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Abstract

This thesis is a comparative study of contemporary education policy reforms in
Tanzania and New Zealand. It explains why and how Tanzania and New Zealand
introduced and implemented education privatisation policy reforms in the 1980s and
1990s. The study analyses the socio-economic and discursive influences on national
education policies and discusses the implications of current market-oriented education

policies for the state's provision of education and for social justice in education.

Employing comparative education policy analysis (CEPA) approach, the thesis traces
the genesis of contemporary education privatisation policy reforms in Tanzania and
New Zealand within the contexts of wider transformations in the capitalist world
system. It is argued, in the study, that national education policies have been changing
according to the nature, functions and position of the state within the capitalist

formation.

The thesis also underscores the critical importance of analysing policy documents.
The researcher argues that the analysis of the education policy documents enables the
policy analyst to deconstruct the policy discourse and reveal the policy implications to
various groups of people in the society. Through critical discourse analysis, (CDA)
this study explicates how the discourse of privatisation supports and legitimates the
development and implementation of market oriented education policies in Tanzania

and New Zealand.

The thesis further argues that the market panacea espoused in current education
privatisation policy reforms has adverse implications for social justice in education
and for the state provision of education, particularly in relation to "children at risk".
Finally the thesis proffers suggestions for alternative policy interventions and

identifies some of the areas that need further research.
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PART I

INTRODUCTION AND BACKGROUND TO THE
STUDY

Chapter One
Introduction

Between the late 1970s and early 1980s, advanced industrial countries started to
experience economic recession that exposed the vulnerability of the capitalist
economy; giving rise to the search for more enduring ways for capitalism to
consolidate itself. Thus, a resurgence of the capitalist ideology is witnessed, with -
greater appeal for the basics of capitalism such as free trade, competition, individual
achievement, diverse migration and privatisation of social services.

Various terms and synonyms such as "Thatcherism", "The New Right Ideology",
"Reaganomics", "neo-Conservatism", “neo-Liberalism” and “Economic Rationalism”,
have been used to refer to this ideology which places the economic, social and
political activities under the direction and control of market forces. Privatisation of
physical and human resources is portrayed as a major mechanism for giving the
market forces the requisite capacity for such control. Conceived and shaped by the
dominant classes in the Western developed countries, this movement, through the
existing world economic system (global finance capital), has become a dominant

global phenomenon.

Creating doubts about the existing social, economic and political arrangements, this
"mono-culture”, backed by the economic might of its supporters and the post-cold war
euphoria, has forced many nations of the world, “developed” and "developing", to
restructure their economies and re-orient their policies and practices for the provision
of social services. Task forces, commissions, groups of experts, review committees,
etc. have been formed in many countries to analyse the existing social institutions and
to recommend future policies to put privatisation into practice. As one of the social

institutions, education has not escaped such scrutiny and reform.

This study examines how both Tanzania and New Zealand, following the global trend,

sought ways of developing and adopting policies for streamlining the provision of
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education in line with the dictates of the market forces; despite their physical, social,
economic and technological differences. The difference between Tanzania and New
Zealand cannot be over emphasised. Occupying an area of approximately 945,087
square kilometres between one and twelve degrees south of the equator in East Africa,
Tanzania is about three times bigger than New Zealand; Tanzania's population of about
30 million people is almost ten times that of New Zealand; and while New Zealand is
one of the developed countries, Tanzania is one of the poorest countries in the

underdeveloped bloc.

However, each of these diverse countries commissioned education Task Forces in the
1980s to do similar tasks, resulting in each nation effecting education privatisation
policy reforms. It is noted, for example that, in 1982, the government of Tanzania
appointed a Presidential Commission, commonly referred to as "The Makweta
Commission", and assigned it the task of examining the existing system of education in
the country and making appropriate recommendations. The Commission produced the
document, Education System in Tanzania Towards the Year 2000 (URT 1984).
Likewise, the Department of Education in New Zealand, in 1982, produced a
background paper for the OECD reviewers, “Educational Policies in New Zealand",
and, in 1985, the Minister for Education appointed a committee which produced "The
Curriculum Review" report in 1987. However, the recommendations in the documents
mentioned above, in the two countries, were proposing to make the existing education
systems offer more or better services rather than restructuring or overhauling them

altogether.

By the middle of the 1980s, calls for more radical changes became imminent. Thus, in
New Zealand, the Government appointed a Task Force which produced a report,
Administering for Excellence (1988), commonly referred to as the "Picot Report".
From the recommendations of the Picot Report, New Zealand produced the
Tomorrow's Schools (1988)! policy statement which has been described by some
policy analysts (Codd 1990; Lauder 1990; Grace 1990) as signifying the most

significant educational reforms experienced in New Zealand in the present century.

On the other hand, in 1990, the Tanzanian Government appointed a Task Force to
review the existing education system and produce a blue-print for the future. The Task
Force produced a reportentitled, The Tanzania Education System for the 21st Century
(URT 1993). On the basis of this report, Tanzania developed The Education and

ISee Appendix A



Training Policy (URT 1995)2, which signifies a turn-around from the education policy
existing in Tanzania since the country received its independence.

It is also important to note that, prior to the reforms, both Tanzania and New Zealand
shared not only the varied experiences of British colonialism but also Keynesian state
welfarism. Between the 1930s and 1980s, under the banner of egalitarianism, New
Zealand implemented state welfarism, evident in its economic and social policies,
including the national education policy. Similarly, after independence, under the guise
of “Ujamaa,” (African socialism), the post-colonial state in Tanzania formulated and
implemented state welfare policies including Universal Primary Education (UPE).
Thus, contemporary reforms, in both countries, meant a shift of assumptions not only

about the functions of education but also about the state and society, in general.

It is against this backdrop that this study analyses the contemporary education policy
reforms in Tanzania and New Zealand. With specific reference to educational
privatisation policies, the study examines the influences of socio-economic and
discursive dynamics on education policy. The study also examines the implications that
education privatisation policies hold for the role and function of the state in the

provision of education and the contribution of education to social justice.
Statement of the Problem

During the 1980s, largely as a consequence of external economic pressure, the
Tanzanian Government adopted a series of "Structural Adjustment Programmes"
(SAPs) which have deregulated the economy, given more scope to market forces and
greatly reduced the role of the state in the provision of social services, including
education. The move to pursue structural adjustment policies has reinforced the trend
towards privatisation of education and has had the general effect of reversing the policy
of Universal Primary Education to which the Government had made a commitment in
1974. As a consequence, many children throughout Tanzania are now receiving little or
no education and the incidence of "out of school children" has become a serious social
problem. In this study these chidren are refered to as "children at risk".

This study examines the influences and circumstances surrounding recent national
education policies in Tanzania and compares them with New Zealand’s education policy
reforms that have occurred since the late 1980s.

2See Appendix B
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Focusing on the socio-economic influences on national education policy reforms, the
study attempts to explain why countries in different parts of the world, particularly
post-colonial nations, have implemented policy reforms in the 1980s. It explores how
the education policy reforms are supported and promoted by the discourse of
privatisation. The study also discusses the implications of the education privatisation
reforms for the provision of education, for the market, and for society in general.
Further, the study explores viable policy interventions that may assist in alleviating the

adverse effects of the reforms, particularly in Tanzania.
The Purpose Of the Study

The purposes of the study are to establish the historical genesis of contemporary
education privatisation policies and the global forces at work; to examine the
implications of these policies for social justice and their effects on the provision of
compulsory education; and to draw viable policy recommendations for the minimisation
of the tension between education privatisation and compulsory education in Tanzania.
The thesis focuses on policies contained in Tanzania’s Education and Training Policy
(URT 1995) which are compared to those in New Zealand's Tomorrow's Schools
Policy (NZ Ministry of Education 1988).

Objectives of the Study
The objectives of this study are:

i) to examine the influences of socio-economic and discursive dynamics on education
policy, with specific reference to education privatisation policy reforms;

ii) to determine how education privatisation policies indicate both change and
consistency with the role of the state in the provision of education under capitalism;

iii) to examine the implications that education privatisation policies hold for the

provision of education and its contribution to social justice; and

iv) to draw policy recommendations for improvement of education provision

particularly in Tanzania.



Lines of Inquiry

In the light of these objectives, this study has been guided by the following lines of

inquiry:

*  What major changes have occured on the economic and political scene in Tanzania
and New Zealand since industrial capitalism era, and how have these impacted on
education policies in both countries?

*  What were the key policy documents and what part did they play in the education
policy process?

*  What are the similarities and differences in education policy reforms of Tanzania
and New Zealand?

What ideological asumptions underlie education policy in both countries?

What are the major effects of increasing privatisation in both countries?

What policy recommendations can be drawn from this kind of comparative
analysis?

Rationale for Theory

This is a qualitative research study which has greatly benefited from existing literature
on the theories of the state, theories of development and education policy; and on
discourse analysis, comparative education and policy analysis. These have provided the
basic understanding of the scope of the study and the organisation of the research tasks
and analysis of data.

Wiersma (1995) contends that, "A theory is a generalisation or a series of
generalisations by which we attempt to explain some phenomenon in a systematic
manner" (Wiersma 1995:18). He identifies two types of theories according to how they

emerge: the "top down" theories (normally referred to as grand theories) that originate
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from the research literature and the conceptual writing in the discipline; and the
grounded theories that "come from the inductive analysis of the data as the research is
conducted". While "top down" theories are mainly associated with basic and
quantitative research, grounded theories are associated with applied and qualitative
research.

Eisner (in Flinders & Mills 1993) notes that, as late as 1993, grand theories were hard
to find in qualitative research, especially ethnographic, narrative and artistically based
studies. Eisner explains that, in attempting to make qualitative details of local
circumstances vivid to the reader, these studies paid less attention to forms of

explanations that are deduced from scientific theory.

The practice of not using grand theories in qualitative studies, however, can be located
in arguments about the worth of theory in social sciences that are drawn from the
understanding that "social science disciplines differ in fundamental ways from the
natural sciences" (Gaynor 1998:7). Maclntyre, (in Gaynor 1998:7)3 argues that social
sciences, such as management science, have not developed significant law-like
generalisations which are adequate to predict human behaviour or organisational
phenomenon. Others (e.g. Becker 1993) contend that arguments for the use of theories
in social studies, which is embedded in the "scientific talk", are an unwarranted
imposition on qualitative studies, as this creates unnecessary epistemological dilemmas.
Becker argues that:

Qualitative research - we might better say research that is designed in the
doing; that therefore is not systematic in any impersonal way; that leaves
room for, indeed insists on, individual judgement; that takes account of
historical, situated detail, and context and all that - the research of that
kind is faulted for being exactly all those things and therefore not being
able to produce "scientific", objective, reliable knowledge that would
support prediction and control. Research that tries to be systematic and
impersonal, arithmetic and precise, and thereby scientific, is faulted for
leaving out so much that needs to be included, for failing to take account
of crucial aspects of human behaviour and social life, for being unable to
advance our understanding, for promising much more in the way of
prediction and control than it ever delivers...Epistemological issues, for
all the arguing, are never settled, and I think it is fruitless to settle them
in the way the typical debate looks to. These are simply the
commonplaces, in the rhetoric sense, of scientific talk in social sciences,
the framework in which debate goes on (Becker 1993:219).

It has been noted, however, that using theory can be "a mixed blessing" (to use
Henstrand's (1993) words) for educational researchers. Bringing theory into the

3 Maclntyre's observations are referred and explained by Gaynor, A. J. (1998:7).
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research not only requires more time for the researcher to understand the theory/theories
he or she is using but also adds to the issues for which the researcher has to be
accountable. As Henstrand (1993) explains:

The decision to use theory gives the researcher just one more issue to
worry about. Although theory gave me a framework from which to
observe and analyse the case, it also forced me to be conscious of the
way in which I was using it or not using it (Henstrand 1993:98).

On the other hand, using theory enables the researcher to establish a basis for working

through issues as they arise and to gain distance and perspective (Henstrand 1993:99).

Some educational researchers (e.g. Marks 1996, Wiersma 1995, Flinders & Mills
1993) also contend that selecting what counts and framing the social situation requires a
theory. Marks (1996) argues, for example, that, even in the grounded theory approach,
the researcher has "an a priori" conception of the area or subject of research. Moreover,
(Wiersma 1995) adequate theoretical constructs can enhance the 'translatability’ of the
results of a qualitative research whereby, "translatability refers to the extent to which
adequate theoretical constructs and research procedures are used so that other
researchers can understand the results" (Wiersma 1995:223).

This indicates that, depending on the study, a theory or theories has or have a role to
play in research studies (Wiersma 1995). First, a theory can provide a systematic view
of the factors under study as well as identifying the gaps, weak points and
inconsistencies that indicate the need for additional research. Secondly, through the
process of attaching meaning to facts and placing them in proper perspective, a theory
helps in defining the problem. That is, "it helps identify the proper questions to be
asked in the context of the specific project” (Wiersma 1995:19). In this study, for
example, the decision to analyse the historical context of contemporary policy reforms
is aided by the theories of the state and of socio-economic development while the view
of education policy making as a process supports the use of critical discourse analysis
(CDA).

Sometimes a theory may also “tip off” the researcher on what to look for. Although this
role may be interpreted as deterministic, a theory is useful in this regard through
suggesting an explanation of observed phenomenon or predicting "the unobserved or
undiscovered factors by indicating their presence” (Wiersma 1995:19). Equipped with
the theoretical understanding of social justice, for example, the researcher in this study
is able to discuss the contributions of education policies to equity or inequalities.



Moreover, a theory may make data obtained within or across studies more meaningful
by providing an avenue through which they can be incorporated in a meaningful whole.
Wiersma notes that:

Conditions under which research is conducted and data are obtained
within and across studies tend to be more valuable when incorporated
into a meaningful whole; standing alone they may not mean much. As
the facts of research study, the data derive significance from the theory
or the theories they fit. Conversely, the theories become acceptable to
the extent that they enhance the meaning of the data (Wiersma 1995:19).

By the same token, Eisner argues that, "theory is supposed to be the conceptual vehicle

that assigns pattern to individuality"4.

This role of theory/theories is relevant to this study because, as a comparative study, a
common avenue is important, through which data from New Zealand and Tanzania can
be understood. Building on the theories of the state, for example, the study analyses the
context of education policy reforms in Tanzania and New Zealand within the nature,
position, role and functions of the post-colonial state in different formations of the
capitalist mode of production. Thus, a theoretical understanding of the capitalist mode
of production, the capitalist state and education policy, forms the common ground upon

which education policy reforms in both Tanzania and New Zealand are analysed.

The role of theory, therefore, "is to provide a framework for conducting research, and
it can be used for synthesising and explaining research results" (Wiersma 1995:20).

However, as Wiersma (1995:20) observes, "theories are valuable to the extent that they
are useful.” That is, a theory valuable in one study may not be appropriate for another
study. Thus,

The criterion by which we judge theory is not its truth or falsity, but
rather its usefulness. Theories sometimes decrease in usefulness in the
light of new knowledge, and they are combined, replaced, and refined
as more knowledge is made available (Wiersma 1995:19).

It has been noted, for example, (Edwards 1986) that a grounded theory that provides
for an opportunity for the generation of theoretical ideas which are discovered
throughout the research process, is more suitable for ethnographic studies "in which the

4Quote from Elliot W. Eisner's Foreword to the book edited by Flinders, D. J. & Mills G. E. (1993)
Theory and Concepts in Qualitative Research: Perspectives From the Field, New York, Teachers
College Press (pp. vii-ix).
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researcher gathers the data in the field and seeks to present that data faithfully and
accurately from the view point of the people who inhabit that field" (Edwards 1986:22).

Grand theories of social, economic and political development, on the other hand,
provide the researcher with a tool not only to explain the essence of the problems of
development but also to question what is portrayed as conventional understanding and

remedy for these "developmental"” problems.

It is also important to note that, since education is a wide, interdisciplinary field that
draws from many other disciplines and practices, depending on the purpose of an
educational research, various theories may be employed. In this study, theories relevant
to the understanding of the scope of the study and guiding of the research tasks are
presented and analysed in Chapter three, which focuses on theoretical considerations.
The theories considered include: theories of the state, theories of development and
theories or models of education policy; as well as the theoretical understanding of social
justice in education. The section on conceptual framework provides a brief explication

of why and how particular theories are useful for this study.
Studies on Education Policy Reforms

Ozga (1987) asserts that, until as recently as the 1970s, the field of education policy
was occupied mainly by non-sociologists. She argues that previously it was a confine
of specialists in educational or social administration and in social policy. This
observation is supported by Hargreaves (1989) who observes that critical overviews,
of social contexts of different educational policy initiatives, have been rare. He notes

that research on education policy,

focused more directly on policy issues - whether as pragmatic response
to the current exigencies of research funding or as a way of providing a
more solid foundation of evidence for theoretical claims - has sometimes
made it difficult to see the wood for the tree. In developing detailed
understandings of the workings of TVEI, low attaining pupils project
and the like, they have often lost sight of the social trends and
requirements that give these disparate initiatives a more general
coherence and logic (Hargreaves 1989:43).

It is worth noting that the early studies of education policy fell under the dominant
paradigm of the time, the “empirical-analytic paradigm”, (Popkewitz 1984) which
assumes that there are distinct general or universal rules of policy making with less
regard for specific context or actual circumstances in which policy is formulated. Based

on positivism, the studies in this paradigm are mainly descriptive and they concentrate
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on what is while ignoring or undermining what ought to be; thus imposing a distinction

between facts and values in policy decisions.

Such an approach to studying policy is problematic as it leads to the conception of
policy-making as merely a technical and rational process, "to canvass alternatives;
assess cost and benefits and implement choices" (Simeon 1976:550). Such a
conception has been rejected by many policy analysts (e.g. Simeon 1976, Dale 1993,
Codd 1988) since the 1970s. In this approach, they saw a danger of the emergence of a
specialised sub-discipline of "policy science" which would lead to ignoring or simply

assuming the social economic and political forces.

An approach to education policy that divorces policy from the social, political and
economic contexts within which policy making takes place is considered inadequate
because, although the descriptive and quantitative data are important in understanding
policy, they are inadequate as they leave out the rules and values which develop and
reinforce what is aggregated or observed. In general, policy is not as predetermined,
logical and unproblematic as portrayed by studies based on the empirical-analytic

paradigm would like us to believe (Crump 1993).

With a shift in paradigm in the 1970s to the symbolic or interpretive paradigm, some
researchers on education policy also followed suit in the form of phenomenological
studies. The symbolic or interpretive paradigm views social life as rule making and rule
governing. Thus, the focus is on the unique human capacity to invent and use symbols.
"Rather than making the behaviour of people the facts of science, attention is given to
the interaction of and negotiations in social situations through which people reciprocally
define expectations about appropriate behaviours" (Popkewitz 1984:41). The emphasis
is on the communicative aspect of a social phenomenon. Thus, Popkewitz (1984)
contends that the interpretive approach shifts the focus of theory to the nature of
discourse rather than behaviour. The emphasis is on defining how reality is constructed
through meanings shared by those participating in the organisation, rather than being
imposed from outside (Crump 1993:18). Popkewitz (1984) notes, for example, that,
using transcribed conversations from the class room, Barnes (1975) analysed the
functions of discourse to provide broad and contextually defined definitions for

learning and for curriculum.

The focus on discourse is important in understanding policy because it provides room
for analysing the ideological hegemony in the policy process. Phenomenological
studies may also help in exploring and analysing the context within which a particular

policy takes place. Like the studies based on the empirical analytic paradigm, however,
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phenomenological studies concern themselves with aspects of what is and not why it is
or what might be. The concentration on the phenomenon under study also makes it

possible to leave out some of the relevant processes in the wider context.

In the 1980s and 1990s, the debate about education policy was at its peak mainly due to
the education reforms that were introduced as a result of a shift from state welfarism to
neo-liberalism. As Troyna (1994) notes, by 1990, there was a vast literature on
education policy, especially in developed countries. Thus, Troyna (1994) argues that
the contemporary education reforms have acted as catalysts for the development of a
genre of policy studies which break ranks both with empiricist accounts of education

policy and with those which rest upon managerialist perspectives of the policy process.

What is common to these contemporary approaches to education policy studies is the
incorporation of what Raab (1994) refers to as critical and sometimes politically
committed sociology, including the perspectives on the sociology of knowledge, and of
debates about the necessity and possibility of change (e.g. Apple 1985, Dale 1989).
Thus, it can be argued that the education policy sociology studies of the 1980s and
1990 are within the paradigm which Popkewitz (1984) terms, "critical science or social
science as historical expression paradigm"; a paradigm that is based on critical theory
(Dale 1994:39).

Popkewitz (1984:46) argues that, the critical approach to policy, "has interest in
practical discourse and hence is akin to historical analysis of social processes".
Williams (1977 in Popkewitz 1984:45) identifies two major strands in the critical
paradigm: the 'residual' and the 'emergent’. While in the residual strand, the major
residues of the past culture are incorporated into the critique for considering alternatives
to the dominant culture, the emergent strand offers arguments that are in opposition to

the dominant culture and institutions.

Popkewitz (1984:45) argues that "the function of critical theory is to understand the
relations among values, interest and action and, to change the world, not to describe it".
Thus, in a critical approach, the dynamics of social change, of past and present, are
examined to "unmask the structural constraints and contradictions that exist in a
determinant society". This is important in understanding education policy because
policies are presented differently by different actors and interests (Ball 1993) to achieve
different aims. It is important, therefore, to understand the complex interwoven
network of the policy process, to explain how policy comes about, whose interests are
being served, what is the documented or legislated form of policy and what occurs as

outcomes. In that case, the descriptions of the policy process at the same time, can
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become prescriptions and advocacy in political struggles (Jennings 1987). As Cox
(1980 in Dale 1994:40) observes:

Critical theory is directed to the social and political complex as a whole
rather than to the separate parts. As a matter of practice, critical theory,
like problem-solving theory takes as its starting point some aspects or
particular sphere of human activity. But whereas the problem-solving
approach leads to further analytic subdivision and limitation of the issue
to be dealt with, the critical approach leads towards the construction of a
large picture of a whole of which the initially contemplated part is just
one component, and seeks to understand the processes of change in

which both parts and whole are involved (Cox 1980:130)5.

The advantage of the critical paradigm is that it offers the policy analyst an opportunity
to do what Dale (1993) terms, as a study of policy and for policy. Thus, it allows the
study of education policy to capture the socio-political and economic, as well as the
“politicity” (Torres 1996:163, Green 1994) of education.

It is important to note that studies in this paradigm are not homogeneous. Troyna
(1994) observes that:

Some are embedded in the Marxist framework (Cultural Studies, 1991;
Dale, 1992; Hatcher and Troyna, 1994), while others draw on pluralist
approaches (Ball 1990a; Kogan et al., 1984; Macpherson and Raab,
1988) and feminist perspectives (Blackmore and = Kenway, 1993;
Hughes, 1992). It is also possible to discern the influence of various
(mainland European) theorists on studies of contemporary education
policy. These include Foucault (Ball, 1990a; Bowe, Ball and Gold,
1992; Kenway, 1993), Baudrillard (Bowe, Gewirtz and Ball, 1992)
Bourdieu and Offe (Codd 1992), and Barthes (Bowe, Ball and Gold,
1992; Maguire, 1991; Rosie, 1992) ( Troyna 1994:4).

There are also different ways that the policy analysts have conducted their studies.
Troyna (1994:4) further notes that some policy analysts, such as Macpherson and Raab
(1988) have relied almost entirely on interviews, and, while others have adapted a

political ethnographic approach, some have emphasised primary source documentation.

It is worth noting, however, that some contemporary conditions are creating constraints
for conducting educational policy studies within the critical framework. Hargreaves
(1989) notes with concern that the decline in the independently funded educational
research and the emergence, in its place, of a more cursory, politically tied evaluation of
particular initiatives actively discourages penetrating critiques that may reflect poorly on

the sponsors. The situation is more grave in developing countries where research is

5Cited in Dale (1994:40)
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externally funded. Hence, funding agencies, driven with pre-set priorities and
objectives or agenda, may seek to control the policy research process. Referring to
Anglophone Africa, Hartwell (1994) contends, for example, that:

International agencies which have tried to define the procedures for
education policy analysis and planning have tended to highlight the
technical aspects of the process. They operate from the assumption that
education is a tractable system; that once the proper information is at

hand and has been analysed the policy options become evident (Hartwell
1994:30).

Such a perspective not only leads to narrow and technocratic education policy analysis
but also curtails critical understanding of policy. Highlighting predicaments of
researchers in Tanzania, Broke-Utne (1993) explains the fear of the researchers that
penetrating critique may jeopardise their chances of getting sponsorship for any
research in future. Consequently, in the 1990s, there have been attempts to separate
education from politics. Contrary to | many research studies : conducted in the 1960s
and 1970s, contemporary education research in Tanzania, with a few exceptions, (e.g.
Samoff and Sumra 1994) is basically technical and compartmentalised into specific
parts of education such as management, funding, curriculum development, etc. A
caveat has to be made, however, that, while these component parts of education are
important, it is crucial to understand “the processes of change in which both parts and
whole are involved” (Cox 1980:130, in Dale 1994:40).

By situating the analysis of education policy reform in Tanzania within a larger
contextual framework, this study seeks to develop a holistic understanding of the
analysis of educational policies, as opposed to the sectoral and technocratic analyses

and interventions.

Another important issue emanating from the literature is that, although contemporary
policy reforms are global and driven by the assumption that economic regeneration
could be achieved through improvement in education, (Marks 1996) there are very few
comparative studies (Lawton 1992) of these reforms. The few existing comparative
policy studies compare countries within the same bracket of economic development.
This study seeks to cross this barrier and to reveal the issues of concern for both
developed and developing countries. This study conducts a comparative policy analysis
of education policy reforms both in Tanzania and New Zealand. The study also
examines education policy reforms within the shift of assumptions from the emphasis
on the markets failure, as portrayed by the Keynesian model, to the governments'

failure as portrayed by economic rationalism.
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It is also worth noting that, in Tanzania, market-oriented education practices were
introduced concomitantly with other economic liberalisation programmes long before an
official educational policy statement was produced. That is, although market-oriented
education reforms in Tanzania started in the 1980s, Tanzania’s Education and Training
Policy document was produced in 1995. Thus, when this study commenced in 1995,
no study to analyse the Education and Training Policy document was in existence. This
study, therefore, seeks to examine the meaning of the policy statements; to expose the
discourse of privatisation contained in the policy text as well as the implications of the
policy so as to set a basis upon which various educational issues are underscored and

viable alternatives can be explored.

