into the V:
urban areas was evidence of failure of the emphasis on
agricﬁ}ture32 to orient the leavers to finding solutions to ,
the depressed conditions of the rural area. It was the mis~
taken belief of the planners of the curricﬁlum that the
school could bring about considerable social change by
making soil-erosion, rotational farming, oomposit-making,>
irrigation and other topics subjects of direct instruction.
This had the effect of ‘sealing-off such instruction "from’
the rest of the curriculum, and therefore not viewed by
pupils or their parents (teachers) as 'education' at all," Vo
further, "there is no evidence whatsoever in tropical Africa
phét such a §0110y has ééhieved consistently even the smallest
suceess in improving rural pr'oductivity.“33 It could be that
the formalization of such subjects for the purpose of solving

agrarian problems widened the gap between them and the prob-

lems they sought to solve.

301962 Syllabus, pp. 107-115.
3l1pid., p. iii. -

32Jolly, Richard, Planning Education for African Devel-
opment; Economic and Manpower Perspectives (Nairobi: East
African Publishing House, 1969), p. 148, :

33Evans, P.C.C., "Western Education and Rural Produc-
tivity in Tropical Africa' In: Africa. Journal of the Inter-
national African Institute, Vol. X3XII, No. 4; October, 1962,
- pp. 317-319.
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The new syllabus, in an effort to provide the same edu-
cational experience to all children, moved away from an

agricultural curriculum, integrated the subjects and effec-

tively brought them back to the classroom and the black-
34

>

board. ) Where before the rural primary schools were ex-
pected*to have several acres of land at their disposal,35 ;
this was no longer necessary. The children would learn
science through the discovery method exactly like an elemen-
tary child in any United States uqban school with, of courée,
fewer or no scientific apparatus. Practical agriculture aﬁd
gardening were removed from the syllabus as having no educa-
tional value. These were replaced with extended coverage of
air, water and weather, weights and balances; rocks and soili;
heat; earth, sky and the universe; sound; light; magnetism \&*
and electricity; machines,and:energy and in some cases,
s;mple chemistry. While Kenya will have to wait for the
long-range benefits of this program in terms 6f more African
scientists, the short-range effect will be to divorce the

learners from their rural environment even more than the’

former curriculum.

Similarities
) In all other respects, the 1967 version was a direct
copy of the one it replaced... .The aims of the syllabus,

scope, schemes of work and curriculum and time allocation
Al

3%1967 syliabus, pp. 111-1kk.
351962 syllabus, p. 108.
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remained the same.  The time allotted to Religious education’
was reduced from four to thrée beriods a week. The curricu-
lum for independent Kenya is indistinguishable from that of
Britain3® except that the Kenyan child i§ taught in a foreign

language. ~

Crifigu : . i

From the early 1920's to 1966 Kenya had three separate
syllabi of primary education although in theory segregated
education by races had been abolished soon after independence
in 1963. The new syllabus marks the final stage in complete
integration of the schools. .

The general aim of Ehis new'syllabus is to make sure

that all children receive equal treatment in education. An -~

\
P

attempt was made during its preparation to "provide a bal- S

anced primary school course for the child's full development
and an adequate prepgratio; for the next stage of education. 37
It is also suggested that preparation for the Kenya Prelim-
"inary Examination (secondary school selection) is subsidiary

to the.main purpose of primary education, which is to help

the children %o develop according to their own ﬁeeds and

abilities and to prepare them for their future work in secon-

dary school.38 This last phrase permeates the whole primary

36 Blackie John, Inside the Prlmarx School (London:
H.M.S.0., 1967).

Y

37Kenya, Ministry of Education, Prlmarx School Syllabus
(Nalrobl'-Government Printer, 1967), p. 1. -

38Ipid., p. ii.
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school curriculum. All the teaching is geared to the

passing of K.P.E. .

: Several conferences and reports had preceééld the de-~
velopment of this syllabus. First, there wis the Addis Ababa
Conference which was primarily concerned with the interrela-
tionship 6f economics and education. At this conference p
great ineerest was shown in the degree of social disharmony
éreated by colonial education. It was noted that there was
a tendency for schools to create among the majority of stu-~
dents expectations of a way of lifelwhich the country was

unable to provide. It was suggested that primary schools
| should endeavor to prepare children to work within the re-
sources of the country - - - particularly in the agricultural
life as‘attractive to students as life in an urban community.Bg\ff’/

If the developers of the syllabus wgpe,qﬁare of this
recommendation, they do ndtsseem to have given it much thought.
Nowhere in the syllabus is this attitude stressed. In fact,
_they recommend thatkpractical garden work should not take
more than half the time available for agricultural topics, °
and should not beAmanual without educational value.40 Also,
the coﬁbination of Agriculture, Gardening and Health Educa-

tion into General Sciences reduces the available amount of

39UNESCO and United Nations Economic Commission for 4
Africa, Final) Report: Conference of African States on .the De-

velﬁgment of Fducation in Africa (Addis Ababa: UNESCO, 1961),
D 30, .

m

91967 Syliabus, Ibid., p. 112.
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time that can be spent on agriculture and gardening;

The second conference fepbrt at the Disposal of the
_syllabus developers was another UNESCO sponsored conference
held in1962 at Tananarive. Although the major interest of’
discuiE}nnﬁhrelated to the secondary school, much was said
about’the necessity for "cultpral emancipation" of the stu- ,
dents ;hich would allow them to study things related to
their own experiences and provide vital knowledge of their

41 Following these recommendatlons, the K x

Education Commi551on42

environment.
emphasized the need to localize such
subjects as History, Geography and Music. It considered the
expansion of concepts of good citizenship and civic respon-

sibility to be an integral part of all school activities and

~.

programs.43 In the syllabus, these recommendations are po 5

hardly emphasized. History, Geography and Civics, still em-
phasize too much foreigh dearning and music receives but one
period a week. As was stated in the discussion on history
and civics, there‘was a better chance for cultural emanci-
pation with the old syllabus than the new. From this in-
vestigatdr's own personal experience with the educational
syséem in Kenya, the new éyllabus has only one thing in its

favor: the combination of the three former syllabi into one.

-~

ulUNESCO Final Report of the meeting of experts on the
Adaptation of the General Secondar Currlculum in Africa -
(Paris: UNESCO, 19325, P. 5. ,

42

Kenya Government, Kenya FEducation Commission Report
(Nairobi: English Press Ltd., 1964,

“31pid., p. 60.

~,
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In all other respects, it sows the seeds for more ineéuali-
ties to replace those whichlexisted before.
A This point is made clear by the New Primary Approach
(N.P.A.). Here the emphasis is on learfiiriz rather than on *
teaching.44 However, this approach is intended to be used
only fof those classes in which English is tﬁe medium of in-
structfbn. The inequality referred to above becomes evident
. when one realizes that the final examination that the chil-
dren take at the end of the seventh grade is all in‘Englisﬁ.
In view of this, the teachers in the non-N,P.A, system felt
forced to teach in English almost exclusively .for the benefit
of the children. But they lacked the requisite materials -
and expertise.

9n the other hand, the children who are not in N.P.A.
schools do not start using English fully as the vehicle of
instruction until the fifth gfade. They actually have to
léarn three languages - Mother Tongue, Swahili and English -
while the N.P.A. children learn only two. But as was in~
dicated in the diécussion'on vernaculars, the N.P.A. child
in practiée receives instruction in one language Only.45
BE. Géchukia defends this practice of the N.P.A. schools on
the basis "that the New Peak Course was a complete unit in
itself" and it would be éifficult "to sé; how the teaching

of vernaculars or Swahili fitted into the system as it

3

1967 Syllabus, 'Ibid., p. 13.

uSSee Kenya Ministry of Education's Inspectorate Cir-
cular, INS/C/10/S/L0, June 5, 1965.

bl
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were.“46 No materials similar to those on English had been '
developed. Nor were the superviéors and advisgrs who ac-
companied the New Peak Course materiéls available for the
teaching of other languages. e N

In gyades I to III the non-N.P.A. students spend an
averagé‘?f five 30-minute periods a week on English while ,
the N.P.A. c}asses take a minimum of ten periods plu§ the
additional use of English for all other teaching.n? The
tables are reversed in the study of‘the Mother-Tongue. It
seems grossly unfair for thé non-N.P.A. child because he is:
not given as much time in the language that he will be

tested on.

In another comparison, the Curriculum Development and

Research Center (C.D.R.C.) rating of recommended class books ‘>~ N

indicates--that at every stage, the non-N.P.A. student is a
fﬁ;l year behind in read{ng ability as the N.P.A. student.

This is how the ratings apply to both N.P.A. schools and non-

--N.P.A. schools:

N.P.A. Non-N.P.A.
C.D.RsC. Grade Primary Class Primary Class
A I II
B II I1I
- C 11 IT1
D I1I Iv
B IIT. . iv
B Iv A .
G v v
H W ’ VI
I

v . . VI

1

uéGachukia, E., "The Teaching of Vernacular Languages
" in Kenya Primary Schools" In: T.P. Gorman, op. cit., p. 26.

47196? Syllabus, Ibid., cf, pp. ii and 22.

A3



. . N.P.A. Non-N.P.A.
C.D.R.C. Grade Primary Class Primary Class
J VI ] VIiI
K VI Vil
L VII - e, Torm 1
M VI " 1
N form 1 2

SOURCE: Kenya Primary Syllabus, 1967, p. 45.

.N.B. As a rough guide each CDRC letter corresponds, to half
a year of schooling. In N.P.A. classes, Grade A cor-
responds to the end of Primary I. In non-N.P.A.
classes, it corresponds to the end of Primary II when
reading in English is introduced.

This indicates that at the time of the final examina-
tion, the non-N.P.A. student is actually in Primary VI in
terms of reading ability. The disparity 'between two.sec--
tions of the same grade in allocation of instructional time

-

A

and qaterial tends to preclude equality of opportunity for =
all pubils° To compound the problem, .the textbooks used

are different. The N.P.A. has a complete new series while
the non~N.P.A. uses textbooks developed during the colonial
period. A check on the recommended books shows that the
students do not receive equal reading experience and
practice;

\ It was the experience of this investigator when he
visited several schools in 1971 that the N.P.A. schools, es-
pecially in the urban’areas, were bette; staffed, better .
équipped and very "glite" in outlook. They are the schools
where the Europeans, Asians and.children of-government
officials‘attended. .In non-N.P.A. schools, in particular

the many new ones, the libraries for the children were mostly
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non-existent and the teachers themselves were largely un-
trained. If in fact the English language is to be retained
and used constantly throughout the school years, thén all
the schools must have teachers who are é&a?bpéd to do this.ﬂq
There must be teacheré'in every school who are trained to
teach nothing buﬁ English. At the present time, and speci-~
fically‘én tpe schools visited by this investigator,\there
;as not one school that boasted such a teacher. The average
téacher in the rural Primary school is a P3 or P4, This is
a teacher whose total education was of eight or seven years.
duration and two years of teacher training. His understand-
ing of English and his ability to teach it is dependent oh -
the school he attended, whether rural, urban or boarding.
In either case, he is severely limited in the use of English. .-
The teacher training institutions, if he attended one, do not .
provide tfaining for teachers of English as a second language
as such. To expect him to teach the child exclusively in
.-English, is to expgct failure on the part of the child to
learn the language. The only. conclusion is that a new social
class is férming ét the expense of the majority of the popu~-
lation. '

The Geography syllabus coveré the work'done in Primary
III to Primary VII. No geography is schéﬁuled for Primary .
I and II. Instead it is hoped that the children will lay
the groundwork through such actiiiﬁies as weafher observation,

. bainting aﬁa modeling of local scenes. There are four aims

of the geography syllabus:

4
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a. A study of the local area to build up an under-
standing of man's relation tobhis environment.

b. To create visual impressions of life and conditions
outside of immediate environment.

c. To develop understanding of maps through practical

‘:field work and constant practice in map interpre-

tation.

d. To develop an understanding of the interdependenceé
of the peoples of the world.

A1l through the geography course, there is more atten- ’

tion to the 1¥st three aims than the first which for the

‘children at this stage should be central. From the beginning,

the syllabus is in "too much of a hurry" to get away from the

\‘
\

~

éhild's‘environment to distant locales. To most of the chil- 1\ .-

dren in the rural area, such things as The Railway, The Post
Office, The Game Park and The Airport are just imaginary.

The teachers, who are also provincial get into some argu-

-ments as demonstfatgd by one teacher who was teaching a unit

on the airport. He had never.-been to an airport and by

chancg two 6f the kids in the class had. The display of

knowledge by the children and the refusal of the teacher %o

admit that he did not know, immediately.setlup a credibility

gap between the teacher and his pupils. " .
There ;s too much emphasigwon the New Lands: America,’

Australia, New Zealand and the 0ld lLands: India, China, Asia

.and Europe. In contrast, the geography curriculum in most

of the states in the U.S. proceeds gradually from the local

L U

oL

)
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area, the state, the nation and only in the seventh grade
aﬁd sometimes the eighth, does it venﬁure into the neigh-
boring lénds of South Americg and Canada. A good under-
standing of the immediate area at this sgggé is fundamenta1.¢

The criticism levelled at the Geography syllabus applies
to hisﬁqyy and civics. The areas of study for Primary III
were well appointed in the earlier syllabus. Howeve;, this‘
is at a time when the child's ability to compare his own éx—
perience with that of others is not well developed. .Tribalm
organizatidns, customs, dwellings, clothing and adornment, ‘
food and trading, and great names in tribal hidtory are all

" excellent areas, but they are dropped in Primary IV in favor
of Egypt and Mesopotamia and from'then on East Africa is al~
most lost.

The civics section covers but two quarters of a seven-
year curriculum. It is éoﬁtended that these are inadequate
in covering the parliament, constitution, the executive,

" legislature, local, government councils, judiciary, the work
of government ministries, revenue, expenditure and finance,
the cpmmonwealth, East African Common Services, social
Qhéﬁges in Kenya, Organization of African Unity; United
Nations and the relationship of Kenya and the world. It
woﬁid take a very imaginative teacher to really give a feel-
ing of current events and how-¥hey’ré1ate to phe individual
under this structure, and, at the same fime, review the his-
< tory ofrﬁést Kfrica.

Following the govermment's desire for the people to .

A
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refturn to the land, the general science area of the syllabus
should have received the greatest attention. Though it was
expected to stimulate the children to learn about the value
of agriculture, good farming and the care é}h%he land, none
of these are stressed. There is little in this section that
can make é\student want to go into farming. The practical
demonstrations, suggested are few and far in between. fol-
lowing are extracts from the syllabus which indicate how the
curriculum developers feel about agriculture:

Such work should certainly not take up more than half

the time available for agricultural topics and should

not be manual without educational value. (p. 112)

On care of livestock:

Whenever possible, small animals should be kepﬁ and
cared for in the classroom. (p. 112)

On farm étudies:

These are best based on;walks and visits in the
.neighborhood of the schdol. (p. 112)

k4

While on project work, which should be the basic part of
géneral science it is recommended that

group activity work could generally be on outdoor ob-
servations the object being fo answer a series of
gquestions related to a topic. It may involve in the
making of collections of models and the preparation
of a group folder or other methods of presentation
afterwards. (p. 112)

This new syllabus on General Science fails Tar short of

achieving the nation's goals. The children will have learned .

nothing of value at the end of seven ,years that they can
use for their benefit or for the benefit of those who never
went to school. Under the old syllabus, the subject came

to be kmnown as Rural Science and included actual practical
\

\’/;’ .
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demonstration. The school garden was the showcase of the

particular area. All the gardening instruction was done

under actual conditions. The students cleargd the area,

made Bénches, planted grass for mulchiﬂ;:mlearned the best:

methods of planting any and 2ll crops for maximum yield.

Even fgen, the school-leavers still preferred going into ’

the urban area in search of employment because of géing

socialized in values that were alien tc the local environ-
ment. |
The remaining areas can be grouped together. Arts and

Crafts can be commended for the imaginative use of local

matérials, but it is doubtful that a child can learn the

basics of carpentry or wood carving in order to make a

living. DMore Domestic Science for girls should be stressed. \

The African life revolves. around musié¢ and this is given

only one period a week.. As for Religious Education, since

it does not seem to be mandatory, it should not receive the

three periods alloﬁted to it a week. These could be used

.for something else and those schools that require it should
add extra periods. |

The weaknesses of the present curriculum of Kenya as
discussed in the above critique are:

l a. The absence of well-defined goals or objectives of *
¢elementary.educatio;: The goal "tq provide both a
balanced primary school bourée for the child!s full

) devélopmentuand an adeguate preparation for the

next stage of education" is ambiguous. No further

)
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clarificabion of this goal is given. What is meant
by "balanced primary school course?" Does the next
stage of education have to be high school? If so,

is every'child going to high schooi? If not, what .

preparation do those who do not proceed to high

.School receive? What specific skills should the ’

elementary school child have at the completibn of

his studies, seven years from now? Clear statemehts
of the objectives of e¢lementary schooling are- “
essential.

The elementary school language seems to be the cen~
tral weakness of the New Primary Syllabus. It

would seem to indicate that Kenya regards English

as the national language, but she is unsure whether \
she should convert wholly to English. A policy
decision needs éoébe made as. to the future of the
English language in relation to other vernaculars
or Swahili and its role as the medium of instruc-
tion. A discussion and a rationale for language
selection follows. N
Although Kenya is predominantly rural, and is
likely to remain so for a long time, the elementary
curriculum does not focus on the needs of the

rural area. . The Genefal Science curriculum as now

constituted is not suited‘to the rural areas. The

~

" curriculum has no practical bias where skills in

dealing with problems of the rural community could

4
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be developed. The rural curriculum needs to be
related to the environment of the learner if it is
to have any meaning for him.

Geography, History and Civics tend to not deal with

the environment or the society of the Kenya nation.

These subjects, and especially Civies, should form~

the core curriculum of an independent nation. It
is here that values of good citizenship can berdg-
veloped. Here again, the goals are ambiguous. For
example, "A study of History at primary level can
help to prepare pupils to become useful members of
the country cépable of contributing to the genefal
welfare of the community,"48 says little in terms -
of how this objective can be attained. However, \
the combination of* the three subjects into "social
studies" and a ;tatement of criteria of achievement
could result in socializing the students to the

desired values of the society. This concept is ex~

. panded further in the next chapter.

A thorough revision of the curriculum of the Primary

.

Schools of Kenya must seriously consider these weaknesses if
the curriculum is going to be relevant.to the learners and
to the community as a whole: It seems that while the sylla-

bus is a monumental effort, it falls short of idehtifying

3

the nation's education needs and proscribing a curriculum to

481967 sy11abus, Ibid., p. 101.

L

]
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fit them. The sﬁbject matter is overwhelmingly oriented
toward high school. The teachérs aré therefore forced to
teach for the test thus sacrificing the 90 per cent of the

students who never get a place in secon&"é;ir échool.



CHAPTER IV
' A PROPOSAL FOR CURRICULUM REFORM

In the preceeding éomparison of the 1962.and 1967 syl-
labi, it was indicated that with the minor exceptions of the .
New Primary Approach in English Medium Schools and the Gen-
eral Science program, no revision or reform of the curricu-
1lum had taken blace. It was argued that the new syllabus
will do nothing to make the elementary”education complete in
' itself; that it was still dominated by the secondary sdhboi
curriculum and that the school will continue to socialize
the children into values that are alien to their general en- ,
vironment., It was also suggested that while the 1962 Sylla-
bus had gone a long way toward Africanizing the curriculum,
it had nét succeeded because of its generally foreign con-~
tent. It was finally argued;that for the curriculum to be
respénsive to the needs of the learners, it musq start with

them and their environment.

' THE SETTING OF GOALS

This section offers a proposal for dealing with the
identified weaknesses in the curriculum. It is proposed
that a new curriculum with new sets of conquts needs to be
deveidped; a curriculum that will equip the learner with
-desired skil}s that will make hi;.a prdductive mémber of the
society. The logical beginning poinﬁ for‘constructing such
a curriculun is With the- setting of goals of what it is the

elementary education is expected to do for the child. This

b
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e

means that rather than copying the curriculum, as was done
in the 1967 revision, new thinkiﬂg will have to take place
in each of the major components of the curriculum. Using
logical problem-solving techniques, a curgzzalum can be
developed which is both self-correcting and responsive to
the needs\of the learner and the community.

A goal such as "to help children to develop accofding
to their needs and abilities and to prepare them for their‘
future life" is ambiguous an@ hardly achievable under the
present curriculum. In developing the curriculum we should
start with a question: what is the need? It is "important
that a need assessment be conducted before determining a
solution. For example, it is a fact that for a long time to
come most of Kenya's population will have to reside in the
rural areas; it is a fact that for some time the secondary
écthls will only be able'té accommodate a small fraction
of the elementary school "graduates;" it is a fact that the
‘ma jority of these children will not find employment in
either the public or the private sector; it is a fact that
the scﬁool—leavers gravitate towards the urban areas in
search of eﬁployment; it is a fact that the parents expect
their children to go to high school or to find gainful em-
ployment.