Organisation of the Thesis

This thesis is organised in six parts: the introductory part in which the writer states the
problem, the purpose and objectives of the study; as well as a discussion of the
rationale for theory and studies on education policy reforms. This part also delineates
the organisation of the study.

It is envisaged in this study that the theoretical understanding of the main concepts in
the study is important not only to guide the process of collecting and analysing the
relevant data and discussing the findings but also in mapping the scope of the study.
Theoretical considerations have also helped in identifying the methodology appropriate
for conducting this study. Thus, Part Il,ontheconceptual and methodological
framework, discusses the key concepts which are basic to understanding contemporary
education policy reforms and sets the foundation upon which the methodology pertinent
to this study has been constructed. In chapter two, on theoretical considerations, the
dynamics of education are analysed in relation to the concepts of policy, the state,
socio-economic development, as well as social justice and privatisation. In chapter
three, discourse analysis and comparative education policy analysis (CEPA) approaches
are discussed so as to establish their appropriateness as the methodology for studying

contemporary education policy reforms.

With the view that policies, particularly educational policies, do not develop in a
vacuum, social, political and economic imperatives (Codd et al. 1990, Dale 1989,
Gordon and Pearce 1993) form the context within which they are conceived, developed
and maintained, Part III focuses on the analysis of the context within which
educational privatisation policies have developed, both in Tanzania and New Zealand.

Acknowledging that the context is both internal and external, the study traces the
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historical genesis of contemporary reforms within the transformation of capitalism and
the changing position and functions of the capitalist state, in general, and the colonial

and post-colonial state in New Zealand and Tanzania, in particular.

Part IV focuses on Tanzania's and New Zealand's education policy reform
documents. It is contended that a particular discourse compatible to a transformation of
capitalism is developed to promote the positioning of the state and the market order that
it upholds. Thus, it is argued that a discourse of privatisation has developed within the
globalisation process to support and promote global finance capitalism and the nature,
functions and positioning of the state in that formation. As a corollary, the education

policy documents that are produced are couched within this supportive discourse.

Part V discusses the implications of education privatisation policies for social justice in
education and for the state's provision of education. It is argued that the market panacea
espoused by the policy responses to the crises of the 1980s and 1990s obscures the
relationship between education and social justice and has adverse implications for

state's provision of education, particularly, as it relates to “children at risk”.

Part VI comprises the conclusions drawn from this study and the researcher's
suggestions for education policy development as well as some areas identified further
research.



PART II

CONCEPTUAL AND METHODOLOGICAL
FRAMEWORK

This part of the thesis, first, discusses concepts which are basic to the understanding
of contemporary educational policy reforms and, second, sets the foundation upon
which the methodology for this study has been conceived. The main objective of this
part is to analyse existing theoretical assumptions about education policy within broad
theories of the state and social, economic and political development; hence, to
establish their relative pertinence in understanding contemporary education policy
reforms. Comparative policy analysis and discourse analysis are also analysed and
discussed in order to establish their appropriateness as methods for studying education

policy reforms.

The part comprises two chapters; Chapter two, on theoretical considerations and

chapter three on methodology.
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Chapter Two

Theoretical Considerations

This section discusses the nature of education policy and the theoretical perspectives of
the state and socio-economic development. The discussion examines the nature of
education policy and sets a basis upon which the nature, role, position and functions of
the capitalist state can be understood, particularly the colonial and the post-colonial
state. It also questions the “conventional theories of development” and suggests an
approach that would allow the examination of development in the social, political and
economic spheres. It argues that the "socio-political economy approach"” to
development, that gives first priority to the development of people as opposed to
material things that are given first priority in the conventional theories of development,
would promote what has been referred to as “appropriate development” (Trainer 1989).
The "socio-political economy approach” also emphasises the status of people as social
entities that would contribute to their collective development. In that regard, policies
that contribute to development should ensure social justice in terms of fair distribution
of resources, fair processes of production and distribution of goods and services and
collective responsibility for progress. Such an approach provides an opportunity for
assessing the contribution of contemporary education to development through analysing
whether current education privatisation policy reforms in Tanzania and New Zealand
are contributing positively towards social justice or are creating tensions between

education and social justice.
Education Policy

In attempting to explain contemporary educational policy reforms in Tanzania and New
Zealand, this study considers literature on policy and, particularly, on education policy.
This is based on the view (Ball 1994, Crump 1993, Guba 1984) that, in approaching a
policy task, it is imperative to have a clear understanding of the nature of policy as this
would not only provide a clear perspective of the scope of the task but also provide an
understanding of how others see policy. Crump (1993) and Guba (1984) also argue
that the way which we define policy will strongly influence the way we study it.

To underscore the conceptual meaning of policy, however, is not a simple matter, since

various policy analysts and studies on policy sociology provide different definitions.
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As Ball observes, "It is not difficult to find the term policy being used to describe
different things at different points in the same study” (Ball 1993:10).

Crump (1993) identifies various predominant approaches to policy to which he refers
as policy models or theories. These include systems models, the contingency model,
the incremental model, the elite model, the problem solving model, the

phenomenological model and the process model®.

In the systems theories, policy is viewed as an output of a production system. The

system is made of three components. The open system models, for example, comprise

the inputs, that is the desired product by the community, which can be local, regional or

national; the system, that is the political structures and procedures, which is generally

institutional and authoritative but can be of any size; and the outputs which are whatever

happens in terms of actions or decisions, Lunenberg and Ornstein (1991:213 in Crump

1993) contend that the gpen system model applies to all levels of policy; the micro,

comprising small scale or localised policy making; and the meso level at the middle,

comprising the region j¢s, union agencies and parent organisations that

play a role in policy making at that level or interact in policy making at micro or macro

levels. While the macro level is the level of the statg, or nation. dominated by political
institutions and powerfulindiaduals, the mega level is the international sphege, which
in recent years is generating remarkable similarities in policy development and policy

research (Crump 1993:15). Thus, similarities in the current education privatisation

policy reforms seem to suggest that their origins are at the mega level.

It has been argued (Crump 1993) that, although the open systems model does not
provide a true representation of what happens in eachlevel of the system, it appears to
represent what happens in real life. Another merit of systems theories is that they can be
valuable in highlighting policy issues because they provide an opportunity to focus on
the environment in which the policy is to occur, the system itself and a consideration of

the outcome.

The systems theories, particularly small group theory, can also be used to explore
policies within sub-systems, such as schools or organisations within a school; hence,
producing an overview of the environment in which policy is to be implemented.
However, the suggestion, (Dahl in Ham and Hill 1984:26-28) that policy decisions are
determined by the relative intensity of the preferences of the members of the group,

6For an elaborate analysis of each model see Crump (1993).
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leaves much to be desired as it is difficult to attribute cause and effect analysis to any

policy decision, except in clear-cut situations, which are rare (Crump 1993:14).

Some views of systems models are based on an attempt to explain social behaviour in

an educational setting. Crump notes that:

In this model systems are perceived as two-dimensional: a normative
dimension (which provides insights into the conceptualisation of the
institution) and the personal dimension (which provides insights into the
personal and individual components). While this view of a social system

has merit, it neglects the level of interagtion between these two
dimensions an es not explicitly acknowledge the interaction of either

or both dimensionSwith external factors (Crump 13-15).
W

Another form of systems theory is the rational model (Dye 1984:30) or the public
finance model (Lane 1990). This model is based on the assumption that there is no

difference between economic and social policy. As a corollary, it propounds that all

—

Eglicies must demonstrate cost and benefits.

This model has several weaknesses. Not only is the rational model based on incorrect
positivist assumptions (Chalmers 1976), which presume a rational quantitative

measureme a Eredictive capacity and rational decision making,

but also "there are so many barriers to rational decision making that it rarely takes place

at all in Governments" (Dye, 1984:32). This model gives priority to the economig

factors in policy decisi ing: suggesting that those policies that do not demonstrate.
economic cost and benefits should not be pursued, even if they exhibit social benefits.

Thus, Crump (1993) observes that, while this model may be useful for_analytical

purposes, it is misdirected in_its search for rationalism as a prime factor in policy

making.

However, the rational model has been influential in promoting neo-liberal market

economy_policies that have been introduced in many countries of the world in

contemporary times. This is because economic rationalism, an ideology upon which
these policies have been based, conforms to this model. Describing economic
rationalism, Codd (1998) contends that:

The term economic rationalism refers to the dominance of the economy
and economic processes over all areas of state policy-making. It is an
ideology which has the primary objective of achieving a total
rationalisation of the agencies of the state, including educational
institutions, to bring them into line with the policy prescriptions of free-

market ecopomics...(Codd 1998:7).
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Thus, as Crump (1993:15) contends, the rational model "was espoused not only in
education, but also in the guise of economic rationalism during the late 1980s and
1990s”. The model is particularly relevant for this study as both Tanzania and New
Zealand have been subjected to economic rationalism and it is upon this ideology that

contemporary education reform policies in both countries are based.

The incremental model, on the other hand, suggests that policy should be an addition to
an earlier policy, so as to extend what exists rather than take risk with something
completely new. Accordingly, patches and pieces are added to the existing policy,
altering its general thrust and providing a new rationale; therefore, creating a new form
of the old policy (Crump 1993). The form of policy development that existed for almost
a century in New Zealand, and for about twenty years in Tanzania, before structural

adjustment policies, subscribes to this model.

Because they do not propose major departure from norms and ways of doing things,

incremental policies are found to enjoy popular support. Crump (1993) asserts that:

This approach is seen to be easier to cost, less likely to go wrong, more
likely to be supported by those in power and by workplace or political
superiors, and more likely to enjoy public support because no radical
change is proposed (Crump 1993:16).

He further observes that the incremental model is quite familiar to those involved in
education. It is favoured by hierarchical, bureaucratic systems and suits the political
environment for most ministers of education. Such an observation seems to be

supported by Beeby’s contention that:

Unless there is some political upheaval that goes beyond the routine
changing of democratic governments a [educational] myth rarely dies a
sudden death. Even when two myths are in partial conflict, the old
myth, like many ancient faiths, is quietly absorbed into the new with a
fresh interpretation of terms...There is an inevitable continuity in myths,
however deferent they may appear (Beeby in Renwick 1986:xvi).

It has been noted, (Crump 1993) however, that policy-making in the 1980s and 1990s
deflected from the incremental model, deliberately taking away decision making from
the bureaucracy so that external opinions and more controversial policy strategies could
be introduced and implemented. Moreover, this model also suggests an equilibrium

approach to policy reforms’.

TThe equilibrium approach to policy reforms is discussed later in this section.
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Another model for understanding policy is the contingency model. This model is based
on the organisational theory which suggests that there are no two work places which
are exactly the same and that there are divergent variables which will affect the intended
action and outcome. Consequently, it recognises environmental influences on
organisations and their policy procedures (Luthan & Todd 1977 in Crump 1993). The
model also maintains the system perspective and views the organisation as comprising
interrelated systems (Crump 1993). Crump (1993:19) contends that, although this
model avoids "the abstraction of more basic systems approaches and refutes the search
for 'one-best-way', it is a model weak on theoretical possibilities and one caught up in

identifying criteria for competency, performance and systems evaluation".

The elite model, on the other hand, constructs policy as the preferences and values of
the governing elites. In this model, the elite is seen as all powerful and conservative
while the ordinary citizens are viewed as passive, disinterested, even ignorant. Thus,
policy becomes a top-down procedure, manipulative and one way (Crump 1993:17).
Crump (1993) asserts that this model has been used by leaders of various movements
such as the civil rights, feminist, environmental or literacy movements. He points out,
however, that, in the 1980s and 1990s, the elite model is under challenge. The main
argument against the model (Crump 1993) is that policies set by the 'all knowing elite’'
are dangerous even when they are for the benefit of the citizen because the end should
not justify the means. Unfortunately, Crump’s arguments do not discriminate between
those policies that are meant to promote social justice and those that promote

subjugation and control.

However, the use of the elite model in the education setting may be challenged on the
basis that it can be a tool of state functionaries and/or a means of influence for
intellectuals or teacher-union leaders over the teaching professionals, the students and
the parents. It is worth noting that similar arguments have been used by supporters of
education privatisation policies, in the developed nations such as New Zealand, to
challenge the public education system by claiming that it has been captured by the ‘all
knowing' providers. In developing countries, including Tanzania, such arguments have
been used to challenge policies that are claimed to have been developed by the ‘all

knowing' political elite to frustrate the professionals.

Another model for understanding policy is the problem solving model. Building on
Dubnick and Bardes (1983:5), Crump (1993) observes that the problem solving model
is based on the premise that public policies are responses to and sources of problems.
Accordingly, a policy has the role of dealing with issues and attempting solutions as

well as creating problems. The model suggests that policy creates problems for those
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people, groups or institutions that it does not address or satisfy, as well as generating
problems through the very process of being put into practice (Crump 1993:19).
Although this model falls into the trap of making policy decisions appear to be a

technical issue, it has merit in its suggestion that policy making is a continuous process.

It can be argued that the systems theories or models, the incremental model, the rational
model, the contingency model, the elite model and the problem solving models, fall into
the empirical-analytic approach to the study of policy. However, it has been noted
(Popkewitz 1984, Simeon 1976, Dale 1993, Codd 1988) that the empirical-analytic
approach to the study of policy is inadequate because it leads to the conception of policy
making as just a technical and rational process; thus, removing policies from the social,

political and economic contexts within which they are made.8

In the phenomenological model, on the other hand, the emphasis is on defining how
reality is construed through meanings shared by those participating in an organisation
or a particular setting. Thus, depending on the setting, the phenomenological model
may be applied to both micro and macro settings. However, the model values situation
policy development in order to take into account the varied needs and local conditions.
As such, it supports a conflict approach to policy reforms and allows greater
participation in policy-making. It is contended, however, (Crump 1993) that policy is
not merely phenomenological as there are broader political, communicative and ethical
factors which often outweigh the meanings attributed through the phenomenological

model.

This thesis asserts that the phenomenological model falls into the symbolic or
interpretive paradigm which focuses on the unique human capacity to invent and use
symbols and which emphasises the communicative aspects of a social phenomenon
(Popkewitz 1984). The focus on the communicative aspects (discourse) is important in
understanding policy because it provides room for analysing the ideological hegemony
in the policy process. In that regard, the phenomenological model may also fall into the
critical paradigm®. However, the phenomenological model concentrates more on what

is and ignores what ought to be.

A much more recent view of policy is the process model (Crump 1993). In this model,

policy is seen as a political process of:

8More discussion of the empirical-analytic approach in the methodology section, pp. 75-76
9More about interpretive and critical paradigm in the methodology section, pp. 76-79.
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Defining demands for action; developing responses and potential
solutions; building support for these through gaining a degree of control
over the decision-making or exercising existing power; legitimating the
policy through a new discourse (by introducing jargons and new words
or redefining existing language) and restructuring the institution;
organisation or community to increase the likelihood that the policy will
be implemented (Crump 1993:20).

The model acknowledges the power relations in the society and urges the policy analyst
"to identify the controls (particularly the distributive control) so as to discover who
makes the policy, what is its nature, what does it hope to achieve, why was it proposed
at the time and what was not made the subject of policy" (Foster, 1981 in Crump
1993:20).

Crump (1993) notes that the process model has been used by intending reformists

across the political spectrum. Thus, it is noted (Crump 1993) that:

While some see it as a valid way of pushing social reforms for the poor
and disadvantaged, others see it as a useful tool for refocusing policy

(through reference to economic imperatives) on conservative ideals
Crump 1993:21).

The process model has been criticised for being basically a systems model, since it still
revolves around inputs and outputs through a linear process of problem identification,
formulation, legitimation and evaluation (e.g. Crump 1993:21). In this way (goes the
criticism), it has remained exclusivist and, at times, elitist. To these critics, the process
model is seen as "a model that does not challenge the systemic bureaucratic grip on the

policy process and can be used to foster narrow vested interests" (Crump 1993:21).

Ball's work (1990), on the policy sociology of the curricular and organisational
changes brought about in Britain during the 1980s, serves to elucidate the above
weaknesses of the process model. However, the inclusion of the variables within and
outside the structure affecting policy implementation in the task of evaluation may
significantly minimise the weaknesses of the process model. In that case, evaluation of
policy implementation also becomes a “deconstructionist” activity which puts things
apart so that one can comment on the likely actual consequences, the distributional
impact of policies and the associated power and discourse (Ball 1990:1).

It is worth noting, however, that the process model falls within the critical paradigm
which "has interest in practical discourse and hence akin to historical analysis of social

processes"(Popkewitz 1984). Based on critical theory, the critical paradigm covers both
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the phenomenological model and the process model. On critical theory, Dale (1994)

argues that:

[It] stands apart from the prevailing order of the world and asks how
that order came about. [It] does not take institutions and social and
power relationships for granted but calls them into question by
concerning itself with their origins and how and whether they might be
in the process of changing... Critical theory is directed to the social and
political complex as a whole rather than to the separate parts (Dale
1994:39).

Thus, a critical approach examines social changes within their socio-historical contexts.
Invoking Foucault and Offe, Ball (1993) argues that "policies typically posit a
restructuring, redistribution and disruption of power relations, so that different people
can and cannot do different things". However, since "power is multiplicitious,
overlain, interactive and complex, policy texts enter rather than simply change power
relations"; thus, "practice and 'effects' of policy cannot be simply read-off from texts

and are the outcome of conflict and struggle between 'interests' in the context” (Ball
(1993:13).

It is important, therefore, to understand the complex nature of the policy process as
well as policy texts. Thus, in order to understand the education policy reforms in
Tanzania and New Zealand, it is important to analyse the context as well as the policy

documents.

The ongoing discussion of the literature on the nature of policy also suggests that
politics is an essential component of policy. In understanding education policy,
therefore, it is important to understand the political arena at the centre of which is the

state.

The State and Education

It is the contention of this study that a clear understanding of the state is important not
only in understanding education policy but also in understanding contemporary
education policy reforms. This is based on the conviction that education is neither
politically nor technically neutral (Torres 1995:163). Invoking Freire’s (in Torres 1995)
consistent claims that there is an inherent “politicity” of education that has
epistemological, analytical and ethical implications, Torres (1995) argues that this
politicity also relates not only to the subtle linkage between education and power but
also to the state and public education as contested arenas and sites for distribution of

goods and services and competition involving political-economic projects (Freire 1994
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in Torres 1995, Torres 1995). This is, in part, supported by Archer (1984) who
observes that, most of the time, "most of the forms education takes are the products of
political struggles. They bear the marks of concession to allies and compromise to
opponents" (1984:2). In understanding education policy, therefore, it is important to

understand the state, which in most cases is at the centre of the political arena.

Further, as noted by Codd, et al. (1990), Carnoy (1992) and Torres (1995), how one
theorises the state has direct implications for how one views education. Torres (1995)
argues that the prevailing notions of the state held by policy makers and researchers
influence the dominant research agenda, the analysis of educational problems and
policy prescriptions. At a practical level, theories of the state held by government
coalitions and educational bureaucracies influence not only research but also the
planning and operation of educational systems. Thus, Carnoy (1992:143) asserts that
almost all analyses of educational problems have implicit in them a theory of the state,

although only a few describe or articulate that theory.

Moreover, during the 20th century, education has increasingly been the function of the
state (Codd 1988, Torres 1995). Torres (1995:262) notes that, in the 20th century,
educational systems and practices are sponsored and mandated, organised and certified
by the state.

The politicity of education policy is also captured by Green (1994) when he refers to
the policy question. He asserts that:

A policy question is a request for a fairly stable, but modifiable
authoritative line of action aimed at securing an optimal balance between
different goods, all of which must be pursued, but cannot be jointly
maximised. To such questions there are no purely technical solutions, a
point that is revealed by the aetiology of policy questions. They appear
to arise from conflicts among humans over the distribution of goods,
i.e., conflicts of interest. However, the deeper roots of such questions
lie not in a conflict of human interests, but in the incompatibility of the
actual goods that human beings seek. Policy questions ask how to
allocate such goods. But this allocation is the business of politics. No
policy without politics nor politics without polity (Green
1994:unpaged).

The notion of the state, particularly the inter-relationship between the state and
education, therefore, is important in understanding not only education policy but also
education policy reforms. It is important to note, however, that there is no single view
of the state. That is, there exist various views about the state which are sometimes

grouped into different approaches or theories of the state.
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Education and Theories of the State

The nature and role of the state has been a focus of attention for scholars, academics
and states-people for a long time from the early Greek thinkers to the present. As a
result, various theories on the essence of the state have been discussed. In this part, the
study considers four different approaches to the understanding of the state as identified
by Ham and Hill (1993). These include: the pluralist, the corporatist, the elitist as well

as the Marxist theories.

The pluralists view the state as a neutral entity that draws its strength from all groups of
people in a democratic society. Arguing that, in the democratic society, power is so
widely distributed that “no group is without power to influence decision-making, and
equally no group is dominant” (Ham and Hill 1984:27), the pluralists insist on the
importance of multiple channels through which the citizens can control their political
leaders and shape the development of public policies (Dunleavy and O'Leary 1987).
This makes voting and elections essential for directing and controlling government in a
democratic society. In that case, education may seem to be a process where the
immature are brought to identify with the principles and forms of life of the mature
members of the society (Torres 1995:258) and, hence, in future, to be able to
participate in its governance. This subscribes in part to Gramsci’s suggestive
hypothesis that education as part of the state is fundamentally a process of formation of
social conformism (Torres 1995:259). By viewing the state as a neutral entity,
however, the pluralists fail to note an essential part of Gramsci's thesis about education
and the state which views the state as an instrument of rationalisation with educational
systems, and schools in particular, as privileged instruments for socialisation of a

hegemonic culture.10

It is important to note that, although different writers in the pluralist group view the role
of government differently, they all limit their study to one aspect of the state; namely the
government. Other weaknesses of the pluralist approach include the fact that the
distribution of power is less pluralistic than they seem to suggest (Bachrach and Baratz
1970, Clegg in Ham and Hill 1984) and that they ignore non-decision-making (Clegg
and Dunkerly 1980)!1. These are serious inadequacies because taking the pluralistic

view of the distribution of power may lead to focusing on the surface level of power,

10Torres (1995) notes that Gramsci understood hegemony as a process of social and political
domination in which the ruling classes establish their control over the classes allied to them through
moral and intellectual leadership. Also Gramsci referred to hegemony as the dual use of force and
ideology to reproduce social relations between the ruling and subaltern classes

llCited in Ham and Hill (1984)
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and hence, fail to identify the structures of domination and the rules within which

power is exercised. It has been noted, (Ham and Hill 1984) for example, that:

Drawing on the works of writers who have emphasised the importance
of nondecision-making and political routines, Clegg and Dunkerly
maintain that the power of capital does not have to be exercised to be
present because it is enshrined in the routines of capitalist societies (Ham
and Hill 1984:179).

This is important in understanding the social institutions of the state, such as education,
because it is through such institutions that legitimacy and adherence to such routines are

ensured.

Another weakness of the pluralists, as Dunleavy and O'Leary (1987) note, is that they
rule out the possibility that individuals could have interests which are not expressed as

preferences in the electoral system.

The corporatists, on the other hand, contend that, through the democratic processes
initiated and maintained by the state, various political interests can be regulated.
According to Winklers (in Ham and Hill 1993), the state plays an independent and
dominant role in its relationship with labour and capital; a view which is similar to
Weber's argument about the ability of bureaucracies to exercise power (Ham and Hill
1993). In that regard, education becomes a source of power. According to Ham and
Hill (1993), the corporatists' thesis is that the state not only supports the process of
accumulation but actually directs it.

Thus, like the pluralists, the corporatists envisage the role of the state as being to
define, protect and promote public interests. Thus, education as part of the state is
viewed as value free and politically neutral. The corporatist approach also shares with
the pluralists the weakness of giving the state a significant role of an autonomous actor.
Further, it does not recognise the advantage of capital, not only over labour but also
over the capitalist state which, according to Dale (1989), depends for its resources on

the private accumulation of capital.

The elite theory, as espoused by Pareto, Mosca and Mills (in Ham and Hill 1993),
points to the concentration of power in the hands of a minority. The elite theory
contends that all societies have two classes; that of a few who rule and the majority that
is ruled. According to the elite theorists, power accrues from a variety of sources,
including occupation of formal office, wealth, technical expertise, knowledge, military

might, birth-rights, control of important resources and so on. By the same token,
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Bottomore (1966) makes a distinction between the political elite that is made up of those
individuals who actually exercise power at any given time and the political class
comprising the political elite and politicians in opposition, trade union leaders, business

people and politically active intellectuals.

The elite theory has been seen by some authors (e.g. Dunleavy and O'Leary 1987) as
an elaboration on the pluralist theory of the state because the existence of elites is not
incompatible with pluralistic democracy as competition between and among them
protects democratic government (Ham and Hill 1993). Using a Marxist critique,
Miliband (in Ham and Hill 1993), on the other hand, contends that the power elite is
but the ruling class by another name. These observations by the critics of elite theory
are supported by research findings in advanced countries as well as Third World
countries. Referring to USA, Howley, et al. (1993) note, for example, that research
seems to provide clear evidence that schools sort students to recreate in each generation

the economic stratification of the previous generation. They observe that:

In summary, we find that the research simply does not support the
meritocratic rationale for schools' practice of sorting students. Instead, it
seems to provide clear evidence that schools sort students for the
purpose of recreating in each generation the economic stratification of
the previous generation. Although individual students may use their
educational attainment as a way to escape the economic lot of their
parents, the majority of students do not find that schooling offers a very
promising avenue of social mobility (Howley, et al. 1993:unpaged).

Studies conducted in developing countries in contemporary times (e.g. Ishumi 1984,
Mbilinyi 1982, Samoff and Sumra 1994) also support similar findings. Problems of
primary school leavers, unemployment and urban poverty indicate that schooling is no

longer providing a 'social safety net' as it used to in the early period of its inception.

Thus, the pluralist, corporatist and the elite theories of state seem to overlook the
process by which schools promote the ideological hegemony of dominant groups,
resulting in what critical theorists (e.g. Bourdieu & Passerson 1977) term “cultural
reproduction”. The lack of historical-structural analysis of educational process in

capitalist societies is also identified as one of their main flaws (Torres 1995).

The Marxist theories, on the other hand, view the state as the mediator of power to
protect the interests of the most powerful group - the dominant class. As Lenin (1917)
noted:

According to Marx the state is an organ of class rule for the oppression
of one class by another; it is the creation of "order", which legalises and
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perpetuates this oppression by moderating the conflict between classes.
(Lenin 1917:2).

The same sentiment is expressed by Anderson (1974:11) who asserts that the state is

the "intricate machinery of class domination”.

In the Marxist theories of the state, therefore, ownership (or the control of the means of
production for power within the state) is central for understanding the state. Thus, Ham
and Hill (1993) observe that the strength of the Marxist approach to the understanding
of the state lies in its analysis of the significance of ownership or the control of the
means of production for power within the state. Accordingly, the theory has the mode
of production as its unit of analysis under which the state is an essential means of class
domination. As a corollary, they refer to the feudal state, the capitalist state, etc.,
depending on which class is powerful in a particular mode of production. Thus, under
capitalism, the state protects the interests of the bourgeoisie with social institutions like
education and religion as value vehicles for defence and justification of bourgeois

domination.

The Marxist theories of the state, examine and articulate the nature of the colonial and
post-colonial state (such as that of Tanzania and New Zealand) and contextualise it
within the capitalist mode of production. According to the Marxist and neo-Marxist
conceptualisations of the state, the colonial state is seen (Carnoy 1984) as an extension
of capitalist relations of production from the metropolis to the colonial territories. The
colonial state, like the metropolitan state, acts in defence of the interests of the owners
of capital (the capitalist class) and their bid to expropriate resources and make profit on
investment. The post-colonial state is seen (Frank, 1971) as a reformation of the
colonial state where the interests of the foreign owners of capital and the rising national

capitalist class (compradorial bourgeoisie) are protected and safeguarded.

Ham and Hill (1993) and Dunleavy and O'Leary (1987) note that the Marxists, build on
the view that the state is a whole set of institutions like the legislature, the executive, the
military, police, judiciary and others, all of which work towards preserving the
relations of production. In this regard, therefore, the Marxists assert that the function of
the state is to co-ordinate and manage the economic crisis generated by the mode of
production through political and ideological interventions. In the Marxist view,
therefore, the role of the capitalist state is the maintenance of the capitalist mode of
production. Thus, the main functions of the capitalist state are the preservation of order,

the promotion of capital accumulation and the manufacture of legitimacy.
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Carnoy (1984) notes that the Marxists distinguish between coercive and ideological
state apparatus. The police, judiciary and military would be representative of the
former, while social institutions such as education and religion represent the latter. The
main function of the coercive state apparatus is the preservation of order through
promotion and legitimation of the processes of capital accumulation and distribution.
Education, as one of the state ideological institutions, helps in the promotion of capital
accumulation and in the manufacture of legitimation of class domination. As Carnoy
(1974) argues, the class bias in an educational system is derived from the class bias in
the economy. He notes that, "the class system of education provides a vehicle for one
class to "civilise" the other and to ensure that society remains orderly and safe, and that
the ruling class stays at the top of the social ladder and retains political power” (Carnoy
1974:346).

With a similar view of education, it has been contended (Apple 1990) that the content
and form of school curriculum are so ideological in nature that the ideas and culture
associated with the dominant class are the ideas and content of schooling. The concept
of hegemony, as propounded by Gramsci, (1971/1972)!2 also helps to establish the
relationship between education and class domination. Pinar and Bowers (1992:168)

note that Gramsci employed the concept of hegemony in two senses:

First, hegemony referred to a process of domination whereby the ruling
class is said to exercise political control through its intellectual and moral
leadership of the allied classes (Gramsci 1985). (This is the sense in
which Marx and Engels used the term.) Second, hegemony refcrred as
well to the use of force and ideology in the reproduction of class
relations (Aronowitz & Giroux 1985, P. 88). Thus, hegeriiony is
understood to occur via the use of force and via the shaping of human
consciousness (Pinar and Bowers 1992:168).

The Marxist approach is criticised for ignoring non-class based struggles, and for its
economic determinism. These criticisms are mainly based on the recognition of
religious, gender or ethnic struggles as well as the growing disenchantment with the
embedded ‘reproduction theory’ which, in the early 1980s, came to be perceived as “a
discourse of despair” (Pinar and Bowers 1992:170). Pinar and Bowers (1992) note,

for instance, that Giroux:

Characterised the reproduction theory of the 1970sas a "discourse of
despair” as it ignored the possibilities of human thought and enlightened
action...Reproduction failed to inspire struggle; it was, in Giroux's
words, a “myth of total domination” (Pinar and Bowers 1992:169-170).

12Cited in Pinar and Bowers (1992).
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Thus, it is noted (Pinar and Bowers 1992:170) that, between 1980 and 1984, the
“theory of resistance” was promoted. This theory demanded analysis of those social
practices that constituted the class-based experiences of day to day existence in schools.
Pinar and Bowers (1992) observe that supporters of the resistance theory, particularly
in terms of school curriculum, (e.g. Willis 1981, Giroux 1981, 1983, Apple 1982,
Apple and Weis 1983) called for the development of a notion of radical pedagogy based
on the early works of Paul Freire. Giroux (1981:24)!13 emphasised that, at the core of
radical pedagogy: "Must be the aim of empowering people to work for change in the
social, political, and economic structure that constitute the ultimate source of class-

based power and domination".

It has been noted, however, (Pinar and Bowers 1992), that the support for resistance
theory was short lived. It was realised that these moments of individual resistance (such
as teacher resistance) are never “far from the surface” (Apple 1982a:269). Pinar and
Bowers (1992:169-171) observe, for example, that, after some time, Willis noted that
“the resistance of his ‘lads’ functioned re-productively: their resistance to mental labour
functioned to reproduce their entrapment in the working class". After examining the
possible consequences of site resistance, Apple (1982b) also realised that even the
terrain of resistance can be viewed as determined by capital interest, not by those
resisting. He concluded that, despite resistance, reproduction continues. Thus, Pinar
and Bowers (1992) assert that, after only a few years, resistance seemed to be in
danger of being swallowed by reproduction.

It should be noted that some extent of determinism is positive and progressive, as it
helps in understanding the essence of things. As the movement beyond simple
reproduction (Apple and Weis 1983) is set in motion, so is the move towards locating
site resistance within wider class struggles. Apple and Weis (1983) argue, for example,
that meaningful intervention in the schools must be “a kind of praxis and that the
connection between the schools and the larger society must be made” (Pinar and
Bowers 1992:172). Increasingly, there has been a call (McCarthy& Apple 1988) for
theoretical work that demonstrates how race, class, and gender interconnect and how

economic, political and cultural power express themselves in education.

Moreover, if one looks closely beyond the “non-class struggles,” one would note that
the conflicts (be they religious, gender or ethnic) are based on the relations of

production, especially the ownership of the means of production and the produce of

13Cited in Pinar and Bowers (1992:170)
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labour; thus, they are basically class struggles. The problem arises when these

struggles are taken in isolation and at surface value. As Wright (1995) cautions:

If the essence of the phenomenon is seen to coincide directly with the
phenomenon itself, then any attempt to explain the forms and functions

of such social forms as money, capital, and the state is restricted to what
is directly observable (Wright 1995: 239).

As this thesis explicates later, this would also apply to educational phenomena such as
truancy. If the phenomenon of truancy is dealt with at its face value without deeper
analysis of its essence, there is a greater chance of dealing with symptoms at the
expense of deeper socio-political issues that are at the core of the problem. Thus,

seemingly non-class struggles, in essence, may be deeply embedded in class conflicts.

By rejecting the separation between the phenomenon and its essence, the Marxist
approach provides a holistic view of the state and its context (that is, the relations of
production, the politico-juridical forms of appearance and their corresponding
discourses). It has been noted, however, (Wright 1995:20, Colletti 1972:7-8, and
Sayer 1987:84-88) that “this separation is no illusion, but is precisely the form in which
the capitalist social relations of production actually appear at the surface level society”
(Wright 1995:20).

A clear understanding of such appearances has to be situated within the class based
economy. It is important to note that the formation of the class based economy (e.g.
capitalist economy) represents the processes whereby individuals are abstracted from
their social, materialist contexts and material things are abstracted from the social
relations that produce them (Wright 1995: 238); thus, obscuring the relationship
between economic and social relations.

Thus, universal suffrage mediated by the capitalist state, is seen as an instrument of
bourgeois rule which is incapable of offering more to the working class than what is
allowed by capital. In contemporary times, this is to some extent supported by Dale
(1991) and Bertram (1993) who observe that Keynesian welfarism is allowed only

when it does not adversely affect capital accumulation.

Further, by taking the mode of production as the unit of analysis, the Marxist approach
transcends the notion of the "state in general" and observes the nature, position and
functions of the state within its historical context. As Wright (1995:vii) argues, "for
Marx, the modern state formation is emphatically a historical category and not a

synonym for any and all forms of political power". Thus, he further observes that “for
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Marx, the modern state formation is in fact essential to, and inseparable from, the actual

configuration of capitalist development” (Wright 1995:vii).

This historical approach to the state enables Marxist theories to explain the nature, role
and function of the state in different contexts created by the difference in environment at
particular periods of time. Such an approach would help, for example, in understanding
some of the differences that can be observed between the colonial and the post-colonial

states in Tanzania and New Zealand.

It is the contention of this thesis, therefore, that the Marxist conceptualisation of the
state provides the most appropriate basis for understanding the position of the state in

relation to contending classes.

The Marxist conceptualisation of the state also provides the most appropriate basis for
understanding the position of social institutions, like education, within the state
machinery.!4 By viewing education as an ideological institution of the state, the Marxist
theories provide an analytical tool for explaining the nature, role and function of
education in various societies, especially in the transforming capitalist societies. That is,
building on Marxist theories of the state, we can explain the shift of emphasis in
capitalist education from ascriptive - preferment on the basis of wealth and social
influence; to meritocracy - preferment on the basis of merit; to credentialism -
preferment based on appropriate formal qualification (Holmes 1980); to the current
recourse to meritocracy and vocationalism which is a form of ascription in
contemporary times. In contemporary times, education is one of the avenues through
which family resources, including cultural capital, can be used to foster family
reproduction and eventually class reproduction. Regarding class, family and cultural
capital, Lauder observes that "research clearly shows that there are class cultural aspects
which inform the nature of education decision making in addition to income" (Lauder
1990:20). Referring to New Zealand, he argues that, because working class school
leavers lack financial and cultural capital, their outlook of taking a loan for higher

education is tempered with caution.

On the other hand, this sense of risk would be exacerbated by the fact
that, they have, typically, only a vague understanding of the linkage
between university and the professional and managerial career structure.
The same may also be true of their ruling-class counterparts but the drive
imparted to them by the acquisition of cultural capital means that they go
to university without typically asking why they are going. Such a luxury
is not afforded working-class youth (Lauder 1990:20-21).

14This has been elaborated in the section on the discussion of related literature.
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Giving examples of Australia and Sweden, he contends that, "the view that loans will
deter working-class students is also supported by overseas research and experience"
(Lauder 1990:21). Thus, postponement of gratification is one form of cultural capital

that many working class children do not possess.

It is argued in this study that education is a social institution of the capitalist state which
relates directly to the development of capitalism within a post-colonial society such as

that of Tanzania and New Zealand.

Education and the Approaches to Socio-economic
Development

This study is about education reforms. Thus, it is about changes in the approach to
education. Unlike revolutions, however, reforms normally change the centrality of
some aspects of policy; making some roles more preferable than others. In the
contemporary privatisation reforms, for example, markets are more centrally positioned

than social or political and, in some cases, even economic!? aspects of society.

It is important to note that, normally, reforms are promoted, supported or criticised by
appeals to whether they would enhance or hinder progress. In other words, the
assessment is based on the reforms’ perceived contribution to the development of the
society. However, there are various approaches to understanding socio-economic
development that invariably produce different meanings of development.

The following discussion is on the “Conventional theories of development” and the
“Socio-political economy approach to development " that is proposed in this study. The
conventional theories of development are along two main stances - the capitalist stance
and the socialist stance. The capitalist stance includes the liberal and neo-liberal
approaches (sometimes referred to, as classical and neo-classical approaches) which
embrace modernisation theories and the economic growth model. The socialist stance,
includes the Marxist and neo-Marxist approaches which encompass the theories of
underdevelopment and the world system model of development.

I5The view here is that in circumstances where the opening up of the financial sector supersedes the
opening up of the productive sector the potential for progress of the local economy is side tracked by
the market. This issue is elaborated more clearly by Jorge Schvarzer in Ghai (1991:69-79).
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The Liberal and Neo-Liberal Approach to Social Economic Development
(The Capitalist Stance)

The capitalist stance to development is primarily economic and it proposes generating
development through the market forces of supply and demand (Elliot 1982). The
divergent views that exist within the stance are mainly on the extent to which
government intervention in the economic system is desirable. While some (e.g. Milton
Friedman 1962, 1980) propose that tariffs and other restrictions on international trade
imposed by governments need to be abandoned, others (e.g. John Kenneth Galbraith
1963, 1979) support a greater role for government in the economy. The main
assumption of both groups, however, is that industrialisation and technological
development promotes economic growth and that such growth permeates the entire
economy. Thus, for societies to develop, large corporations are necessary to achieve

operational efficiency, innovation and economic stability.

Understanding the capitalist approach to development is relevant for understanding
contemporary policy reforms in Tanzania and New Zealand because they are largely
responsible for the development strategies undertaken in both countries this century. As
Elliot (1982) observes, a wide range of institutions, such as the International Monetary
Fund (IMF) and the World Bank, have been created to promote and support these
strategies of development. It is worth noting that these organisations exert a lot of
influence on the governments of these countries. As a leading British business

magazine, The Economist, once noted, in reference to IMF and the World Bank:

As lenders in their own right, they directly control billions of dollars
each year; indirectly, tens of billions more. They sit in judgement of
governments, using their financial clout to influence economic policy in
scores of developing countries. The fate of hundreds of millions of
people turns on the decisions these institutions make (The Economist 12
October, 1991).

Furthermore, it has been observed (Elliot 1982) that the aims of the international
agencies have been to overcome the obstacles to trade, financing and industrialisation.
More important to this discussion, however, is that the modernisation theory and the
economic growth model, were employed as approaches through which the newly
independent post-colonial nations could achieve development. Thus, socio-economic
development strategies and the current "privatisation policies” in post-colonial nations,
such as Tanzania, are based on the assumptions promoted by the arguments contained

in these approaches.
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The Modernisation Theory of Development

As the name signifies, the primary objective of modernisation theory is to provide a
path which the respective post-colonial nations, (the so-called Third World countries,
less developed countries, underdeveloped countries or developing countries) such as
Tanzania, must take in the due course of their transition from 'traditional’ to 'modern’
societies. The theory gained its momentum during the 1950s and the 1960s when it
successfully dominated the domain of development thinking on the post-colonial
nations (Savitt and Bottorf 1995).

Despite their similar objective of transforming post-colonial societies into modern or
Western industrialised societies, modernisation theorists differ over the most suitable
way to approach and theorise this transformation. The modernisation theorists can be
grouped in three major groups or schools; namely, structural-functionalism,
evolutionism and culturalism. Each of these warrants further discussion at this point.

Structural-Functionalism

So (1990:20) argues that the structural-functionalists view society as an integral system
which is similar to a biological organism. As a system, be it social, political or
economic, a society has its own needs that must be fulfilled in order for the system to
survive; that is, to maintain equilibrium. Society is composed of many structures; each
has certain functions to perform and together they form a system. Thus, for the
structural-functionalists, society is a self-regulating system such that, if the system's

needs are met, then it can maintain itself through time.

Consequently, it has been contended (Talcott Parsons, in So 1990:20-23) that the
ultimate goal of society, in the structural-functionalist view, is system maintenance or
integration. If the system fails to perform required functions, it is said to be
'dysfunctional’ and this will lead to crisis; that is, disequilibrium. Originating in the
field of sociology, structural-functionalism has attracted a vast number of behavioural-

political scientists who studied the political development of 'developing areas' during
the 1950s and 1960s.

There are several versions of these behavioural-political science studies of the political
development of 'developing areas'. Among these are the structural-functional model
represented by Almond and Coleman (1960) and Almond and Powell (1966) and the
institutionalisation model offered by Huntington (1968).
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According to the structural-functional model of political development, a developed
system is characterised by the differentiation of specialised structures - the so-called
structural differentiation (Smelser, in So 1990:26) and its capacity for crisis
management. Third World societies are considered underdeveloped because their
political systems are functionally diffuse (that is, one structure performs several
functions instead of there being specialisation in specific functions) and they are
incapable of coping with changes. Subsequently, the structural-functionalists view of
political development prescribes the Western-style democratic form of government as
the model for Third World development, for, this form of government is both
functionally specific and structurally differentiated and, hence, "modern". As Almond
and Coleman (1960) state:

The political scientist who wishes to study political modernisation in the
non-Western areas will have to master the model of the modern which in
turn can only have derived from the most careful empirical and formal
analysis of the functions of the modern Western polities (Almond and
Coleman 1960:64).

Therefore, Third World political systems will become developed if, and only if, they
can perform the functional requisites of conversion, capability and system maintenance
and adaptation (Almond and Powell 1966), and they are capable of solving systematic
crises. In short, the structural-functionalist model of political development of Almond
and his associates is nothing but a blend of the Parsonian pattern of variables with the
Eastonian input-output system theory. Thus, instead of theorising the causes of change
in developing areas, as it claims to do, the structural-functionalist model of political
development ends up with a tautological study of systematic response to change, not

the change itself.

As for the institutionalisation theorists, modernisation means political
institutionalisation. Samuel Huntington (1968), a leading proponent of this model,
argues that there exists a close relationship between the modernisation process and
political stability. This is because modernisation involves changes in both values and
environment. To Huntington, modernisation has two major components: social
mobilisation and economic development. The former breeds the rising aspirations and
expectations among the people which usually exceed the capacity of the system to
respond through its economic development.

This results in a gap between people's expectations and satisfaction or social
frustration. To solve their frustration, people seek to participate in the political arena.
Since, in many Third World societies, there are no political institutions (notably the
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multi-party system) to absorb such participation, people then resort to illegitimate
means like violence, riots and demonstrations. The net results are confrontations among
different social forces and political decay. Huntington then gives an anarchic picture of

Third World societies as follows:

Each group employs means which reflect its peculiar nature and
capabilities. The wealthy bribe; students riot; workers strike; mobs
demonstrate; and the military coup. In the absence of accepted
procedures, all these forms of direct action are found on the political
scene (Huntington 1968:44-45).

Huntington (1968) labels this highly politicised but politically under-institutionalised
society as a praetorian society - a society in which political participation outruns
political institutionalisation. To transform the praetorian society to a modern one, he
prescribes a kind of institutionalisation modelled after Western society. Thus, what
Huntington (1968) has proposed, among many things, is a conservative, elitist view of
political development. Order is not considered a prerequisite for achieving the highest
political good but itself becomes the highest political good. Huntington (1968) totally
dismisses all the deep-rooted indigenous structures of Third World societies as inferior

to his Western "party system" (Huntington 1968:196).

The drastic shift in the value orientations of the studies by political scientists of political
developments, from the structural-functionalism of Almond and his associates in the
fifties and sixties to Huntington's model of institutionalisation in the late sixties,
significantly reflects the political reality of that time. O'Brien (1972) has pointed out
that the fifties and sixties was the period of the American dream of post-war, Third
World reconstruction. In response to the 'American Century', modernisation theorists,
like Almond and his associates, prescribe 'an optimistic liberalism' to Third World
development. Accordingly, political development is equated with Western democracy
and its technological know-how and cultural superiority. Thus, modernisation comes

close to Westernisation and Americanisation.

During the sixties, political situations in both the United States and the Third World
significantly changed with the advent of the anti-Vietnam war movements, student
uprisings and so forth, in the United States, and with the increase of authoritarian
regimes instead of Western democracy in the Third World. These situations, forced
modernisation theorists to become more realistic and, at the same time, less liberal in
their analyses of Third World politics and development. The net result was a move
from 'optimistic liberalism' to 'realistic authoritarianism'. In other words,

modernisation theorists of the sixties seemed to agree, as Mouzelis (1980) puts it, that
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authoritarian government is better than no government, and political repression is

preferable to political chaos.

However, there is yet another type of institutionalisation model of development known
as “development administration”. This model gives primacy to the study of one
particular segment of the Third World political structures; that is, public bureaucracy.
Its goal is to strengthen the administrative capacity of the public bureaucracy to carry
out economic development programs. This bureaucratic style of development
administration originated in the work of the Comparative Administration Group (CAG)

of the American Society for Public Administration during the early 1960s.

Although there exists no unified intellectual whole among the CAG, members of the
Group seem to agree on the major theme of development administration, such that
administrative development comes first, then development administration. Starting from
this premise, the CAG calls for Third World administrative reform by means of
transferring technology - in this case American public administration theories and
practices (Braibanti 1969).

As its primary focus, the structural-functionalist approach to development has the
problem of how to transform Third World societies into developed ones; modelled after
the advanced industrial societies, notably the United States; without taking seriously

into account the internal structures of these countries.

Structural-functionalism is relevant to this study as it reflects the political and
administrative structures of post-colonial New Zealand and Tanzania. As it is revealed
later in this study, post-colonial New Zealand modelled its political and administrative
structure after the British structure. Likewise, Tanzania was advised to follow the
Western structure. Thus, it has been noted (Rweyemamu (1973:48, Thomas 1992:224)
that the policies of the governing party, Tanganyika African National Union (TANU),

were not reflected in Tanzania's first and second development plans.
Evolutionism

The evolutionists, (sometimes known as the "stages" theorists) on the other hand,
believe in a unilinear path of development. They argue that universal stages of
development exist, through which all nations should pass in their course of
development. Thus, all nations have to start from backwardness to transition (or taking-
off) and end with development. Thus, the bottom line of the evolutionists is the

assumption that all societies are "pretty much" the same; they start (take-off) at the same
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point, pursue the same path of development and reach the same goal. Unlike the
structural-functional model, whose main audience is political scientists, the
evolutionary or stages theory of development had much appeal to many earlier

economists in the 1960s.

The leading figure of the evolutionary model is Rostow (1971) who wrote The Stages
of Economic Growth. Assuming that all societies would pursue the same path of
economic development in order to reach the same goal, Rostow proposes the universal
stages theory of economic growth for the transformation of the agricultural-traditional
society to a society of high mass consumption. The relevance of Rostow's stages is that
post-colonial societies (e.g. Tanzania) were to be located in their appropriate stage of
development and, hence, were to be advised accordingly so that they could eventually
"catch up" with developed societies. Such a view could also be used to justify the

continued periphery position of post-colonial societies in the capitalist world system.

Similar to Rostow, Organski (in Somjee 1991:11) has employed stages theory to the
study of political development. Organski prescribes four universal stages of political
development, beginning with primitive unification (take-off) to industrialisation,
national welfare, and finally abundance or affluence. He purports that such stages are

universal to all societies.

It is important to note that Rostow's economic stages and Organski's political stages
coincide. Primitive unification coincides with the preconditions for take-off;
industrialisation with the take off age; national welfare with the drive to maturity; and

the abundance or affluence stage with the age of high mass consumption.

The stages theory is highly mechanistic, simplistic and ahistorical; for it assumes that,
once the process of change starts, ("take-off") then it will go all the way to the end of a
continuum without any interruption. The simplicity of the theory can hardly match the
complexity of the real world and proves to be extremely difficult to apply to any
particular country. The stages theory, therefore, is not sufficiently contextual, since it
never takes into consideration the different conditions existing in different societies at
different historical times.

Furthermore, (Hunt 1989) the possible existence of external constraints to national
economic development is also ignored. Rather, the constraints are seen as
predominantly internal to the traditional society, lying in its class structure and the
related savings propensities, its culture and institutions. The theory tends to analyse the

development process as if it is an isolated activity and it analyses Third World countries
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in isolation from the family of nations of which they constitute parts. This is the main

weakness, not only of the stages theory but also of modernisation theory as a whole.

Culturalism

The cultural-psychological theorists of development argue that there are certain patterns
of secular values and orientations shared by people in developed society that are
supportive of their development. However, the culturalist modernisers argue that in
Third World countries, such values and orientations usually in a form of traditions,
social and cultural practices, act as hindrances to development. Therefore, to be
developed, Third World societies need to modify their values and orientations to

something similar to those of the developed nations.

Almond and Powell (1966) insist, for example, that developed societies (e.g. England
or the United States) have maintained a pattern of political and social attitude that is
supportive of a stable democratic process which they term "civic culture". It is
important to note that this notion of "civic culture" had a significant influence on the
social cultural relationship between the advanced industrial nations and post-colonial
nations. It follows that, if the Third World countries (e.g. Tanzania) want to be
developed, then they must implant the civic culture in their own societies. Thus, it is
taken as given that the "democratic system" of the West is the best for the Third World.
The pressure exerted by the International Monetary Fund (IMF) on Tanzania, to install
the Western style multi-party democracy in the 1980, verifies adherence to such a

notion.

In a similar vein, McClelland (1970) has argued that there is a particular psychological
factor that is responsible for economic growth. He terms it the need for achievement,
which is defined as "a desire to do well, not so much for the sake of social recognition
or prestige, but to attain an inner feeling of personal accomplishment" (McClelland
1970:75-76). McClelland sees modernisation in terms of the transformation of
individuals' attitudes through their assimilation to modern (Western) values and

motives.