The first question is one’;f need assessmgnt. AThis in
effect means that a lot ,of people, not jﬁst those involved.
in writing‘fhe curriculum need to be involved. Parents,

teachers, local businessmen and students. It could be said

‘
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that all the former curricula were ineffective because the
people affected by it were not consulted. They accepted what
was .given to them and then blamed the school if it did not

Y e

e

produce what they needed. In this phase of curriculum de-
velopment an attempt should be made to survey the educational
needs of égch community. - . .

The Beport of the Commission of Inquiryl (1970-71f
agreed with this investigator in reporting that full respon—'
sibility for the administration of p;imary education should
not remain permanently in the hands of the central Government
and in its recommendation that District Education’ Boards be
re~established -

By this means the primary school system would be able

to respond effectively to local requirements by the N\

active participation and involvement of local people.

This is a rejection of a centrally conceived and con-
trolled curriculum. Such a'dhrriculum is capable of'deter-
mining some generalized needs but camnot be specific for
each region. The needs of a pastoral region are different
from those of an agricultural region. Suffice it to say
that muqh of what is in the present curriculum of Kenya is N
based on unidentified needs and that much of what is taught

is unresponsive to the current needs of the communities and

the citizens served. The discussions between educators, .

1Bepubllc of Kenya, Report of the Commission of In uir
(Public Service Structure. and Remuneration Commission)
(Nairobi: Government Prlnter, May, 1971).

2

Ibld., p. 148, para. 394.
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parents and community leaders should result in need assess-
ment. )

It could be said that educators oftgn start with solu-
tions and find problems for which they fig;%uTeam teaching, ‘
individualization of instruction, the New Primary Approach
and dthén\mefhods started with soclutions. It is prpposed -
that problems. be first identified. Only when the proﬁlems

have been identified can the whats of solving them be con-

sidered. Given that the needs of the community have been
assessed, the next step in the analysis is to ask what
_ should be done to meet these needs.

This requires a clear definition .of purpose. "Where
are we going and how will we know when we have arrived?"
This suggests that each statement made about a particulaf
need has built within it a criteria for evaluating whether
it has been achieved. A éoél such as the one given in the
syllabus as "provide both a balanced primary school course
‘for the child's full development and an adequate preparation
for the next stage of education raises too many questions:
what is a balanced course? How does one measure fuil de-
velopment? What does the term 'next stage of education!
refer to? High school or life-long learning? Is this ob-
jecti&e measurable?" At the present, the only measure avail- *
able is if a child passes the d;ftificéte of Primary Educa-
tion examination. This accounts for jusf one of the many
objectives~statéd in the above statement.

On the other hand, consider the following objective:

S
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At the completion of elementary school the child will be
able to prepare a composite heap, prepare a plot of langd,
plant X crop, use the manure from the compost for fertilizer,

tend the crop, harvest and market the product. This objec- -
tive can be achieved. It identifies what the child will

have'td know: a) how to make a compost heap; b) how to pre- ‘

pare a plot of land; c) how to obtain X crop; d) how to plant
it; how to take care of it; ¢) how to harvest the crop; and
f) how to market it. Not only can the end product be - -

measured - how much profit he made -~ but the progress from

_one point to the other can be evaluated. Each.df the above

components identifies spedific "need to know" information.

This leads to the next step: what must be done for each
\ o

step so-that each sub-objective can be achieved. For example,
"how to make compost" can be broken down to: a) select an
area for the heap; b) dig a ‘hole of X dimensions; c¢) pﬁt de-

caying leaves and garbage in; d) cover the hole; e) water the

hole; f) let it stand for X weeks and so forth.

We have been using the logical methods ofvproblem-solvingt
This method is also the method of SYSTEM Approach to Educa-
tion.3 A System Approach to Education is an educational pro-
cess which is designed and based on principles which are con-

cerned with the production of controlled, measurably

3See Roger A. Kaufman, et. al.,. "The Instructional Sys-
tem Approach to Training," Human Factors (April, 1966), p.
160; Oakland Community College, Union Lake, Michigan The In-
structiohal System Approach £o Tutorial Systems Development,

Litton Instructional Materials, Inc., p. 1-2.
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predictable and relevant learner achievement.l’L The use of
system analysis5 techniques would clarify misconceptions

about the final end of elementary education. To do this,

-~

e

all elements comprisiné the educational systéﬁ - students, S
parents, teachers, administrators, facilities, methods.,
matefialék must all interact with one another, with.the , .
special emphasis paid to the most important factor in—iheﬂf
system, the student, in order to produce predetermined '
learning. The products of education in a new nation like

Kenya cammot be left to chance. The goals of the nation's

.education must be measurable. Only in this way can every

dollar spent in education be an investment in national de-
*
velopment.

SELECTION OF MEDIUM OF INSTRUCTION

The elementary school.yéars are the most important in
a pefson's education. It is at this stage when major con-
cgpts that will contihue to influence the individual are
formed. Whether a oﬁild learng whaf is expected of him de~- .

pends very much on the way he was introduced td learning.

4Pre aring Educational Planners: A Primary Mission Ob-
jective (Sacramento: State Department of Education, State of
California, 1966). (Mimeo)

5The writer's training in Instructional System Technol-
ogy leads him to believe that its use would produce a cur- .
riculum that is truly responsive not only to the needs of the
student but also to society. \ : '

% .

Appendix I presents a summary of the tools of system
analysis and develops a model for decision-making. Appendix
IT gives a sample of system analysis applications.
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The language that the child is instructed in at this stage
is crucial. Kenya has two language patterns: the English

Medium, currently referred to as the New Primary Approach

(N.P.A.) and the Vernacular - English Medium or non-N.P.A. _*

In the N.P.A. the school child is taught in English from

the firéE day of school. In non-N.P.A. the vernacular is
the medium of, instruction for the first three gradés.‘
Preparatory oral work is begun in the second term of Primary
I with English as a subject being inproduced in Primary II.

The non-N.P.A. streams are expected to switch over into

- English Medium by the fourth grade at which time Swahili is

introduced as a subject and the vernacular is abandoned. AtV
the conclusion of elementary education, all children sit for
the Certificate of Primary Education examination which is
set in Bnglish.

The next revision of the curriculum will need to cori-

cern itself deeply with the medium of instruction in Kenya's

‘elementary schools. Since education was formally introduced,

Kenya has never settled on a definitive language policy. It
has vacillated from vernacular medium to Swzahili medium and
recently to English medium; The reasons for this indecision

are embedded in the many educational commissions that have

o~

studied the education problems of Kenya.

Perhaps the mOSt.distinguiéhing of these was the Phelps=

6

Stokes Commission of 1924, The Report of the East African

6Edﬁcation in East Africa (New York: Phelps-Stokes Com-
mission, 1925).

\\
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Commission appeared in 1925,? Other reports followed regu-
. 1arly.8 The question of the language of instruction was
constantly brought up. Most of the reports agreed that the

U

vernaculars should be retained at the lowest levels, but

N

also that there would be a change of medium at the upper
levels., 4gust which language would be the medium, English or
Swahili, was never settled satisfactorily such that as late
as 1952, students could take the Kenya African Preliminary
Examination in either English or Swahili,

However, the 1950's saw a trend away from Swahili as a
_medium for three reasons: 1) the government formulated a
polic& that English was to be introduced in the third year
as a subject, and shortly thereafter as a medium of instruc-

9

tion;” 2) demand for English was increasing;10 and 3) there

was a recognition that it was unwise to have three media of

" TGpeat Britain, the Colonial Office, Report of the East
African Commission April 1925 (Command 2387) (London: H.M.S.O.,

1925).

8Great Britain Colonial 0ffice, Memorandum on Native

Policy in East Africa (Commang 35?35 (London: H.M.S.0., 1930);
Higher Education in East Africa (London: H.M.S5.0., 1937);

Moss Education in African Society (London: H.M.S.0O., 194&)
Memorandum on the Education of African Communities (London:
H.M.S.0., 19355, Kenya Colony and Protectorate, African Edu-
cation, A Statement of Policy (Nairobi: Government Printer,
1951), to name a few.

et

'9African Education: A Study of Educational Policy and
Practice in British Tropical Africa, prepared on behalf of

the Nuffield Foundation and the Colonial. Offlce (London: Ox-
ford University Press, 1953).

10Gorman, T.P. "A Survey of Educational Language Policy;
and an Enquiry into Patterns of Language Use and Levels of
Language Attainment Among Secondary School Entrants in Kenya,®
unpggllshed Ph.D. dissertation, University of Nairobl, 1971,
p. L]

)

A
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instruction.11

These arguments resulted in an almost total
elimination of Swahili from the curriculum. At independence,
English had become strongly rooted in the schools. But im-
plementation of language policies differed from place to
place. Schools in the rural areas mostly used the vernacular®
in the lqower grades then converted to English. Those in the
urban areas used Swahili then English.

The Kenya Education Commission also dealt with the
language problem. ~ It took into account the apparent progress
made by children who used English as a medium from the first
grade in endorsing an English medium system. It had been
argued that )

on purely educational grounds, there are strong argu-

ments for using English as the medium as soon as pos-

sible. If English is the only medium, then the incen-
tive to learn English becomes greater, the transition

to the full use of English becomes quicker, and gen-

eral progress in the- higher classes (where English

must be used) is likely to be faster. By using Eng-

lish as a medium at a low level, it becomes possible

to teach a greaf deal of English through its use in
other subjects. 2

The Commission_agreed with these arguments.13 It emphasized
that the foundation laid in these first three years of in-
struction would provide a more solid base for subsequent

studies. Also that English medium system makes possible the

Gorman, T.P. "Bilingualism in the Bducational System
of Kenya." (Comparative Education, 4, 3 (June 1968), p. 216.

12Perren, G.E. Report of the Work of the Special Center
to ISL Dec. 1957. (Cyclostyled5 Nairobi, Appendix I, p. 1.

: : 13Kenxa Education - Commission Report: Part I. Nairobi
(1964), p. 60.
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systematic development of language study and literacy which
would be very difficult to achieve in vernacular. On the .

P
qQuestion of the role of the vernacular the Commission stated:

The vernacular languages are essential lahguages of
verbal communication and we recognize no difficulty

in including one daily period for story-telling in the
vernacular, or similar activities, in the curriculum
of Primary I, IT and III. We apprehend, therefore, ‘.
that the vernaculars will continue to serve their his-
toric role of providing a means of domestic verbal
communication. (But) we see no case for assigning to .
them a role for which they are ill adapted, namely the

role of educational medium in the critical earl ears

As long as the educational and‘political leaders of
Kenya in particular and the new nations in generai hold this
view about the inferiority ‘of their languages in the educa-
Tional setting, it is difficult to see how education can be
made a tool for national unity and development. It is not
that the vernaculars are unsuited to the role of instruction,
but that there is no commitmeht to elevate them to that level
through use and development. Tanzania proves to be the only
exception. The timidity in curriculum reform was observed
by Philip Fq;ter who stated that "the startling thing . . .
is not the radical break with the colonial past but the per-
sistence of neo~colonial values and practices among a politi-
cal elite which ostensibly rejects them."lsﬂADr. K. 0. Mbadiwe

in his criticism of education in Nigeria underscored the .

14

Kenya Education Commission Report: Part II. Nairobi
(1965), para. 171. ,

. 15Educétion'and Social Change in Ghana (London: Routhedge
and Kegan-Paul, 1965), p. 299.
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nature of colonial education when he stated that "we have

been so saturated with the colonial type of education which

is the education of pen-pushing, w16 The leaders of Kenya

(pm 7,

also questioned the relevance of the 1nher1ted system of

education which made Africans refuse to return to the land

and brOung‘them to the city és "pen—pushers.“17 Thej noted .
thgt the colonial system had brought about rapid sociél‘dis—
integration, dysfunctionality of family life, urban pen-

pushing, delinquence and crime.18 The§e social problems

could perhaps be explained by the socio-~psychological theory

of language learning which Lambert and his colleagues have

been trying to develop:

This theory, in brief, holds that an individual suc-
cessively acquiring a second language gradually adopts ™~
various aspects of behavior which characterize mémbers 1T
of another linguistic-cultural group . . . It is also C
argued that some may be anxious to learn another
language as a means of Jbeing accepted in another cul-
tural group because of dfssatisfactions experienced

in their own culture . . +However the more proficient
‘one becomes in a second language the more he may find
that his place in the original membership group is
modified at the same time as the other linguistic-
cultural group bécomes more than a reference group

for him. Depending upon the compatibility of the two
cultures; he may experience feelings of chagrin or re-
gret . . . social uncertainty or dissatisfaction.

16Quoted by Francis X. Sutton in Coleman, James (ed.),
Education and Political Development (New Jersey: Princeton
University Press, 1965), D. 73. -

7Slmeon H. Ominde, "Education in Revolutionary Africa,"
in East African Journal, May, 1965, pp. 7-8.

lBIbld., Pe Te

A\

—~— 19Lambe}t, W.E. "Psychological Approaches to the Study

of Language: On Second Language Learning and Bilingualism,"
Modern Language Journal, 47:114-121, 1963, p. 114,

A}
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This extensive quotation from Lambert's work was deemed

necessary because of its implications to language policy in.

a country which finds itself in the same‘situation as Kenya.

sorm i, -

The issue here is not one of pedagogy, thougﬂ this is far
from being settled in Kenya, but rather on what the language ™
is ekpecfed to accomplish.' One cannot clearly say that the ;-
teaching in English does not necessarily mean the impafting

of the English culture because teaching in language without'
teaching at the same time the culture in which it operates,

would be teaching meaningless symbols. The decision on the

_choice of a medium will have to deal with its social impli-

cations.

English o
Thé large number of educationists, politicians, teachers ’
and parents in Kenya who wené interviewed by the Kenya Edu-
cation Commission with the possible exception of a minority
of the parents, were all educated during colonial times and
had strong loyaltieévtb the English language. The desire to
extend a ceftéin form of intellectual elitism must have been
strongl The motivation of the parents and p;obably some of
the teachers comes from the identified finalkuse of the
‘language - as the testing medium for C.P.E.
Examinations in Kenya in particular and East Afr?ca in
general are instrumenﬁs for measuring language competence,

nothing else. The C.P.E. in Kenya demonstrates this clearly

in the three subjects tested. It is not the knowledge but
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language ability of discriminating among several alternatives.

that decides who fails and who passes.

In concequence, the dice is loaded against the poten-

tial mathematician or scientist who ‘is-not linguisti-

cally apt. , Indeed, it could be maintained that East

Africa is short of mathematicians and scientists be-

cause the language situation ensures their early

.elimination from the educational system.

Becalise of this function that English has, the recom-
méndation of the Commission that vernaculars and Swahili be.
used in an attempt to get over certain basic concepts is
largely ignored. The teachers see sdch exercise as being

wasteful. They want the children to do well in the examina-

‘tion and they try to give thée children the tools they need

to pass the examination. it was the experience of this in-
vestigator, in visitations and interviews, that although the
subjects: are in the éurriculum, they are relegated to an in-
ferior position. 1In some cases the children were given
drills in the English language rather than the subject they
werelsupposed to be learning. This practice was not limited
to the schools where English was not the mother tongue. In
1965, it was found tﬁat the,majority of the teachers in the.
schools which used English as a medium of instruction from
the first grade had dropped the teaching of vernaculars and/

or Swahili altogether and were using the time allocated to

these subjects to review other subjects in English. The

-Chief Inspector of Schools, concerned over this deterioration

20John Cameron, The Development of Education in East
Africa (Columbia University Center for Education in Africa,
Institute of International Studies: Teachers College Press,
1970), p. 129. .

-
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in practice, was forced to clarify the issue of vernaculars
in a circular in June 1965. The pértinent section decries
the general neglect for teaching an African language by
teachers who could not see the need for such 1anguages in

21

the English medium classes. The circular continues:

Thls-mlsunderstandlng of the teachers should be cor-
rected, but it is still a little difficult to see why
some teachers should drop Swahili or Vernacular tedch-
ing of their own accord, when the subject is clearly
laid down in the timetable. It should be pointed out
that whatever the position is about English medium
teaching, the vernacular and/or Swahili will still be
taught in the schools as a subject.

It seems clear from this circular that while the Chief
Inspector is shocked by the practice of the English medium
schools, he doés not give a clear indication as to why the
vernaculars and Swahili should be taught other than that the
subjects ére in the timetable. One would question the
necessity of having such supjects on the timetable while
they do not seem to have any intrinsic value.

While the teachers could be accused of short-changing

the children in their\learning process, it would be remarked

here that the teachers are reacting to a situation of which

they have no control. This situation stems from two causes.

In the first instance the final examination will be in

English.. It will not test in any way the child's knowledge
of Swahili or his mother tongue...Therefore, the more prac-
tice a teacher can give the child in the language that he

will be examined in, the greater the chance that the child

21 Kenya Ministry of Education's Inspectorate Cricular
INS/C/10/5/40 dated 5 June 1965.

‘.
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will do well. In the second. instance, the child's perfor-
mance, no matter where he lives, will be compared with all
other children in his class in the countyy. This comparison
does, not take into account that some of tﬁg"zhildren, es~ "
peciélly those whose mother tongue is English, and those
coming ffqm highly educated and urbanized households? have .
hgd English from birth and are therefore not on the saﬁe
level as the rural child who only encounters English in
school. That C.P.E. dominates the motivation for learning

and téaching in schools is evidenced by the exhortations

that the teachers give their students: "Whether you go to

high school or not depends on your ability to do well on the'
English paper" was the central message of a standard VII
teacher to his class during a mock ~ C.P.E. test.*

This type of motivation, or threat from the students'
point of view, raises seve;ai questions: What psyéhological
problems, if any, could result from such pressure applied'
to relatively young children over a perio@ of years? Of
what use is gnAeducation acquired through such means? What
psycho;pgical problems can result from failure in one who has
applied oneself to such a capacity? What effect do frustra-.
tions brought home by a child who is not achieving have on

the Siblings and the family in general? i.e. does the

E-3 .
Mock-C.P.E. test is a trial run prior to the actual ex-
amination using past examinations to provide an indication
of how well one will perform on the real examinations. Cur-
rently, Primary VII's Curriculum seems to be nothing but mock-
tests. (cf. Kemneth King, op. cit., p. 4. Section titled
"The 'Unofficial' Syllabus for C.P.E.").
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behavior of the child thus frustrated affect others and if so

with what donsequences? What are the political implications
of frustrated school-leavers who blame thquyglish language
for their failure to proceed? These questioﬁ; require both
intensive and extensive research, if we are to understand
the effecﬁs of a language policy. The problem in 1e§rning
English comes from the identified use to which it will‘be
put by both the students and teachers. As long as the aim
is to learn the language because of ifs i1dentified social -
utility, it will be advantageous. But the language teaching
in Kenya tends to obscure this aim because of the examina-

22

tion. Lionel Billows agfees with this contention when he

states that "insofar as it (the language course) conceals
from view the true aim it may limit the effectiveness of the

course." He continues:
.but worse than this, it seems to bring the whole opera-
tion to a standstill, and the learner may be, in some
way which is not easy to define, inhibited ‘from learn-
ing furgger, or making any effective use of what he has
learnt. N

This sad situation has alfeady:been reached in Kenya.

"

Kenneth\King2 observed that in the primary school, the

teaching of skills of oral and written communication in

-gzDefining the Aims of the Language Course" in T.P. Gor-
mand, ed., Language in Education in Eastern Africa, op. cit.,
pp. 99-114, o ’

231pid., p. 102. \
24

Kenneth King, Primary Schools in Kenya: Some Critical
Constraints on their Effectiveness (Nairobi: Imstitute of
Developmental Studies, University of Nairobi, Discussion
Paper No. 1301, May, 1972).
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' " English has been abandoned in favor of giving the children

excessive practice dn answering multiple choice questions.
The Certificate of Primary Education is seen as re-
quiring a very close acquaintance with a.body of
fact(s?. In English this means, amongst other things,
that the long list of the commonest mistakes of East
African English speakers has to be continuously re-
produced in multiple choice settings, and the pupils

trained to select the correct stsgcture amongst a .
number ‘of tempting alternatives. .

The*dangers of this practice include the frequent presenta-
tion of wrong choices as correct ones which diminishes any
advantages that might have been achieved and destroying any
creativity through writteﬁ expression. The practice also
reduces any chance of internalizing the language séructures
and being at home in its usage. Further, such practice has
a downward filtration effect that it is found as far down SN
as standard four and five. For all practical purposes, no
language 1earning'occurs in gp?er primary échool.