Thus, to be developed economically, the society must instil the achievement motive in
its individual members: the higher the achievement motive people have, the more
developed the society will become. McClelland (1970) assumes that the more contacts
Third World countries have with Western countries, (for example, educational
exchange and cultural diffusion), the easier it will be for Third World people to adopt

the traits of high achievement motivation. McClelland (1970) is a reductionist in the
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sense that he feels that all human actions can be reduced to one single factor; namely,

the achievement motive.

Understanding the culturalist approach to modernisation is relevant to this study
because socio-cultural programmes of development, including the Western system of
education that has been promoted and maintained in post-colonial nations, reflect such

views.

General Features of Modernisation Theory

In general, modernisation theory may be regarded as an ideology because it is heavily
loaded with an implicit belief in the superiority of Western socio-economic processes.
The major flaw of modernisation theory is its inability to capture the real relations
existing among the Third World and the advanced nations within the capitalist world
economy. In other words, what modernisation theory misses most, according to Taylor
(1979), is the restricted and uneven development of Third World economies resulting
from the penetration of the capitalist world system. As Wallerstein (1987) puts it, “we
do not live in a modernising world but in a capitalist world. Thus what makes this

world tick is not the need for achievement but the need for profit”.

From this brief discussion of the three major schools of modernisation theory, some
common themes can be summarised. First, the keystone of modernisation theory is the
‘blaming the victim' thesis. Modernisation theorists subsequently see
underdevelopment or backwardness as an internal problem intrinsic to the Third World
countries. Second, modernisation theorists offer a "cookbook" approach to solve the
problem of underdevelopment; that is, the transformation of the "traditional" to
"modern" Western-industrialised society through the eradication of traditional systems
and the installation of "modern" systems such as civic culture, individual achievement
or structural differentiation. In these cases the term "development" becomes, as
O’Cornell (1996:19) puts it, “a shorthand for economic and social progress along

Western lines”.

Third, the modernisation theorists' view of development is both simplistic and
ethnocentric. They regard development as a progressive process starting from one point
(traditional society) and ending up at the other end of the continuum (modern Western
society). Fourth, modernisation theory is ahistorical because it does not include Third
World history of colonial heritage or participation in the capitalist world system.
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Fifth, some versions of the theory, particularly the structural-functional model, are
dehumanised. It only deals with the system rather than with human beings. Sixth, in
terms of its political implications, modernisation theory carries a particular political
message in favour of the rulers. Modernisation theorists emphasise law, order and
stability and they regard all activities that challenge the established authority as disorder,
decay or crisis.

Finally, since modernisation theory is governed by an empiricist epistemology, it
always ends up by producing a parochial cause-effect analysis of development, such as
McClelland's achievement motive or Almond's structural-functional imperatives. This
empiricist conception of knowledge is described by Taylor (1979) as follows:

...empirical reality is held to contain elements which are essential for
analysing the phenomenon under investigation, and those which are not.
Knowledge is already contained in reality as one of its part, and the task
of the theorising subject is to separate or extract this knowledge from the
real, by eliminating the inessential aspects of the phenomenon from its
essential aspects. Possession of this essential aspect by theorising
subject then provides a basis for the theorisation of the phenomenon
under question (Taylor 1979:7).

Owing to these common themes, it is not surprising that modernisation theory is
criticised as an ideology. Bodenheimer (in So 1990:58) denounces it as the "ideology
of developmentalism". Bodenheimer demonstrates that four interrelated presuppositions
lay at the root of this ideology, which in turn represent the American ideology: (i) the
cumulative notion of knowledge and development, (ii) the preference for stability, (iii)
the beliefs in 'the end of ideology' and in pluralism, and (iv) diffusionism.

In general, the problem of modernisation theory is that its proponents never explain
their hidden agenda and at the same time protect these agendas under the umbrella of
science. Thus, instead of asking the question of how and why the Third World is
underdeveloped, modernisation theorists simply presuppose that the Third World is
underdeveloped and begin their explanation by asking, "How is it possible to make the
Third World become developed?" With this presupposition, modernisation theorists
generate a development theory that is best served by their pre-given answer to the
problem of Third World underdevelopment; namely, the Western model of
development.

In the early 1970s, however, modernisation theory faced challenges from the neo-

Marxist schools of thought, particularly the dependency and world systems
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perspectives (e.g. Foster-Carter 1973, Hoogvelt 1982, Taylor 1979, Hunt 1970 and
Wallerstein 1979), leading to temporary unpopularity and loss of appeal.

However, this does not mean that modernisation theory is dead, as Wallerstein (1979)
has implied. On the contrary, despite all the weaknesses, modernisation theory still
wields a lot of influence in the political and economic conceptualisation of development
in Third World countries. So (1990) demonstrates, for example, that modernisation
theory is very much alive in the field of political science in a revised form of public
policy analysis based upon such doctrines of political economy as rational choice
models in decision-making and policy analysis. Moreover, modernisation theory seems
to have staged a comeback as a force to reckon with as it now forms the ideological
base for the economic growth model which in turn forms the bench mark upon which
the current privatisation policies are based. Thus, modernisation theory is compatible

with economic rationalism.

The Economic Growth Model

In its various forms, the economic growth model has successfully dominated
development thinking about the Third World since the Second World War (Elliot
1982). Through the economic growth model, the Third World countries were and still
are convinced that they should imitate the Western, industrialised path of development.
Imbued with the desire for rapid economic development in order to ‘catch up' with the
developed societies, as well as with the myths of scarcity and overpopulation, the Third

World states uncritically adopt this model as a blueprint for their national development.

In the earliest and crudest form of the economic growth model, primacy is given
exclusively to economic growth (Hunt 1989). Accordingly, development simply means
economic development which can be realised, first, through import-substitution,
industrialisation and, later, through export-oriented industrialisation. Emphasis is
placed on the growth-rate rather than the pattern of growth and it is measured in such
aggregate terms as Gross National Product (GNP) or Gross Domestic Product (GDP).

Since the late 1960s, advocates of the economic growth model began to shift the tone of
their development dialogue to growth with distribution, with the hope that the benefits
will reach the hands of the poor people in the countryside. This new tone of
development dialogue is generally referred to as 'rural development'. It ranges from
agricultural development to administrative decentralisation (that is, increased people’s
participation), basic needs, self-reliance, and poverty eradication in the rural areas.
With a glut of capital in the world markets, the Third World countries were encouraged
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to take out loans to fund development along these lines. Aid was also supported on the
same assumptions. O’Connell (1996:21) argues that, "the stated objectives of aid:
poverty reduction, made it commendable to humanitarians and palatable to tax-payers in
donor countries.” Base on the economic growth model however, "aid was linked with

trade, influence, strategic advantage and resource control" (O’Connell 1996:22).

Since the late 1970s, there has been a resurgence of the crude form of the growth
model. Accordingly, it is assumed that, once a nation can maintain an acceptably high
growth rate in terms of GNP and per capita income, wealth will trickle-down to the
entire society (Trainer 1989). At the same time, it is argued that economic growth will
upgrade the nation's status from "developing" to "developed". Thus, the model urges

the nations to open up their economies for international trade and financing.

However, as many neo-Marxists (e.g. Martin 1993, Mbilinyi 1994, Schvarzer 1991,
Mkandawile 1991, Frank 1971) have pointed out, the economic growth model, with its
emphasis on industrialisation and export specialisation, accelerates the incorporation of
the Third World countries into the capitalist world economy. They argue that this
process makes post-colonial countries more dependent on the mercy of the world-
market which is, by and large, controlled by the advanced industrialised nations and

multi-national corporations.

Schvarzer (1991) argues, for example, that, in societies where structures of production
are less advanced, deregulation of the economy, which is strongly supported by the

growth model, creates conditions that restrict progress. He notes that:

The generalisation of economic opening has made it possible to observe
the development of certain correlated trends, such as reduction of the
regulatory capacity of the state, a relative decline in national
independence and the subjection of certain processes to the conditioning
factors of the world market (Schvarzer 1991:75).

Schvarzer (1991) argues that, for developed countries, the opening of their economies
came at a time when their productive capacities were strong enough to effectively
compete with their external counterparts. However, Schvarzer (1991) states, further,
that:

Other countries, especially the developing countries, were forced to
open up their economies under different circumstances, thus starting
with financial opening prior to production opening. Consequently the
developing countries are facing difficulties in defining exchange rates,
interest rates, wage levels and even the rate of production in conjunction
with world market conditions or with the policies applied by the major
world powers (Schvarzer 1991:76).
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Socio-economic issues expressed in the privatisation debate in both Tanzania and New
Zealand, which are explicated in this study, indicate the tension between deregulation of
the economy in the post-colonial nations and social, economic and political
development.

A similar view is expressed by Hoogvelt (1997) who observes that:

Even if structural adjustment programmes have achieved little or nothing
from the point of view of national territorial development and the
improvement of standards of living of the masses in African countries,
the programmes have been a resounding success when measured in
terms of the acceleration of the process of globalisation. Structural
adjustment has helped to tie the physical economic resources of the
African region more tightly into servicing the global system, while at the
same time oiling the financial machinery by which wealth can be
transported out of Africa and into the global system (Hoogvelt
1997:171).

Thus, rather than promoting socio-economic development, the modernisation theory
and the growth model encourage underdevelopment of Third World societies.

The Marxist and Neo-Marxist Approaches (The Socialist Stance)

In contrast to the capitalist stance, the Marxist and Neo-Marxist Approach (socialist
stance) hold that the structure of the capitalist society is inherently unjust and, therefore,
incapable of genuine development which would have social justice at the core (Elliot
1982). Proponents of the socialist stance insist that wealth and resources in the society
need to be redistributed; through the breakdown of the class structures which enable the
dominant class to own or control the means of production, distribution and exchange

and, therefore, to exercise power over other classes.

With the view that economic growth is accelerated by greater stress on social justice and
lack of popular participation in planning and decision making, the approach accepts a
"temporary lag" in economic growth (Elliot 1982:17) while wealth and resources are
distributed in the society; and while those who have been alienated by the class-based
processes of production and distribution are encouraged to fully participate in the new

economy.

Marxist and neo-Marxist theorists, therefore, advocate that the capitalist economy be
redirected to meet human needs; and this can only be achieved when economic

objectives are redefined and achieved through rational planning by those appointed
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through responsible democratic processes in which criticism and opposition play an
important role and policy makers hold their offices by popular vote. Thus, the approach
supports public, state or workers' ownership of the means of production, distribution

and exchange.

The dilemma, however, lies in the degree to which market mechanisms need to be
retained and the fact that state intervention and control of the economy does not
necessarily lead to a non-classed society. As in the case of Britain, New Zealand, and
for a short period Tanzania, state ownership may be viewed as capitalism based on a

state welfare model.

Other supporters of the socialist stance (e.g. Mao of China, Castro of Cuba) believe
that, as a necessary first step towards socialist development, a country must de-link
itself from the economic and political structures of capitalism so as to build an
independent economy. They acknowledge, however, that the power of capital with its
entrenched economic and political interests reinforced by national and international
systems, is such that de-linking cannot take place without conflict. Thus, such

supporters advocate revolutionary confrontation!®.

However, there are divergent views on how these revolutionary objectives are to be
directed. Marx believed (Elliot 1982) that, as capital became more concentrated, so
would society become more polarised until, during one of its crises, the working class
would successfully overthrow capitalism and establish a socialist society. Lenin (1917)
on the other hand advocated that it was not necessary to wait for capitalism to mature

before carrying out a successful socialist revolution.!7

The problem with the Leninist approach however, is in how to ensure the participation
of the masses who may not share the revolutionary ideology and aspirations (Elliot
1982). Here, Freire's work (1973) on conscientization becomes very important in
effecting the peaceful socialist development. In his works, Freire places people at the
centre of the development process, rather than structures, economic growth,
industrialisation and technology. His methodology of conscientization, employs literacy
training as a means of 'unmasking reality' so that the oppressed masses begin to
analyse the conditions of oppression and their causes. This perspective gained support,

16 Nyerere of Tanzania, supported Mao and Castro's arguments of de-linking from the capitalist social
political and economic structures but not the revolutionary confrontation.

I7Lenin's formula for the seizure of power was successfully applied in Russia at the beginning of the
century.



48

especially from those who believed that education could be used as a tool for society

reconstruction (e.g. Nyerere of Tanzania).

It is significant to note, however, that conscientization is but one example of the diverse
directions taken by the contemporary socialist approach to development. Gorz (1967)
argues that the debate between "revolution" and "reform" should be stopped in favour
of the strategy of "revolutionary reforms"; that is, proposals which are credible, which
respond to immediate needs and which cannot be easily manipulated by capitalism.
Socialist feminism (Rowbotham 1973a, Dalla Costa & James 1975), as well as
Habermas' (1976)!8 thoughts on the phenomenon of cultural control under capitalism
and the need for the politics of culture, have also had profound effect on socialist
understanding of socio-political and economic development. The common denominator
remains, however, that "the socialist perspective stresses the importance of existential

material conditions and social structures accompanying those conditions" (Hunt in Lutz
1990:282).

Important to the ongoing discussion is that it is within the Marxist and neo Marxist
approaches that the underdevelopment school as well as the World system model of

development have arisen as development theories.
The Underdevelopment School

Although there exists no unified intellectual/theoretical stance, adherents to the
underdevelopment school seem to express one common theme that Third World
underdevelopment is basically derived from external factors. This constitutes the main
stream of neo-Marxist approaches to development theory as opposed to orthodox
Marxist approaches, propounded by writers such as Warren.!® The underdevelopment
school argues primarily that the association of Third World states (sometimes referred
to as peripheries or satellites) with the advanced industrialised state (sometimes referred

to as core or metropolis) leads to the underdevelopment of the former.

18These works are cited in Elliot (1982)

19The work of Bill Warren (1973 &1980) is probably the most well known of any orthodox Marxist
in respect to the underdevelopment debate. Indeed Warren seems to have almost single handedly created
a school or paradigm of development theory.

Warren argues principally for the progressive character of imperialism. Instead of retarding Third World
development, as is widely held by the neo-Marxist underdevelopment school Warren insists that
imperialism generates conditions favourable for 'substantial’ and 'sustained’ capitalist development in
the peripheries. In his 1973 article, he narrowly equates capitalist development with industrialisation.
And he sees the real obstacles to third world development in the internal factors specific to the
respective country.
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For example, in his early work, Frank (1969:17-31), one of the leading proponents of
the underdevelopment school, lays all the blame for underdevelopment on metropolitan
capitalism. In the preface of his work, Capitalism and Underdevelopment in Latin
America Frank bluntly declares that: "I believe, with Paul Baran, that it is capitalism,
both world and national, which produced underdevelopment in the past and which still
generates underdevelopment in the present" (Frank 1969:xi). Thus, the common theme
of the underdevelopment school is the "development of underdevelopment” (Frank
(1969:17-31).

The basic debate among members of the underdevelopment school revolves around the

sources or determinants of Third World underdevelopment. Some of the suggested

processes through which underdevelopment is discerned to have taken place are:

8 the transferring of surplus value from periphery to core through unequal
exchange in international markets (Emmanuel 1972 )20,

- differences in state power between periphery and imperialist core states and the
creation of a 'collaborative strata' (Petras 1981);

2 the articulation of capitalist and pre-capitalist modes of production and its

implications for use of the means of production;

s the appropriation of surplus and the overall shaping of property and class
relations (Taylor 1979);

. the systematic reproduction of non-wage forms of labour in the periphery
(Wallerstein 1972:233);

5 the way in which the global development of capitalism (through the global

process of capital accumulation and expansion) shapes class relations (notably
class formation, class struggle and class alliances) in the Third World; thus

leading to uneven development or underdevelopment (Petras 1981).

Broadly, the neo-Marxist explanations for underdevelopment can be separated into at

least five categories, which are:

. those which focus on differences in international exchange;

. those which utilise the concept of the articulation of capitalist modes of
production with pre-capitalist modes of production;

g those which focus on the differential processes of class-formation between the
core and the periphery;

¢ those which offer state based explanations for the process of

underdevelopment including differential forms of state-building in the core and

20Emmanual, A. (1972) Unequal Exchange: A Study of the Imperialism of Trade, New York: Monthly
Review Press, cited in Chase-Dunn (1991:229-231).
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the periphery, power blocs and triple alliances, along with the role of the state in
capital accumulation; and,

s those explanations which seek to place class struggle and nation states in the
context of a world capitalist system driven by an overarching capitalist logic of
accumulation and expansion.?!

The World System Model of Development

From the foregoing overview of the literature, it is obvious that not only does
underdevelopment and uneven development exist in the world but also it is an ongoing
process which (Wallerstein 1987) started as early as the sixteenth century. However,
whether the continuous interaction among different societies of the world is beneficial
(as proponents of modernisation theory and Warren suggest)22 or a complete demise to
the under developed nations (as suggested by the underdeveloped schools) will depend
on the mode of interaction. This requires an examination of the dialectical or reciprocal
interaction between external and internal factors. Thus, development and
underdevelopment must be viewed through the mediating structures of class (e.g. class
alliances and the role of collaborative strata) and the state (the form, activities and
apparatus) within the wider framework of the historical specificity of any nation and its

place in the evolving capitalist world-system.

In viewing the development or underdevelopment of a specific nation at a point in time
within the wider framework of the evolving capitalist world system, it is important to
conceptualise the nature of this system and its implications for development and
underdevelopment. The fact that the world economic system is capitalist, centred on the
capitalist mode of production, necessitates the continued expansion of the system, and
of surplus value extraction, to ameliorate the contradictions of capital within the core.
Underdevelopment enables capitalism in the core and semi-periphery to pass through
anti-systematic movements. It is easy to see that those groups in control of core states
and the supra-state apparatus (e.g. Multinational corporations (MNCs) would face
extremely serious challenges if it was not for their ability to utilise surpluses extracted
from the periphery. The underdevelopment of periphery areas is, therefore, a necessary

process for the continued expansion of the capitalist world system.

215ee Chase-Dunn (1991), chapter 11.

22 In the 1980s & early 1990s, indeed some of the Asian Newly Industrialised Countries (NICs),
'Tigers" provided very convincing support for Warren's thesis, if one excludes the social and political
realities of some of these countries and only focuses on economic indicators. However, the late 1990s
seem to attest to a different reality.
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Wallerstain (1987) argues, therefore, that it is such a dialectical view of development
and underdevelopment within the world capitalist system that may lead to the re-
focusing on contemporary issues such as the re-emergence of the modernisationists

along with the growth of economic rationalism and the globalisation process.
The Socio-Political Economy Approach to Development

The above discussion, of liberal and neo-liberal (capitalist stance) theories of
development as well as Marxist and neo-Marxist (socialist stance) schools of
development, indicates some convergence of thoughts in the understanding of
development, particularly concerning the economy. Although the capitalist stance
emphasises economic growth, while the socialist stance has a political economy
approach, they both give a significant position to economic progress at the expense of
social progress. While the Marxists and neo-Marxists concern themselves with
"socially useful" production, and they would be the first to agree that Third World
development is largely inappropriate, recent literature on Third World development
gives little attention to what might constitute appropriate development or to promoting it
(Trainer 1989). Trainer notes that:

The essential complaint which Dependency theory makes is that normal
capitalist growth in the Third World has been blocked. Marxists, on the
other hand, believe that the more rapidly capitalism grows the sooner it
will self-destruct in revolution. Neither of these theories is interested in
what is being invested in or produced, nor in any conception of
appropriate development. They do not focus on questions such as,
'What needs developing here?' or 'Are appropriate things being
developed here' (Trainer 1989:70).

This indicates that the theories in the socialist stance of development share with the
capitalist stance in their conception of development as "indiscriminate economic
growth" in terms of increased economic activity, business turnover and producing and
consuming. The contention is on the division of labour and the distribution of goods
and services (i.e. who produces and who consumes) but not on what is being
produced.

Trainer (1989:69) contends that the main objective of "indiscriminate economic growth"
is simply "to increase output of anything that those with capital want to produce...There
is no concern to identify what most needs producing or developing". Under such
circumstances, development that is likely to improve the lives of most of the people in
the Third World and the majority of the poor in the developed world (e.g. providing

clean water supplies, redistributing land, and increasing subsistence crop production,
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improved health and educational services) is superseded by development that is likely to
add to the rate of growth of GNP (e.g. plantations of cash crop, car assembly plants,
etc.). A good example is that, even during the hey days of socialism and self reliance in

Tanzania, cash crop production was given priority over subsistence crops.

It can be argued, therefore, that, by supporting "indiscriminate economic growth", both
the socialist and capitalist stance of development converge to form what Trainer (1989)
refers to as conventional theories of development that are promoting inappropriate

development.

The "socio-political economy approach", on the other hand, insists on the social
usefulness of what is produced; the fair division of labour and distribution of what is
produced. In that regard, economic growth has to be consistent with people's needs.
While it supports the world system view as propounded by Wallerstein, it also argues
that the problems of underdevelopment lie in the inappropriate uses of the resources
with which the underdeveloped world is endowed. That is, misuse, rather than the lack
of capital, is a major cause of poverty in poor countries; as more capital has been and is
still being expropriated, rather than being used in these countries. It has been observed
(Trainer 1989, Killick 1995, Hoogvelt 1997, Martin 1993 etc.) that, investors have
been raising more funds from poor nations. Trainer (1989:81) reports that "foreign
investors raise about 85% of their funds in the Third World". By the same token,
Killick observes that the period between 1980 and 1990

...had witnessed a remarkable turn-around in the Funds' [IMF] financial
relationships with developing countries, with the swing from being a
large net provider of assistance to deficit countries to being a net
recipient of return flows (Killick 1995:3).

What is significant is that this out-flowing capital compounds the deficiencies in the
needed goods and services. As is explicated later in this study, while the social services
in Tanzania are deteriorating to alarming levels, funds enough to run several ministries
are sent out of the country each year to service the debt.

The socio-political economy approach also contends that the growing numbers of the
poor in the developed world can take little solace in the so called "development" in their

own nations. In New Zealand for example, “the 1993 National Health Survey showed
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that one in five Pacific Islands person rated their health as "not so good/poor" compared

with one in ten for other New Zealanders" (Legge 1996:unpaged)?23

Thus, the socio-political economy approach proposed in this thesis goes beyond the
political economy prevalent in the socialist stance not only to include the social aspects
of development but also to give first priority to social progress. In other words,
economic and political developments have to be measured against what is socially
useful to the majority of the people. In that case, social justice becomes an inherent

feature of policies that aim at socio-economic and political progress.

Accordingly, the role of education in development should be to develop the whole

person with the capacity to contribute to "appropriate development" and social justice.

Thus, the difference between the conventional development theories that support
indiscriminate economic growth and the socio-political economy approach that supports
"appropriate development" can be observed in how the theories explain the causes of
development problems, particularly in the Third World countries such as Tanzania; and
the strategies for development that they prescribe. In figure 2:1 the researcher presents
the differences between "development” that is based on conventional theories of
development and appropriate development based on the socio-political economy

approach.

Figure 2.1 indicates that the socio-political economy approach focuses on the fair and
equitable redistribution of the world's resources and the improvement of those sectors
that cater for human needs and which benefit the majority of the people. In other

words, it emphasises "appropriate development".

In figure 2.1, Trainer's (1989) basic ideas are modified to include the perceptions held

by the researcher in the present study.

It is explicated in this thesis, however, that, immediately after independence, most post-
colonial countries, such as Tanzania, followed mainly the conventional theories,
particularly the modernisation theories. Attempts to 'de-link' from the world capitalist
system through progressive policies were frustrated by the continued dependency on
the world market and conventional strategies of development such as import
substitution. These strategies not only thwarted appropriate development of the people

23Data obtained from research findings of the New Zealand poverty measurement project which
assessed the extent of poverty and the types of people in poverty in New Zealand up to 1993 (Legge
1996).



in the post-colonial countries but also depleted their resources for the benefit of the few,

54

mainly in the western industrially advanced world.

Figure 2.1: Two Types of Development: Development based on conventional

theories of development VS Appropriate Development based on socio-political

economy approach.

Conventional theories
of development

Socio-political economy
Approach to development
(Appropriate Development)

Development = Indiscriminate
Economic Growth adding to
GNP

Development = socially useful
production even if adding little
to GNP

Causes of underdevelopment
are within the poor societies
-lack of expertise, corruption,
difficult climates

Causes of underdevelopment are to be located in
the unfair distribution of the world resources
through market forces.

Global economy is basically
acceptable

Unjust global market

system is the immediate

cause of maldistribution and deprivation
problems.

Very uneven development is
acceptable-Development is determined
by profit maximisation and market
forces.

Equitable development is very
important. That is, Development
of the sectors benefiting the
majority of the people.

The rich nations do not exploit, they
facilitate development.

Rich nations facilitate development
of things that will benefit mostly
themselves and a few in the Third
World.

There will be trickle down of wealth

and benefits. The solution to problems of
poverty and other social needs in both
rich and poor countries is to enable

the rich to invest more profitably so as
to create more jobs, more taxes

and eventually more wealth for

all

Free enterprise and market oriented policies work
for the interests of those who are

already rich. Free Enterprise is inefficient in
meeting human needs.

The main purpose of education is to
impart skills necessary for developing
material things.

The main purpose of education is to develop the
person as a whole and contribute positively to
social justice.

Strict applications of the economic growth model, since the 1980s, have pushed the
vision of development for the majority of the people even further. The contemporary

policy reforms demanding bigger individual budgets and less income for the majority of
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the people is increasingly making it difficult to cater for human social needs. Social
justice therefore, is challenged.

It is important to note that social justice is a very important aspect in human
development. Thus, this thesis assesses the contribution of contemporary education
policy reforms to social justice in Tanzania and New Zealand. In doing so, the thesis
seeks to underscore the question of the extent to which these policies contribute to
development. It is postulated, however, that, in order to undertake this assessment, a

clear understanding of social justice in education is necessary.
Education Policy and Social Justice

In the liberal democratic states, the pursuit of social justice has been one of the most
acclaimed purposes for social policy reforms, including educational policy reforms.
This has been expressed in terms of principles of justice such as equity, equality, equal
educational opportunity and affirmative action. These claims, however, must be treated
as problematic, worthy of investigation and deconstruction because they are influenced
by socio-economic and political contexts and power relations as well as ideological
assumptions about education. As Rizvi and Lingard (1992) suggest, social justice does

not have a single essential meaning. They assert that:

Words do not stand for some kind of essential object but have a more
open texture; their meaning is to be found in their use in thought and

action, in the description, interpretation, organisation and evaluation of
behaviour (Rizvi and Lingard 1992:1).

Thus, as contended by Secada (1989a) and Apple (1993), educational concepts are not
only subject to severe ideological conflicts but also are constantly defined and re-
defined to suit particular purposes. Apple (1989) notes, for example, that references to
equity are sometimes made only as an appeal to popular sentiments in order to get
adherents and legitimation of policy agendas. In such cases, appeals to equity are just
policy rhetoric, aimed at changing the conventional patterns of interpretations; thus
advancing group interests without really addressing those arrangements which gave rise
to equity concerns in the first place (Troyna and Williams 1986). It is evident in this
study, for example, that concerns for equity, which are expressed in Tanzania and New
Zealand's education policy reform texts, are followed by policy solutions that are

rationalising inequity.

Lack of agreement on the use and meaning of important concepts, such as equity,

equality and equal opportunity as targets for social justice, (O'Higgins 1987, Harvey
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and Klein 1989, Secada 1989, Apple 1993) is yet another constraint in underscoring

social justice.

On the basis of the arguments above, it is important, therefore, to explore the various
conceptions of equity, equality, and equal educational opportunity as well as when and

how these conceptions can be justified in terms of the pursuit of social justice.

Equality and Equity

To underscore the meaning of equity and equality is a complex task because, while
sometimes "equity" and "social justice" are used interchangeably, "equity' is also used
interchangeably with "equality". Thus, in this study, an attempt is made to describe the
terms rather than define them. It is also important to note that discussion of both equity
and equality often involves controversy and disagreement (Harvey and Klein 1989,
Grant 1989, Secada 1989, Ashline, et al. 1976). It has been noted, (Secada 1989)
however, that, in most cases when equity and equality are used interchangeably, only

one meaning is maintained.

The main difference between equality and equity is that while inequity always signifies
injustice, inequality does not. Often equality is used to explore quantitative differences
between groups. That is, it can describe parity between groups; for example whether
the distribution of achievement between two or more groups has the same average.
Thus, Grant (1989) contends that the common meaning ascribed to equality is the state
of being equal. Here the emphasis is sameness. It is worth noting, however, that,
differences are not necessarily a sign of social injustice; nor is "sameness" a sign of a
just situation. A good example is that a policy can be justified, if it provides different
individuals or groups of individuals with different routes to access, based on the
assumption that individual differences and needs affect their ability to take advantage of
conventional routes of access. This has to be based on the consideration that alternative
routes would curb past and existing inequalities and barriers, privileges and restrictions
and lead to more justice. On the other hand, a policy that focuses on providing equal
(same) access to everyone may lead to unjust outcomes, if it overlooks whether the
individual has the necessary background or ability to take advantage of the available
access routes. For example, a policy of “school choice”, whereby (for some children)
the only choice is the poorly endowed schools, cannot be justified by invoking the
notion that, in principle, everyone was offered equal opportunity to choose. Thus,
equality (as an appeal to what is just) must look beyond immediate quantitative results

to include long term qualitative outcomes as well.
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Equal opportunity

Another concept used as an appeal to social justice is equal opportunity. Equal
educational opportunity is probably the most referred-to term in the literature on justice
in education. Equal educational opportunity is expressed in terms of access, process
(participation) and outcome of education. Employing the social historical approach to
the discussion of the concept, Coleman (1968) gives an insight on how and why
different conceptions of equal educational opportunity are put forward. Coleman (1968)
claims that the definition and re-definition of the concept depends on the dominant
ideological assumptions relating to the functions of education. He argues that, if there
were no social mobility (with implicit inequalities) in society, then the concept of equal

educational opportunity would be obsolete.

Coleman's analysis is important in understanding what many analysts (Apple 1993,
Secada 1989a, Codd 1993, Grace 1994) have been saying about education and society.
The idea is that, although education does not directly create inequalities, through
cultural and ideological processes and orientation, it reflects, reproduces and legitimates
inequalities. Thus, it is important to ensure that educational policies that adhere to

distributive principles of social justice are in place to curb such tendencies.

Affirmative action

Affirmative action is also a useful concept in the consideration of social justice in
educational policy reforms. In most cases, affirmative action is discussed when it
comes to employment. Thus, it has been contended (Secada 1989) that affirmative
action in employment is a non-educational response to unequal representation in the
work force. It entails hiring an individual who represents the discriminated-against
group, provided that the individual meets the minimum employment requirements. This
is relevant to education because the groups that are discriminated against in employment
opportunities may need to attain higher levels of educational achievement or be over-
represented in specific fields of learning so as to overcome employment discrimination.
In such cases, policies that ensure positive discrimination in education opportunity are
necessary. We may conclude, therefore, that, although equality of education
opportunity does not typically address non-school disparities, social justice in education
should be concerned with such state of affairs. In other words, educational policy
reforms that purport to pursue social justice should take into consideration the more

distantly related external outcomes.
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The issue of discrimination seems to be so prominent in the debate as to warrant special

attention. In policy documents, different types of "discursive discrimination" may be

observed, with different impact on social justice in education. These would include:

Not mentioning the inequalities or the group of people who are lagging behind or
disadvantaged; thus, turning a blind eye to demands from within or beyond the

education service for a clear policy commitment to social justice.

Openly acknowledging the existence of disadvantaged groups as problematic; thus,
blaming the victims or providing short term solutions that may end up rationalising
the disadvantages. The aims of resultant policies are normally aggregative and
procedural. Quotas have been mostly used in this regard. This is useful in as far as
it breaks institutional barriers but may culminate into what Tryona and Williams
(1986) describe as "discrimination by proxy"; i.e. the assumpiion that whoever
belongs in the identified group is inferior. This kind of discrimination may also lead
to "tokenism" whereby efforts to remedy the causes of the problems are postponed
or thwarted by creating superficial solutions. A good example would be policies
that refrain from assessment or which lower the expected standards for certain
categories of students instead of analysing and combating fundamental impediments
to students’ achievement levels. Such policies not only postpone the problems but

also enhance future failures.

Openly acknowledging (Miller 1976, Rizvi & Lingard 1992) the existence of the
disadvantaged groups and taking a collective responsibility for the problems.
Policies within this category work not only towards the goal of ending (negative)

discrimination but also towards overcoming the results of long term discrimination.

It is important to note, however, that the lack of social justice has material significance,

especially for those who are subjected to injustice. As Rizvi (1998) aigues:

It needs to be acknowledged, however, that injustice does have a
material reality that is readily recognised by those subjected to it. Those
who are hungry or poor or homeless or physically impaired do not need
abstract definitions in order to be able to recognise their plight or indeed
the inequities they might confront. If this is so, then the idea of social
justice has practical significance. It needs therefore to be articulated in
terms of particular values, which, while not fixed across time and space,
nevertheless have to be given specific content in particular struggles for
reform (Rizvi 1998:47).

To further develop the above arguments, it is necessary, therefore, to set out some

operational specifications of social justice criteria so as to clarify our understanding of
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N
the concept. Although there are various views of social justice, three major categories

can be identified. These are procedural justice based on the processes or procedures;
distributive justice that not only entails “just" processes (procedures) but also goes
further to include "just" outcomes; and the social-action based collective responsibility
and recognition of specific needs. A caveat should be made, however, that the
distinction between these categories is not made on the conviction that they have
nothing to do with each other but, mainly ,because the criteria of justice in all areas are
not necessarily always the same. That is, often some categories emphasise certain

aspects at the expense of others.

In most cases, procedural justice would adhere to the aggregative principles while
distributive justice leans towards distributive principles. Miller (1976) explains that:

An aggregative principle is one which refers only to the total amount of
goods enjoyed by a particular group, whereas a distributive principle
refers to the share of those goods which different members of the group
have for themselves (Miller 1976:19).

An example of a procedural justice policy statement would be that 'ability not privilege
would count. Family background, race or sex will be neither an advantage nor a
disadvantage in getting the desirable opportunity' Such a statement, appealing to
meritocracy and seemingly just, may not lead to social justice because it ignores some
unearned advantages or disadvantages accrued from family background, race or sex.

Holmes (1980) observes, for instance, that:

Achievement is highly dependent on individual's cultural background
and native ability so that even absolutely fair equality of opportunity
would not significantly change the composition of most western
societies (Holmes 1980:414).

It can be argued, therefore, that conditions of disadvantage may curtail the student's
overall conditions and ability to compete effectively. In that case, equal competition is
used to rationalise unequal outcomes. This thesis cautions, however, that social,
cultural, economic and gender differences should not be used as excuses for not

catering for educational needs of “at risk” children.

Nozick’s (1976) entitlement view of social justice, which falls under procedural justice,
postulates that the freedom of individuals to compete must be protected so that "it is the
justice of competition, that is, the way competition is carried on, not its result that
counts" (Rizvi & Lingard, 1992:7). Thus, based on the principles of individualism,

procedural justice may be disguised to produce and validate inequality. This, in part,
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serves to explain the inadequacy of procedural justice, especially when it is taken on its

own.

It is unfortunate, however, that such a conception of justice appeals to the those in
power because it is less disruptive to the status quo since it reproduces the existing
class compositions. It is also important to note that procedural justice is consistent with
neo-liberalism that insists on fair processes of competition with little regard to outcomes
or influencing factors prior to the competition processes. Thus, the concept of a 'level
playing field', that is promoted by the New Right economic policy, represents

procedural justice but not distributive justice.

Distributive justice on the other hand is tightly connected with the concept of equity,
fairness and justice (Secada 1989, Codd 1993, Apple 1993, Bierhoff, Cohen and
Greenberg 1986). Building on the relationship between equity and justice which was
first stated by Aristotle, Secada (1989) contends that:

Equity gauges the results of action directly against standards of justice,
and it is used to decide whether or not what is being done is just,...is
our ability to acknowledge that, even though our actions might be in
accord with a set of rules, their results may be unjust. Equity goes
beyond following those rules (Secada 1989:68-69).

Thus, equity entails more than a set of rules or procedures or processes; it encompasses

outcomes.

Rawls' (1971) notion, whereby social justice is regarded as an issue of fairness,
focusing on the equity of distribution of resources, falls under this category. Rawls

suggests two basic principles in maintaining social justice practices whereby:

each person is to have the most extensive basic liberty compatible with
similar liberty for others; and equal distribution of primary social
goods...unless unequal distribution is to the advantage of the less
favoured (Rawls 1971:6).

This implies that some unequal treatments that aim at redressing social justice imbalance
can be justified. However, caution is needed when considering this conception. The
criteria for discrimination and the intended outcome should be clear and just in social
terms. It is socially unjust, for example, to push the children from lower social

economic status into programmes that will curtail their social mobility later in life.

In order to promote social justice, in such cases as the above, the policies would have
to promote affirmative action (Miller 1976, Rizvi & Lingard, 1992) that openly
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acknowledges the existence of the disadvantaged groups and takes collective
responsibility for the problems. It is important for affirmative action policies to ensure
that the disadvantaged are not conceptualised as passive recipients of prescribed
solutions but as active agents with the capacity to participate fully in changing the

directions of their lives.

Thus, educational policies that promote state intervention to ensure equal educational
opportunity are important in fostering social justice in education. Therefore, education
privatisation policies have to be regarded with caution as these will diminish the state's

capacity to intervene in areas relating to equity.

It is important to note that neither of the categories provides sufficient criteria for social
justice because the combination of fair procedures, fair outcomes and collective
responsibility, is needed in fostering social justice. Thus, educational policies that
contribute to social justice should promote fair processes or procedures, fair and just
outcomes as well as collective responsibility for improvement of the education that is
provided. Further, it has to be acknowledged that education is a social phenomenon
which has to cater for the social needs of the society. Thus, equity in education "should
be construed as a check on the justice of specific actions that are carried out within the
educational arena and the arrangement that result from those actions” (Secada’s

1989:69) as well as their implications for the well being of the society as a whole.

It is within this understanding of social justice that this thesis discusses the implications
of the contemporary education policy reforms in Tanzania and New Zealand with a

particular emphasis on "children at risk".
Concluding Remarks

From the above discussion, it is clear that there are interconnections amongst education
policy, the state and social, political and economic development. Acknowledging that
there are various approaches, expressing plausible theories of understanding these
concepts, the study postulates that some have more explanatory power than others.

This study supports the view that education policy is an integral part of public policy, at
the centre of which lies the state. Understanding education policy reforms, therefore,
requires an understanding of the role and functions of the state. The main assumptions

about the state under this study are, that:
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* The state is not just the government but a whole set of the coercive state apparatuses
like the police, military and judiciary, as well as the ideological apparatuses, the

main ones of which include education;

* By maintaining the mode of production, the state works to protect and to promote

the interests of the dominant class;

» The state does not act in a vacuum; rather it is bound by social, political and
economic imperatives which form its context. Thus, education, as part of the state,
has to be understood within these historically formulated imperatives.

It is the contention of this thesis that views about the nature of education policy, socio-
economic development and the state, influence the envisaged role of education as well
as education reforms in the production of socio-economic prosperity. Although there is
general agreement that education is important for human progress, there are divergent

views of the role that education should play in society.

Based on the liberal and neo-liberal understanding of state and of social and economic
development, education is viewed as playing the roles of cognitive and moral
socialisation, skills development and certification. In its cognitive and moral
socialisation role, education prepare individuals for their role in the division of labour
and to encourage social integration and "social responsibility"24. In that regard,
education is seen as a tool for enlightenment. Building on human capital theory, the
liberals link education to higher levels of productivity. The certification role, on the

other hand, helps to promote social differentiation according to merit.

Accordingly, liberals and neo-liberals view educational changes as natural movements
towards higher stages of societal development or adaptations required by system
imbalances or social needs. This view supports the equilibrium perspective of policy
reforms, which stresses the importance of functional integration, harmony, stability and
the assumption that all members of the society implicitly agree on the nature of

functional necessities (Ginsburg, et. al. 1990).

The Marxist and neo-Marxist understanding, on the other hand, views education as a
productive force in socio-economic development whereby, in a classed society, it

becomes a tool for class control and class reproduction. It is argued that, through the

24Norrna]]y responsibilities are prescribed by those in power and sanctioned by the liberal democratic
processes.
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notion of social differentiation, ascriptive status is legitimated through academic
achievement and social control. However, the neo-Marxist position acknowledges
education's emancipatory potential not only for contributing to increased productivity
but also for encouraging people to analyse and reflect on their position in the production
process. Thus, education is viewed both as a resource and a value. Accordingly, neo-
Marxists envisage conflict over control of education in a class-based society. Thus,
they support the conflict perspective which states that education reforms occur through
conflict and competition among social classes, ethnic, race, religious, gender and other
groups whose interests are incompatible; or when contradictions are unsuccessfully
mediated (Ginsburg, et. al. 1990).

This study embraces the conflict perspective because it recognises inherent instability in
social systems and conflict over values, resources and power. The equilibrium
perspective is rejected because it seems to divorce educational reforms from the social,
political and economic dynamics; hence, treating policy issues as dysfunctional
problems requiring technical solutions. The equilibrium perspective is further rejected
because it de-emphasises social heterogeneity and views the state as a neutral mediator

of the harmonious interests of all citizens.

Regarding education's contribution to development, the study upholds the view that
education policy has to develop knowledge, skills and attitudes that give priority to
people. Thus, education should develop the people's capacity not only to produce
socially useful materials but also to ensure social justice in the distribution of resources,
goods and services.

It is within this theoretical understanding of the relationship between education, the
state and socio-economic development, that this thesis examines the genesis and
implications of contemporary education privatisation reforms in Tanzania and New
Zealand.
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Chapter Three
Methodology

Comparative Education Policy Analysis (CEPA) and Discourse Analysis approaches were
utilised in designing and carrying out this study. In this chapter, perspectives on
comparative education policy analysis (CEPA) and discourse analysis approaches are

discussed so as to establish their methodological appropriateness for the study.
Comparative educational Policy Analysis Approach (CEPA)

Comparative education policy analysis draws from two separate disciplines in the social
sciences - comparative education and policy analysis. It is important, therefore, to have a

clear understanding of the two.
Comparative Education

Literature on comparative education (e.g. Adams 1990, Halls 1990, Raivola 1985)
suggests that debate regarding the nature and position of comparative education has existed
for a long time. Adams (1990:381) refers to "comparative education with its somewhat
non-prestigious lineage and uncertain disciplinary bases" while Halls (1990) contends that
“at least half a dozen approaches to comparative education can be identified”.

By the same token, Raivola (1985:362) notes that "the investigation of problems associated
with research into comparative education dates over 150 years back”. Raivola (1985)
locates the problems in the misconceptions of the term “comparative/comparison”. He
contends that literature on comparative education reveals the misconceptions of the
methodological meaning of "comparative/comparison”. He asserts that:

The methodological concept of "comparison/comparative” is confused with
the concept in psychometrics of "comparability," which Good, for example,
defines as (follows): "the conditions existing when two measures are
expressed in the same units thus making possible direct comparison”. Some
theorist, meanwhile, have made the mistake of regarding the comparison as
an end in itself instead of a method and a logical tool in the solution of
research problems (Raivola 1985:362).
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Likewise, Olivera (1988), observes that, "except for the desire to share information across
frontiers, it is difficult to say what is it that all those claiming interest in comparative
education have in common" (Olivera 1988:167). Referring to the papers presented at the
World Congresses of Comparative Education in Paris, 1984, and in Rio de Janeiro, 1987,
Olivera notes that, although there were a variety of papers, including those papers that do
not deal with education at all, the organisers did not feel entitled to refuse any of the papers
"since there seem to be no acceptable criteria to define what is and what is not comparative
education" (Olivera 1988:68). He contends, however, that the problem is not with the

methodology but at the level of 'education’ as a field of study. He argues that:

This confusing situation is routinely ascribed to a crisis of methodology.
The preceding analysis tend to show, however, that it is not so. The
confusion runs much more deeply, at the level of the object to be studied. A
comparative discipline, as distinct from the use of comparison in any
discipline, is that which applies the comparative approach, not to two or
more 'objects’, but two or more sets of scientifically obtained knowledge
about comparable objects...Thus the roots of confusion will not be found at
the level of comparative education; they must be looked for in the field of the
'science of education' as such (Olivera 1988:68).

It is worth noting, however, that the importance of comparative education lies in the fact
that it provides an opportunity to grasp knowledge about educational issues in various
societies which, in turn, helps in the better understanding of one’s own education
system23, Building on this wide view, comparative education has broadened its scope and
established linkages with other disciplines. Halls (1990:14) notes, for example, that,
although comparative education began with its root firmly grounded in the history and
philosophy of education, since the late 1960s it has broadened its base and established
linkages with many other disciplines. Thus, a multi-discipline approach to comparative

education is not only desirable but also pertinent.
Comparative Education: Approaches and Methods

The ongoing discussion suggests that there have been varied views of comparative
education. Therefore, various approaches and methods have been used in the discipline.
Halls (1990) identifies six approaches which include: the historic-philosophical, the
national character, the cultural, the problem solving, the quantitative and the economic
approaches.

25The fundamental argument is, as Harold Noah (cited in Halls 1990:13) puts it “we can truly comprehend
ourselves only in the context of secure knowledge of other societies”.
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Halls (1990) observes that the pioneers in the field of comparative education made use of
the historic-philosophical approach that seeks to discover the driving forces and laws that
underpin educational policy and practice. Their approach was mainly descriptive and
explanatory and was closely linked to the “national character” approach which views
education as a phenomenon of a national state. Thus, it is argued (Halls 1990:31) that
comparative education began with its roots firmly grounded in the history and philosophy
of education and, in earlier days, the comparisons were of nation states or groups of nation

states.

As time passed, however, various types of comparison were tried, including the culturalist
approach. The culturalist approach extends Bourdieu and Passeron’s definition of culture
as “standardised patterns of activity and belief that are learned and manifested by people in
their collective life" (Halls 1990:18). Thus, it is argued that a cultural typology must give
rise to a similar educational typology as cultural and educational features are linked and they
act reciprocally to each other. A comparative education study, therefore, would include the
interaction between the dominant political ideology in a society and its education system; or
cultural attitudes towards educational conceptions as they affect, and are affected by, the

education system.

The contextual approach, on the other hand, suggests that comparative analysis must be
undertaken within social, economic and political contexts, drawing a distinction between
what the education system purports to do and its actual achievement. Halls notes that
supporters of this approach contend that, “Comparative research which fails to take the
whole social context into account lays itself open to a charge of superficiality” (Halls
1990:32). Taking into consideration such a holistic understanding of the socio-economic
and political context, the approach calls upon an interdisciplinary perspective in
comparative education studies. Thus, the contextual approach has been described as both

pragmatic and eclectic.

The problem solving approach, on the other hand, aims at anticipating the outcome of
policy; thus, it asks the question of “if...what”. In that regard, it seems to purport that
comparative education has a predictive value and can lead to the formulation of laws on
educational aspects. Thus, quantification, hypothesis testing and generalisation are the main

tenets of the problem solving approach.
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With its focus on education and economic growth, the economic approach, on the other
hand, represents a particular kind of quantification whereby an attempt is made to correlate
education achievement of the citizenry with economic development of the respective nation.
This approach was very popular in the 1960s, particularly in post-colonial nations. The
newly independent post-colonial countries looked both East and West for ideas; thus,
calling upon comparative educationists in the industrialised countries for help.
Consequently, the decade saw a massive upsurge in what became known as international
development education. There was increasing involvement of international as well as
regional and supra-national organisations which provided expertise and finance (Halls
1990:13). Burns (in Halls 1990) notes that studies in the economic approach were based on
‘the orthodoxy of modernisation” theory, augmented by the human capital theories taken

from economics.

However, this approach faltered in the beginning of the 1970s when there was a certain
pessimism regarding the economic returns of education investment and ambiguities arose as
to whether economic growth caused education or vice versa (Halls 1990, Kelly 1992). The
opposition was clearly expressed in comparative studies based on the dependency theory of
development. It has been contended (Halls 1990, Adams 1990 and Bensons 1990),
however, that since the 1980s, there has been a resurgence of confidence in comparative
economic studies, associated with names such as Psacharopoulos of the world Bank. Halls
(1990:33) observes that Geourge Psacharopoulos' (1985) “most recent verdict is that the
level of investment in education must be “country specific”. That is, investment in
education must correspond with the economic status of the respective country. Thus, poor
nations such as Tanzania are advised to spend less on education. It is worth noting that,
after the United States withdrawal from UNESCO, the World Bank has become the
principal education sponsoring agency with interest centred on Third World countries (Hall
1990, Kelly 1992). Thus, the World Bank's view of education holds greater significance in

the Third world countries' education policies.

Halls (1990) dichotomises the approaches to comparative education into two contending
views: the historico-philosophical, the national character and the cultural approaches are
categorised as the literary view; while the problem solving and the economic approach are

categorised as the scientific view of comparative education.

It is important to note that the approaches in the “literary” category have a tendency of using
the qualitative methods while those in the "scientific" category are prone to using
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quantitative methods. Quantitative methods insist on observable data and the objectivity of
the researcher. Halls notes, however, that recently the quantitative approach has been
joined to the process-product research paradigm that suggests that “presage” and “context”
variables, separate but interacting, react with process variables, generating “product
variables, which can be measured” (Hall 1990:33). The qualitative methods, on the other
hand, insist on studying social phenomena in their natural setting; thus, making the social,

political and economic contexts an indispensable part of a comparative education study.

However, both the quantifiers and qualifiers find serious flaws in each other’s paradigm.
The qualifiers are criticised for being over-descriptive, lacking the neutrality of hard figures
and basing their research on overt and unconscious biases that falsify conclusions26. The
quantifiers on the other hand are criticised on the ground that research cannot possibly take
into account all variables, some of which, in any case, are unmeasurable. Adams (1990)

notes, for example, that:

If planning is expected to result in change and not be merely a ritual required
for international funding, then it must involve more than statistical testing of
hypotheses...understanding what people need and why they behave the way
they do is unlikely to be clarified by one more rate of return study (Adams
1990:384).

He further expresses concern with arriving at conclusions through statistical means,

without reference to context. He states:

A second concern lies in the easy arrival at conclusions without reference to
context. I believe that appropriate and feasible solutions to such problems as
rural development, vocationalisation and privatisation, are vitally influenced
by national, sub-national and even international factors (Adams 1990:384).

Thus, the understanding of context, which most comparative studies in the “quantitative
paradigm" seem to ignore, is a very important aspect in understanding educational issues.
However, this does not mean that quantitative data should be completely ignored or
eliminated. Quantitative data that support arguments or exemplify explanations are
important. Statistics portraying a drop in primary school enrolment in Tanzania, for
example, serves to exemplify the extent of the constraints on school enrolments. The
holistic contextual analysis of access to primary education in Tanzania, on the other hand,

helps in explaining the nature, form and impact of various constraints on schooling.

26Halls (1990:33).
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On the basis of the above discussion, it is argued that a broader understanding of
comparative education is necessary in order to allow educational issues to be studied and

compared within their social, political, economic and educational environment.

Bray & Thomas (1995) broadly define comparative education as:

All studies that inspect the similarities and/or differences between two or
more phenomena relating to the transmission of knowledge, skills or
attitudes from one person or a group to another (Bray & Thomas 1995:479).

Bray & Thomas’ (1995) view, therefore, seems wide enough to encompass the broad field
of comparative education. They note that this definition is broad enough to embrace many
foci and types of inquiry that would not normally be found in the mainstream comparative
education journals. They argue, however, that a wider understanding of comparative
education would minimise the unbalanced and incomplete perspectives, as well as

localisation that results from studies that are specifically macro or micro in scope.