The problem with the English language rests pot with
the language itself but with the purpose to which it is put.
Maﬁ& studies have been done in terms of the amount of trans-
fer of the language skills from 6ne language to another, Eut
no studies have been carried out which investigate the
amount of learning in one language as opposed to another,
Even a study as well controlled as the Iloilo” experiment,

which showed "that when two non-native languages are to be

taught to pupils beginning in Grade I, instruction in béth

251bid.. pp. 3-4. .
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26 failed to

languages may Bést be started at that grade"
pfove the superiority of English over another language. Not
only did it fail, it extended the dependence on the English
language. It only sought answers to the relevance of medium -
of instruction in the first two grades. Why not carry the

experimenﬁ further to the rest of primary education? Is
hY

_there any reason why the children should switeh to Eﬁglish

medium after two or three grades? There may be a justifica-"
tion for the use of English in the secondary schools and in-
stitutions of higher learning, but the policy for the lower
grades needs to be reevaluated. English as a subject from
the early stages, taught with the best second language

teaching methods would prepare the students well for a

switch lafer in high school. Yo

In the process of policy evaluation, the policy-makers
need to ask themselves: what is the purpose of elementary
education? Is it the teaching of English or the development
of- intelligent young people? Writing for Phi Delta Kappan,
Dr. Antonic Isidro held that "four years of primary educa-
tion cogducteﬁ in a foreign language do not develop in the
w27

child the fundamental skills necessary for citizenship.

His conclusions about the Philippine situation are applicable

26Frederick B. Davis, Philippine Language Teaching Ex- )
periments (Manila: Alemar~Phoenix Publishing House, 19%75,
p. 131. ‘ - .

27Antopio Isidro, "Philippine Education - Soclal Recon-
struction Through the Schools," Phi Delta Kappan, XXXIX, No.
3 (December 1957), p. 121.
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to Kenya. If the elementary education is going to be any-

" thing more than a preparation for the Certificate of Primary

Education examination, then other alternatives to the English

medium need to be found. Two such alternatives are the ver-

naculars and Swahili to which the discussion now focuses.

Vernaculars®

Linguists and educators recognize, and indeed recommend .

that the vernacular of_the child be used initially in the
schooling process. They cite individﬁéi ease and speed 6f
expression, greater self-esteem, greater independence of
thought, greater creativity, increased speed in learning
subject matter and a firmer grasp of the material with -
longer retention, and more importantly, non—élienation from
parents, éommunity and culture.2® ‘

The first years are cruc;?l to a child's éducation. The
school is essentially a "Poreign" world for the beginning
ch%ld._ If confronted by a foreign language, he is very
likely to become afraid and possibly unteachable. Success
can only be assured by starting the child withra language
that is familiar to him -~ his mother tongue. However, dis-
agreements arise over the length of time the mother tongue

is to be used before it is dropped all tbgetﬁéf in favor of

285ee for example Joan Bubin, "Evaluations and Language
Planning" in Bubin, Joan and Bjorn H. Jernudd, eds; Can
Language be Planned? (EBast-West Center Hawaii: University of
Hawaii Press, 1971), p. 223; Robert LePage, The National
Language Question (London: Oxford University Press, 1964), p.
24; and S.H.O. Timori, "Role of Vernmacular in Education,"
West African Journal of Education, June 1963, p. 84.

4
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('the medium of instruction, where it is not the same as the
vernaéular. The Kenya Primary Syllabus suggests that the
use of the mother tongue be for the first thrse grades,
during which time English is being taught, cg;sélvably, as

a second language. At the fourth grade, English assumes the
medium‘roléﬁwhile Swahili assumes second language status.

As has been mentioned before these rigid guidelines are )
hardly followed. Robeft B. LePage29 on the other hand sug-
gests that if a languaée other than the mother tongue is. -
going to be used as a medium of instruction, then it is
highly desirable that the language be learned before regular
schooling begins: This procedure might become very expen-
'sive in terms of establishing "nursery" or "infant" schools,
but depending on the choice of the language medium it would
pay great dividends in the long run. '

Although a case can be &aﬁe for the use of the mother
tongue for the benefit of the learnmer, it might be vefy dif-
ficult to justify its use for the national good.30 Kenya,
like most new nations, is a “creéted" hation. It did not
exist before colonization in the early part of the twentieth
century. Instead there were and are many "mini-nations."
Though the term "tribe' is constantly used by, Westerners and

Afrlcans alike in reference to ethnlc groups, it has no

29The National Langﬁage Quegtion {London: Oxford Uni-
versity Press, 1964), .

30LePage feels that not very much controlled experimen-
‘tal evidence exists for multilingual societies. Ibid., p.
22. - .
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meaning in the African context. It is just one instance of
the colonizer's use of a term to downgrade the colonized.

The Kikuyu, for instance, refer to themselves as a nation.

—=, .

So do the Luos, the Kambas, and most of the 6thers. In
times past, and even today, the "nation" character of a
group wé§ defined by the concentration of its members within
a recoghized geographical territory. The greatest JOb that
the government of Kenya has today is the creation of a
"national consciousness" beyond. the pre-colonial "nation."
The use of'a'region's vernacular might tend to solidify the
"primonﬁal nation' consciousnéss resulting in séparated
movements and a cali for éelf-government.31

Another drawback to sustained use of the vermacular is
the localization of the teaching force. It would mean ﬁhat
only teachers conversant with the vernacular could be posted
to a particular region bu% on the positive side, innovative
use of local elders ~- the repository of a group's history,

"“myths and legends -~ could bring about retention of a dying

tradition gnd greater appreciation by the young of the elders

of thg community. School and the home would be closer and

the great divorce of the educated young and the masses could
be avoided or at least postponed. N
, 'Still one could argue that the requlslte material for

teaching in the vernacular are not available., But this

lehe Mau . Mau movement first and foremost was an attempt
-to achieve 1ndependence for the Kikuyu and only laterally for
others in Kenya. It is conceivable that the same thing might
happen'all over again, possibly ending in civil war.

A}

~
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dearth of needed material is just phe spark required to ig-

nite the creative genius of the teachers, professionals,
laymen and students to produce. Materials.can bevdeveloped
as demand for theﬁ arises. The available ma;;;Eals can be
continuously revised. School and community newspapers,
which 6urréQtly are largely non-existent, could be started
to broaden the use of the language. Local radio stationé
could be used as teaching tools. And more importantly, the
cultural aspects of the group could be learned in its true .
setting using all the available expertise. This area of
material acquisition is limitless and one should not be
victimized by those who are afraid to try. (
But on the whole, the basic question-is not the feasi-
bility of ¢eaching in vernacdlar, but rather the impact of
the vernacular og_ggtional integration. The multiplicity
of vernaculars in Kenya also'p?ohibits national unity lin-
guistically. It would therefore bé necessary for the goverh-

ment to choose a "vernacular" that could be promoted to' be-

come the national language. The decision would be influenced

by many factors: the existence of a substantial percentage of
the-total population who speak or understand the language;
written iiterature; wide circulation newspapers; availability
of tréihed teachers and opportunities for speakihg the
language. | - / .

In Kenya, three vernaculars coul& be identified fhat
fulfill some‘or all of the above requirements: Kikuyu, Luo

and Kamba. Unfortunately, the choice of either one or all

\
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of these vernaculars would be .received with charges of dis-
crimination and outright chaos by the fofty or so other two

ma jor groups. Already there is great fear of Kikuyu dominance
in the government and imposition of the Kik&;ﬁuvernacular "
would make it a fait accompli. Fear of dominance by one or
another of.phe various ethnic groups is a natural phenomenon .
in‘any multilingual society. Faced with this complei situ-
ation, the government, and rightly 80, steered away from
designating any of the vernacular as a teaching medium. .
Instead, it advocated that the children be taught in their
mother tongue for the first year with English being intro-
duced as a second language. Later on English would assume
the central positién, thg mother tongue would be dropped and
Swahili would be taught as a subject. This choice, while at Efﬂ
first logical is also very costly. Most of the vernacular
were not written down and téaéhing materials had teo be de-
veloped. The Kenya Institute of Education had developed
materials fof the teaqhing of reading vernaculars in four-~
teen different languages>? including KiSwahili by 1970. The
developmgnt of these readers was determined by the existence_
of a.standardized orthograbhy and by the availability of

persons who could write bobksxin_each language. This pro-

ceduré'is good and in time it will produce primers for each .

. - =

32The Tu jifunze Kusoma. Kikwetu kmown, as T.K.K. series
which was first introduced -to schools.in 1968 is available
in KiSwahili, -Dholuo, Maasai, Gikuyu, Kimeru,, Kiikamba,
Ekegusii, Luyia, Lulogooll, Lubukusu, Kidavida, Kalenaln,
Kigiriama and Ateso.
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vernacular thus preventing obscurity. But it still leaves
the country without a<ppestigious-languége which the majority

of the people can acquire in a relativelf short period of

time and continue using long after they iég;§~§chool. It is °

the conviction of this writer that the stability and con-
tinuity of use of the English language, now the medium of in-

Al -
struction, hag yet to be demonstrated.

¥

Swahili

In the foregoing discussion, it-was indicated that the
use of English as a medium tends to alienate the children
"from their cultural millieu. It was also shown &hat in the
pasé of Kenya, a policy reéuiring the use of one vernacular
as a teaching medium over the others in all localities would
produce kreat hostilities and would probably be unenforcible.
Although this monograph is_ not a policy—decision instrument,
the author feels that the linguistic situation in Kenya
offérs still another approach to the problem. This approach
Gould be the use of Swahili, which at the present time is
relegated to a foreign languagé status. Another'reason for
its choice is the prestigious position it hoids in the
nationzas one of the two national languages.

- Swahili, unlike other vernaculars in Kenya is not con-

sidéred a "tribal" language but_rather as a lingua franca.
Though one could coﬁceivably point t?‘a Ytribe" or "tribes"
who were tpevoriginal'spéakers,ufor instance the "Miji-
Kenda" on -the Kenya coast, they are no longer an identifiable

group as such. The word Swahili comes from Arabic meaning

- %
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""ooasts" or "port-towns.' It was the language which the

Arabs used in the contacts with the 1nd1genous people during

the slave trade. Some opponents of the 1anguage cite its

use as an imperialistic tool. But the same peoble do not
regard English in the same terms though it was the language
of the eoldnizers. "The language spread qulckly into Tangan- .
ylka and was championed by the Germans durlng their short-
lived administration. In Kenya, Swahili spread slowly in-
land.with‘the comiﬂg of the British and'Indian traders but
was nof enforced as a lingua franca due to the British policy
of non-interference with the colonial peoples'! vernaculars.
It was also de-emphasized by the missionaries who saw it as
the language of the Islam Religion.
The African must be reached first emotionally, through \,
his tribal existence. . .
Tribal languages were the key to this evangelism and
the enemies were the detribalizing influences %nd sub-
versive religious ideas tied up with Swahili.J
Nevertheless, the British and the missionaries continued to
use it as the one language in which they could communicate
to the majority of the people. This special nature of
Swahili Qerives from the fact that Swahili is first and fore-
most a "Bantu" language, one of several hundreds of such
spoken across the southern half of Africa.34 This helps to

explain why estimates of “Swahili speakers are as high as .

33yarcia Wright, "Swahili Language Policy, 1890 1940 "
Swahili, Vol. 35/1, 1965, p. 42,
. 3AW1lfred Whiteley, Swahili: The Rise of a Natlonal
Language (London: Methuen and Co., Ltd., 1969), p. 8.
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' fifty million stretching from Somali and Ethiopia in the

north to Zambia and Rhodesia in the south and from the. East
African Céasts to Zaire Republic (former Congo - Kinshasa)
on the Atlanti;. In the typology of langugg;;%bf wider
commuﬁication Swahili has its place. It is evident that
Swahili goé§ beyond a local or tribal language, even with-
out its current status as the national language and médiﬁm
of instruction in Tanzania.

Unfortunately, Swahili Has had an uphill fight for . .
official status in Kenya. The earliest missionaries, as was

mentioned above, promoted the use of the vernaculars in

evangelical work. Also, although Swahili was a lingua franca ’

for trade, trade with the goast was not intensive before the
completion of the Mombasa-Kisumu railway at the turn of the
century. The Phelps-Stokes Commission of 1924, composed of
British, American and Africah members, recommended the use
of "tribal" languages as media of instruction at the primary
stages, then an African Lingua Franca in upper primary, and

finally a European language.35 Several other corymissiqns36

v

before a@d after the Phelps-Stokes Commission generally

35Thomas J. Jones, Education in Africa (New York: Phelps-
Stokes Fund, 1925), p. 18.

36East African Protectorate: Education Report 1909
(Nairobi: Government Printer). Evidence of the Education
Commigsion_of East Africa Protectorate, 1919 (Nairobi: Swift
Press). Great Britain, Colonial Office, Advisory Committee
on Education in the Colonies, Education for Citizenship in
Africa, Col. No. 216 (London: H.M.S.O., 1948). Mass Educa-
tigﬁ)in African Society, Gol. No. 186 (London: H.M.S.O.,

19 .
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‘agreed on the necessity of the retention of the.vernaculars

at the lowest levels but disagreed on the stage at which
Swahili and Enélish should be introduced. In fact, no
effort was made to give Kenya a national laﬁé;;éé'or lingua
franca.

The decllne of Swahili in the schools of Kenya came .
about in the early 1950's, during which time the government
formulated a policy that required the introduction of Eng-
lish in the third year of primary school as a subject which
would shortly thereafter, in the fifth grade, become the
medium. This de-emphasis on S@éﬁili was due to questioning
the advisability of using three media - Vernacular, Swahili
and English - for instruction.37 The educationists saw
Swahili as."a bar tovthe acquisition of a wider education Yo
based on English."38 In this respect the %iews of the Study
Group which visited East and'Céntral Africa iﬁ 1951-52 are
illustrative: A

"~ We suggest, therefore, that because the present teach-
_ing of Swahill stands in the way of the strong devel-
opment .of both vernacular and English teaching, a
policy should be followed which leads to its eventual

elimination from all schools where it is taught as a

lingha franca, 39

37'1‘ P, Gorman, "A Survey of Educational Language Policy;
and an. Enquiry into Patterns of Language Use and Levels of
Language Attainment among Secondary School Entrants in Kenya," .
unpublished Ph.D. dissertation, University of Nairobi, 1971. ’

81 - ep

3 Whiteley, o cit., p. 9. .
39The Nuffield Foundaéion: African Bducation A Study of

Educational Policy and Practice in British Tropical Africa

(London: Oxford University Press, 1953), p. 82.
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This recommendation resulted in phe elimination of
Swahill in 1953 as an optional medium for the Kenya African
Preliminary Examination - the selective tool for secondary
school entrance -~ at the end of eight years. ;hé;eafter,
Swahili would only be tested as one of the subjects. The
childfen;mosfxy affected by this policy were those in the
urban centers and at the coast to whom Swahiii was a first
language. _ _

At the same time, the policy effectively killed any
chances of Swahili becoming a viable national language prior
to inclependence.“'0 Though the British did not use their
language for purposes of assimilation, as was the case in

the French colonies, it is suggested here that the deliberate

elimination of Swahili in Kenya was a calculated plan to

"keep the populace divided. It was perhaps due to the reali-

zation that a common language of$instruction, such as Swahili,

which was also a lingua franca, would eventually result in

the various ethnic groups becoming politicized and unified
through this language. The administrators and the educators
knew the realities of the educational structure.. Only a

very small percentage acquired "a wider education based on

40Followiné the Nuffield Poundation Report, the East
African Royal Commission of 1953-55 reiterated the Nuffield
findings by stating that "we regard the teaching of Swahili
as a second language to children whose early education has
been in other vernaculars as a complete waste of time and
effort." Quoted in Whiteley,; op. cit., pp. 9-10.
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41 b2

'English" and as Mwalimu Nyerere.” observed this education ’

induced in them not.only a feeling of superlorlty over their

fellow men but also one of inferiority or’ subordination to

the colonial administrator. The more educaf{;z'these few R

received, the more they became alienated from their people

and the more they emulated the "sophlstlcated" European. .

They became staunch supporters of the status quo to malntaln T -

their favored positions. They had nothing in common With

the masses - not even & language. By‘e}iminatihg Swahili as

a lingua franca the colonial government exbected to keep the

majority of the people unable to communicate with one

another and avoid any wide dissemination of political aware-

ness. This is, of course, the Machiavellian "divide and

rule" strategy and should have been recognized as such. It |

is here asserted that the same principle is operating in

Kenya but probably with unin%eﬁded results. Kenya needs

unity and cooperation of all ethnic groups. The use of

English as medium of instruction wil} result in the strati—‘

fication of thc society into the -English spcaking elites and

the masses. ’ A
While Swahili was being eliminated from the elementary

and secondary curriculum its importance was Eccoming more

evident in the polltlcal arena. 1t wasbthe language of the .

urban areas. People from all over the country converged in

*lyniteley, loc. cit.’

. 42President JK. Nyeéere, Education for Self-Reliance
(Da-es-Salaam, March, 1967), p. 8.
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' Mombasa, Nairobi, Kisumu and other urban centers loeking for
employment. Their diverse languagee and their lack of edu-
cation in English, made it necessary for them to use the
only lingua franca available - Swahili. Ifzggg elso the
language of the Indian shop-keepers whose'English was insuf'-
flolent and unintelligible. 3 It was in the urban areas
where discontent with colonial admlnlstratlon started.

At the end of the State of Emergency (created by the
Mau Mau movement) in 1956, Swahili -started enjoying what .
might be termed a renaissance. New African politicians
started to emerge. They used Swahili almost exclusively to
get their message to the pedple. The first African election
campaigﬁe of 1957 were conducted in Swahili. The radio
broadcasts were mostly in Swahili and were reaching more and
mbre people. The Kenyan politician would agree that Swahili

proveq to be "our greatest asset in our pre~-independence Y

i

struggle as the instrument of uniting the people of the
nation's different tribes. wlele
How was 1t possible to pOlltlche the masses through a
language\whlch had hither-to not been effectively promoted?
" The greatest strength of Swahili lies in its Bantu origin.

Approximately 60 per cent of Kenya's many ethnic groups

43Clifford Prator's twenty years of testing the English
of hundreds of foreigh students at U.C.L.A. has left him "con-'
vinced that for the rest of the English speaking world, the
most unintelligible educated variety is Indian Engllsh" in
ZThe British Heresy in TESL" in Fishman, et al, oD. 01t., D
73 -

unThe Nationalist, 1 August 1966, Quoted by Whiteley,
op. c1t., Pe 10.

4
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‘épeak languages classified as Bantu. The grammatical struc-

tures of the languages are basically fhe same and most
Swahili words have their equivalents in the other languages.
The following examples, chosen at random froﬁ;ggghiii,

Kikuyu and kamba are chosen because of two reasons: (a)

their memberé‘form a virtual majority of all Bantu speakers
in Kenya,'and (b) the author is fluent in both these lan~
guages and Swahili. The examples are of words and sentences.
For the benefit of the réaders, English ?ranslations are
given. BEven without a linguistic background, the relation-

ships of the words is evident.

EXAMPLES - WORDS

SWAHILI KAMBA KIKUYU ENGLISH
mtu mundu mundu man, person
mti muti muti tree

mnyama nyamu nyahuﬁ animal
nyumba - nyumba . nyumba house

mimi - . nyie . nii I

wewe we we A you

watu andﬁ andu people

hizi Cii ) ici these

ngombe ngombe ngombe cow

kuku ' nguku . ngukw . chicken
kilima kiima ~ kirima o ‘ mountain
pesa " mbesa mbeca k money ' )
kiti. kiti giti . chair

" mzee muthee -~ muthee(muthuri) elder

»

C )
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KIKUYU ENGLISH

babe nau(baba) baba father(pop)
mama mama(mwaitu) maitu mother(mom)
hapa vaa haha , hefémwﬁ |
kule kuya kuria a long way off

: (over there)
kwao kwoo kwao at their's ’

) ) (home, place)

kwetu kwitu gwitu at ours' (home,

) place) .
From this list, it is evident that a Kamba or a Kikuyu hear—
ing the Swahili words for the first time, and without sign
language demonstrations, would comprehend at least 95 per
cent of the words. Linguistic relationship between Swahili
and the mother tongue of these two groups is apparent. Con~ ™
versely, he‘would not comprehend any of the English equiva~ v
lents except probably "Father! ?nd "Mother"‘in their collo-
quial "pop" and Ymom." The same is true of numbers which are

important in trade. For example, except for six, seven and

-

. nine, there is almost a\perfect correspondence.

1.

SWAHILI -  KAMBA KIKUYU ENGLISH
moja ° imwe imwe one
2. mbili ili igiri® two
3. tatu itatﬁ, ithatu three
be mme | inya inya four -
5. tano itano’ ithano ‘five
6. sita . _ thanthatu ithathatu six
7. ‘saba ‘ muénza;- mugwanﬁa seven
8. nane nyanya, inyanya eight
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SWAHTILI KAMBA . KIKUYU ENGLISH
“9, tisa (kenda)’ kenda kenda, nine
10. kumi ikumi ikumi ten

PR,

Since words by themselves communicate relatively little
information, we shall look at sentences in terms of gramma-

tical structure and ease of comprehension.

SENTENCES :
s v D
A. SWAHILI: Mtu huyu anatoka kwetu.
(man) _(this) i
KAMBA : Mundu uu oumiite kwitu.
KIKUYU: Mundu uyu oiimiite gwitu.
ENLISH: This man comes from our place (area).