Bray & Thomas (1995) contend that, since the field of comparative education has chiefly
developed from a concern with cross-national comparison, most of the comparative
literature has been on countries and world regions; thus, lacking the local dimension; while
some of the research has been undesirably localised, resulting from a lack of international
dimension. They state:

We have noted that the chief focus in comparative education literature has
been on countries and world regions, and that this has tended to lead to
unbalanced and incomplete perspectives. On the other side of the coin, we
have noted that much research in other fields of education has been
undesirably localised in focus. In many of these studies, unbalanced and
incomplete perspectives have resulted from the lack of an international
dimension (Bray & Thomas 1995:472).

They observe, however, that multilevel analysis has increased in recent years; partly,
because of increased awareness of its importance and the availability of new tools for
research. They suggest an addition of state/provincial, national and world-region to these
multilevel analysis studies as most of them remain at individual, classroom, school and,
sometimes, district levels.
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The Multi-dimensional, Multilevel Approach to Comparative Education

Bray & Thomas (1995) suggest 3 main dimensions in what they term ‘multilevel’
comparative education study: the geographical/location dimension; the non-locational
demographic groupings dimension and the dimension that embraces aspects of education
and society. They contend that, most of the time, these three dimensions are present in a
comparative study. Figure (3:1) is an illustration of a three-dimensional way of classifying
comparative studies as portrayed by Bray, & Thomas (1995).

Figure 3.1: A Framework for Comparative Education Analysis
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Source: Bray, B. & Thomas, R. M. (1995) Levels of Comparison in Educational Studies: Different Insight

from Different Literature and the Value of Multilevel Analysis, Harvard Educational Review, Vol. 65 No.
Fall 1995.

The non-locational demographic groupings dimension includes ethnicity, religion, age, and
gender as well as the entire population; while the dimension that embraces aspects of
education and society encompasses curriculum, teaching methods, finance, management
structure, political change and labour markets. Acknowledging that it is possible to identify

other intermediate levels and that, in practice, many studies may embrace two or more tiers,
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Bray & Thomas (1995:473-4) identify seven levels in the geographical/locational
dimension. These include: world regions/continents, countries, states/provinces, schools,

classrooms and, finally, individuals.

The discussion on the merits and limitations of each level?7 indicates that each level of
comparison provides an insight on important aspects on education. Comparative studies at
lower levels provide insight on issues such as school effectiveness, disparities in different
schools, communities, districts and individuals or groups of individuals. The strength of
comparative studies conducted at upper locational levels, (e.g. national/country) on the
other hand, lies in the fact that they offer the general frame-work within which to
understand the wider context of an educational phenomenon, such as transnational
influences and dependencies. Research focusing on higher levels also helps to identify
broad economic conditions, political structures, cultural traditions and forms of educational
organisation that influence how much of what type of education is provided for different
sectors of society (Bray & Thomas 1995).

Bray & Thomas (1995) note, however, that, although multilevel analysis has increasingly
been recognised during the last two decades, for certain types of enquiry (e.g. Burnstatein
1980, 1988, Cronbach 1976, Goldstein 1987, Raudenbush & Willms 1991) the dominant
form of multilevel analysis has been principally confined to the level of the individual,
classroom and school levels and mainly in the area of school effectiveness. They observe
that some multilevel analysis of school effectiveness (Bosker and Scheerens 1994)
mentions the context within which schools operate but give it little attention, while some
literature (Raudenbush & Willms 1991)28 includes studies from different countries but
"make(s) no direct comparisons across national boundaries and fail(s) to draw out the
implication of national level forces" (Bray & Thomas 1995). Bray & Thomas (1995)
attribute this gap to different skills of individual researchers and the paradigms of particular
types of research. Highly quantitative data, that require computers to perform various kinds
of multiple regression on school effectiveness, are less likely to be available at national or
world-regional levels. Hence, they assert that, "this is the reason why much cross-national
comparative research is qualitative rather than quantitative” (Bray & Thomas 1995). They
acknowledge that:

2TFor an elaborate discussion on the merits ands limitations of each level see Bray & Thomas (1995).
28These works are cited in Bray & Thomas (1995).
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Such a sophisticated, multilevel, multi-dimensional understanding of
phenomenon must be paid for; and in most countries, it has become more
difficult than before to secure resources for such research (Bray & Thomas
1995:487).

However, contending that, "the question of multilevel research design is more a matter of
paradigm and philosophy than scale", Bray & Thomas (1995) assert that meaningful
multilevel research design can be carried out, financial constraint not withstanding . This
present study uses secondary data from various research studies as one of the ways of

meeting some challenges of time and financial constraints.

The above discussion indicates that a multi-dimensional and multilevel comparative
education analysis is an appropriate approach to understanding educational phenomena,

including education policy reforms.

On the basis of the merits discussed above, a multi-dimension comparative approach has
been employed in this study. It is envisaged that such an approach is more appropriate for
understanding contemporary policy reforms in Tanzania and New Zealand as it provides
opportunities not only to interpret education policy in the respective country over time but

also to examine the experiences of other people in other societies.

It has to be noted, however, that this thesis does not impose Bray & Thomas's
multilevel/multi-dimensional framework on the study. Rather, the framework has been
modified by the researcher to accommodate some aspects important to this study. The
framework, as adapted for this study by the researcher, is presented in a graphic form as a

three dimensional model in figure 3:2.

Taking the capitalist mode of production as a basic unit of analysis, the study considers
transformations in the capitalist mode of production as the first level. The regional/continent
level is not included in this study on the grounds that the regional categories may change
depending on the criteria used to characterise the region (e.g. there are economic regions,
political regions); also some countries in the different continent may have more common
characteristics than those in the same continent. The second level, therefore, is of
countries/nations. Since New Zealand and Tanzania do not have federal structures, the

state/provincial level is unnecessary.
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Of worth noting is that, in this study, the locational dimension is both socio-political and
geographical. As Figure 3.2 shows, within this dimension, educational policy orientations
are analysed at different times of capitalist transformation and in different countries (in this
case Tanzania and New Zealand). References to schools and individuals are made only for

better explanation or to support the main arguments.

Figure 3.2: Three Dimensional Framework for Comparative Education Policy Analysis
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EDUCATIONAL AND SOCIAL ASPECTS

Figure 3.2 is the modified framework considered appropriate for this study.

This approach is considered appropriate for this study because it enables the study to
examine the external and internal contexts of education policy. Since categories abstracted
from national context tell little of the genesis of educational restructuring, the analysis of the
transformation in the capitalist mode of production helps in tracing the historical genesis of
the educational privatisation policy. It enables the study to explore how the fractions of

capital (national, international and transnational) influence policy changes. For example,
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“how has the international capitalist network publicised the ideas of educational
privatisation reforms in different societies?” The national level comparison of Tanzania and
New Zealand is important not only to avoid false 'universalisation' of findings resulting
from one country study (Bray and Thomas 1995) but also to understand better the
phenomena of education privatisation policy reforms which are taking place in
contemporary education world-wide; and also to explore national influences on education
policy. The assumption is that the type and tempo of the process of privatisation may be a
result of contextual differences. Reference to a group of communities, schools or
individuals is expected to illustrate the implication of educational policies for educational

activities and the society.

Regarding non-locational demographic groups, the study considers the entire population
within the selected locational level and refers to school age children and "children at risk" as
specific demographic categories. A caveat has to be made, however, that the demographic
categories referred to in this study are not aggregative/quantitative categories; rather, they

are sociological and qualitative29 in nature.

In the thesis educational funding, access and management are aspects of education that are
considered, while social justice and educational privatisation policies have been considered

as aspects of society.
Policy Analysis

In the previous chapter, various approaches and models or theories of policy are discussed
with their merits and flaws. It is argued that education policy is part and parcel of public
policy. On the basis of the view that public policy is a set of guidelines to govern the 'body
politic' of the public, it is contended that the understanding of how the state works, as well
as its powers and control, is important in underscoring public policy, in this case education
policy. That is, in order to understand the direction which education policy is taking and
why, one has to understand powers of the state and their sources. It is important also to
understand what is stated as policy and its impact on the public. Thus, policy analysts need
to analyse the policy statements and their implications within the social, political and

economic environments.

291n this study, reference to quantitative data is made only when it is deemed necessary for understanding of
the argument.
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Worth noting, however, is that there are various approaches to policy analysis, which have
developed within the main paradigms: the empirical-analytic paradigm, symbolic or

interpretive paradigm and critical paradigm (Popkewitz 1984).

Jennings (1987) and Popkewitz (1984) observe that policy analysis as a science developed
within the empirical-analytic paradigm that assumes (Popkewitz 1984) that there are general
or universal rules to policy making with less regard to specific context or actual
circumstances in which policy is formulated. As Jennings (1987) notes:

Policy analysis as science applies these [natural science] tenets of positivism

to the practice of policy analysis. For it the policy analyst is the bridge

between the growing corpus of objective, empirically confirmed social

scientific laws of human behaviour and the world of practical problem
solving and policy formation (Jennings 1987:137).

Thus, studies in policy analysis as science tend to be descriptive and they concentrate on
what is while ignoring or undermining why it is or what ought to be. These studies,

therefore, impose a distinction between facts and values in policy decisions.

The main flaw of the policy as science approach, as many policy analysts (Simeon 1976,
Codd 1988, Dale 1993) argue, is that it leads to the conception of policy-making as merely
a technical and rational process which in turn, may, remove policies from the social,

political and economic contexts within which they are made.

Simeon (1976) contends that policy emerges from the play of economic, social and political
forces as manifested in and through institutions and processes. He argues that the study of
policy needs to be linked with the more traditional concerns of political science and, in
particular, with the three vital elements - power, conflict and ideology. He further notes
that:

Policy-making is not by and large, simply a matter of problem solving, or
taking some common goal and seeking the ‘best’ or the most effective
‘solution’. It is rather a matter of choice in which resources are limited and
in which goals and objectives differ and cannot be easily weighed against
each other (Simeon 1976:550).

Thus, the approach of policy analysis as science is inadequate because it ignores the socio-
economic and political context within which policy making takes place. This study argues
that, although the descriptive and quantitative data are important in understanding policy,

they are inadequate as they leave out the rules and values that develop and reinforce what is
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aggregated or observed. Policy is not predetermined, logical and unproblematic (Crump
1993); rather, it is complex and it involves diverse and intricate issues.

Another approach to policy analysis is an interpretive approach that sees policy analysts as

counsel or advisers to policy makers. Jennings (1987) contends that, in this approach:

The policy analyst should serve as an ethical enabling agent vis-a’-vis the
policy maker, one whose responsibility is to provide the policy maker with a
perspective that transcends the particularistic perspectives offered by
lobbyists and advocates (Jennings 1987:147).

This approach falls into the symbolic or interpretive paradigm that focuses on the unique
human capacity to invent and use symbols. It emphasises the communicative aspect of a
social phenomenon, thus, focusing on the nature of discourse rather than on behaviour
(Popkewitz 1984:41). In the same vein, Jennings (1987:148) notes that the interpretive
approach maintains that a social scientific explanation of human action should involve the
placement of that action in its specific cultural context.

It is contended in this thesis that the focus on the cultural context and discourse is important
in understanding policy because it provides room for analysing not only the ideological
hegemony in the policy process but also the implications and effects that a certain policy

has on various members of the society and some societal activities.

However, the interpretive approach is delimited by the fact that it is concerned mainly with
aspects of what is and why it is but not what ought to be. The tendency to concentrate on
the phenomenon also makes it possible for the studies following the interpretive approach

to leave out some of the relevant processes in the wider context.

On the other hand, the critical approach to policy analysis, which is similar to historical
analysis of social processes (Popkewitz 1984), has interest in practical discourse. In the
critical approach, the policy analyst has to identify the controls (particularly the distributive
control) "so as to discover who makes the policy, what is its nature, what does it hope to
achieve, why was it proposed at the time and what was not made the subject of policy"

(Foster 1981:345 in Popkewitz 1984) as well as to suggest viable policy options.

Following the critical paradigm the policy analyst is able to undertake the study of policy
and for policy (Dale 1993, Codd 1988). Codd (1988) contends that "policy analysis is a



77

form of enquiry which provides either the information base upon which policy is
constructed or the critical examination of existing policy". He further explains (Codd 1988)
that:

Analysis for policy can take two different forms: (a) policy advocacy which
has the purpose of making specific policy recommendations; and (b)
information for policy in which the researcher's task is to provide policy
makers with information and data to assist them in the revision or
formulation of actual policies.

Codd (1988) shows that analysis of policy can also take two different forms:

(a) analysis of policy determination and effects, which examines 'the inputs
and transformational processes operating upon the construction of public
policy' (Gordon et. al. 1977:28) and also the effects of such policies on
various groups; and (b) analysis of policy content, which examines the

values, assumptions and ideologies underpinning the policy process (Codd
1988:236).

Thus, the critical approach allows the study of education policy to capture the socio-
economic as well as the “politicity” nature of education. Here, "politicity" refers to the
inherent relationship between education and politics. That is, "education is neither
politically neutral nor technically objective" (Torres 1995:163). Subscribing to this notion,
Green (1994) contends that:

The professional evaluator and policy researcher can contribute in the context of
government, but he or she will contribute to all of these activities only to the extent that they

become also politicians and political advisors (Green 1994:unpaged).

A critical approach to policy analysis, therefore, allows the study of education policy to
capture not only the socio-economic and political nature of education policy and its effect

on society but also to offer suggestions for policy consideration.

It is argued, therefore, that the critical approach to policy analysis is appropriate for this
study of education policy reforms, because it is concerned with all aspects of policy. That

is, the critical approach is concerned with what is, why it is and what ought to be.

By taking a holistic understanding of policy, the critical approach also provides the analyst
with opportunities to examine the dominant discourse of the policy statements.
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Discourse Analysis Approach

The above discussion indicates that the analysis of policy also includes the analysis of the
policy statements which in most cases are found in the policy documents. Different
methods can be employed to analyse a policy document; the main ones being discourse
analysis and content analysis. However, the critical discourse analysis was considered
more pertinent to this study because it can contribute to a better understanding of the socio-

economic, political and ideological controls in the education privatisation policy process.
Understanding Discourse

There are different approaches and, consequently, different meanings of the term
"discourse". It is contended (Dant 1991) discourse is the material content of utterances
exchanged in social context that is given meaning by the intention of utters and treated as

meaningful by other participants.

More commonly, discourse is used in linguistics to refer to extended samples of either
spoken or written language. This emphasises interaction between the speaker and addressee
or between writer and reader (Fairclough 1992) and, therefore, processes of producing and
interpreting speech or writing as well as the situational context of language use. In that
sense, text is regarded as the written or spoken product of the process of text production.
Discourse is also used to refer to different types of language used in different sorts of social

situations; legal discourse, classroom discourse and so on.

On the other hand, discourse is also used in social theory and analysis to refer to different
ways of structuring areas of knowledge and social practice (Fairclough 1992). Discourses,
in this sense, are manifested in particular ways of using language and other symbolic
forms, such as visual images; not just to reflect or represent social relations but also to
construct and position people in different ways as social subjects (e.g. as teachers or
students or parents). Analysis under this perspective focuses on the social effects of

discourse.

Discourse can also be ideological and it can serve to sustain relations of power. As
Bourdieu (1977) argues, language is not only an instrument of communication or even of
knowledge but also an instrument of power. Thus, through language, "one seeks to be

understood, believed, obeyed, respected and distinguished depending on their position in
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the power hierarchy" (Bourdieu 1977). In the same vein, van Dijk (1985) argues that,
although larger problems such as inequality, class differences, sexism, racism, power and
dominance, involve more than text and talk, discourses play a crucial role in their
ideological formulation, in their communicative reproduction, in the social and political
decision procedures and in the institutional management and representation of such issues.

Thus, whereas discourse is within the domain of communication, it goes beyond the realms
of language use and grammar to include effects of communication, the social positioning of
the communicators and the context within which communication takes place. Analysis of

policy statements, for example, would reveal the ideological base of the stated policy.

Approaches to Discourse Analysis

There have been various approaches to, and understandings of, discourse analysis.
Fairclough (1992) categorises them into the non-critical and critical approaches, according
to the nature of their social orientation to discourse. Consequently, the works of Sinclair
and Coulthard (1975), the ethnomethodological work in “conversation analysis”, the Labov
and Fanshel's (1977) model of therapeutic discourse, and the social psychologist approach
to discourse analysis of Potter and Wetherell (1987), are classified as non-critical
(Fairclough 1992),These approaches focus on the study of language development and use,
per se, rather than on the relationship between discourse and larger social formations.
Hence, they do not engage in explaining how discourse systematically constructs versions
of the social and natural worlds and how discourse positions subjects in relations of power
(Luke 1995).

This is a significant omission because, if we take language as a social representation in its
own right, then issues of power and ideology become of concern. Thus, the non-critical
approaches have been criticised (Fairclough 1992; Luke 1995) for having an undeveloped
social orientation to discourse. The importance of these approaches, however, lies in the
fact that they stress the constructed nature of written and spoken text. This is important
because, in discourse analysis, "language is not viewed as a medium that neutrally
transmits and reflects process taking place elsewhere; it is virtually constitutive of social
and psychological processes" (Marshall and Wetherell 1989:108-109). That is, rather than
being a mere conveyor of social life, language is viewed as social life's essential

constructive feature.
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Luke (1995) notes that, up to the mid 1980s, the few educational research works that
employed discourse analytic theories and methods (e.g., Ochs & Schieffelin, 1983;
Schieffelin & Ochs 1986), fall in this non-critical category since they developed from the
applications of interaction socio-linguistics which tended to explain texts by reference to
rule-governed, learned social interaction and performance. Further, educational research, at
the time, was influenced by psycho-linguistics, that explained language production by
reference to speakers' internal productive syntactic and semantic capacities. Research was
also influenced by the ethnography of communication and ethnomethodology to the study
of classroom talk (Luke 1995:8).

The critical approaches to discourse analysis, on the other hand, include critical linguistics
developed by a group at the University of East Anglia, discourse analysis developed by
Michael Pecheux and his collaborators in France in the 1970s, discourse analysis based on
the post-structural analysis of social history and contemporary culture by Michael Foucault,
as well as the critical discourse analysis, including the "textually oriented discourse analysis
(TODA)", developed by Fairclough (Fairclough 1992, Luke 1995).

Fairclough (1992) contends that critical linguistics tends to focus on the text as product;
thus, putting less emphasis upon the process of producing and interpreting texts. He states

that:
Critical linguistics also places a one-sided emphasis upon the effects of
discourse in the social reproduction of existing social relations and
structures, and correspondingly neglect discourse as a domain in which
social struggles take place (Fairclough 1992:29).

Working mainly on written political discourse, Pecheux (in Fairclough 1992) attempts to
combine a social theory of discourse with a method of text analysis. Building on
Althusser's social theory, Pecheux developed the idea of language as a very important
material form of ideology (Fairclough 1992). Fairclough (1992) argues that the strength of
Pecheux's approach is that it combines Marxist theory of discourse with linguistic methods
of text analysis. However, as in critical linguistics, he treats texts as products; thus, giving
little attention to the processes of text production and interpretation. Also, the capacity of

subjects, to act as agents and even to transform themselves, is neglected.

Foucault's works have made a major contribution to the social theory of discourse,
especially in the area of relationship between discourse and power, the discursive

construction of social subjects and knowledge and the functioning of discourse in social
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change (Codd 1988, Fairclough 1992, Luke 1995). Foucault contends that the production,
accumulation, circulation and functioning of discourse is the key to the establishment and

consolidation of the relations of:

power that permeates the deepest recesses of civil society and provides the
material conditions in which individuals are both as subject and objects
(Codd 1988:243).

By the same token, it has been noted that some discourses are so powerful that they appear
as common sense (Fairclough 1992) and act as a structuring principle of society. These
common sense discourses support and perpetuate existing power relations. Thus, people
may identify with and accept disconcerting views about them,; rather than take the risk of
becoming marginalised by resisting the views that appeal to common sense. Students at
risk, for example, may identify with, and accept, the view that anyone who attends school
has an opportunity to succeed in the examinations and gain access to further education

although in reality, for them, that opportunity is not there.

The development of discourse analysis as a method can be partly attributed to Michael
Foucault's influence on social sciences and humanities (Fairclough 1992). It has been
noted (Codd 1988, Fairclough 1992, Luke 1995), for example, that recent developments in
discourse analysis in educational research are based on the post-structural analysis of social
history and contemporary culture postulated by Foucault. Luke (1995) contends that this is
observed in recent research on women, girls and minority students, whereby the concepts
of voice, discourse and subjectivity have become central; in the re-examination of teacher
education as a domain, where social cultural discourses compete to construct and position
teachers and students; in the discourse analytic studies on the construction of particular
areas of school knowledge and curriculum; in textbooks and in face to face classroom
interaction; etc. The common feature in these works is that they have attempted to move
beyond descriptive research and to use discourse analysis to critique and to challenge
dominant institutional practice.

It has been noted, (Luke 1995) however, that many of the Foucauldian works (e.g. Luke
1989, Donald 1992 ) have been criticised for lacking close analysis of the linguistic or
technical features of written or spoken text. Likewise, the ethnographic research and case
studies, based on post-structuralist theorisation of discourse, voice and subjectivity, (e.g.
Fine 1987; Lather 1991; Singh 1993; Weis 1993; Wexler 1993 in Luke 1995) are criticised for using

broad interpretive approaches to analysis and for drawing content-level themes from the
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transcripts but failing to show how large scale social discourses are manifested in everyday
talk and writing in local sites. On the other hand, many social linguistic and linguistic
analyses of texts, are pointed out for paying close attention to language in use but for
failing to explicate how discourses evidenced in local contexts have political and ideological
consequences (Luke 1995).

Critical Discourse Analysis (CDA)

Luke (1995) asserts that critical discourse analysis (CDA) can provide a remedy to the
above mentioned shortcomings evidenced in the Foucauldian discourse analysis works as
well as in the social-linguistic and linguistic analysis of text. He argues that, as a subset of
what has come to be known as critical language studies, critical discourse analysis
expresses the potential and value of discourse analysis in the sociological analysis of how
knowledge, competence and curriculum contribute to the differential production of power
and subjectivity (Luke 1995:10-13). In other words, CDA offers a means of elaborating

and analysing language within specific contextual constructions. Luke (1980:12) notes that:

Critical discourse analysis shares with sociolinguistics and
ethnomethodology the assumption that, language use should be studied in a
social context...It also shares the view of educational ethnographers that
human subjects engage in the negotiation of knowledge, identity and social
relations in every day patterns of institutional life. But it departs from much
mainstream research with its focus on how power and identity are
legitimated, negotiated, and contested toward political ends...(Luke
1995:12).

The CDA approach also assumes that systematic asymmetries of power between speakers
and listeners, between readers and writers, are linked to the production and reproduction of
stratified political and economic interests. Thus, it is argued (Luke 1995:12) that dominant
discourses in contemporary cultures tend to represent those social formations and power
relations that are the product of history, social formation and culture, "as if they were
organic, biological and essential necessity". By attempting to interrupt everyday common
sense discourse, therefore, critical discourse analysis (CDA) provides a political
intervention which may "destabilise authoritative discourses and foreground relations of
inequality, domination and subordination” (Luke 1995:12).

Luke (1995) notes that based on the post-structuralist scepticism, CDA tends to question
the possibility of developing an undistorted perspective on social reality; one that is free

from identifiable class or cultural interest. Luke (1995) cautions, however, that, in the
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search for neutrality, there is a danger of all meanings accruing equal plausibility and value;
hence, creating the potential for devaluing texts whose intent is to enfranchise marginal

voices.

By implication, therefore, Luke is suggesting that the task of a critical discourse analyst is
not only to describe and explain the hegemonic functions of discourse but also to attempt to
disarticulate and critique texts with the intention of breaking what Fairclough (1992) refers

to, as "common-sense consent” to domination. He contends that:

Part of that disarticulation can involve the analysis of whose material
interests particular texts and discourse might serve, how that articulation
works on readers and listeners, and strategies for reinflecting and re
articulating these discourses in everyday life (Luke 1995:20).

According to Foucault, discourse analysis is not concerned with what sentences are
grammatical or possible but with specifying social historically variable discourses -
"systems of rules which make it possible for certain statements but not others to occur at
particular times places and institutional locations"30. Although Fairclough (1992) contends
that this linguistic analysis, to which Foucault is appealing is dated, such analysis seems to
provide opportunity to understand the process of text production which is important in the

analysis of policy documents.
Discourse Analysis of Education Policy Documents

Luke (1995) argues that discourses develop to serve particular knowledge and beliefs as
much as texts develop to serve institutional purposes and projects. Thus, discourses tend to
be identified as particular text types or genres. Genres are recognised as being
institutionally situated, goal-oriented and conventionalised forms of social action and

power.

It is contended, in this thesis, that education policy documents (texts) are a distinct
discourse genre susceptible to controls and manipulation. As Codd (1988:243) observes,
"in modern societies, although the education system is controlled by the state, it works to
maintain the relations of power in the society as a whole". He states further that:

30_Cited in Fairclough (1992).
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Policies produced by and for the state are obvious instances in which
language serves a political purpose, constructing particular meanings and
signs that work to mask social conflict and foster commitment to the notion
of a universal public interest In this way, policy documents produce real
social effects through the production and maintenance of consent (Codd
1988:237).

Codd (1988) argues, therefore, that education policy documents are ideological texts that
are constructed within historical and political contexts. By the same token, Fox and Miller
(1995) claim that:

Where policy is ratified by legislatures penetrable by monied special
interests, it is likely that meanings will be captured and policy will be crafted
on behalf of the wealthy, the well-organised, and the special interests that
fund election campaigns and purchase media time and space. The powerful
can ensure that certain classes of people are excluded from the debate,

cancelling their opportunity to offer a different interpretation of events (Fox
and Miller 1995:10).

Thus, policy documents have to be subjected to critical discourse analysis in order to
discern the interests they represent and the mechanisms, devices and strategies they employ
to reach their objectives. The analysis of a policy text, therefore, is an attempt to interpret
the statements in the document in terms of their "implicit patterns of signification,
underlying symbolic structures and contextual determinants of meaning" (Codd 1988:237).