In this example three things are ;mmediately apparent, (1)
The structure.of the sentence iszﬁﬁchanged. The subject,

verb and p;edicate remain in the same position for all three
languages. (2) The words have;almost a perfect correspon-
dence in meaning - except in the verb in the Swahili sentence.
(3) All three 1anguages’have the same characteristic of mark-

L

ing the tense by an infix in the'verb construction:

SWAHILI: a ’ + na + (ku) to ka
second pronoun present infinitive + verbd (come’
prefix tense (to) away)
KAMBA: o + v + . (ju) uma (come away)
2nd person pronoun present to verd, .
. ) tense
KIKUYU: o + v - + (ku) uma.
2nd person pronoun . past tense to verb

This results in an economy -of words not possible in English,

Also, the English.translation necessitates a transposition

of the pronoun and the noun: Man this to this-man. These

*

e
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" elementary examples are only two demonstrations of the many

negative transfers a Bantu speaker makes in trying to render

thoughts from the native language to English.

T,

EXAMPLE B:

SWAHILI: Nendeni kiwanjani mkacheze.

KAMBA: - " Endai kiwanjani mukathauke.

KIKqYU: Thiii kiharoini (kiwanjaini) mugathake..

ENGLISH: Go to the field and play. Go and play at the

field. .

EXAMPLE C:

SWAHILI: Leteni vitabu vyenu hapa.

KAMBA: Etei mabuku menyu vaa.

KIKUYU: Reheii mabuku manyu haha.

ENGLISH: Bring your books here.

EXAMPLE D:

SWAHILI: Sisi tunataka kusoma kiswahili. Tunataka
_ kusoma kiswahili.

KAMBA: Nituenda kusoma kiswahili.

KIiUIU: Nitukwenda guthoma githweri.

'ENGLISH: We want to read (sfudy) Swahili.

These three examples indicate how close to Swahili,
Kamba and Kikuyu are (and for that matter, other Bantu lan-
guages) from which one can conclude that Swahili would be
learned with ease by qther Bantu speakers. It is therefore
not surprising that the politicians use Swahili to commﬁni—
cate across ethnic lines.

It is frue that the éxamples selected do not cover the
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whole range of Swahili and that many words of Swahili do not

have ready equivalents in some of the.othef Bantu languages.
But the multiple correspondences which are present makes the
teaching of Swahili to Bantu-speaking children that much
easier. The cardinal rule of teaching is to téach from the
known to'thelynknown. Knowing what words or structural con-
struqﬁions would be difficult for a particular group woﬁld
direct the teacher to deal with these spepial words and
structures. N .

It is generally acknowledged that most learning occurs
when the language of instruction is the mother tongue of the
learner. In case of the Bantu child, teaching can begin in

Swahili from the very beginning if attention is paid to

variants in,the languages. The language of the school would

~ not be so alien to the language of the home and therefore

incidence~of re—leafning what had already been learned in
school would be negligible. This practice would be benefi-

cial-in two ways. First, the child would nbt be stumped by

" a language he does not understand. It will only take him a

shortltime\to understand and communicate in the 1ahguagé
without excessive memorization. Secondly, since Swahili is
the language of the government, hence of politics, it will—‘
spread faster and be undérstood by more people; thus* making
pdlitical socialization of childreﬂmbhat much easier.

It was earlier mentiongd,thaf apprdximately 66 per cent.
of Kenya's poﬁhiatibn is of“Bantu'origin. If it is empiri-

cally demonstrated that Swahili would be as easy to learn

*
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"Por the other Bantu-speaking ethnic groups as it would be
for the Kamba and Kikuyu, there would still be 40 per cent

of the. population to whom Swahili would be difficult. It is
contended here that for them the task would bé«2551er than
that of learning English. While the basic motivation for
learning'Swah}li would be the same as for learning English,
Swah;}i has added advantages: its constant use by the ﬁoli-
ticians, number of speakers of the language, and its use by
the news media. Clifford Prator maintaips that a second
language will never become a truly effective means of com-
munication if experience with it is limited to the classroom.
The child will not only learn Swahili in the classroom, he
will have ample opportunities to use it outside, for instance
talking to neigﬁ%ér age-mates of a different ethnic group -~
a situation that is not too uncommon now - and at the market
places. This conténtfon is sdpﬁorted by a recent study by

b6 The preliminary results of his study which

T.P. Gorman.
dealt with language use and language attainment of children
.whg entered secondary schools in Kenya in 1968 show that '

both the children and their fathers kriow Swahili. In almost

b5

every case more fathers know Swahili than the children. This

45C],:Lfford Prator, "Education Problems Involved in the
Teaching of\ English as a Second Language," Symposium on
Multlllngggi%sm Brazzaville, 1962,--p. 69. 4

u6“8001o-11ngulstlc implications of a ch01ce of Medla

of Instruction" In Whiteley .(ed.), Language Use and Social
Change: Problems of, Multlllnguallsm with Special Reference
to Eastern Africa (London Oxford Unlver51ty Press, 1971),
pps 198- 220.

de
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‘factor can be explained by the extensive use of Swahili

prior to 1950 and also by the fact that Swahili is acquired
informally. The fathers' knowledge of Swahili contrasts
very sharply with their knowledge of Englisﬁ,wg;bléinable by
the formal nature of the language and its availability only
through'forﬁél instruction. A language that is as widely
spread as Swahili is deserves more consideration. .

Two conditions to be met are first the need for Swahili
and the uses to which it will be put anq secondly the
strength of national'suppoft for Swahili.47 The first con-
dition poses no problems. Swahili is needed as a tool for
national communication and also as a medium of instruction.
It serves no useful ﬁurpose to advocate the use of a second
language if it is of limited utility for the learmer. The
second criteria seems more complex. But here too, Swahili
has great national support. It*is one of the two official
languages of Kenya -~ English and Swahili. It is used ex-

tensively By national leaders and a large percentage of the

~population. Indeed, President Kenyatta has stated that "we

have got to be proud and use our own language. « « » We'are

soon going to use Swahill in Parliament, whether people like
48 '

it or not.! If Swahili has such wide use inm the country,

from the'highest levels of government to mass communication,
we see no logical reason why it should not be used as a

)

medium of instruction.

* Wo1irrora Prator, op. cit., pp. 65-66.

Y8yniteley, ope Git., p. 7.

e
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The -barriers to wide acceptance of Swahili in Xenya

come from three distinct areas: the missionaries! identifi-
cation of Swahili with the Islamic religion and their deter-

mination to promote the vernaculars; the adversé colonial

government policies of the 1950's which were discussed pre-

~

viously} aﬁq the identification of English as a vehic;e for
social economic mobility in the former administration re-
sulting in strong English language loyalty on the part of
the present elite. This last group, which includes govern—
ment leaders and educatofs, is all a product of the Colonial
experience. At that time, ability to speak English was
equated with being a white man in the minds of the peasants
and set the individual in a special place. It is for this
group that:Uriel Weinreich suggests that frustrated superi- b
ority feelings can give rise to intense language loyalty as
a result of resentment causeé ﬁamong the more steadfast
members of the dominated group, a resentment which brings
with it unswerving language 1oya1ty.“49
Several objections are raiséd by these opponents of
Swahili as a medium. We shall take a few of the most widely
expressed and examine their validity:

a. Swahili, like most vernmaculars, is not suitable for

teaching school subjects. Education consists of a
body of knowiedge. It is transmitted from person

to person through:language. The important aspect

49U. Weinreich, Languages in Contact (The Hague: Mouton,
1953), p. 101.
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left in their original form. Swahili is composite
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of language is that it hakes people intelligible
to one another. The fact that Western education
is basically foreign does not mean‘t2§t its trans-
mission to the Africans has to be iﬁ éuforeign
language. The concepts to be taught the primary
schgol child can be adequately taught in the ver- .,
nacular.as well as Swahili. The Chinese, Japaneée,
Russians, Germans and Italians do not use English,
initially. Yef the task of educating the young - -
proceeds with precision. They do not feel inferior
because they do not use a foreign 1anguagel

Swahili does not contain the technical words re-

guired in the teaching of Science: This contention -
cannot be supported while dealing with primary edu- 5
cation. Very little of what might be called "sci-
entific" is taught ag €his stage. Even considering

that some science is ftaught, the language of a

science is not necessarily English. The Inter-

national Language of Science is Mathematics. Fur-

thermore, Swahili is as flexible a language as

English. A lot of words in English are of foreign

derivation. Some have been anglicized, others are

language. Words like "motokaa! car, "benki" bank,
"fizikia" physics from English, "alikimia" chemistry

from German, “sakramenti" sacrament, and "meza'

table from Portuguese and many others have already

)
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become Swahili words. Also the Institute of Swahili
Besearch with the University of Das es Salaam is
constantly standardizing new terms of Swahili.

Swahili is not an intermational lggggagé and it will

hinder wider communication outside of Kenya. It

' was.§tated earlier that Swahili is spoken by upwards

of 50 million pecple. It was also stated that the
geographical limits include not only Kenya, Tanzania
and parts of Uganda but also Malawi, Zambia, Somali,
Burundi and the Congo. It is highly unlikely that
the primary school child will be sent to a’'foreign
country as a representative. Primary education
should prepare the individual for service within

the local community. At the present time school
children do not proceed beyond the seventh grade.
What they need is a iaﬁguage of communication which

is not limited to the classroom experience. It is

‘conceivable that the children will continue to hear

and speak Swahili, thereby extending their knowledge
of the world around them.

The use of Swahili will retard progress toward uni-

fication of Africa. This is a much more sophisti-

'cated argument for internationalism but is not sup-

ported by the nature of tgé world today._ For ex-
ample,_most of Latin America uses Spanish, but no
movehhas been made towards unification. Canada and
the United States have a common language, yet they

'
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remain separate. The United Nations' representa-
tives do not have a common 1aﬁguage, yet they meet
~and expedite their business. A commitment to a
language policy does not necessarily éfETﬁdé a
country from inter-nation or international partici-
pation.

e. There.;re pot enough books in Swahili to use in

‘ teaching. This may be true but only in the upper

primary or secondary schools. At the same time,
there are enough competent peoplé in Kenya who
could translate most books that are‘used ip the
primary school into Swahili, as a temporary measure.
Surprisingly, although Tanzaria has officially opted
for Swahili as a teaching medium, most of the books
they use are being produced in Kenya. The coopera-
pion of two nations in the development of Swahili
‘material could accelerate the present output many
fold. Elementary school teachers, relieved of the
necessity of teaching in a .language they themselves
are not fery much at home, could 5irect their enef-
giéé to producing materials: that would be highly
acceptable. o

Even‘éccepting some of the above criticism which the

leaders of the new nation expféss inmﬁlayiné down the role .of

Swahili it seems obvious that only thrpugh such a pfogram

can the needs of Ehe ma jority. of primary school children be

served. It is prébably true that the initial cost of such

»

A
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‘a program might be very high but the'repurns to investment

cannot be overlooked in terms of betfef grasp of coﬁcepts
and greater retention of lmowledge gained. Inappropriate-,
ness or ineffectiveness of Swahili to rapid‘fzaﬁsﬁrializa-
tion cannot be claimed unless it could be empirically demon~-
strated. Ai§o, empirical dembnstration of the effectiveness
of English on industrialization is needed. The widéﬁiﬁé”of
the gap between rural and urban population would actually be
a function of the use of English rather than the use of an.

African language, in this case, Swahili, which is common to

all urban dwellers.

Conclusion

The present language policies of Kenya in particular
and Africa‘in general tend to be governed by external factors
rather than national needs. .Tée Primary School Syllabus
states'that "the main purpose of primary education, (which)

is_to help children to develop according to their needs and

" abilities and to prepafe them for their future life" and

ohly incidentally "for work in secondary school.“50

However,
close reading of the syllabus suggests otherwise. As it was
mentioned above, the teachers, parents and children see pri-
mary education as preparation for the C.P.E.

A.M.K. Bagunywa51 agrees with this researcher that most

50Kenya Ministry of Education, Primary Schodl Syllabus,
1967, p. ii. : o

5luphe Teaching of Vernacular Languages in Primary
Schools" In T.P. Gorman, Lan e in Education in Eastern
Africa (Nairobi: OUP, 1970), pp. 25-29.

[X3
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" éducators tend to see the primary schools as an institution
for fostering the physical, intellectﬁal, emotional and
social development of the children attending school.

There is general agreement on the followfzg“areas of
development; initiative, confidence, resourcefulness,
independence and a spirit of cooperation; curiosity,
imagination, emotional balance; self-expression (spon-
taneity); aesthetic taste; value orientation; concept

formation; skills; literacy; and factual knowledge.
(and also jop-orientation).52

At th; moment this problem is expected to be accomplished by
the use of English as the medium of instruction for all
schools. However, ngage‘cautions us that "education through
the»medium of a foreién language may encourage a kind of
opportunism which is‘not prepared to give back to the com-
munity."53 It is doubtful that English will achieve this
expectation, The reasons against its success are many but
only a few will be mentioned here:

a. The language is not studied nor used long enough to
become the medium of communication outside the
school environment. As was mentioned earlier in
the discussion on the repeater syndrome, the teach-
ing ofvEnglish is geared solely to the recognition
of acceptable answers in the C.P.E. examination.
Beyond parrot~like repetitions of answers, very
‘little communicative ability is achieved.

b. The motivation'qu 1earniﬁéfthe ianguage is mainly

N

521bid., p. 25.

) 53LePage, op. cit., p.“25.
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"ihstrumental“54 that i;, the language is studied
for its utilitarian value, such as getting into
high school. When this desire is not achileved, the
incidence of forgetting brought about by’ subsequent
frustrations could be very high. '
¢c. While it (English) is the language of the school,
“

it is not the administrative medium except in the-

higher echelon of government. It is not the lan-~

guage that one constantly hears from national radio.

or television. If these situations are taken into
account, then English might not be the best choice

. for medium of instruction and for national integra-
tion.

Bagunywa proceeds to identify "three phases of formal
education" which "correspond to the three roles of the in-
dividual in society. These appear to be:

1. Primary School - to prepare the individual

for 1life and service in

. the local community.

2. Secondary School - .to prepare the individual
for 1life and service in

the local and national
community.

s

5“w. Lambert categorizes the orientation toward learn-

ing a second language as "instrumental" when governed by
utility value and "integrative" whe#t desire is culturally
oriented. "Students with.ap integrative orientation were
the more successful in language learning in contrast to
those instrumentally oriented." "Psychological approaches
to the study of language," In H: .Allen (éd.), Teaching Eng-
lish as _a Second Lansuage (New York: McGraw-Hill, 1965), D.

e
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3. College or University - tobprepare the individual
for life and service in
the loca}, national gnd 55
- international community.
It would seem then that the purpose of primary education
as identified in the syllabus is to prepare the individual
for phase qne‘function. If this is the case, the primary
school child should have a thorough grounding in the language
of the local community with whom he will be working. How-
ever, at the present, the choice of the language(s) of in-
struction seems to be geared to the second'phase and to the o
third, thus ignoring the first role which the majority of
the childrgnrfaced with terminal primary education wili have
to play. While one can envision unity of the younger mem-
bers of the society within a period of fifteen to twenty
years through the use of English56 or another foreign lan-
guage, one cannot, at the same ti@?, fail to sée the con-

flicts thdt will result between the young and the older gen-

eration because of the gap created by the foreign language.

THE SOCIAL STUDIES CURRICULUM
" In the present curriculum Geography, History and Civics

are individual subjects. As such, they tend to concentrate

‘on unrelated matter. However, the three subjects deal with

knowledge'about man's way of living both in the past and the

present. A combination of the three makes more sense since.

Al

551bid., p.,25.

56R B. LePage The Natlonal Language Questlon (London:
Oxford Unlversity Press, 1964), p. 80.
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Eﬁey are conceived as one in the final examination undef the
heading General Knowledge. In the elehentarj school cur-
riculum of most states in the United States, these subjects
are grouped together as social studies or sociézmgbiénceé.
This could have come about as a realization that children
are not so coﬁgerned with disciplines as with the knowledge
emanat%ng from them. Another reason is that the content.of‘
Social Sciences incorporates fundamental information from
many disciplines: history, geography, economics, political : .
science, sociology and mény others. These subjects in their
academic form would be inappropriate for very young minds.
However, the information contaihed in them needs to be
passed on to the children in easily digestible form to enable
young people to interpret their own world and build personal
value systems.

More than anywhere else in the curriculum it ig in the
-social sgiences that the schools can develop critical and
analytical thinking, Reading, writing and afithmetic can be
‘taught in any system. What differentiates one nation's cur-
riculum frog another's is the social studies. Here, a close
relationship between in-the-class learning and what goes on .
outside the classroom can be developed.  Learning experiences
could indlﬁde consideration for the community in which the
chiidren live, their geographic sett;ﬁgs, the eoonoQics of-
living, problems facing -the community and‘poséible sqlutiong.

Information genérated in this type of learning could then be

generalized and compared with other communities near and far.

h
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As presently conceived, it is difficult té‘use this type
of teaching. The students cannot become involved in their
learning process. They become memorizers of bodies of facts |
for the purpose of passing examinations. Theéé“fécﬁs are ré-
moved from the environment and tend to be categorized as edu-
cation for ité‘own sake but not for practical application.

In Kenya's stage of development, every resource used for edu-
cation should result in identifiable practical utility like
writing letters, keeping farm produce accounts, better
methods of getting the maximum yield from limited resources,
awareness of contemporary problems facing the community and
the new nation and understanding of economic factors which
are basic to a developing society.

The concepts of modern primary teaching, i.e. observa-
tion, classification, definition comparison and contrast,
generalizations, inference and ‘communication are suited to
the social studies curriculum, to help the student to make
conscious and deliberate what might otherwise remain uncon-
scious and intuitive. Here the learning starts with ques-
tions about\the ﬁature of the "world" and moves to informa-
ﬁion and tentative conclusions. The children are not taught
that man is a product of heredity and eqyironment, Instead
they should question: How does man differ from animals? How
do.people adapt to climatic conditidﬁs? Hdw does this com-
munity differ from the next one? wpy do 'people 1ivé in a

society? Questions like these force the child to find in-

formation and to form conclusions.
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In a society that has just come out of colonial domina—-
tion, a lot of new concepts about the role of the individual
and the part that each person needs to play requires careful
development. The social studies curriculum caf be used to
politically socialize the school children into the new order.
What is political socialization? Definitions of political
socialization*are contingent on the orientation of the ex-°
perts‘on the subject: Orvile Brim57 talks about acquis%pion
of roles expected in society, while Dawson58 and Hose59 con~
céptualize political socialization as thé transmission of the
political culture through generations. Sigel perceives it in
relétion to the "norms, attitudes and behavior accepted and
practiced by the ongoing political system.“60

A synthgsis of the above conceptualizations would give
a general definition of political socialization as the pro-
cess by which the individual atquires societal attitudes,
beliefs ond values relating to the political system of which
he is. a member and the system within which he will play his
role as a citizen. Based on this definition, political

socialization would encompass an entire spectrum of the

570.G. Brim and Stanton Wheeler, Socialization After
Childhood (New York: Wiley, 1966), p. 5.

58Da.WSon, R.E. and K. Prewitt, Political Socialization:

An Analytic Study (Boston: Little, Brown and Co., 1969), p. 6.

59R. Rose Polltlcs in England (Boston Little, Brown
and Co., . 1964), p. 59.

6OBoberta Slgel “Assumptlons about the Learnlng of
_Political Values," The Annals, 361 (September 1965), p. 2.

&
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ﬁdlitical process of learning whether that process is for-
mally and systematically plamned or not. This means that

political socialization is liable to influence not only the

oy

politics of human behavior or attitudes but also Ehe attain-

ment of "politically relevant personality characteristics.“61

62 63

Social sd%entists, for example, Parsons, Hyman,

Eastonzéu peVine,6§ Hess and Torney66 among others, emphasiée
that political behavior is not inherent in man but must be
learned. Hyman asserts that "humans must learn theirvpoli--~
tical behavior early and well and persist in it."®? Elabor-
ating on this idea of learning Kingsley Davis wrote that
"socialization turns the child into a useful member of the
society and gives him social maturity (and that) it is
natural that the child's socialization has not been left to

mere accident but instead has always taken place, through

-
e

61Fréd I. Greenstein, "Political Socialization," Inter-

national Encyclopaedia of the Social Sciences (New York:
Crowell-Collier MacMillan, 1968). *

62Talcott Parsons and Robert F. Bales, Family, Sociali-
zation and Interaction Processes (New York: e Free Press
of Glencoe, 19 A .

63Herbert Hyman, Political Socialization (New York: The
Free Press of Glencoe, 1959).

6LPDa.vid Easton and Robert Hess, "Youth and the Political
System" In Seymour Lipset, et al {eds.) Culture.and Social
Characters; (New York: Free Press, 1961), pp. 226-251.

65Bobert A. LeVine, "Political Socialization and Culture
Change," In Clifford Gertz (ed.) 0ld Societies and New States
(New York: Free Press, 1963). \ ‘

66R.D. Hess and Judith Térney, The Development of Poli-
Lical Attitudes in Children (Chicago: Aldine, 1967).

67Hyman, op. cit., p. 10.




1ok

ihétitutional channels."68

Since the child is born without an& politicél awareness,
it is theorized that several agencies mold his attitudes to
the point where he can participate as a politicéiﬁ%eing.