In other words, policy text analysis is a deconstruction of a policy document.

As Fox and Miller (1995) further explain, the struggles over policy, in this case, education
policy, are:

Struggles for meaning captured in an environment in which no meanings are
a priori true or ontologically fixed. Meaning is up for grabs. With meaning
up for grabs, the temptation to offer specious attestation is strong. A bit of

misrepresentation just might get us what we want...(Fox and Miller
1995:11).

Through critical discourse analysis of policy documents, therefore, not only are the
systems that make it possible for some statements and not others to occur at particular
points in time to be discerned but also distortions and misrepresentations inherent in policy
documents and how they affect interests of varying groups are deconstructed. That is,
critical discourse analysis of a policy document systematically exposes how texts operate in

favour of particular political interests to sustain relations of power and domination.
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Moreover, CDA enables the policy analyst to examine, as Fairclough (1992) states:

How texts construct reading positions; how the texts tell the reader how,
when and where to read; how they stipulate a selective version of the world
and of "being" and "doing" in that world; and how they position some
readers as inside and outside of, visible and invisible in that world
(Fairclough 1992:18).

It has been argued (Codd 1994, Janks 1997) that Fairclough's three dimensional
framework of CDA (See figure 3:3) is useful in education policy analysis because not only
does it seek to "to integrate or triangulate three forms of analysis - analysis of text; analysis
of discursive practices; and analysis of social practice" (Codd 1994:4) but also it "provides
multiple points of analytic entry"(Janks 1997:329).

The three dimensions include the text that is a specific category of written or spoken
language, the discursive practice which is the process by which the text is produced and the
social practice which is the socio-historical conditions that govern these processes
(Fairclough 1992, Codd 1994 & Janks 1997).

Figure 3.3: Fairclough's Critical Discourse Analysis Framework

Social Practice

Text

Discourse Practice

Source: Codd (1994) Educational Reform and the Contradictory Discourse of Evaluation" in Evaluation and

Research in Education, Vol. 8 Nos. 1&2, 1994.

Janks (1997) notes that, according to Fairclough, each of these dimensions requires
different kinds of analysis. While the text dimension requires text analysis which is mainly

the description of the statements in the text, the discursive practice dimension requires
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process analysis or interpretation of the processes of document production. This involves
the examination of the immediate social, political and ideological milieu within which the
text has been produced. The social practice dimension on the other hand requires a social
analysis or explanation of the dominant discourse within social historical conditions that

govern the process of document production.

Janks contends, however, that, as long as all the dimensions are included and their inter-
connection is maintained, the analysis can begin with any of the dimensions. Janks argues
that, "it is in the inter-connections that the analyst finds interesting patterns and disjunctions
that need to be described, interpreted and explained" (Janks 1997: 329).

The framework is also useful because, by embedding three kinds of analysis, one inside
another, it acknowledges the complex nature of policy analysis that is not always linear and
tidy (Janks 1997). As Codd (1994) argues, Fairclough's CDA framework is also useful in
analysing the discourses of education policy. Such analysis focuses upon processes of text
production, distribution and consumption, all of which require reference to particular
economic, political and institutional settings within which discourse is generated. Thus, as
Codd (1994) observes:

It provides, in particular, a basis for recognition of different discourse types
and explains why language is politically important in struggles over
education policy (Codd 1994:4).

This is important because, as has been observed, (Foucault 1984:123 in Fairclough 1992),
social institutions, including education, are constituted by discourse and discursive
relations. Foucault asserts "that any system of education is a political way of maintaining or
modifying the appropriation of discourses, along with the knowledge and powers which
they carry” Thus, as Codd (1994) further explains, struggles over "which discourse type is
to be dominant within social domain of education" are struggles over "which practices are
to be ideologically maintained or strengthened" (Codd 1994:4). It is important, therefore, to

recognise dominant discourses in education policy and their power base.

It is within the framework of critical discourse analysis that this study proceeds to analyse
Tanzanian's Education and Training Policy (URT 1995) and New Zealand's Tomorrow's
Schools policy documents. CDA enables the researcher to establish the timing, mandate,

objectives, content, and language used in the policy documents. Further, it allows the study
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to link the text with the meta-discourses of privatisation and the implications of the

espoused policies to state provision of education.
Methodological Framework

The ongoing discussion on methodology indicates that this study has employed a
combination of methods (see figures 3:4 & 3.5),which include: comparative education and
policy analysis, which form the comparative education policy analysis (CEPA) approach;
and critical discourse analysis (CDA). This eclectic approach to the study of education
policy reforms is appropriate because each method contributes towards enriching the
process of collecting, analysing and discussing data, as well as the organisation of the
research report. Figure 3.4 and 3.5 are graphic presentations, developed by the researcher,
to illustrate the conceptualisation of the relationships of the multi-methods approach

employed in this study.

Comparative education enriches policy analysis because it creates avenues within which
aspects of reforms are explained, that transcend national, organisational, institutional and
even contemporary times. For instance, a comparative analysis approach made it possible
for this study to systematically trace the historical genesis and timing of education
privatisation policy reforms in both Tanzania and New Zealand within the wider
transformations of capitalism. By employing CEPA, this study captured the conceptual
understanding of education policy as part of public policy at the centre of which is the state.
Thus, the study not only analyses the education policy under the colonial and post-colonial
state in both Tanzania and New Zealand but also observes the similarities and differences
that may have influence on education policies in both countries. Through the CEPA
approach, similarities and differences between the policy documents in both countries are

examined, interpreted and explained.

The application of the CDA on the other hand, enables the study to examine and
deconstruct the main education policy reform documents in each country.
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Figure 3.4: A Multi-Methods Approach to Policy-Analysis
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The decision to use the CDA as one of the methods in the study was greatly influenced by
the works of Bourdieu (1977), Foucault (1984), Codd (1988), Fairclough (1992), and
Luke (1995) which highlight the role of discourse in supporting the dominant ideology as
well as its functioning in social change. Foucault is of the view that "any system of
education is a political way of maintaining or modifying the appropriation of discourses,
along with the knowledge and powers which they carry" (Foucault 1984:123 in Fairclour
1992) while Bourdieu’s (1977) asserts, in the same vein, that language is one very
important material form of ideology. Drawing from these notions and Codd's (1988)
argument that, education policy documents are ideological texts that need to be
deconstructed in order to expose their inherent distortions and misrepresentations, this
thesis registers the need for a critical examination of the education privatisation reform
documents. Therefore, in this study, the CDA is employed in the examination of the
immediate context of the dominant discourse in the education reform texts, the interests it
represents and its effects on various groups of people.

Fairclough's framework of the CDA is adapted in this study because it provides for the
analysis and discussion not only of the main policy texts but also of the process of text
production which is important in understanding policy statements. The analysis of the
education policy text production process provided the researcher with an opportunity to
examine why and how certain ideas are included or omitted from the policy text. In other
words, the analysis enabled the researcher to go beyond descriptions and explanations of
the hegemonic functions of discourse to disarticulation and critique of policy documents.

Thus, this study employs critical discourse analysis to analyse:

. the discursive practice of privatisation, by examining the development of the
meta discourse of privatisation and the discourse of privatisation in education;

. the social practice, by examining both the wider and immediate milieu within
which the education reform documents were produced and how various
interests (e.g. those of multi-national corporations, local business groups,
political elites, education professionals, parents, students) are articulated or
misrepresented; and

. the main policy documents (policy texts), by discussing how the discourse of
privatisation contained in policy reform texts is articulated and whose interests
are promoted, thwarted or side-tracked.
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Both the CDA and CEPA approaches help to guide the discussion of implications of
education privatisation policy reforms for the provision of education, particularly to the

"children at risk", in Tanzania and New Zealand.

Further, the study approaches educational policy analysis in accordance with the view (Dale
1993, Codd 1988) that the education policy analyst has to go beyond the analysis of policy
to include the analysis for policy. Therefore, the study makes some suggestions for policy
interventions in order to improve the provision of education, especially in Tanzania, and it

also points out some areas where more research is needed.

The use of multiple methods in this study, therefore, allows the researcher not only to draw
insights from different approaches but also to develop arguments that would otherwise not
be adequately supported by a single approach. Thus, besides addressing issues of why,
what and how the education policy reforms are justified, the study goes further to explore

what can be done next, in order to remedy their adverse implications and effects.



PART III
CONTEXT ANALYSIS

Education and the State in the Transformation of
Capitalism

The main purpose of this part of the thesis is to explore the historical genesis of
contemporary education privatisation policies in Tanzania and New Zealand. It is
contended that education policies, like other policies, do not develop in a vacuum;
rather, they are conceived and developed within a social, economic and political
environment which forms their context. External influences, coupled with internal
factors, complement each other to form a complete context within which policies are
made, maintained or reformed. While global social, economic and political trends
form the external context from which some major national social, political and
economic dynamics develop and can be explained, internal dynamics account for the
specificity and sometimes the unique characteristics of similar policies. It is argued, in
this study, therefore, that contemporary education privatisation policies in Tanzania
and New Zealand owe their origins to the capitalist mode of production and the
internal dynamics of each respective country. From the assumption that education
policy is "part and parcel" of public policy, it is further argued that the nature, position
and role of the state is central to the understanding of education policy reforms.

In this part, therefore, the transformation of capitalism and the nature, role and
function of the state are analysed, as well as educational policies promoted during
distinct capitalist formations. The global and national social political and economic
trends, particularly as they relate to socio-economic and politicai developments in
Tanzania and New Zealand, are analysed with the aim of exploring how the mode of
production underlying the dominant relations of production, interrelates with the
internal environment to create the context that influences the functions of, and policies
promulgated by, the state. From the position that the state works to protect and to
promote the interests of the dominant class, it is argued that, while the role of the state
endures within the mode of production, the functions it performs may vary according
to changes within the social economic and political environment. The ensuing
discussion and accounts, underscore the circumstances leading to the adoption of
education privatisation policies by the state, in both Tanzania and New Zealand, since
the 1980s.
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Chapter Four

Education Policy and the State Under Industrial
Capitalism.

External Context

With the transformation of mercantile capital into industrial capital in 19th century
Europe, more raw materials and markets were needed. Thus, owners of industrial
capital urged their national states to support their capital accumulation ventures by
offering political support and protection. This led to the scramble for areas of influence
and eventually into conflicting interests among the capitalist states. To resolve such
conflicts, imperial powers divided areas around the world amongst themselves; the

partition of Africain 1884/85 resulted from such ventures.

The result of such “overt” imperialism3! was the creation of spheres of influence
known as colonies, which were directly administered as departments of the imperial
states to support their national industries. While the tropical climate prevalent in most
areas was considered to be hostile, allowing a few settlers and colonial administrators to
stay, some areas with more amenable climate (such as New Zealand and South Africa)
were earmarked for settlement of surplus European population; thus becoming settler
colonies. Thus, colonies served as a source of primary raw materials, provided
settlement opportunities for surplus population and provided a market for industrial

goods.

Under overt imperialism, the imperial spheres, comprising the metropolitan and the
colonial states, formed the basic structure for world capitalism; with the pre-capitalist
areas of the world forming an important part in the capitalist mode of production. In that
case, as it is argued by supporters of the dependency theory (e.g. Frank 1971) and the
world system model (e.g. Wallerstein 1987) of socio-economic development, the
colonies became extensions of capitalist relations of production from the metropolis to
the periphery. The colonial state, like the metropolitan state, acted in the defence of the
interests of the capital owners and their bid not only to expropriate resources but also to
make profit on investment (Harworth 1994).

3 lHoogvelt (1997) refers to "overt imperialism' as "formal colonialism".
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The function of the colonial state, therefore, was to secure and maintain the position of
the colonies in the capitalist relations of production by setting appropriate strategies of
accumulation.32 Through colonialism, ownership and control of the means of
production in the colonies changed, signifying the change in the relations of production.
The imperial powers took over the ownership and control of the means of production
and distribution of resources from the colonised people. Through social institutions,
such as schooling and religion, imperial powers systematically eroded the socio-cultural
base of the colonised people. Thus, under colonialism, pre-colonial social institutions33
(which aimed at preserving indigenous cultural values and socio-economic relations)
were deliberately replaced by colonial social institution so as to secure capitalist
relations of production and the position of the colonies in the hierarchy of industrial
capitalism. This was the beginning of "the legacy of the international division of labour,

of resource bondage and the westernisation of the periphery elites" (Hoogvelt 1997:26).
Local Context: Tanzania
The Colonial State in Tanzania

Discoveries and other anthropological studies suggest that East Africa may have been
the site of human origin. Northern Tanzania's famed Olduvai Gorge has provided rich
evidence of the area's early history, including fossil remains of some of humanity's
earliest ancestors.

By the time the Arab slavers, European explorers and missionaries penetrated the area,
some of the ethnic groups (e.g. the Haya, the Nyamwezi, the Ngoni, the Chaga etc.)
had well-organised societies and controlled extensive areas with most of the indigenous
people engaged in a barter system34 of trading amongst themselves (Kimambo and
Temu 1969).

Tanzania's early contact with the outside world was with the Arabs and Eastern traders,
around 1000 AD, while the Western contact was established through Portuguese
traders' around 1500 AD. This not only opened up the area for plunder but also put

Tanzania into the world capitalist framework.

32For more information on strategies of accumulation see Dale (1991).

33Pre-capitalist societies had educational systems which they deemed appropriate for their society.
These are normally referred to as indigenous or traditional education.

341n the barter system of trading goods are directly exchanged without the use of money.
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During the 16th -19th centuries, people plus products (such as cloves, coconut and
grains) were exported from Africa to Arab countries (Mbilinyi 1994) as well as Western
countries. This occurrence not only deprived the indigenous societies of their physical
and human resources but also it interfered with their socio-economic and political
development activities. Hundsdorfer (1982:2) notes, for example, that at least half of
the population from this area (between the East Coast and Lake Tanganyika) were taken

as slaves or killed during the slave raids or perished on their way to slave markets.

With the transformation of capitalism from mercantile capital to industrial capital and the
abolition of the slave trade, traders from different European countries, organised under
the auspices of trading companies, (e.g. the German East Africa Trading Company)
competed for other goods, especially those suitable as raw materials for the industries at
home. Thus, Tanzania became part of the scramble for Africa that led to the 1884/85
Berlin conference which culminated in the partition of Africa.

In order to protect the interests of the German East Africa Company which had
established trading activities in the area between the Indian Ocean and Lake Tanganyika,
the German Imperial State claimed, and was apportioned, the territory which was to be
part of German East Africa; thus, formally making Tanganyika (Mainland Tanzania) a

German colony, after the 1885 Berlin Conference.

After the slave market was closed, in 1873, the people of Tanzania had to endure yet
another difficult period resisting German colonisation and suffering the consequences.

It is noted, for example, that:

The colonisers destroyed not only the villages they suspected of
harbouring guerrillas, but also the fields and entire harvests, in order to
make it impossible for the population to offer further resistance. Thus
they depopulated formerly flourishing regions and let fertile cultivated
areas revert to bush-land or desert plains (Hinzen and Hundsdorfer
1982:2).

The survivors were forced to live in scattered homesteads hidden in the bush. This,
plus other natural calamities such as rinderpest, tsetse flies (Kimambo & Temu 1969,
Hyden 1980:40, O'Neill 1990:1) and drought, contributed significantly to people's
apathy and political indifference; an attitude that was reinforced by other colonial social
institutions, including education.

The German administration encouraged white European agricultural settlement and set

aside fertile land for this purpose. Areas, mainly in the southern and western part of the
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country, (e.g. Njombe, Kigoma etc.) were  designated as labour reserve areas for the

European settlements.

Various taxes (such as hut tax, poll tax and school fees) were introduced in order to
encourage people to cultivate cash crops and to provide migrant labour. The taxes and
fees had to be paid in cash which the indigenous people could not get from anywhere
except by working for the colonialists. O'Neill (1990) notes that, due to the relative
success of peasant production in contrast to the failure of plantation agriculture
supervised by European settlers and the colonial government, the hut tax35 became very
important for German colonial administration. Through wage-labour and cash crop
production, increasing numbers of peasants entered the monetary economy of the
capitalist world. It is argued that, through such activities, the entire population was
robbed of the potential for relating and acting together in their own best interests.

The colonial state built the transportation infrastructure, particularly the railways, to the
areas producing cotton, coffee and sisal, as well as those designated as labour reserve
areas, in order to facilitate the export of cash crops and movements of migrant labour.
Thus, during the period of German colonial rule, the central railway line was built from
Dar es Salaam (Coast) to Kigoma (Western border) as well as to Mwanza (on Lake
Victoria). The Tanga-Moshi line was also built to open up the fertile northern hinterland

which produced sisal and coffee.

Asians, particularly Indians, were brought into East Africa by the colonial state as
indentured labour for building the transportation infrastructure, especially the railways.
After the railways were built, most of the Indians settled in urban areas and engaged in
business and other commercial activities, later forming a class of "business

bourgeoisie"36,

Through the conversion of colonial areas into imperial territories, wars among the
imperial states spread to the colonial areas with the First World War bringing
considerable suffering and more set-backs to the people of Tanzania. As O’Neill (1990)
notes, during and immediately after the war, food for the troops was forcefully
requisitioned, with consequences of subsequent starvation. Many Africans were also
killed by diseases such as influenza, diarrhoea, plague, smallpox, and cerebral

meningitis, which were spread by troops throughout the country.

35 "Akidas" were Africans educated under the Arab system of education who were hired and used as tax
collectors by the Germany government.

36Shivji (1976) refers to this group of Asian business people in Tanzania as a class of business
bourgeoisie.
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With the defeat of Germany in the First World War, Tanganyika became a British
Mandate Territory under the auspices of the League of Nations. The British colonial
state had little interest in any development that did not promise profit, in simple terms.
To the British, Tanganyika was more important strategically and in terms of
transportation (as it was part of the continuous stretch of land from Sudan to Rhodesia)
than in economic terms (O'Neill 1990). Thus, although the British continued to
expropriate cash crops, (such as sisal, coffee, tea and sugar) compared to Kenya,
capitalist expansion in Tanganyika was limited. After the war, for example, the
remaining German settlers were expelled by the British but vacant farms were not
immediately occupied and it was not until 1924 that domestic exports were to exceed the
1913 figures. Peasant production was more encouraged than settler farming because it
could sustain itself, even during the hard times of economic recession (O'Neill 1990).
Likewise, few schools for Africans were established. Those that were established were

mainly in the cash-crop growing areas and in towns.

Although the British employed "indirect rule" (a system of 'Native Authorities' or tribal
chiefs through which the British colonial rule was mediated), the colonial socio-
economic structure was such that the Europeans retained the control of major decision-
making in both the public and private sector with the Asians and the Arabs located in the
middle while the Africans were kept at the bottom of the social structure. The role of the
Asians was to channel the economic surplus from African producers through to the
metropolitan bourgeoisie. The colonial racial policies in Tanzania made it impossible for
Africans to become wealthy farmers or business people. Such dynamics contributed to
a relative lack of industrial development during the period that Tanganyika was under
colonial governments.

It is also worth noting that, in the period between 1880 and 1961, Tanzania’s economy
became more subjugated to external forces through dependence on the export of
primary commodities to Europe and cheap migrant labour to South African and
Rhodesian mines and the sisal plantation, as well as the importation of technology,
manufactured goods and skilled human resources from the industrialised countries
(Mbilinyi 1994). This has created the characteristic primary export economy with the

ensuing uneven development which is typical of colonial and post-colonial countries.

This phenomenon can be explained as a process of underdevelopment which created the
periphery economy in Tanzania; a condition conducive to the development of the core
economy of the respective colonial powers. As Rodney (1972) contends; the

introduction of plantation economy and commercial agriculture in the colonies led to
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regional and social differentiation, with inequalities developing between rural and urban
areas. The introduction of wage labour and cash crop for sale in the world market also
gave rise to forms of inequality between individuals. Rodney (1972) argues, however
that these changes did not lead to any significant technological change, rather, they led

to increased structural underdevelopment.

This situation of perpetuated dependence can also be observed from the report of the
economic survey mission organised by the International Bank for Reconstruction and
Development (IBRD), in 1959/60, which argued that the development of Tanganyika
could greatly benefit from the continued and expanded inflow of grants and technical
assistance and from availability of loans on "soft" terms (World Bank 1961). The local
elite did not hesitate to heed this advice when Tanganyika became independent, in 1961;
with the subsequent declaration of the Republic status in 1962; and later, in 1964, when
it joined with Zanzibar Island (which gained its independence from Britain in 1963) to

form the United Republic of Tanzania.

It is argued, therefore, that through colonial relationship, Tanzania became highly
dependent in its position within the world economy; the position that has not altered to
date. It is important to note that regardless of the change in the name of the colonial
power, under both German and British rule, the colonial position of the country
remained basically the same. Thus, colonial education policies in Tanzania were

developed and effected within this context of colonialism.

Colonial Education Policies in Tanzania

Pre-colonial societies in Tanzania, like other pre-capitalist societies, had educational
systems which were deemed appropriate for their needs. Indigenous education was
acquired through living and doing, in the pre-colonial Tanzanian societies. While the
bulk of the learning was achieved through active engagement in doing what people were
learning, most societies, however, also had formal education institutions set up
separately for boys and girls at the time of puberty to initiate them into the aduit roles of
their society (Mbilinyi 1982). Based on the understanding that education has a role of
transmitting the accumulated wisdom and knowledge necessary for maintenance and
development of the society from one generation to the other, indigenous education was
total, free and compulsory. Indigenous education was also ascriptive in the sense that
the acquired knowledge, skills and attitudes were used to perform the roles and duties

expected of a member in the community (Nyerere 1967).
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Tanzania's contact with the outside world brought with it educational systems which
sought to replace indigenous education. Arab Moslems and Western Christian
Missionaries established educational activities in East Africa before the advent of formal
colonialism in the late 19th century. This education was basically aimed at socialising
the indigenous people, through the evangelical work, to the prevailing dominant Arab
and Western cultures of the time. The fact that the Arab-trained "Akidas"37 were used
as interpreters and tax collectors by the Germans, while the areas with greater
missionary activities were easily assimilated into the colonial system, verify the
significant contribution of education in easing the transition to colonialism.

After formal colonisation, the colonial education system was instituted in Tanzania with
education policies and acts reflecting the imperial socio-economic and political
relationships. Thus, both the German and British colonial governments established
educational systems in the country to enhance their colonial objectives of obtaining local

clerks, low cadre officials and subservient producers.

The prime purpose of German colonial government in educating Africans was stated in

the official circular issued in 1903 as:

(a) To enable the native to be used in government administration.
(b) To inculcate a liking for order, diligence and dutifulness; and sound

knowledge in German customs and patriotism (Cameron and Dodd
1970:56).

Thus, the German government established its own schools and paid grants-in aid to
those missionary schools which included the German language in their curricular
(Cameron and Dodd 1970).

With a similar vision, the objective of the British colonial education in Tanzania was
clarified by the Colonial Education Department in 1924 as follows:

Our objective...is an education system which will provide for African
needs and at the same time produce a virile and loyal citizen of the
empire...where character, health, industry and proper (sic) appreciation

of the dignity of manual labour rank as of first importance...38

37 Akidas were coastal people who had acquired literacy skills and could speak Kiswahili, a language
that many indigenous people could understand. They were employed by colonial administration as
interpreters and tax collectors.

38Quoted in Mlekwa (1989:43)
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Subscribing to the same understanding of education as not only a tool of producing
labour but also for pacifying the indigenous people into docile colonial workers,
D'souza (in Gandye 1978) notes that:

Education was not only a means of getting semi-skilled artisans, but also
as a means of character training which would go a long way to curb the
pugnacity of the native which was reflected in such clashes as the Maori
and the Zulu wars of the 19th century (D'souza in Gandye 1978:18).

Government schools, which were established by colonial governments, indicated the
perceived functions of education in economic and cultural imperialism3. Consequently,
under the German colonial government, schools were related to specific manpower
needs, for semi-skilled labourers, teachers, clerks, etc., with courses mounted for
specific vocational needs. The schools had a pyramidal structure to inculcate and
emphasise the hierarchical nature of the capitalist relations. The central schools were
mainly for sons of chiefs and/or wealthy Africans. This feature contributed to the
stratification of the African labour-force (Mbilinyi 1982).

One of the characteristics of the British colonial education, on the other hand, was the
separate racial school systems, as stipulated in the education ordinance of 1927, and the
ten years plan for African education which was launched by the colonial government in
1947. According to the ordinance and the plan, three separate education systems (for
Africans, Europeans, Asians and other non-African children respectively) were to be
developed and intensified (Mbilinyi 1982) with the form and content of these education
systems corresponding to the different positions the racial groups had in the colonial
economy.

Thus, education was to ensure that most of the colonised people remained in their
villages; guarding against vocational over-production. Given the low level of
technology needed for production of the raw materials, it was envisaged that a bare
minimum of skills and knowledge was needed to develop a productive worker. As mere
producers, with no control over the production relations, it was envisaged that the
Africans needed only basic education. Thus, African education was limited to Standard
VI until 1937, with limited expansion beyond Standard VII thereafter. Secondary
education was considered unnecessary for Africans. It was not until 1929 that the first
government secondary school (Standard 1X- XII) was opened at Tabora for sons of
chiefs and wealthy Africans. As Table 4.1 indicates, in 1956, only 2,409 of the African

39The idea of cultural imperialism is well developed by Carnoy and Levin (1974).
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population were enrolled in secondary education. Notably, female students were only

204, a mere 10 percent of the Africans in secondary schools.

Table 4.1: Enrolment in the Education System in Tanzania in 1956

Type of school and grade Total Enrolment Number of Girls
Primary school (Std. 1-1V) 336000 10500
Middle School (Std V-VIII) 28000 4900
Secondary School (Std. 1X-XII)

School 2409 204

Source: Mbilinyi, M. L. (1982:81), 'History of Formal Schooling in Tanzania' in H Hinzen and V. H.
Hundsdorfer (Eds.) Education for Liberation and Development: The Tanzania Experience, Hamburg:

UNESCO Institute for Education.