The Social Studies curriculum must analyze the mechanisms by
which he léarné‘his role,

Thg literature, on socialization suggests various agen-‘
cies. At this point we shall look at the role of the family,
the school, peer groups, and secondary groups as sources of .
polltlcal learnings. Some of these sources are indirect or
uncongcious agents while others are direct or conscious forms
of socialization.

At an early age, the child relates more to the family.
He observes the functions'of the family structure and thus
by application later on, he learns the functions of politics.
The most important thing the child learns at this stage is

———

the use of power. Who is the most powerful person in the

69

family? Hess and Roney ’ .suggest that children who perceive

- father as being pqwerful and dominant become more interested

in political matters than those who come from a matriarch-

like household. ™ On this view, Greenstein in the New Haven

. study hypothesizes that the child's response to family

autﬁority shapes his first responses to authority in the

68K1ngsley Davis, Human Society (New York: The Machllan

Co., 1963), p. 215. See also Marion J. Levy The Structure of
Society (Prlnceton Princeton Unlver51ty Press, 1952), p. 507.

69Robert Hess and J. Torney, Op. cit., p. 217.

e
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‘wider environment. This is because "idealization of poli-~

tical leaders may be an extension of, or a reaction to,
orientations to the child's parents. Perception of hier-
archical relationships between political 1eéd€;§5mey be re-
flections of experiences with hierarchy in the home."70
Accordingly it is not possible to study the exact moment
when politic;1 sqcialization takes place in the family;
Hence, studies on the role of the family have concentrated
on children's responses to questions of party preference as
related to their parents preferences. ﬁ&man summarizes pest
studies of the agreement to politically relevant views among
parents and children and finds that “these and other studies
establish very clearly a family correspondence in views that
are relevanp to matters of political orientation."71 These
studies suggest that the family has had a central part in
political socialization sbtudiéss Ité\po&e in transmission of

cultural values cannot be underestimated, for it is within

the. family that a child learns obedience, participation and

submission to authority. The child's home environment forms

a logical beginﬁing point for social studies.

In feﬁilies where political issues are discussed, the
child over?ears his parents! views and how they regard the
political system. This accounts for the child 1dent1fy1ng

with his parents in the various studies. However, Hess and

1

70Fred I, Greenstein, Children and Politics (New Haven:
Yale University Preéss, 1965), p. 161.

71Hyman, Political Socialization, op. cit., p. 52.
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72 feel that the role of family as a transmitter of

political attitudes has been greatly overestimated. They

believe that families in the United States transmit prefer-

‘e

ence for political party effectively but the'féﬁily is more

-effective as supporter of other institutions that provide

the information. Conseqﬁently, aside from party preference, .

*

familyjs role is pr;mgrily indirect. After his examinatibn

.
ey .

of various studies, Hyman concurs with this view and con~
cludes that "the relative influence of parental norms de- -
clines as peers and other agencies exert their influeﬁc;.on
the growing individual.“73-

| The school is recognized as a most important transmitter
of society's values to the child. In America

the public school is the greatest and most effective of Vo
all Americanization (socialization) agencies. This is
the one place where all children in a community or dis-
trict, regardless of nationality, religion, politics
or social status meet and work together in a cooperative
and harmonious spirit . . . the children work and play
together, they catch the school spirit, they live the
democratic life, American heroes become their own,

- American history wins their loyalty, the stars and
stripes, always before their ﬁyes in the school room,
receives their daily salute.?

Indeed the process of political socialization is effectively

}mparted to the student in the educational system. It also

serves as the agency for his social mobility.

o

72Hess and Torney, op. cit., p.. 218..
"3tiynan, Political Socialization, op. cit., p. 8.

7L"(ézuo’ced. in Robert Dahl, Who Governs? (New Haven: Yale
University Press, 1961), pp. 316-317. . .
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Davis has aptly stated, in part, that "in order to
adapt the process of socialization to the needs of a society
in which the achievement rather than the ascriptioﬁ status
is emphasized and complexity and change are pérﬁgﬁbnf“75
school is necessary.

It should be noted that this is particularly important
in effecting palit;cal socialization uniformly since childrén
come ffom diversified social background. Thus school acts
as an equalizer of values. It transmits to the children
values of citizenship and expects them to'copform to these
set norms and values no matter what their social status may
be. Ad Anderson and Fisher add:

the school curriculum that lies in the heart of the

educational system of western societies is one of the

great cultural forms of human history . . . many of
the basitc "values" of the society are to be reinforced

(if_not originally transmitted to pupi}s) by‘meanséof

choice of material placed before them in society.

The 'school, because of its u;ique position, stationed
between the family and the outside world, has the more dif-
ficult!job in‘the shaping"of the child's attitudes.
Nevertheless, schools in one wéy or another, either in

democratic or totalitarian states, have been used as a form

of politital indoctrination through text books and other

75Kihgsley Davis, Human Society, op. cit., p. 220.

?60. Arnold Anderson and Suellen Fisher, "The Curriculum
as an Instrument for Inculcating Attitudes and Values," Com-
parative Education Center, University of Chicago, Unpublished
manuscript, 2967. - Quoted in Dawson and Prewitt, Political

Socialization: An Analytic Study (Boston: Little, Brown and
COU) 19 9), po 1”"7. .
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classroom materials. For example, one of the textbooks used
in South Africa, "Bace Relationms," includes the following:

our forefathers believed and we still believe today,
that God himself made the diversity of peoples on
earth . . . interracial ‘residence and inter-harriage
are not only a disgrace, but also forbidden by law.
It is, however, not only the skin of the South African
that differs from that of the non-white. The white
stands on 'a much higher plane of civilization and is
more developed. Whites must so live, learn and work
that we shall not sink to the cultural level of the
non-whites. Orly thus can the government $§ our
country remain ‘in the hands of the whites.

Here we note that the curriculum for the children is per-
meated by a natidnal ideology. Furthermoré it can be ex-
plicit as in the case of the Soviet Union\and Peoples Re-~
public of China or imﬁlicit as in the case of United States,
Britain and to some extent the Kibbutz in Israel. The amount
of indoctrination that takes place within a school is ex-
pected. to produce citizens that agree wholly with the pro-
gram of tbe government in power.” -

In his study of child training on a Kibbutz, Melford
Spiro, -attempts to affirmlthis point of view by quoting from
a'statement describing the Kibbutz educational philosophy:

The aims whiéh express our weltanschauung should be

expressed in every study-project, in every discussion

and in every sociocultural activity. . . . one should
uncovér the political causes that are concealed in

these subjects: Criticism of society, social justice,
existence of social classes, national oppression

77Leonard M. Thompson, Politics in the Republic of South
Africa (Boston: Little, Brown and Co., 19335,.p. 100, This
book was of special interest to me becauseé it explained how

the regime of South Africa socializes its populace in be-
lieving in apartheid.
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" exile and suffering of Jews.’z_8

Whether a program of political socializétion or indoctrina-
tion succeeds or fails depends’ very much on the approach
taken, It can be learned effortlessly as in the U ,S. where
the allegiance to the Flag becomes a daily thing for the
school child bﬁf one in which he does not pay too much atten-
tion or it can be a concentrated dose of political ideoloéy‘
where the student lives what he is taught in school. Much
more than that, he is expected to act according to the doc- . .
trine progsundéd:by the leaders of the cb&ntry. The com-
munes in China and those growing in Tanzania provide good
examples.

It is possible that some unintended consequences result
from political indoctrination. Azrael points out the Soviet
students are more likely to become politically apathetic,
"from sheer overwhelming boredom aroused by the dogmatism
and repetitiveness of all political communication sponsored
by the -regime whether in the classroom, the Komsomol or the
mass media."79 If this is the case in most instances, then
the chief gogl of the educational experience which is to
inculcate loyalty and support for the polity, its leaders

80

and their policies, might fail to achieve its purpose and

78Me1ford E. Spiro, -Children of the Kibbutz (New York
Schocken Books, 1965), p. 257.

79Jeremy R. Azrael, "Soviet Union® In Coleman, Educa-~

tlon and Political’ Develo ment (Prlnceton Princeton Univer-
. sity Press, 1965), D. 356.

801pia., p. 237.
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pfdduce deviant behavior. A well developed social studies
curriculum would lead the children to discover who they are,
develop self-respect, openmindedness and responsibility for
one's actions. ST
Thus, school becomes a very primary agent of political
socialization. Messages which were received in the family
in uncoordinatea faghion are crystalized in school and a .
common experience is shared by all. School becomes the one
agent which can pull different groups of people and try to
mold them to'perCeive"tﬁihgs in almost the.same way, although
again_it must be emphasized that there is no guarantee-thgt
what is taught in school will bear the expected results. '
However, respect for others, understanding and acceptance of
differences in value systems, concern for others and coopera-
tiveness could be brought about through the social studies.
Hessland Torney argue that whrile the school plays a
dominant role by providing content information and concept
which build upon the basiq‘loyalties provided by the family,
it fails to give the child sufficient knowledge of procedures
open to him in leéitimately influencing the government. In
their view;“;The school appears o spend relatively little
time dealing hith the functions of political partigs, com-
munity action and pressure groups in achieving c;mmunity

81

goals." This criticism;could be exﬁiained, especially in.

the United States, by the system's expectation of the teacher

81Hess and Torney, OD. cit., p. 218.
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té be impartial in trying to only reinforce the child's
loyalty to his govermment. The Social Studieé curriculum
would provide for student participation in the running of
their school, thus anticipating their role in thé dutside
world. They would learn means of bringing about needed
change., A'greé? deal of a child's development is a product
of peer groups. '

The peer groups are important because the individual
has someone close to his own age with whom he can interact '
in other“than authority structure bases. At home the parents
control and direct his actions. At the school the teacher
becomes yet another authority figure complementing that of
the parents. With.pis own age-mates, he has the same author-
ity like everyone else in the group. By the same token he
is socialized through motivation and group pressure to con-
form to norms of the group. This ‘becomes crucial later in
life where a person's preferences might be determined by the
peer group rather than the family.

In non—litefate societies, age-sets were the most im-~
portant groups for the socialization process. The cultural
values of bravery, honesty and cooperation were transmitted
to the growing child by his identification with the peer
group. From them he learned how to behave, how ;o wield
power and how to compromise. These stood him well in later
life. Unlike the European system where educatiqp ana money
determines onels‘étatﬁs, in the non-literate societieé one

stayed with his age-set, moving from one lung to the next,

A3
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no matter what wealth or family background he had. These
conéepts need to be emphasizéd.

The importance of peer groups cannot be overlooked.
They act as a middle basis of security on which:gnﬁefson can
rely. The other two socialization agents - the family and
the school ~ may be different forms for learning behavior.
Parsons suggest; thgt.the peer group acts like a "shock-
absorber" for the tensions generated by these poles of
authority.82

For the child, the family, school and peer groups are
the mpst basic institutions of political socialization. As
he grows older, other secondary agents continue the sociali-
;;tion process. Political'parties (e.g. The Young Republic-
cans and The Young Democrats in the U.S.) and youth groups
(e.g. National Youth Wing in Kenya and National Youth Ser-
vice in Tgnzania) are the most common and important ones.
These are established with the aim of propagating political
values, mobilizing action, canvassing, and recruiting '
lgaders.s3 While these groups might.- only involve a minority
of the citizens, fhey nevertheless provide those in the
group wiéh pélitical information which they can use to in-
fluence political affairs. .

Through' all these agents, though some are more effec-

tive than others, one is constantly béing socialized into a.

political role. LeVine, in discussing the' acquisition of

T

82Talcott Parson, Family; Socialization and Interaction

Process, op.-cit., p. 58.
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A

political orientations in childhood, di;tinguishes three
processes: a) Imitation: the child learns through authority
patterns-set by the family, the school and other patterns of
social interaction; b) Instruction: directly orwlndlrectly
political values are learned, and specific knowledge gained
and c) Motivatipn: relevant motives are learned through
authority patterns and group behavior.aLP Through this pro—"
cess, the child is socialized into a well-functioning citizen
who accepts society'!s poliﬁical norms and one who will in
turn transmit them to future generations. Under the present
curriculum the child is socialized into an alien culture
rather than his own.

In the preceeding discussion it was suggested that
schooling is one of the most fundamental agents for dissemi-
nating political information. In -the light of this discus-
sion it is concluded that not oﬁlf can the school be used as
a direct agenﬁ of-political socialization, it makes the pro-~
cess more systematic. .

The Social Studies curriculum in the school influences
the child and adolescent during the crucial formatlve years.

It provides him with knowledge about the political world and

his role in it. Whereas the family and peer groups tend to

83Dawson, Political Socializatiocn, op. cit., p. 186.

8Ll'Bobert LeVine, "Political Socialization and Culture
Change! In Clifford Gertz (ed.) 0ld Societies and New States
(New York: The Free Press of Glencoe, 1963), pp. 299-300.
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be iéss systematized, non~deliberate and haphazard in their
dissemination of political values and atﬁitudeé, the school
on the other hand is susceptible to centralized and uniform
control. A given reéime might design and impleméﬁ%ﬁé‘ﬁni—
form program of political indoctrination for the vast
majority of bhildfen of an entire society.85 In the words
of Charles Merriam, the school as an agency of political
socialization has "emerged in recent timgs.as the major in-
strument in the shaping of civic education. . . . With the
devélopment Q{aniversal education, the training is extended
to the entire population female as well as male, and the

86

whole community is drawn into the net." In earlier times,
- the process of socialization which now takes only a short
time to accomplish, used to take considerable numbers of
years. The passing of relevant information used to take a
long time. Today, the information ¢an be organized and sys-
temized with great degree of elaboration and ease of presen-
. tation. - Merriam summarized the findings of his survey of
~eight western nations by -saying that in all the systems that
he felt they Would éontinue to function increasingly in this
role.87
In the years following the publication of that study,

educators and others have continually affirmed his findings.

85Dawson, op. cit., p. 179.

86Charles E. Merriam, The Making of Citizens (Chicago:
University of Chicago Press, 1931), p. 273.

v

871pia., p. 288.

ER
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Theronly point of contention centers on the nature or amount
of influence the school exerts on students. - Laurence Wylie88
found that while the school curriculum included various
courses én civics, the message received could be-counter-
acted by the other agencies of socialization. Litt'589 study
of civic training in several American high schools tends to
support Wylie'é‘contention from his findings that when the
textbbok values weré in harmony with those articulated by
the other socialization agentg, the process of learning was
accelerated and vice versa. These findings tend to suggest'-
that while school is such an important agent, the infqrmation
tranémitted by the school must also in some way conform to
the unsystematized information which the individual receives
through other agencies. This calls for the revision of
Civics books in light of the present stage of development
that the country is in. -
The ﬁost elementary political lessons the school teaches
are the importance of obedience,'submission to authority,
accepting leadership and,\in westerg societies, competitive-
ﬂess. The teacher in the eyes of the student is the embodi-
ment of all of these values. In the newly-emerging nations,

the teacher assumes the role of the parents, relatives, or

peer groups. In a study on "Citizenship and Ediication in

. 88Laurence Wylie, Village in the Vaucluse (Cambridge,:
Mass: Harvard University Press, 1957) . \ . :

89Edgaf Litt, (ed.) "Civic Education, Community Norms
and Political Tndoctrination;" American Sociological Review

"XXVIII (1963), pp. 69-75.
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Eaét Africa"9o primary and secondgry students overwhelmingly
e chose the teacher as the person who had taught them the most
about being a good citizen of their country. The students
tant sources of instruction about citizenship, and think that
the teaching of citizenship is the most important purpose for
a school."91 ) ’
Réalizing this, the leaders of the New Nations have
moved to capitalize on the school as the one agent which can
bring about the political orientations tha% they desire in
the shortest period of time. Soon after independence -the
Kenyé government established the Kenya Education Commission92
to survey the existing educational structure and to advise
the government on thé formulation and implementation of
government policy. The Commission was also charged with the
responsibility of finding a way ‘of using education to help

in the drive for nat:ion—building.g3 After extensive travel

and interviews with many people both in and out of schobl,

90East African Education and Citizenship Project. This
study was carried out under the auspices of East African In-
stitute of Social Research. Some of the results are summar-
ized in Dawson, Political Socialization, op. cit., pp. 159-162.

911bid., p. 161.

92Included in the Commission were members of the ruling
political party, Kenya African National Union (KANU) members
of the House of Bepresentatives and the church and educators
from both the University of East Africa and the Kenya Natiocnal
Union of teachers. )

93Ke a Education Comm1551on Report (Nairobi: English
Press, Ltd., 19 s Do 2.
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in the public and the private sector, the Commission re-
ported that there was a general conviction among the witnesses
they listened to, to the effect that during colonialism "and
more specifically under the.influence of the Chf{ggiaﬁ mis=-
sions, much that was good and important in the indigenous
cultures had been lost® or down graded.gu The Social Studies

A Y
curriculum should provide for an examination of what was and’

what is:

There can be little doubt that colonial education played
a part in the destruction of traditional society. It social-
ized the African into new ways of thought which were foreign
to him. It taught him to disdain his own culture with the
eventual result that the goals, normally determined by a
society on the basis of traditional values and ideals as a
means of preserving and perpetuating the existing society,
were determined by Europeans. In gssence, the school became
an agent of socialization basically designed to divorce the

student-from his culture.

Today, the new leaders of Kenya realize that the pattern

of this type of bolitical socialization brought about by

colonial education caused social disintegration by supplant-
ing fgmily life which wasvthe basis of African soqiety. It
encou;aged‘YOung people to leave the land in search of
"sophisticated" jobs which do not dirf} the Hands, thereby

resulting in rise of unemployment in the urban areas,

MIbid., p. 23
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deliﬁquency and crime. They questioned the_educatidnal
structure which has brought the Africans to the city as Ypen
pushers" and which has destroyed African culture.95 They
generally believe that this type of education caﬁﬂgguaﬁ the
same time be conducive to both economic progress and ﬁational
unity.
N

One of the objecpives of education in Kenya, then,

should be to foster respect for cultural traditions of the

people, both as expressed in social institutions and re-

lationships.%¥™ Ir this way, the govermment can plan to make

schooling the prime agent of socialization. It wants the

student to develop an African personality, to borrow Kwame

-Nkrumah's term, which will give meaning to his role in

society. This should be built into the social studies cur-
riculum.
Rather than a total revival of African traditions, the

Kenya Education Commission came up with those elements which

they felt will assist in national development and which can

be promoted effectively through the school system. The

elements the commission came up with are not unique, that
is, social responsibility; social equality; and social co-

operation. Their importance becomes more visible when viewed

-

from a societzal point of view. In the government's

95Simeon H. Ominde, "Education in Revolutionary Africa,"
In East African Journal, May; 1965, pp. 7-8.

96Kenya Goveéﬁment; Kenya Education Commission Report
(Nairobi: English Press, Ltd., 1964), p. 4.
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pubiiéation, African Socialism and Its Application éo Plan-
ning in Kenya (1965) responsibility is seen as an extension
of the Afr;can family to the nation as a whole. Social ob-
ligation is an essential basis for "Democratic African
Socialism" and "every member of the society has an obligation
to do his very bést for one another.“97 In socialistic
thought, this-not{on presupposes the obligation that men have °
to work tégether so as to increase the material well-being

of society: The school did not perform this task under
coloniaiism. Instead it fostered competitivé examinations.
This was contrary to African traditional values.

Thé Kenya Education Commission noted that during colo~
nial period there was little need to use the school to in-
culcate responsipility towards one's own people since the
socioeconomic and political institutions of the country were
dominated and controlled by the white people. It was the
white people’that the student looked up to and yearmed for

their sophistication and material well-being in complete

disregard of his own people. Now that the African has re-
gained his independehce, there is a real need for the in-
dividuals charéed with mapping out the educational system to
pay attention to training in social obligation and responsi-

bility.98 In'a speech at the opening of Kenyatta College,

97Republic of Kenya, African Socialism and Its Applica-

tion to Planning in Kenya (Nairobi: Government Printer, 1965),
Pe 4o :

98k inya Education Commissicn Report, op. cit., p. 25.
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Mzee' Jomo Kenyatta, President of Kenya, viewed education as

-an instrument which should be used to impaft to the youth a

sense of national obligation and spirit of service. It was
the duty of the sohools and teachers to assume a greater re-
sponsibility not only toward their students, but to the

nation as a whole;99 These values should be built into the

hY
Social Studies curriculum.

Under‘colonialism there were separate schoql systems
for Africans, Europeans and Asians and progress toward social
equality was not a policy of the government. .The government
has declared that all citizens must not only be equal under
the law, but should also enjoy real equality of opportunity
iﬁ'society. If social equality is to be attained, a restor-
ation of, and thus a return to, a pre-colonial egalitdrianism,
non-racialism must be championed in order to discredit the
colonial sys?em where a man's race, and h;nce the schools he
attended were used as a criterion rather than individual
character -or merit, to declaqe his place in society. 1In
orde: to promote social equality all schools should empha-
size the belief in the social worth of men regardless of
réce, tribe or feligion.

At an earlier time, when the family was a central force

or unit of socialization, the African was trained in the

habit of communal or cooperative effort from his youth. The

N

99%enya Students Newsletter "The President's Address:
Education. must Advance the Nation's Unity." (October,
1965), p. 1.
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individual was therefore given a sense of security and iden-
tification. His whole existence was embodied ih a series of
associations and communal actions. The Social Studies should
capitalize on this by re-introducing traditional.mg¥§¥eé of
cooperation. They should encourage the Harambee spirit which
in turn would in#glve students and general population in cor-
poréte effort. The Commission had urged an educational '
structure which avoids failures, but which shows every stu-
dent that he has a role to play in society. .This in turn
assures the student "that in the chain of cooperation which
is national harambee, he is an essential and much needed-

100

link.," Consequently, ébery student who completes Grade

VII gets a Certificate of Primary Education (C.P.E.) whether

he gets into high school or not. This is the end of formal
scheooling for 90 per cent of all the students in -this grade.
However, the feeling of failure canndt bigreduced by &Fcer~

tificate. A strong sense of social responsibility and co-

.operation needs to be developed.

» - It can be said that the leaders of Kenya today consider
the educational procéss as a viable agent of political
éocialization and social change. Africanizing the curriculum
seems to be their gbal because they realize that t@F‘future
African will be partially a result of the schools of today.
In essence, the leaders want the youth 8f the éountry to ex-

perience an educational program that will make both good and

looﬁggxa Education Commission Report, op. cit., p. 23.
See also Melford Spiro, op. cit., pp. 258- ZZE
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.ecoﬁomically productive citizens of an independent Africa.
To accomplish this, the government and thé public need to
develop alternatives for the many literate children being
produced by the schools. All the school can do isﬁEB‘iﬁpart
certain values. It is not realistic to expect them to pro-
duce a skilled labor force. This is the task that other
agencies outside 6} th@ elementary school will have to
assume. .

A strong Social Studies ‘curriculum would confront the
learners with immediate social phencmena and immerse them
in personal invelvement. It would provide skills in using
a variety of technigues to gather and process information
rather than memorizing historical dates and places on the
map. Classroom discussion among peers and the teacher would
raise questions of social importance forcing the students to
apply what hg has 1eafned in the outside environment. If,
as has been suggested, the elementary education is to become
complete -in itself, a strong\case for a Social Studies pro-
gram_has been made. The reliance on the expected high school
study courses should.be abandqngd in favor of a combined pro-

gram of geography, history and civics which are very closely

related.

GENERAL SCIENCE
In the critique of the syllabus it was gentipned that
the combining of agyicuiture, gardening and rural science
into General Science might have been a result of lack of evi-

dence that agricultural curricula in the past had interested
1
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maﬁy'students to become farmers. It was also argued that
the present general science curriculum gdes toé far the
other way in uprooting the students from their natural en-
vironment and that it lacked any practical bias.AP;E;ié pro-
posed that more thought be given to training the students in
agricultural’and Fura1 skills such as carpentry and masonry
in light pf present economic conditions. Here we shall deél
only briefly with agriculture because Kenya will remain an
-agricultural country for a long time to come.

Donald G. Burns, reporting on the findings of the Banjo

101

Commission in Western Nigeria states that "one of the aims

of primary education is to impart some skill of hand and

102 According to

‘recognition of the value of manual work."
the Commission, ,this was the least achieved.
It was hoped that the literate primary school-leavers
would go back tc be better farmers, carpenters, brick-
layers, etc., but all the pupils themselves want to be
Junior clerks in offices., We are told that some of the
teachers use gardening as a form of punishment for the
pupils.lo
For one who went through the education system during
‘colonial times, it is easy enough to see why the developers
of the curriculum shun agriculture. Agriculture lessons,

although conceived with good intentions, were hated by every

101Gover'nment of Western Nigeria, Report of the Commis-
sion Appointed to Review the Educational. System of Western
Nigeria (Ibadan: Government Printer, 1961).

102Donald G. Burns, African Education: An Introductory
Survey of Education in Commonwealth Countries (London: Ox-
ford University Press, 1965), p. 47.

1031pia., p. 47.
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school child. True the school gardens were models of what
good agricultural methods can produce. Bﬁt the.teachers
viewed them as a form of punishment. The students who were
late to school or had misbehaved during the>schooiragﬁ were
sentenced to work in the school garden. To them, agricul-
ture became the thing to avoid. To expect them to return to
the land after thé; completed their studies was unrealistic.
It is poséible that these reasons worked against the devel-
opment of a thorough agricultural program: One that would en-
tice and encourage the school-leaver to take up farming with-
out viewing it as punishment.

Several things should be taken into consideration while
developing this section of the curriculum. In the first
place, the number of children who attended school during
colonial times was relatively small. Thoseswho were unable
to further their studies often found-°clerical positions in
nearby towns or were recruited into the teachingkprofession.
It is a sad commentary but ngvertheless true, that in Kenya
and Africa in general, the teaching core is recruited from
those who have failed to continue with their studies. To~-
d;y, in an indeﬁeqdent country and one which is committed to
mass education, more children are going to school. _Many
secondary schcools have been opened and are providing more
educated people than the number that can be abéoyE;d by what
used to be the primary.school-leqver's domain, /Hénce the

positions that a colénial school-leaver could reasonably

expect are no longer available to him. For example, the

b
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V:‘Nd.egwé.‘Commiss:‘.onlol‘L

recomménded that "the minimum qualifi-
° cation for entry into a teachers' college should now be
Kenya dJunior Secondary Examination (K.J.S.E.) or eguivalent
and not C.P.E. (Primary VvII).l05 B

In the second place, as is generally observed, Kenya
will have to depend on agriculture for a long time to come.
The methods used by‘the’average peasany/farmer have not im-
proved significantly in the last hundyéd years. If Kenya
is going to survive, its agrlcultural methods need to be
revolutionized. It is not easy to change the mlnds of the
old peasant who is doing only what he needs to do to sustain
himself. But the young can be reached. They can read liter-
ature on better methods of farming. They can be interested
in planting diffeqent crops other than corn and beans. They
can be interested in poultry farming.A They can be. shown the
enormous possibilities a farm has of raising income. They
can be shown that they can buy the same types of goods that
the urban .elites have through\the use of the land in the
most productive wayse.

In the third place, even for those who go on to secon-
dary schools, a good grounding in agriculbural methods 1is

not a waste of time. For most of them only two to four years

stand between them and the unemployment lines. If their love

10 4Bepubllc of Kenya, Re ort of the Commission of In-
guiry (Chairman: D.N. Ndegwa, C.B.S. ) (Nairobi: Government
Printer, May, 1971).

1051134., p. 150, para. 398.°
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for the land is awakened during their primary years, one
can reasonably expect them to take up'farming, of course,
aftef their_fruitless search for urban or civil service em-~
ployment. But they cannot be coaxed to return to thHé-land
if a distaste for it has already been instilled in them.

In the fourth place, the purpose of education during
colonial times was\to pass an examination that eventually
bestowed aﬁ ambiguous elite status by serving the colonial
masters. It was not an education that was designed for ser-
vice to one's country. One must not forget tﬁe basis under
which education came into being. The missionaries who can
be credifed ﬁith making e&ucation available to the African,
were interested in one thing only: to convert the African to
an alien religioq. Later on, with the demands of colonial
administrators for junior clerks and local translators, edu-
cation was geared to fulfill these "demands. Even though

106

many education commissions were charged with determining

ways to make the education relevant to African needs, very

few changes were actually effected. School remained the

training ground for a future elite which aspired to the

N A
6The Phelps—Stokes Comm1351on whlch visited Africa
in 1920-21, criticized the educatlonal curriculum which
"Europeanized" Africans, and made recommendations that would
assist in adapting education to the needs of Africa. Thomas
J. Jones, Education in Africa (New York: Phelps-Stokes Fund,
1922), Great Britain, Colonial Office, Advisory Committee on

,Educatlon in the colonies series: Educational Policy in

British Tropical Africa (London: H.M.S.0., 1925), Memorandum
in Lhe Education of African Communities, Colonial No. 103

(London: H.M.S. 0., 1935), and Education for Citizenshi
Africa, Colonial No. 216 (London: H.M.S.0., 1948), to name

Just a few.
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sopﬁisticated model set by the colonial administrator. With
the coming of independence, the British model was quickly

exchanged for the African elite. This kind of education

L

needed to be re-evaluated and delivered from its philosbph—
ical, psychological and cultural orientation before it could
be expected to sé{ve the African for himself. But hefore
the schoo%s co g sell agriculture to the children, the rurél )
population woé?j have to be convinced that rural employment
could be as profitable as urban employment. ‘The developers
of the curriculum should take a&ll this into consideration
before determining the role.that agricultural instruction
should play and how it could be handled.

Finally, the government, in 1966, instituted a new
policy of granting the Certificate of Primary Education to
all those children who managed to remain in school for seven
years. While this was an effort to assuage the minds of

those who had not done well enough107 it also increased the

4
.student's awareness of his differences with the rest of the

rural pezsantry. Whereas in times past one only received a
certificate if he had satisfied certain criteria, and as

such-had a "legitimate claim" to a quasi-elite status, now

107 walimu Julius K. Nyerere, Education for S&1f-
Reliance, March 1967. "Thus" he says, "87 per cent of the
children who finished primary school last year-. . . and a
similar proportion of those who will finish this year . . .,
do so-with a sense of failure of a legitimate aspiration
having been denied them. Indeed, we all speak in these terms
by referring to them as those who failed to enter secondary
schools, . instead "of simply as those who have finished their
primary education," p. 7.
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eacﬁland every child has a certificate to prove that he has
been to school and that the doors of opportunity should be
open for him. This new complication should have been care-
fully considered in order to design a curriculum wﬁi&h would
counteract the feeling of superiority which this certificate
provided. ‘\

But @ost important, it must be understood that the de-
sire to leavgﬂthe rural area for the uncertainty of the ur-
ban area is not in terms of economics alone. The desire is
based more on status than the earnings that accrue from ur-

ban employment. It is therefore not realistic to say that

agricultural incentives alone will guarantee their remaining

‘on the farm,

David Hapgoodl08 reports on an experiment tried by

Dahomey where the rural exodus is particularly acute. The
project settled thirty school-leavér% at Hinvi, supplied

dormitories and provided land for growing cotton. After six

.months, the students were able to sell the cotton, paid off
the government outlay and still netted-about forty dollars:

more than the per capita income of éhe average peasants.
After a two-week vacation, most of them did not want to re-
turn to Hinvi. Hapgood concludes that the reason for their
refusal to return, even after they had proved that they
could earn enough money, was dictated by the schools'

socialization process. "Staying, in Hinvi as farmers would

5

. 108Africa: From Independence to Tomorrow (New York:
Atheneum, 1965), p. 170.
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have béen an admission of defeat, a renunciation of the
dreams instilled in them by the school they a'tended."10?
It would seem that agricultural training is not the answer
unless the whole curriculum is stripped of all fofeggﬁkcﬁl-
tural un innings that orient the child away from his en-
vironment ' |

hY

Archibald Callaway11

0 presented a carefully detailed
analysis of unemployment among primary school-leavers to
which we need only add that since the date of.his study, the
problem has worsened steadily. Unemployment among school-
leavers is usually blamed, as stated above, "on the falilure
of rural schools to adapt their curricula in such a way as
to orientate the rural children to rural 1ife. 11
X The President of Kenya, Mzee Jomo Kenyatta, constantly
urges the people to return to the land. Under the old cur-
riculum which concentrated on the ﬁréctical aspects of agri-
culture and'gardening, it would have been possible for the
'school—léévers'to'return to the land. Under the present
General Science provision, it is difficult to see how the

student can apply what he has learned about astronomy, mag-

netism and electricity to farming. Technical and practical

1091pig., p. 170. -

110"Unemployment Among African School-Leavers," The
Journal of Modern African Studies I, No. 3 (1963), pp. 351-
371. : .

111W.A. Lewis, "Education and Economic Development" In

L.G. Cowan, et al, Education and Nation Building in Africa
(New York: Frederick A. Praeger, 1965), p. 204.

\
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- 5ékills‘ére Jacking. _
e If the curriculum is decentralized as proposed earlier,
then each community can develop a rural curriculum that is
truly responsive to the needs. Further, if the gover;m;ht
provided agricultural incentives such as farm institutes,
diversification‘of é@sh crops, higher prices for farm pro-
ducts, better marketing boards and large cooperatives, a lot
of young people could go into the agricultural'sector. But
more than that, the curriculum has fo relate very closely to
the environment of the learmer if it is to serve him. The
practical agriculture curriculum cannot be used as punish-
ment. The students must be brought to see the rewards of
good farming. Their interest in farming must be awakened

and nurtured. A thorough analysis of the problem would pro-

vide séiution strategies rather than abandoning it all to-

a

gether.

- SUMMARY ,
At the stage of developmeﬁf that Kenya finds itself, it
is'hecéssary to use educaﬁion as a service to theé community
rather than to the individual. This is the current govern-
ment's thinking on education. It is incumbent on the cur-
riculum developers to take into consideration the needs of
the various communities. As such, the curriculum cannot re-
main centrally controlled by the government. The éducatofs,
teachgrs and the local people of eaéh community must be in-

volved in the development of a curriculum that is relevant
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to tﬁéir immediate environment., The medium of instruction
needs to be re-examined. It was suggested that the current
use of English medium from the first grade tends to social-
ize the children in values other than those expecﬁegraiA.
strong social studies curriculum needs to be developed if
national unity isAEO be achieved. This goes hand in hand
with the rg-examination of the role of the English medium,
and rural agriculture. It was finally suggested that the
methods_énd techniques of problem-solving or gystem analysis

be used in designing a completely new curriculum for the

elementary schools of Kenya.



CHAPTER V _
CONSLUSIONS AND RECOMMENDATIONS

The major contention of this study was that the,.new -
Primary School Syllabus was not relevant to the needs of the
ma jority of the elementary school children, especially in
the rural areas, whose education would be terminated at the
end of seven years. This contention was based on the
assumption that education in ahnewly-emerging nation should
ge geared to thé immediate néeds of development.

The problems facing curriculum reformers in the newly-
emerging states of Africa are many. Half the population of
Kenya, for example, is illiterate and the people press for
more education; teachers are in short supply and inadequately
trained; buildings and equipment are too often substandard;
government and industry demand more Qréined recruité; un-
employment 1s widespread and increasing and above all, the
nation is poor.

The mésor problem, however, is basically one of rising
expectations among peoples of the newly-fbrmed nations.

They expect education, more than they ever did before; to
enable them to unearth the fruits of modern technology en-
joyed by the indpstrialized nations. The children, parents,
and the political leaders -- all express great interests in
and hopes for a better life through education.‘

But at the presept time these high expectations.and

hopes for development: through education dre not being met

132 .
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édequaféiy in most of these countries. There are basic&dlly

"“two reasons for this: 1) Each newly-formed nation is trying

to meet developmental needs of her people by using an edu-
cational system which is either alien to the society;JEF‘ |
obsolete in the sense that it is based on bookish learning,
memorization, and héqge, the passing of external examinations
as the major goals of education; 2) Many of these new nations
are faced with the problem of limited resources in both funds
and skilled manpower. Thus, the fact of limited.resources
over against unlimited aspirations for educatién poses a
dilemma. It is obvious that of the two reasons contributing
to the ineffectiveness of education in the developmental
needs of newly-emerging nations, the first is the more basic.
It is the more basic because it is a man-made problem. Even
without the problem of limited resources, education can be
ineffective and, therefore, dysfunctiénal to its society if
governed by the first statement.

The education provided by the colonial government which
is being perpetuated in Kenya was not designed to prepare
young people for servicé to their own country; rather, it
stemmed‘from the need for coloniél clerks and junior offi-
cials. On top of that, the new nation took over the system
and over—expandéd it without consideration of thq{reper-
cussions it migh£ have. - o ’

The most central thing about fne education‘proVided at!’

V‘therprpseptsis that iﬁ is an elitist educatién designed to

meet the needs and interests of a very small proportion of
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those'who entervthe school system. Although only 20 per
cent of those in primary school get a place in ﬁhe secondary
schools, both aided and unaided, and the basis for the pri-
mary education is the preparation of pupils for seg;;aary
schools. Thus, 80 per cent of the children who finish pri-
mary school do sdlyith a sense of failure, of a legitimate
aspiratioq having been, denied them. To make the matters
worse for them, they are referred to as those who failed to
enter high school rather than those who finished primary
school, though they have a completion certificate as of 1966.

Those who pass the elimination examination have a feéel-
ing of having deserved a prize ~-~ they expect high wages,
comfortable employment in towns, and personal status in the
society when they have finished their studies. In other
words, the education now provided isjdesigned_for‘the few
who are intellectually stronger thén“their felléﬁs. It in-
duces a feeling of superiority to those who succeed and a
feeling of inferiority among. the majority and can thus not
produce what the majqrity of the people are looking forward
to: an egalitarian society. On the contrary, it fosters
the growth of a class struggle.

Finally, the school does not integrate the ch;}d into
his traditiohél and natural environment but gives him the

means to evade it, without permitting him for lack of ade-

quate training, to insert himself into the structure of

modern economic life. The school, far from being a factor

of development in accordancehwith its role, that of

Y
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advanéement at once of the individual and collective,'has
finished by becoming a source of disintegration and break-
up of the society: an obstacle, if not a brake to.the har-
monious evolution of the country and to its politicZInequi-
librium.

As stated beere, this is a man-made problem. The new
nations have to break gway from it. The education in these.
new nations has to be redefined, with the objective of
directing its attention to the needs of its society. Before
education can effect any changes in society, its goals and
content must be directed toward the needs of the individual
in society. This calls for an entire change of the present
philosophy in these countries. Education must cease being
merely an accumulation of facts to be regurgitated during
final examinations. A deliberate attempt must be made to
acquaint the learner with the naturé and the needs of his
community and the nation as a whole if he is to participate,
and contribute creatively to his society's continuous growth.
This would be the principal task of those involved in the
revision of the curriculum: how to make education relevant
to the needs of the "educated.!

Given first the facts of the limited resources, which
hamper the rapid expansion of education; second, the un-

limited aspirations for education among people of newly-

formed nations,.a hypothesis of reconéiliatioh of opposites

- can be”developed under géod planning. This hypothesis can

be sfated as follows: plan the curriculum in such a way

)
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that;at the terminal point of his schooling, the individual
learﬁer will have attained specific skills and khowledge to
enable him to participate fully and successfully in his
society. This means that the expected results havé”‘a‘bé
measurable.

Colonialism succeeded in Africa through an education
which was designed }or the Africans, for meeting specific
needs of the European powers. The Africans were the target
population, and the education which they received was
tailored to enable them to contribute toward éhe exploita-
tion of their own country by the imperialists. This educa-

fion was geared either to the training of indigenous people

for auxiliary jobs such as secretarial work, converts, or to

a smaller degree, the assimilation of a small number of
African elite into the European way of life as is the case
in the Portuguese countries. Throughethis kind of education,
the colonial powers managed to propagate Christianity, gain
political - and economic contro} of the African continent.

For example, in the Report of the Uganda Education Com-

mission, 1963, the Commission observed that ... syllabuses

are too often rooted in an alien tradition (English) not
always relevant to the needs of Uganda children. The gov-
erning principle of curriculum building is summed u£ in one
word: relevance. The test for a good plgh for education
is its relevance to the needs and capacities of the pupils,
to their lives and.fuﬁuré careers, to the demands of, the

national economy, and to the social, traditional and
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geographlcal setting in which the children llve.1 It is

one thing to be aware of the need for relatlng educatlon to
society; it is another to do something about it with effi-
ciency. ST

Only through a process of constant evaluation of the
degree of relevancylénd effectiveness of any program can the
appropriate action be determined and taken. In the educa-
tional matters, such aspects as the curriculum content and
its effectiveness, teachers' qualifications and_training,
promotion of teachers, administration of schools, textbooks,
and school expansion need to be evaluated constantly.

Since the new nations are undergoing change, education
in -these nations must concern itself with the question of
how to implement this change appropriately. If education
is to be used adequately as an agency of development, it
must be governed by a design which commands precision, eval-
vation, and measurements of efficiency. A system analysis
approach was recommended.

In summary, the system of education inherited by the
new nations, is often élien and unresponsive to the social
and economic needs of the country it is serving. The

creation of an elitist culture alienates the learners from

the immediate community. Education for change must be

functional and relevant to the needs and réduireménts of the

individual and his society. It is the functionhl kind of

(’ ;The Réport of fhe Uganda Eduéation Commission, 1963,
P. 92. '
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. knowlédge that brings needed change in society.

It is recommended that/the control of primary education
be returned to local education bodies such as the former
District Education Boards. Such a move would placé‘gﬁé |
burden of responsibility on the local education authorities.
They and the local‘gommunity leaders would have to take into
account the?r resources and their needs and try to tailor .
their educational program to be more relevant to their com-
munities. The realization that a great numberuof their chil-
dren complete elementary schools without any skills would
force them to identify possible changes in their curricula’
offering to prepare the children for work in the local com-
munity. The present curriculum tends to draw them away to
the urban areas in, search of clerical jobs for which, they
feel, their education has prepared them.

Studies have found that the priha%y students are un-
realistic about their chances of getting a place in secondary
schools. Alternatives almost always favor job-hunting for
clerical positions which are highly valued. A counsistent
and intensive effort should be put on constantly advising
the students of the nature of the employment situations,
especially on the jobs which are highly preferred bug‘which
are scarce. The students trust their teachers more than
they trust their parents or péers. The tééchers.should _
assume the responsibility of helping the students in their
choice of careers.  To discourage .the exodus to the Eities,

probably former school-lgavers who have failed to find

)
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: emplo&ment in urban areas should be cqnstantly invited- to

relate their frustrations in the big cities{ Gi#ing the
students a clear understanding of the oubside world and their
chances in it would help them in making up their miﬁagf

At the same time, employment opportunities in the rural
areas need to be increased. The government and. local

A
authorities need to provide incentives to industries to

locate thei; plants in the rural areas. The concentration

of employment opportunities in the urban areas militates
against rural development. Agricultural demonétration cen-
ters, cooperatives, including dairy farming and village poly-
technics, could provide avenues of employment for the youth.

If the learning skills acquired during elementary
schooling are not to be wasted, the local authorities and
the government need to consider work-study opportunities.
These could bg in the nature of continuing education for
both -the young and the old. The school plants could be put
to continuous use by starting\night schools to provide fur-
ther study. An examination of use of school plants by
Eastern European counfries and the United States might pro-
vi&e a model. \

The medium of instruction needs to be reconsidered. In
the discussion on the rationale for language selecti;n it
was suggested that both the govgrnment and educators should
consider the adoption of Swahili as a medium of inStruction.

It was argued that the.criticism of the alien nature of the

curriculum content is a result of the cultural transmission
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:of fofeign values through a foreign tongue. One of the

" major recommendations of the Kenya Educatioﬁ Commission was
that education should be used to foster unity of the various
ethnic groups. However, its recommendation that Engizgh Be
used as medium of instruction is ill-advised from the
national standpoinﬁ: The use of English as a medium in the
elementary school tends po alienate the children from their
parents and compatriots and encourages exodus to the urban
areas where their linguistic skills might be uséful@ If
national unity is to be achieved across the country, then
the medium of instruction must be reconsidered.

Finally, the current primary school examination system
should be abolished. As a selective instrument for secon-
dary school entrance it is very ineffective. It has been
shown to be a poor predictor of secondary school performance.
The reliance on only one examination meéans that the whole of
the child's education is geared to passing that examination.
The unsuccessful student goes through life with the sense of
failure. Other ways of selecting secondary school candidates
need to be instituted.' It is suggested that yearly locally
prébared examinations be administered. These will provide
a way of identifying those with rea; academic ability'and
those who could'profit by a different type of training. The
diversification of the curriculum as suggééted earlier must
bring with it a modification of the selection instrumgnté
taking intq~consideré%ion'their possible psychologica& impact

on the students.



APPENDIX T
(These Appendices were Developed by.the
Writer in the Course of His
Training in System
Analysis) e

A system is the sum total of all components working to-
gether and individﬁ%}ly to achieve a predetermined objective
or goal.l ?he system is a blend of the correct mixture of -
men, materials, methods and machines, to impart the greatest
amount of "need-to—know“ usable knowledge, for instance, to
teach functional literacy to the adult population of the
Republic of Kenya for any other country with the same problem)
in the shortest period of time. "Thére is, I think, nothing

in the world more futile than the attempt to find out how a

task should be done, when one has not yet decided what the

System Analysis

In order to find out what has to be done, it is necessary
td break déwn the job to be done into its ma jor components.
In this study, the product is an instrucéional system approach.
An "instructional ‘system approach is an educational process
which is designed and based on principles which are concerned

with the production of controlled, measurable, predicdtable,

1

Thé Instructional System Approach tovTutorial Systems

Development, Oakland Community College, Union Lake, Michigan,
Litton Instructional Materials, Ing., pp. 1-2.

szIexander Markfejon; Education Between Two Worlds
(New York: Houghton Mifflin Co., 1948), p. 51%.

141 SN
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3

énd relevant learner achievement. .

e Too often there have been misconceptions as to what is

the final end of education. But there has been little pre-

dication as to student performance once he has achievéd the
degree. In order to do.this, all elements comprising an
educational system ~ students, administrations, teachers,

'facilities, methods, ;ate?ials and logistics - must all

interact with-one another, with special emphasis paid to the

most important factor of the system, the student, in order

to produce predetermined learning. .

The following characteristics are given to show why a
system approach is necessary.

1. It identifies total training (teaching) requirements
in performgnce terms.

2. It identifies training subsystgms and components
that will inte;act in accompIishing total instruc;
tional objectives.

3. It .provides a decisionTmaking model criterion for
achieving the system requirements.

L, Tt provides a methodology for conducting training,
and \

5. 1t provides an empirical means for determining if a

valid instructional system has been developed.

3Prepgr1ng Educational Planners: A Primary Mission Ob~
jective (Sacramento: State Department of Education, State of

California, 1966). (Mlmeo)

4Boger ‘A. Kaufman, et al, "The Instructional System
Approach to Training," Human Factors, April, 1966, p. 160.

Z . )
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By applying the tools of system analysis, the job-of

" effecting functional literacy can be mapped'out before in-

struction begins.

What, then, is system analysis? In the simplégfﬂférms,
system analysis can be conceived as the process of breaking
down a complex substance into its various elements. The
terms given to the goolg which do this job are: objectives;
mission profile, functional analysis, feedback, loops, task
analysis, method/media trade-off and evaluation. As eaqh of

these is discussed, the reader is referred to the appendix

included in the study for clarification.

Objectives

An objective is a statement of purpose. In order for
an objective to be achieved, it must be stated very clearly
to avoid ambiguity in interpretation:5' This was féund to be
lacking in the curriculum of primary s;hools in Kenya. For
example, "to teach appreciation of art" is a very poor,
though laudéble objective. The word "appreciation" has no
concrete meaning. It cannot be measured; According to
Roger Kaufman, if an objective cannot be measured, it cannot
be achieved. In using the system approach, the objeqtives

6

must be very clearly stated and in performance terms< -

5Mission Analysis (Anaheim: Litton Inétructional Mater-
ials, Inc., 1965), p. 1. . )

6Ibid., pe 5. -«

A
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Migsion Profile

et

For each mission objective there usually are sub-units
which describe a critical path for achievement. We gener-
ally construct a profile to describe this path.7 Tﬁew;ssﬁl-
tant is called a mission profile. '

A mission profile identifies the major jobs that must
be done in order tq_échigve a prestated objective. A mis-
sion objecti;e(s) is not complete without the inclusion of
performance limits and constraints.

Limits and constraints state the rulies for meeting the
mission objectives and serve as criteria when doing detailed
planning of':

What needs to be done to meet mission objective(s).

How to do thosg things that need to be done.

Management planning for meeting mission objective(s).

Imglementa:tion.8 T

Mission limits set the time, money and performance
operating boundaries while consﬁraints set the people and

facilities boundaries.
. “r

sFunctional Analysis

This tool analyzes each of the steps above. It identi-
fies what has to be done in each step in order to accomplish
that step with a view to achieving the major objective,

which in this case is teaching reading skills. As an

B_Ibid'x P. 5-
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.or computer- print~outs.
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iéxample; let's take a functional analysis of the method/

means trade-off. We.can break this down to:

Methods/means . -

trade-off e

Identify possible Identify possible Select most suit-

methods means able combination
Determine materials Prepare necessary
*needed materials .

- : ' Type Student
booklets

Task Analysis

In both settings Mission Objectives and performing the
Functional'Analysis, the analyst asks the qﬁestion WHAT has
to be done. Each level of functional analysis gives the
"whats" of each component. In task analysis the "whats" are
broken down to find the detailed performance units which are
required in the functions. Analyzing % task such as typing
giveé: What is to be typed, how it is to be typed, the
number of qqpies, who is going to do the typing, the skills

needed., the type of typewriter\and the level of efficiency.

" This kind of analysis is done for every task identified in

the lower level of Functional Analysiws.

Method/Media Analysis

In the task analysis phase, various methods and media
of accomplishing a task arersuggested. Fé;yexample: a cer-
tain task can be done either by secretaries, pﬁintihg office
?

The method of using secretaries and typewriters might

4
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jtake five months and cost $1,000. Using commercial printers
“Jmight take one month and cost $2,500. Using'a computer takes
five hours of computer time and costs $10,000. In making the
decision as to which of the three methods is best, four fac-
tors must be considered: criticality of the task, time con-
straints, cost, availability of personnel and equipment.

hY .

The same step by step analysis as described above is
followed in method/media trade-off in an instructional sys-
tem. This entails trade-offs in cost-effectiveness of the
system. As Corrigan states:

The selection of method/media combinations will de-

pend on stimulus response reqguirements of the learn-

ing tasks. Based on the type of learning involved,

the level and depth of learning desired, and the de-

gree of fidelity and realism required, the most

effective instructional methods and media can be

prescribed. Media selection is often affected by
the limits and constraints of the overall system.

9

Implementation =~ °
The foregoing, in system analysis, is done on paper

with constant checking with the mission objective, limits
and oonstraints and the other components of the system to
insure fldellty. When everything has been done through the
method/means analys1s, the whole system is implemented and
tested. Capital outlay begins to flow. Material to belused,
developed and tried out, whatever other logistical sﬁ;port

ig needed'is taken care of. From now on, the syétem can be

3

N

’R.E. Corrigan, The Instructional System Approach (Ana-

heim, Galif; Litton Instructional Materials, Inc. (n.d.), pp.
L-5, (Mimeo)
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looked‘upon as operational and self-correcting.

o

Evaluation

The final'stage, after implementation, is to collect
data, analyze it and evaluate the product to see whether the
pre-stated objective(s) has been achieved. If it has not,
then revisions must Ve done to achieve the objective. This
way, a model 'is developed that has a built-in check.

This, then, is the methodology to follow in the devel-
opment of an instructional approach to educafionl Appendix
IT discusses the use of System Approach in a proposed pro-

ject (or model) for adult functional literacy.



APPENDIX TT _
DETERMINING OBJECTIVES

Educational objectives state goals or ends to.he achieved

e,

by a mission and provide the first clues for determining the

relevant information or data needed. A good objective states

.the end behavior sought in the learner, not a description of.

the process-or content. It must be stated in behavioral or
performance terms that describe what the learner will be
doing when demonstrating his achievement of the behavior
sought. Here is one of several objectives needed to accom-
plish the literacy mission: .

When therlearner has completed—the program of in-

struction, he must be able to pass a standardized

grade four level reading test in his language.

The objective does not try to specify the content to be
taught or the materials to be used. The clear definition of
objectives draws attention to the imp;ftant element of the
learning process; the learner himself. An instructional
approach ié learner-centered and objectives are designed to
develop the learner as an individual. .

The objective given above is an example of a terminal
performance objective. A clear precise terminal performance
objective will gttempt to eliminéte most of the pitfalls, am-
biguities, and irrelevances found in most_literacy programs.
By a rigorous method of analyéis and design, g system approach~
to literacy will respltoip the identification of all the func-
tions and tasks reQuired to aéhie;e the terminal performance
objectiib.

148 * )
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The identification of the job at hand constitutes a

e migsion. To teach functional literacy is a mission without

a specific objective. One cannot operate on a mission like
that. In order to make a mission meaningful it is nééé&ssary
to include both quantitative and qualitative aspects (what,
where, when) intthe‘statement of purpose. In precise terms,
then, what is needed‘is a broad general statement which
specifies ggég has to be‘done.

Keeping this in mind, we need to go back and reframe
the mission under discussion: .

Teach X to read in their vernacular to the fourth

grade level within two years. At the end of the

program each must be able to pass a standardized

test.

Now we know where.we are, where we are going and also
know how we shall know when we have arrived. What we don't

know, and must know before we continue with the analysis, is

the limits and constraints we have o work with.

LIMITS AND CONSTRAINTS

A limit includes any operating specifications put on the
missioﬁ by the oustomef, in this case, the governmment, and
sets the framework in which the contractor must operate.l
For example, "the project must be completed within two years
and must cost no more than $r#*###* gollars." o

Notice that the statement does not stéte who is going

to do what, when or where. A statement that includes these

IMission Analysis (Anaheim, CAlif: Litton Instructional
Materials, Inc., 1965), p. 4.
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3 is called a constraint; e.g., "The classes for adults literacy
", will be held in the community Self-Help Elementary School at

Kiangamwe every day from one to five in the afternoon." More
Eﬁébifically; a constraints includes "materials, personnel,
or facility requirements which must be considered in design-
ing and implementing the system."2

These exampleg are given to demonstrate the need for
clarity of'purpose befofe Commencement of a project. .The
basic objectives of each stage must be specified in be-
havioral, measurable terms. The objectives must also be
within the confines specified by the performance limits and
constraihts, or the mission will be. aborted. Given these
ground rules within which the project must be carried through,
mission objectives and tentative Terminal Performance Speci-=
fications must be tailored to meet the individual needs of

..——%the adults who will be involved in thé program. The end

product is prédictable student performance.

So far we have a Mission Analysis which arms us with a
mission opjective, limits and\constraints.

ATeacﬁ’functional'literacy to (X) of Kenya to a

fourth grade level within two years, given X

dollars at Z elementary school facilities.
The next step is to draw up a preliminary management plan

referred to as-a Mission Profile.

®Ibid., p. 5
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MISSION PROFILE
- A Mission Profile lists all of the major functions, or
milestones, along the path of successful completion of our
mission. At this stage, we are asking the question; ;;EtA
needs to be done? Since the functions designate what needs
to be done, they mué? be stated in active verbs. The mis-
sion profile.for teaching literacy includes at least the fol;
1owingf£g?ctions:

N
Ja) *Identification of population and the lqnguage to be

.

used in the pilot program.

b) Allocation of needed resources such as facilities,"
~persommel and funds.

c) Analyses of methods and means to be used in the
program.

d) Analysis, of course objectives. and development of

a

instructional material.

e) Implementation of final product, evaluation and

recommendations for continuation.

The statement of the mission profile-is the first step
in qsing an instrqctional approach. It orders the functions
in a logical sequence and thus it is also a management con-
trol plan. If we take the above statements and put each in
a box to identif& that each is an independent function, con-
nect them with arrows in order and sequenc;; we wéuld havg a

Mission Profile which is also the first level of syétem

functional analysis.-‘Thusf
[ %

) ,

Ve
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) 2.0 3.0 %0
Identify Allocate Perform : -Develop
population & resources Method/Means 3 Curriculum
language Analysis _]

5.0 6.0
Implement Evaluate and make
final product recommendations

Before proceetling to the next phase of this instruectional

system let's capitulate on what we have. We have stated a

mission which is the overall job to be done. A mission

analysis has provided some performance limits®and constraints.

And finally, a mission profile which shows the critical path

for meeting mission objectives.

Functional Analysis

The specified mission profile identifies the functions
that comprise the overall mission. A function is anything
that needs to be done. Functional'aﬁalysis then, "proceeds
from the results of the Mission Aralysis to an identifica-
tion and clear statement of what functions need doing."3
Done properly, a functional analysis will tell us what has
to be done, in yhat order, and what the component functions
are, of which each function in the mission profile is com-
posed. o

The top level function (e.g. Block 1.0) has told us
what has to be done. We have to identify population and

language of instruction. Now we must analyze the'component

3Ibid., p. 6. o . oo

e
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sub-functions comprising this function.
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The process requires

us to "drop down" to a first level, below the top function,

and so on, e.g.:
1.0
Identify
Top Level population
and language
1.1 1.2
' ‘{Devise criteria Specify
1st Level for selecting Initial
population Language
N2
1.1.1 l.1.2
Determine Determine
2nd Level average previous
aptitude experience
l1.1.2.n
nth Level

\

The numbering of blocks in descending decimal fashion
indicates order and level. Schematié fepresentation of func-
tions is helpful for quick visualization of system analysis
but not essential. The author, realizing the handicaps
facing.him; for example, funds for drafting the functional
Tlow diagrams, decided in favor of an outline fashion which
repléces the schematic presentation. In either way, func~
tional analysis is a guiding tool which enables the educator
to answerrthe Qﬁestions: Given. the Missioqﬁobjective specifi-
cations, what relevant functions must be done first, second

and last? What are the Component parts of each functlon that

- must- be done in order to accompllsh the mission? The process

of analys1s helps keep track of where we are and also ,

Y
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communicates clearly to other performing agencies. The fol-
‘\‘Jlowing is the functional analysis performed for-the mission

profile developed for teaching literacy.

Partial Functional Analysis

Functional Analysis of Model

1.0 1.0 Identify population and language
1.1 Devise criteria for sample population

l.1.1 Determine average aptitude
1l.1.2 Determine range of expected variation
1.1.3 Determine previous experience of sample

1.2 Specify initial language

1l.2.1 Get customer sanction
1.2.2 Assess extent
1.2.3 Justify choice of language

1.3 Determine target population

.1 Identify target population
1.3.2 Recommend population
1.3.3 Obtain acceptance
1.3.4 Assess operational constraint

1.3.4.1 Determine employment
1.3.4.2 Determine proximity to center

2.0 Allocate Resource Beqﬁirements
2.1 Specify physical requirements

2.1%1 Identify nature and location of facilities
2.1.2 Determine additional facility/equipment
2.1.3 Justify new equipment and materials

2.1.4 Justify facility additidn

2.2 Specify human requirements

2.2.1 Check the constraints

2.2.2 Determine staffing requirements

2.2.3 Determine other personnel requirements
2.2.4 gSpecify additional constraints

2.5 Identify financial requirements
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+3.1 Define length of project
«3.2 Determine tentative budget
3.3 Provide information as required

NN

Develop curriculum

3.1

3.2

3.3

3.4

o

Determine need~to-know functional performance
requirements

3.1.1 Determine mission objective

3:1.2 Determine mission profile

3.1.3 *Determine terminal performance objective
Sequence terminal performance objective

for each
Analyze terminal performance objective to
3.2.1 Identify interim objectives
3.2.2 Anal;ze interim performance objectives

3.2, Sequence interim performance objectives
3.2, Develop criterion test and measure

Analyze for each interim performance objective to

3.3.1 Determine need-to-know interim learning
objective

3.3.2 Sequence interim learning obJeotlve

3. 3 3 Determine teaching steps

Prepare optimum learning path
3.4.1 Determine necessary units
3.4.2 Determine number of lessons
3.4.3 Assign functions

Procure needed material

3.5.1 Buy material

3.5+2 Hire consultant
3.5.3 Develop necessary material

Design Method/Means

4.1

b,2

Analyze methods

4.1.1 List advantages of each

h,1,2 List disadvantages

4.1.3 Determine cost of each

4.,1.4 Determine logistics

Lb,1.5 .Select feasible method (tentative)

Analyze means
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L,2.1 List advantages
h,2,2 List disadvantages
~ 4.,2.3 Determine cost
L.2.4 Determine availability
L.2.5 Make tentative selection

L,3 Select Method/Means

4.3.1 Combine 4.1.5 and 4.2.5, above
4.3.2 Test fidelity feasibility

4.4 Conduct tryout
- 4.,4.1 Test method/means
L. 4,2 Make necessary changes
L.4,3 Revise as needed
5.0 Implement final product
5.1 Obtain required physical resources
5.2 Obtain and assign required personnel
' 5.2.,1 Orient personnei
5.3 Bstablish communications network
5.4 Collect data
6.0 Evaluate end product
6.1 Analyze data
6.2 Interpret results of analysis
6:5 Prepare summaries
6.4 Make recommendations for revision and contin-

uvation ~

TASK ANALYSIS

The process of functional analysis ends when each--func-
tion has been analyzed to its lowest sub-functions. Each of

these sub-functions has tasks associated with it whiqh must

3

be completed. These tasks or jobs represent the activities
) ' 3 .
to be qarrie& out by the components of the system inecluding

people and equipment.
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Task‘analysis reduces the lowest level of functional

“Eﬁalysis into identifiable tasks. It identifies each task's

stimulus and response, its criticality in the learning pro-

cess, and any unique requirements or factors that set it

apart. The analysis identifies what has to be done and forms

a basis for cost-effective How determination, for example,

4

in the course content analysis the lowest sub-functions of

(3.3.3.1) teach listening skills; (3.3.3.2) teach reading

skills; (3.3.3.3) teach writing skills. Each of these were

~analyzed for necessagb tasks as follows:

1. Listening

a.
b.

Ce.

Conscious listening as opposed to mere hearing.
Shutting out disruptions.
Auditory discriminations.

1. rhyming words

2. initial consonant sound
3. final consonant sound °*
L, ‘short and long vowels

5. words that sound alike

‘Gomprehension

N

1. Listening for main idea -

2. Listening for significant details

3. Listening for context clues to meaning
L, Listening for sequence of events

5. Listening to draw conclusions

6. Listening to predict outcomes

7. Listening to make inferences

Ear training

1. Patterns of language
a. word order
b. usage

c. stress, pitch, juncture

2. Standard dialect £

M
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a. teacher example
2. Speaking
a. personal experience
b. disclussion

1. Class
2. Small group

c. Role-playing

d. 'Orai practice with language patterns
3. Reading

a. Visual coordination

1. Left - right progression
2. 'Return sweep

b. Auditory discrimination -

1. rhyming words

2. initial consonant sound
3. final consonant sound
L, .short and long vowels
5. words that sound alike

c. Visual discrimination T
1. Alphabet recognition
a. capitals and lower case

2. word configuration
3. word recognition

a. plcture--word association
b. sight words
¢. Dphonetic analysis

d. Phonetic analysis -

1. initial consonant -

2. final consonant

3. short and long vowels A
4, consonant diagraphg as single sounds
5. consonant blends

6. silent letters .

7. application of analysis to new words
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k4,

5.

.

159

e. Structural Analysis

1.
2.

.

5-

word patterns and analogy
inflectional endings

root words

prefixes e,
contractions

Comprehension

a. Main idea
Y

b. Significant details

c. Context clues to meaning

d. Sequence of events

e. Drawing conclusions

f. Predicting and making inferences

g. Following directions

Handwriting

a. Motor Coordination

1l.
2.
3.

tracing with forefinger
holding a pencil
tracing with pencil

b. Manuscript writing

s
2.
2
5.

practice to write the shapes of capital letters
Learn to write alphabet capitals

Practice with shapes of lower case

Learn to write alphabet lower case

Learn to write individual name

‘Relate to teaching of reading

c. Spelling

1.
2
3.

Copying words .
Listening dictation
Sight - word vocabulary -

d. Capitalization

1. Proper norms

a. people!s names, blace branch, days,
months, etc.
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2. Beginning of sentence

e

e. Punctuation

1. Period

2. Question mark S

R. Comma )
. Apostrophe

The above analysis.is just a listing of tasks and sometimes
composite tasks in the performance of a function. Once the
set of tasks necessary to cémpletion -of the function has been
determined, the remaining steps in task analysis are simply
to list pertinent data for each task. The data needed can be
divided into categories and written on forms of various de-
sign. The categories may vary from mission to mission depen-
ding on circumstances of the mission. In general the method

adoptéd will resemble the fcllowing suggested format.

.

Categories Kinds of data for each category

1. Task Name the task (in action terms)
2. Response List specifiic desired behavior in this task

3. Criterion -- Specify degree of achievement or the quality
of performance required.

4, Inmput’ Describe the signal, or stlmulus, which will
set off the response(s). Specified above,
and also any information which must be avail-
able to the person making response.

5. Skill Specification of skills or knowledge requlred
of the performer

6. Support . lSpe01fy the help, which is required in terms
of either people, material, equipment or
fa0111t1es

\

- Having spggified thé tasks, sub-tasks, inputs, responses,

personnel, material, equipment decision requirements and
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prerequiéite knowledge or skills, we turn our attention-to

“the process of iteration to assure internal consistency and

feasibility{ We determine whether any new performance limits
or operational constraints are indicated. If at thisvpdintwe
&re satisfied with the product, we now possess sufficient

data to perform method - media.
A

- Method - Media Selection

In instruction, the desired end result is to bring about
learning, that is, changes in behavior in predetérmined ex-
tents and directions. In:the Functional Analysis and Task )
Analysis phases, predetermined change are defined by terminal
performance specification. The central focus of our system
is fhe learner and this information must be communicated to
him. Communication tools are required to accomplish this ul-~
timate objective and these tools are ca;}ed MEDIA. The
strategy for utilizing these tools in such a manner as to
produce the most efficient and effective student learning is

called Method.¥

Implementation and Evaluation

These last two stages comprise the process of putting
all the system components into one self-correcting whole.
The function as identified in (5.0) and (6.0) include equip-

ment and facility procurement, material production or

‘4Corrigan and Kaufman, "Method/Media Selection" (Anaheim,
Calif: Littom Instructional Materials, Inc., undated Mimeo),

pc .
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L

. commercial buying off the shelf material modification,’re—

T

production and tryout of both handware and software together

in the operational instructional setting. The data_collepted

p—

is analyzed to provide feedback for the whole system.



v BIBLIOGRAPHY

Abernethy, D.B. The Political Dilemms of Popular Education,
Stanford, Calif: Stanford University Press, 1969.

African Education: A Study of Educational Policy and Frac-
tice in British Tropical Africa, prepared on behalf of
Nuffield Foundation and the Colonial Office, Oxford
University Press, London, 1953.

Alexandre, Peirre. Languages and Language in Black Africa .
(Translated by F.A. Leary), Evanston: Northwestern Uni-
versity Press, 1972):

Anderson, C.A. and Bowman, Mary J. (eds.). Education and

Economic Development, Chicago: Aldine Publishing Co.,
1965, .

Bantock, G.H. Culbture, Industrialization and Education,

London: Routledge and Kegan-Paul, 1968.

Bender, Byron W. Linguistic Factors in Maori Education, New-
Zealand: Wright and Carman, Ltd., Trentham, 1971.

Blaékieé John. Inside the Primary School, London: H.M.S.O.,
1967. )

Burns, D.G. African Education: An Introductory Survey of
Education in Commonwealth Countries, London: Oxford

University Press, 1965. s

Cameron, John. The Develovment of Education in East Africa,
Columbia University: Center for Education in Africa.

Institute of Intermational Studies, Teachers College
Press, 1970. -

Coleman, J.S. Education and Political Deéelogment (Studies
in Political Development, #4), Princeton, New Jersey:
. Princeton University Press, 1965.
Coombs, Philip H. The World Educational Crises: & S§stems
Analysis, New York: Oxford University Press, 1968.

Coser, Leéwis A. (ed.). Political Sociology, New York: Harper
Trochbooks: Harper and Row, Publishers, 1966.

Cowan, L.G., et. al, Education and Nation Building in
Africa, New York: Frederick A. Praeger, 1965.

The Cost of Learning: The Politics of Primary Education in
Kenya, New York: Columbia University Teachers College ,

Press, 1970.

163 )



164

Dakin, J.; Brian Tiffen and H.G. Widdowson. ‘Lagggage in- Edu-
cation, London: Oxford University Press, 1968.

paE

Davis, Frederick B. pPhilippine Language Teachin% Experiments,
Manila: Alemar-Phoenix Publishing House, 1967.

Dawson, R.E. and Kenneth.Prewitt. Political Socializabich:
An Analytic Study, Boston: Little, Brown and Co., 1969.

Dreeben, Robert, On What is Learned in School, Reading,

Mass: Addison-Westey Publishing Go., 1968,
A Y
Engholm, .Eva. Education through English: The Use of English

in African Schools, London: Cambridge University Press,

1965,

Fishman, J.A.; Charles A. Ferguson and J. Das Gupta (eds.),
Languapge Problems of Developing Nations, New York: John
Wiley and Sons, Inc., 1968.

Foster, Philip. Education and Social Change in Ghana, London:
Routledge and Kegan-Paul, 1965. o
Frazier, Alexander (ed.). A Curriculum for Children, Associ-

.ation for Supervision and Curriculum Development, N.E.A.,
Washington, D.C., 1969.

+
Gorman, T.P. (ed.). ‘Language in Education in Eastern Africa,
papers from the first Bast Africa Conference on Language
and Linguistics. Nairobi: Oxford University Press, 1970.
Great Britain, Colonial Office. Advisory Committee on Edu-
cation in the Colonies, Education for Citizenship, Col.
No. 216, London: H.M.S.0., 1948, :

' . Mass Education in African Society, Col. No. 186,
London: H.M.S.0., 1944, .

» Report of the>East African Commission, April 1925
(Command 2387). London: H.M.S.0., 1925.

. Memorandum on Native Poligy in East Africa (Com-
mand 3573) London: H.M.S.0., 1930.

. Higher Education in East Africa, London: H.M.S.O.,
1937.

‘E& lMass Education in African Society, London: H.M.S.0.,
1944, : '

Greensberg, E.S. (ed.).' Political Socialization, New York:
Atherton Press, 1970.



165

£ Greensteln "Fred I, Children and Politics, New Haven and -
i London Yale University Press, 1965. ’

e

Griffiths, V.L. Educational Plamning (New Africa Library),
London: Oxford University Press, 1962.

R

Hapgood, David. Africa: From Independence to Tomorrow, New
York Atheneum, 1965.
Hess, R.D. and Judith Torney. The Development of Political
Attitude in Children, Chicago: Aldine, 1967.
= :
Hickey, H.W,, et. al. The Role of the School in Communit
" Education, Michigan: Pendell Publishing Company, 1969.

Hyman, Herbert H. Political Socialization: A Study in the
Psychology of Political Behavior, New York: The Free

Press, 1959.

Tllich, Ivan. Celebration of Awareness, New York: Doubleday,
1970.

Jolly, Richard. Planning Education for African Development,

Economic and manpower perspectives, Nairobi: East Afri-
can Publishing House, 1969.

Jones, Owen R. The Primary School, Melbfrne: F.W. Cheshire,
Ltd., 1966.

Jones, Thomas J. Education in East Afrlca New York: Phelps-
Stokes Fund, 1925

Jones, B.W.B. Bilingualism in Welsh Education, Candiff: Uni-
versity of Wales Press, 1966.

Kenya Colony and Protectorate. African Education, A State-
ment of Policy, Nairobi: Government Printer, 1951.

. EHEducation Department: Syllabus for African Primary

ang Intermediate: Schocls, Nairobi: Government Printer,
1962.

- Kenya Government. Ministry of Education: Primary School
Syllabus, Nairobi: Government Printer, 1967. -

o Ministry of Education: Annual Reports, Nairobi:
Government Printer, Irregular‘1933-1970.
. Kenya Education Commission Report (Part'I and II)

Nairobi: The Engllsh Press, 1964 and Government Printer,
1965, respectively.. .

LN

. African Socialism and Its Implications to Planning,
Nairobi: Government Printer, 1965.

M




166

. .+ Development Plan 1964-1970, Nalrobl. Government
. Prlnter, 1963.

SR

. Development Plan 1266 -1970 (Reviged), Nairobi:
Government Prlnter, 19

. Development Plan, 1970-1974, Nalrobl- Government
Printer, 1969.

» Report of the Commission of Inquiry (Public Ser-
vice Structure and Remuneration Commission, 1970~ 71),
Nairobi: Government Printer, May, 1971.

Kenyatta, Jomo. Facing Mt., Kenya, London: University of
London Press, 1953.

Lieberson, Stanley. Language and Ethnic Belations in Canada
New York: John Wiley and Sons, Inec., 1970.

LePage, R.B. The National Language Question: Linguistic
Problems of Newly Independent States, London: Institute

of Race Relations, Oxford University Press, 1964.

Lipset, Seymour (ed;). Gulture and Social Character, New
York: Free Press, 1931.

MacNamara, J. Bilingualism and Prlmarz Education, Edinburgh:
Edlnburgh University Press, 19

Merriam, C.E. The Making of Citizens, Chlcago Unlver31ty of
Chlcago Press, 1931.

Massialas, B.G. Education and the Political System, Reading,
Mass: Addlson—Wesley Publishing Co., 1969.

Meck, Margarete. Problems and Prospects of Social Services
in Kenya, Munchen: Weltforum Verlag, 1971.

Merklejon, A. Education Between Two Worlds, New York:
Houghton Griffin Co., 1948,

Nigeria: Government of Western Nigeria. Report of the Com-
mission Appointed to Review the Educational System of
Western Nigeria, Ibadan: Government Printer, 1961. -

Nyerere, President J.K. Education for Self-Reliance (Dar-es-
Salaam), March 1967.

Perren, G.E. and Michael F. Holloway. Lanpuages and' Communi-~-
cation in the Commonwealth, London: ‘H.M.S.0., 1965. .

"Rice, Frank A. Study of the Role of Second Languages in Asia,
Africa’ and Tatin America. Washington, D.C., Center for

Applied Linguistics of the Modern Language Association
of America, 1962.

A



R

167

Roach Penelope.‘ Political Socialization in the New Nations
of Africa, New York: Teachers College Press, Columbia
~< University, 1967.

Sheffield, James R. (ed.) Education, Employment and Bural
Develogment The Proceedings of a Conference held atb_

. Kericho, Kenya, in September, 1966 Nairobi: East Afri-
can Publishing House, 1967.

Sheffield, J.R. PEducation in the Republic of Kenya, Washing-
ton: U.S. Department of Health, Education and Welfare,

United States Govermment Printing Office, Washington,
1971.
Skeel, Dorothy I. and Owen A. Hagen. The Process of Curricu-

lum Change, Pacific Palisades, Calif: Goodyear Publish-
ing Co., Inc., 1971.

Spencer, John (ed.). Lan%gage in Africa, Cambridge: Cambridge
Unlver51ty Press, 1963

Spiro, N.E. Children of the Kibbutz, New York: Schocken
Books, 1965..

Stabler, E. Education Since Uhuru: The Schools of Kenya,
Middleton: Wesleyan University Press, 1969.

Stern, H.H. Foreign Languages in Primary Education, London:
Oxford Un1vers1ty Press, 1967. .

Strasser, Ben B., et. al. Teaching Towdrd Inquiry, Action
Series: Schools for the 70's, Washington, D.C.: National
Education Association; 1971.

Thomas, R.M.; .Lester B. Sands and Dale L. Brubaker (eds.)."
Strategies for Curriculum Change Cases: From 13 Nations
Scranton, Pennsylvania: International Textbook Co., 19 8.

Titone, Renzo. Studies iﬁ the Psychology of Second Language
Learning, Zurich: Pas-Verlag, 1964,

UNESCO. PFinal Report, Conference of African States on the
Degelopment of Education in Africa, Addis Ababa iUNESCO),
1961

__ _ _+ Beport of the Conference on the Development of
ngher Education in Africa, Tananarive (UNESCOi'_1932.

van Rensburg,"Patrlck. Education and Development 'in an

Emerging Country, Uppsala: The Scandinavian Institute of
African Studies, 1967 .

Vildomec,; V. Multilingualism, Leyden: A.W. Sythoff, 1963.



168

Whiteldy, Wilfred.

Swahili: The Rise of a National Language,
London: Methuen and Co., Ltd., 1969. ‘

o (eds)s Language Use and Social Change: Probhlems of
Multilingualism with Special Reference to Eastern Africa,
London: Oxford University Press, 1971.

&

o,

UNIVERSITY COLLEGE NATIROBI: INSTITUTE OF
DEVELOPMENTAL STUDIES DISCUSSION PAPERS

* .
Anderson, J.E. Education for Self-Reliance - The Impact of
Self-Help, Discussion Paper No. 67, September, 19 8,
pp. 1-29.
. The Village Polytechnic: An Evaluation Report
(First Draft), August, 1970, pp. 1-48. .
» Socialization and Selection: Incompatible Functions

for Schools in Developing Countries, Staff Paper No. 65,
February, 1970, pp. 1-15.

Court, David. Some Background and Attitude Characteristics
of Trainees at Village Polytechnics, Staff Paper No.
110, July, 1971, pp. 1-24.

. An Inventory of Research on Education in Kenya,
Discussion Paper No. 108, May, 1971, pp. 1-39..

King, Kenneth. Primary Schools in Kehya: Some Critical Con-
straints on Their Effectiveness, Discussion Paper No.

130) Mays 1972’ PP 1'35'

. Education and Ethnicity in the Bift-Valley: Masai,
Kipsigis and Kikuyu in the School System, Staff Paper
No. 113, October, 1971, pp. 1-30.

Fields, Gary S. The Educational System of Kenya: An Econo-
- mist's View, -Discussion Paper No. 103, April, 1971.

Somerset, H.C.A. Educational Aspirations of Fourth-Form
Pupils, Discussion Paper No. 117, September, 1971, pp.
1-39. ~

. The Effects of Elementary School Quality on Secon-
dary School Achievement, Discussion Paper No. 36,
December, 1966. ' ‘ -

N



~

169

ARTICLES

o

Bereday, G.Z.F. and Bonnie B. Stretch. "Political Education

in the U.S.A. and U.S.S.R." Comparative Education Revie
7 (1963), pp. 9-16. - S

Callaway, A. "Unemployment Among African School-Leavers,"
The Journal of Modern African Studies, I, No. 3 (1963),
pp. 351-371.

Clignet, R. "French and British Colonial Education in Africa,"
Comparative Education Review, 8 (1964), pp. 191-198.

Easton, D. and Robert D. Hess. "The Role of the Elemehntary
School in Political Socialization," The School Review,
IXX (1962), pp. 257-265,

‘Bvans, P.C.C. "Western Education and Rural Productivity in

Tropical Africa," in AFRICA Journal of the International
African Institute. Vol., XXXII, No. %4, pp. 313-323,
London: Oxford University Press, 1962.

Fair, T.J.D. “A.Regional Approach to Economic Development in
Kenya," South African Geographical Journal 45 (December,
1963), pp. 55-77.

Gorman, T.P. "Bilinghalism in the Educational System of
Kenya," Comparative Education %, 3 (June 1968), pp.
213-221. .

a

Kaufman, R.A., et. al. "The Instructional System Approach to
Training," Human Factors (April 1966).

Koff, David. -"Education and Employment: Perspectives of
Kenya Primary Pupils," in Sheffield, J. (ed.) Education,

Employment and Rural Development, Nairobi: East African
Publishing House, 1987, pp. 340-412.
and Von de-Muhll. "Political Socialization in Kenya

and Tanzania - A Comparative Analysis," Journal of Modern
African Studies, Vol. 5, No. 1 (May 1967}, pp. 13-51.

Ilchman, Warren F. “"People in Plenty: Educated Unemployment
in India," Asian Survey, Vol. IX, No. 10 (October 1969),
pp. 780-799. - ,

" Isidiro, Antonio. "Philippine Education-Social Reconstruction

through the Schools," Phi Delta Kappan, XXXIX, No. 3
(December 1957), pp. 119-123. .

Lambert, W.E. "Psychological Approaches to the Study of Lan-
guage; On Second Ianguage Learnping and Bilingualism,"
Modern Language Journal 47, 1963, pp. 114—12§? ’

A}



170

. LeVine, Robert A. "Political Socialization and Culture
>/ Change," in Clifford Gertz (ed.) 014 Societies and New
~~+ States, New York: The Free Press of Glencoe, 1963.

Lewis, W.A. V"Education and Economic Development," in L.G.
Cowan, et. al. Education and Nation Building in Afrlca,
New York: Frederick A. Praeger, 1965, pp. 200-211,

Lewis, Arthur J. "Education for Self-Reliance Must Underlie
Curriculum Development in East Africa," East African
Journal (April 1968), pp. 27-33.

.
Ominde, S.H. "Education in Revolutionary Africa" in East
African Journal, Vol. 2; No. 2 (May 1965), pp. 6-1K4.

Porter, Arthur J. "Crisis in African Education," East Afri-
can Journal, (June 1968), pp. 9-17.

Prator Clifford. ."Education Problems Involved in the Teach-
1ng of English as a Second Language,“ Symposium on Multi-
lingualism, CCTA, Brazzaville,

Staley, Eugene. “ﬁelatlng Indian Education More &ffectively
to the World of Work," Asian Survey, Vol. IX, No. 10
(October 1969), pp. 772 ~779.

Sigel, Roberta. "Assumptions about the Learning of Political
Valu€s " The Annals, 361 (September 1965), pp. 1-9.

Wright, Marcia. "Swahili Language Policy, 1890 1940," in
Swahili, Vol. 35/1 1965.

UNPUBLISHED MATERIAL

Corrigan, R.E. [The Instructional System Approach, Anaheim,

Calif: Litton Instructional Materials, Inc. (n.d.) (mimeo).

Dolan, Louis F. "Transition from Colonialism to Self-Reliance
in Tanzanian Education," unpublished Ph.D. dissertation,
The University of Michigan, 1970.

'Gachuhi, Je«M. "The Role and Impact of Self-Help Schools on a
Kenyan Community of Chinga, unpublished Ph.D. disserta-
tion, State University of New York at Buffalo, 1970.

Gorman, T.P. "Survey of Educational Language Policy; and an
Enquiry into Patterns of -Language Use and Levels of Lan~-
guage Attainment Among Secondary School Entrants in
Kenya," unpublished Ph.D. dissertation, University of
Nairobi, 1971.



171

[

%, Indire. Filemona. " Comprehensive High School Curriculum
... Proposal for Reviewing and Revising the Progress of
Chavakah Secondary School, Maragoli, Kenya," unpublished
Ph.D. dissertation, Indiana University, 1962.

Mission Analysis (Anahelm Calif: Litton Instructlonal
Materials, Inc., 1965)

Preparing Fducational Plammners: A Primary Mission Objective,

State of California (Sacramento: State Department of
Education), 1966 (mimeo).

The Instructional System Approach to Tutorial Systems De-
i i Michi~

velopment, Oakland Community College, Union Lake,
gan: Litton Instructional Materials, Inc. (n.d.).

Urch, George E.P. ."The Africanization of the Curriculum in
Kenya," unpublished Ph.D. dissertation, The Unlver31ty
of Michigan, 1968.