It is argued that the difference in the treatment of chiefs and commoners was not a
political issue of "Indirect Rule"; rather, it was more of a socio-economic issue of
linking the territory to the capitalist economy through maintaining, and at the same time
penetrating, the pre-capitalist production. In this manner, the colonial state created a
class of compradorial petty bourgeoisie amongst the local leaders which was used in

maintaining and exploiting peasant production.

Providing less education to a few Africans can also be explained as a deliberate effort to
prolong the country's dependence on the colonial master; especially in the era informed
by the modernisation perspective where Western civilisation and culture, imparted
through elitist education, was construed as development. The report produced by the
mission organised by the IBRD, (World Bank 1961:9) just before Tanzania's
independence, not only indicates that desire but also the fact that there was a small body

of African elite in Tanzania at the time of independence. The Report observes that:

It is obviously desirable that as many posts as possible should be filled
by the qualified Africans. However, it has to be accepted that the number
of Africans of the requisite educational standards will remain small for
several years to come, even after the most rapid expansion of educational
facilities... The hard fact, therefore, is that for many years to come an
efficient civil service will be a service highly dependant on cxpatriate
officers (World Bank 1961:9).
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Thus, the commission strongly advised Tanganyika to take the offer by the Government
of the United Kingdom to take over, for a period of ten years, the cost of inducement
pay and allowance of overseas staff in all British territories which were not independent
by July 1960; and, in turn, to offer to the expatriates terms and conditions of service
which would induce them to stay in the territory (World Bank 1961:10)40.

In general, it can be argued that the colonial educational policy development reflected
the dominant capitalist values which were protected by the colonial state. This not only
validates the neo-Marxist conceptualisation (Ham and Hill 1993) of the colonial state as
an extension of capitalist relations of production from the metropolis to the colonial

territories but also supports the observation (Carnoy 1974) that:

The class system of education provides the vehicle for one class to
“civilize" others and ensure that society remains orderly and safe and that

the ruling class stays at the top of the social ladder and retains political
power (Carnoy 1974:346).

Through school rituals embodied in "character training", colonial education functioned
to produce submissiveness, a sense of inferiority, an orientation towards extrinsic
rewards and punishments and an ideological acceptance of capitalist work demands. As
Mbilinyi (1982:79) notes, even for those who did not get formal schooling, the
education system functioned to reproduce ideological acceptance of the superiority of
those who were educated and their 'right' to a superior position in the colonial
economy. Thus, colonial education functioned as an ideological agent to the ruling class
in the colony and the metropolitan bourgeoisie. Aspirations of some post-colonial elite
to date validate its success.

Colonial Education and the Nationalist Movement in Tanzania

Despite the orientation of colonial education, nationalists and progressive bourgeoisie
emerged. Whether colonial education unintentionally helped the spread of the ideas of
liberty and freedom among the colonised elite or whether the progressive bourgeoisie
seized the opportunity to lead the ongoing resistance of the colonised people against
colonial domination are subject to debate. What is important is that education was one

of the arenas where anti-colonial and nationalist contests took place.

In Tanzania, for example, there are recorded constant struggles between different
emerging classes among the Africans and colonialists over the content and the control of

40The British Government's offer may be construed as Britain’s reluctance to let go of the colonies and
USA’s reluctance to antagonise its European allies amidst the cold war.
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the education system itself. For instance, in 1924, when the British colonial
government decided to relieve the chiefs in Bukoba district of all responsibilities for
school buildings and maintenance of the student and to establish a vocational
curriculum, the chiefs and many of the parents rejected the programme and withdrew
their children from school. The main argument was that "they did not send their

children to a 'European school' for such instruction" (Mbilinyi 1982:81).

The Africans also complained that, although the middle school leavers could obtain jobs
both in government and the small private sector, these schools lacked academic subjects
and did not teach enough agriculture to be of any use. They wanted their children to
receive the same kind of education as that which European and Asian children were
getting (Mbilinyi 1982, Gandye 1978). The demand for equal access to education was
so poignant that it was one of the basic unifying factors in the nationalist movement for

independence.

It is also worth noting that the African elite (the petty bourgeoisie) provided the
leadership for the anti-colonial nationalist movement. The replacement of TAA
(Tanganyika African Association)*! with TANU, (Tanganyika African National Union)
in 1954, marked the transition from an association of the educated, seeking reform, to a
mass political party campaigning for self rule. Julius Nyerere, a secondary school
teacher, became the president of the new political party, which skilfully organising the
peasants with their grievances over agricultural policies and marketing systems and
forged alliances with the trade unions. TANU became the indisputable party of the

government; gaining 70 out of 71 seats in the 1960 elections.

Shivji (1976:56-57) contends that the petty bourgeoisie who led the nationalist struggles
for "Uhuru" (Freedom) were the creation of "colonialism par excellence" since they
came from urban-based occupations; thus, implying that, the colonial education system
had created its own grave-diggers in the form of the intelligentsia, teachers and civil
servants (O'Neill 1990:9).

It is arguable, in this regard, therefore, that the colonial education system was one of
the key factors in creating increased resistance to colonialism and in the growth of a
national consciousness. Issues such as segregated schooling, differential provision for
different social groups and the imbalance between jobs available and the skills that

school leavers had, all contributed to fostering nationalist feeling.

41TAA was a trade union comprising of African elites.
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It should be noted, however, that this argument may be countered by the suggestion
that, through education, the colonizers had created allies who inherited and internalised
the colonial behaviour as masters and the political culture of the colonial master. While
the political culture was consciously handed over and accepted in the form of an
independence constitution, the latter is obviated by the acceptance of colonial guide-
lines, aspirations, conduct and life style. Referring to the nationalist struggles in West
Africa, Carnoy (1974) observes that:

In the immediate post-World war II period, France and Britain may have
seen schooling as a curse, but in retrospect, European education created
"sensible" values of liberty and freedom, ones that were derived from
European standards of conduct and were likely to produce a continuing
cultural and economic dependency on the ex-colonial countries (Carnoy
1974:143).

He concludes that, compared to the kind of resistance to colonisation put forward by the
uneducated, schooling served Britain and France well. This view is evidenced by the

function of education in the post colonial state.
Local Context: New Zealand

A similar process of colonialism that took place in Tanzania had also occurred in New

Zealand in early 19th Century.
The Colonial State in New Zealand

Before the 19th century, New Zealand was inhabited by the indigenous Maori who
were organised on tribal basis governed by their iwi 42 (Easton 1997:189) under a pre-
capitalist mode of production (Gordon 1984). New Zealand came into contact with the
capitalist mode of production in the 19th century mainly as a result of development in
capitalist Europe. Such contact with European industrial capital development resulted in
New Zealand becoming a settler colony that served as a source of primary raw materials
for British industries, provided settlement for surplus population and provided a market
for British industrial goods. In other words, New Zealand became an extension of the
British Empire by which the New Zealand colony had to adhere to the social political
and economic patterns assigned for it in the imperial structure. It has been noted
(Gordon 1984; Easton 1997), for example, that the British settlers did not attempt to
adapt to the indigenous people’s social structures because they aimed at imposing the

British social order on the colony. Indeed, Sutch (1969:45) observes that their vision

42 jwi is the Maori term for kinship developed along clan lines.
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was to develop a sort of “Landed Gentry”, using the wealth of the land and resources to

produce what the early settlers perceived was the best of British society .

Forged under the heydays of capitalism, however, New Zealand could not become a
feudal state. As Prichard (1970:45) observes, much of the colony’s land was sold on
the streets of London to wealthy businessmen for purely speculative purpose and the
mass of emigration was largely implemented by business organisations - the "New

Zealand Company" being the largest one.

The New Zealand Company worked on principles noted by Oliver (1960:56 in Gordon
1984) as insisting upon:

a need to maintain a proper balance between land, labour and capital. A
labour shortage led to high wages, which reduced the return upon
capitalist investment. Labour became scarce when land was sold too
cheaply or given away, so that the labouring men could immediately
become landowners....To strike the correct balance, the price of land
must be kept fairly high; then landless labourers would be glad to take
jobs. Jobs would be plentiful, for a good investment would attract

capital and capital would create employment.43

It can be argued, therefore, that the growth of the New Zealand colonial state began as a
direct result of the perceived need to mediate the competing interests of capital,
workers, Maori tribes and interested absent groups (e.g. The British investors who
acquired large tracts of land prior to 1840 when the formal colonial state was
established).

Thus, Gordon (1984:9) contends that one of the outcomes of that system was the
creation of a classed social structure, not just inherited from Britain but formed by
indigenous conditions. It is within this classed and exploitative system, that the "Treaty
of Waitangi"44, a legal basis for the relationship between the settler Europeans and the
established indigenous people, was signed between the British Crown and Maori
leaders (Gordon 1984, Bedggood 1980).

A caveat has to be made, however, that the New Zealand colonial state was essentially
not a neutral body which sifted competing claims and implemented the popular ones.
The move made by the imperial state in Britain to establish a colonial state in New
Zealand was to ensure that New Zealand was maintained as Britain’s sphere of

43Quoted in Gordon (1984:8).

44Contestations over the interpretations of the Treat of Waitangi are still live in New Zealand's social
political scene.
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influence. This supports the view (Gordon 1984, Dale 1981) that, although the
capitalist state sifts the competing claims, the added structural imperatives of capitalism
insist that the state is not neutral and the perceived needs and interests of capital

determine the policies that are adopted.

Economic Trends

The economy of New Zealand was, for a long time (before the 1960s), basically
dependent on the export of pastoral products to the United Kingdom, especially sheep
meat, wool and dairy products. The improvements in the transport infrastructure, in
1882, enabled a static colonial economy to be transformed into a growing trading
economy based on the export of pastoral products, such as meat and dairy products.
Johnson (1997) notes that, for 102 years, from 1882 to 1984, pastoral agriculture had
an important place in the New Zealand economy because of its major contribution to

overseas trade.

With colonialism, most of New Zealand's economic development became attached to
the British economy and, like the British state, the New Zealand colonial state worked
to protect the interests of British capital (Harworth 1994). As a colony, therefore, New
Zealand did not enjoy economic autonomy because she was trapped in the exploitative
relations of colonialism. Subscribing to this notion of exploitative colonial economic
relations, Kelsey (1997) contends that, "toward the end of the 19th century
metropolitan states may have enjoyed a large degree of economic autonomy, but the
majority of the world’s states at this time were trapped within exploitative and
subordinated colonial economic relations" (Kelsey 1997:12). It is argued, therefore,
that both the settlers and the indigenous people of the New Zealand colony worked

towards industrial development in Europe, particularly in Britain.

Explaining the contribution of the indigenous people, who were mainly forced into rural
areas, Bedggood (1980:50) notes that:

With the land wars and the confiscation of Maori land, the Maori people
were left living a marginal economic existence. The fact that most rural
Maoris still owned their means of production and subsistence (land)
meant that they could maintain some degree of self-sufficiency. They
could not be classified as poor peasants since the form of land
ownership was not individual. Nor can they be termed a rural proletariat
because they were not entirely dependent upon wage labour for their
means of subsistence. Nevertheless, this category of Maori people was
exploited by Pakeha capitalists and petty capitalists, since it acted as a
source of cheap labour. Maori people in rural areas could exist in lower
wages than could European wage labour because they provided some of
their own means of subsistence. They could be employed on casual
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basis for lower wages as a form of reserve army of labour holding down
the value of labour power (Bedggood 1980:50).

This indicates, that, even though the indigenous people were forced to the rural areas,
appropriation of the means of production from them enabled New Zealand
settlers to produce raw materials for Britain's industrial development. They also helped
to mitigate the growing social disorder caused by industrial developments in Britain. As

Bedggood (1980) explains:

Between 1815 and 1859 over five million people left Britain for all parts
of the world - about 685000 destined for Australia and New Zealand.
Many of these went as assisted emigrants in schemes deliberately
promoted by capitalists concerned about the growing threat of political
rebellion in Britain and eager for wage labour to exploit in the colonies...
The expansion of capitalism into the 'new land' [argued the colonial
reformers] would solve the problems of capitalism at home by finding
new outlets for surplus capital and labour (Bedggood 1980:21)

Regarding other rural dwellers, including small farmers, Bedggood (1980:51) argues
that their "contribution to world capitalist economy was rural only in the sense that
livestock eat grass." Moreover, "it was the rural produce that kept British urban
workers at work, creating the profits that were in part lent back to the New Zealand
Government so that it could build the roads and bridges to get the rural produce to
market" (Bedggood 1980:51). It can be concluded, therefore, that the colonisation of
New Zealand was part of the capitalist expansion in order to find land, labour and raw
materials (Bedggood 1980:21).

The predicament of the rural indigenous people and small farmers is similar to that of
the Tanzanian peasants who, while subsisting on their pre-capitalist form of production,
produced cash crops and provided (migrant) labour; thus contributing to the
development of the capitalist world economy.

Politics and Governance in New Zealand

The political developments of the New Zealand colonial state reflect New Zealand’s
position as a settler colony as opposed to other colonies where the owners of capital or
their representatives could be clearly identified. Soon after 1840, when the first British
Governor was appointed, land owners in various provinces started agitating for self
government. In 1852, a House of Representatives, with a nominated Legislative
Council, was set up to govern New Zealand under a Governor-General. Eligibility for
voting was determined by land ownership (men only); hence giving the propertied

groups control over the early development of the state in New Zealand. It can be
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argued, therefore, that the state apparatus in New Zealand was set up as a means to
‘win’ the conditions necessary for expansion of the developing British capitalist

relations of production.

It is also significant, to note that, the British settlers were in favour of a self governing
New Zealand but only "to the extent in which the principles could be reconciled with
allegiance to the (British) Crown".45 Referring to New Zealand in the 1890s, Ash
(1962) asserts that:

Even when they were granted the responsible government advocated by
the Canterbury Association and the Colonial Reform Movement in
England as well as by their own constitutional associations; the links
with the mother country were preserved by limits on the colony’s power
in imperial matters of constitutional form, foreign commerce, defence
and foreign relations; as well as by the ties of kinship and culture (Ash
1962:23).

This indicates that, besides the economic attachment through the settlers, the New
Zealand colony was also socially and culturally attached to Britain. During the period of
industrial capitalism, colonial education policies in New Zealand were developed within

the social, political and economic context discussed above.

Colonial Education Policies in New Zealand

Similar to Tanzania, schools in New Zealand provided an ideological site within which
pre-capitalist relations of production were to be discouraged and indigenous people
would be assimilated into the capitalist relations of production. Before the coming of the
European settlers, the Maori people were organised in the pre-capitalist relations of
production, thus, some of their socio-cultural and economic orientations were not
conducive for the development of the capitalist social formation. Schools became one of
the avenues for introducing, legitimating  and developing the capitalist relations of
production among Maori. Explaining the role of schools in the destructionof Maori
culture, Smith (1986) argues that:

Schools, however, were placed in the heart of Maori communities like a
Trojan horse. Their task was to destroy the less visible aspects of Maori
life: beliefs, value systems and the spiritual bond that connected people
to each other and their environment. They were to be replaced by another
set of values, attitudes and behaviours though these were not quite the
same as ones being taught to Pakeha children, for Maori children also
needed to be educated into their place in a society based on class
stratification and exploitation. It was an essential part of the assimilation

45Quoted in Gordon (1984:9).
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process that Maori people should come to believe in a new natural order
of things based on their participation in their own cultural oppression
(Smith 1986:3).

Thus, colonial education for the New Zealand indigenous people was not different from
that provided to the colonised people elsewhere. It was aimed at making the colonised
people less resistant to the oppression and exploitation characterised by the colonial

socio-economic relations.

It is important to note that socio-political and economic circumstances obtaining in
societies at different times influence the functions of education, hence, contribute to the
shift in the educational policies and acts. The unique position of New Zealand as a
settler colony, which created a situation of having more “colonisers”46 than the
colonised, significantly influenced the colonial education policies. It is no wonder that,
for quite some time, in New Zealand, only the “native” education (colonial education
for indigenous people) was directly under the colonial state. It was not until 1877 (in
accordance with the 1877 Education Act) that the New Zealand colonial state assumed
the responsibility for provision of primary education for both native and settler children.
Building on such observation, it is arguable that the colonial state was confident that the

settlers needed less socialisation into the capitalist values than the indigenous people.

It is also important to note that, circumstances such as increasing industrialisation and
urbanisation as well as influences extended by the legislation and practices in other
Western countries, had more significant impact on the development of colonial

education policies and acts in New Zealand, mainly because it was a settler colony.

Shuker (1987) and Mitchell and Singh (1987) note, for example, that the enactment of
the 1867 Neglected and Criminal Children Act in New Zealand which, among other
things established industrial schools, was prompted by the social economic conditions
of the late 19th century "which produced destitute and neglected children, larrikins,
street kids and truants (Shuker 1987:77)47.

The Neglected and Criminal Children Act defined a neglected child as:

46The contention here, is that although most of the settlers were exploited by the same system which
created colonies, they were more favoured by the colonial system than the indigenous people.
Moreover, whereas the indigenous people felt a loss of ownership, the settlers were gaining some form
of ownership. In that regard, settlers are included in the coloniser category.

47A similar view is expressed by Mitchell and Singh (1987) that pertaining socio-economic and
political factors of the time influenced the provision of special education in New Zealand.
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One found begging, wandering the streets with no settled place of abode
or means of subsistence, or residing in a brothel or associating with a
convicted vagrant, reputed thief, prostitute or habitual drunkard. In
addition any child having committed an offence punishable by
imprisonment could be sent to an industrial school, if warranted by the
child's age and circumstances. Children whose parents testified as being

unable to school them could also be sent to an industrial school48
(Shuker 1987:77).

Such a definition vindicates the envisaged function of education towards the poor and
the criminal in New Zealand's colonial society. It has been argued (Shuker 1987) that
the Act was legitimated by the public reaction to the children who did not subscribe to
the middle class norms; thus, the concern was not just over the welfare of the children
involved but from the perceived threat to social stability and moral standards (Vincent
1985). It is also arguable, however, that the Act was the beginning of the state’s
recognition of the need to provide education to ‘exceptional children’ (Mitchell and

Singh 1987) as well as a step towards the provision of compulsory education.

The economic needs for skilled labour as well as the socio-political need of providing
opportunity through education led to the establishment of compulsory public primary
education in New Zealand. Initially, education in the New Zealand colony was a
provincial matter, except for the native schools. In 1877, the government of the time
passed an Education Act that “sought to establish a system of primary education that
would provide the knowledge for every child in the community” (NZ Department of
Education 1973:5).

According to the 1877 Act, the government, through a Minister of Education, was
responsible for the training of teachers, the inspection of schools and the maintenance
of educational standards. Although twelve regional school boards were created, which
were to plan and implement their own policy, the education system was centrally
controlled with the final decisions on all matters of education resting with the Minister.
It has been observed, for example, that “no matter what it may be that the board of the
district thinks right to do, the Minister in Wellington may override it by a stroke of a
pen” (Gordon 1984:16). It can be argued, therefore, that colonial education in New
Zealand aimed at ensuring that the settlers and indigenous people adhered to the

educational objectives of the British Empire.

48The resemblance of the New Zealand 1867 Neglected and Criminal Children Act to the Code of
Social Responsibility that was proposed in mid 1998 is striking. This idea is picked up later in the
chapters on the implications of privatisation policies.
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It has been contended (NZ Department of Education 1973) that, since the emphasis was
on provision of opportunity through education, the national system of primary schools
established by the 1877 Education Act was justified by its ability to increase opportunity
faster and more effectively than had been possible under the provincial systems. More
importantly, the 1877 Education Act signified the New Zealand colonial state’s

assumption of responsibility for the provision of primary education.

Mitchell and Singh (1987) note that, with industrialisation, increasing demands were
made on the education system for a more skilled and socialised work-force; hence,
adding more value to performance in schools. Thus, children with various handicaps
were clearly noticeable both in terms of their own capacities to meet standards and in
their effects on the efficiency of the education of other children in the same classes.
Thus, there was pressure to create special education for those who did not exhibit
obvious physical and mental handicaps, with a school for backward boys being
established at Otekaike, in Otago, in 1908.

Likewise, the introduction of manual labour to the native schools, in 1907, which
coincided with agricultural developments in rural England and France, (Harker
1985:95), and the change of emphasis to carpentry, later in the 1930s and 1940s,
(Harker and McConnochie 1985) can be said to have been a move to produce the good
native farmers and carpenters needed by the production and accumulation process of the
time. In order to introduce Maori people to the Western capitalist culture, native schools
were state owned, mainly boarding schools, with rules that forbade children to speak

their mother tongue at school.
Concluding Remarks

The analysis in this chapter indicates that, colonial states were an important feature of
the imperial state structure of industrial capitalism. Education as a social institution also
followed the same social economic pattern of colonialism with the education policies
aimed at producing semi-skilled and unskilled labour as well as an elite class to work
with their Western counterparts to maintain the imperial state. Thus, colonial education
aimed at inculcating the values of the colonial society and to train individuals for the
service of the colonial state in industrial capitalism. Hence, the pre-colonial education
systems were deliberately destroyed or streamlined so as to make them fit into the new
pattern of colonialism. The onslaught on indigenous education in the colonies,
therefore, was mainly due to their incompatibility with the new relations of production
rather than that they were archaic and obsolete (Smith 1986, Nyerere 1967, Mbilinyi
1982, Kweka 1994).



The colonial education system was basically modelled on the educational pattern of the
respective imperial power (in this case Germany and later Britain for Tanzania and for
New Zealand) and modified to suit the needs of the colonial administration. Colonial
education also encouraged subservient behaviour, segregation, gender inequality,
vocationalism and domination. Referring to colonial education, Nyerere (1968: 46-47)

observes that:

The education system introduced into Tanzania by the colonialists was
modelled on the British system, but with even heavier emphasis on
subservient attitudes and on white-collar skills. Inevitably, too, it was
based on the assumptions of the colonialist and capitalist society. It
emphasized and encouraged the individualistic instincts of mankind,
instead of his co-operative instincts. This meant that colonial education
induced attitudes of human inequality, and in practice underpinned the
domination of the weak by the strong, especially in the economic field...
it was a deliberate effort to change values [of indigenous people] and to
replace traditional knowledge by the knowledge from a different society
(Nyerere 1968: 46-47) .

It is important to note, however, that the colonial education systems in Tanzania and
New Zealand were similar to colonial education systems in colonies (Carnoy 1974,
Barrington 1976, Ball 1983). Barrington (1976) for example, notes similarities between
New Zealand's colonial education experience with that of African British colonies. This
may be attributed to the "adaptation concept” which was embedded in the British
colonial education policy (Nyerere 1968, Barrington 1974 & 1988, Ball 1983, Bude
1993, Smith 1986), as well as influences from developments in the education for ex-
slaves after the American civil war (Bude 1993, Berman 1972, Mbilinyi 1982).

It is argued, therefore, that colonial education aimed at destroying any culture or history
of the colonised people so as to promote their incorporation in the capitalist relations of

production.
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Chapter Five

Education and the Nation State Under International
Finance Capitalism

External context

The most significant economic phenomenon, of the period after the Second World
War, was the transformation of capitalism throughout the world from overt
imperialism based on industrial capital to covert imperialism based on finance capital.
The main characteristics of finance capital were: the "sovereign" national states and
the international economic organisations, such as the International Monetary Fund
(IMF); the International Bank for Reconstruction and Development, (IBRD) mostly
referred to as the World Bank; the General Agreement on Tariffs and Trade (GATT),
the Organisation of Economic Co-operation and Development (OECD) and United
Nations Organisation (UN) with all its agencies. The interaction between these
international organisations and the nation states created a cohesive system that not
only maintained the capitalist relations of production, during the period after World
War II to the 1980s, but has also persistently consolidated the power of the United

States of America49 .

With industrial capitalism transforming into finance capital, the "empire" states
together with their colonies became less useful for capital accumulation and control
over labour. Further, the antagonism among the world imperial powers which led to
the First and the Second World Wars in the early decades of the 20th century made it
clear that the imperial states were no longer conducive as a viable strategy for the
emerging form of capitalism as they encouraged overt struggles for monopolies.
Moreover the participation in the wars, by the colonies, had exposed the colonised
people not only to the vulnerability of their colonial masters but also to some of their
fighting techniques and strategies; some of which would be useful in their struggles

for independence.

On the political scene, the post World War II period was characterised by the

weakening of the European imperial powers, the emergency of the USA as both a

49This is elaborated further in the chapter on post-colonial states and the globalisation process.



113

technological and economic capitalist super power>0 and the out-break of the cold war
between the capitalist West led by the USA and the Communist East led by the Soviet
Union (Hoogvelt 1997).

Through the post-war arrangements, not only did the imperial powers borrow heavily
from the United States of America but also the latter supported the independence of
colonial states so that it could also have a share in their markets. Thus, during this
phase, the sovereign nation states formed the basic structure of international
capitalism where political sovereignty was deemed essential>!. As Hoogvelt (1997)

observes:

The post-war settlement had been overwhelmingly state-centric, and
this is applied to both advanced and less developed countries. Self-
determination and the sovereignty of national states, however large or
small, was the overriding principle of international relations, and the
touchstone of the United Nations (Hoogvelt 1997:49).

It is argued, however, that the granting of political independence to colonial nations
such as Tanganyika52 was not to set them free from the web of capitalism but, rather,
a change of strategy to ensure that they fitted in the new form of capitalism; namely
international finance capital. As more autonomy was granted to the colonies, care was
also being taken not to allow them to fall in the hands of the Communist bloc against
the capitalist interest of the West. Thus, although politically independent, the post-
colonial states were not completely detached from the imperial powers on whom they
continued to depend economically. As Mbilinyi (1994) observes, even with
independence, the post-colonial countries remained locked into a global
economy/society characterised by domination of international finance capital and
unequal terms of trade. They continued to export agricultural products to the markets
that they didn’t, and never will, control. Thus, while shedding the burden of
administrative responsibilities, the imperial powers continued to plunder the resources

from the post-colonial nations.

This situation of political (flag) independence without economic freedom is what
Nyerere (1968) refers to as “ukoloni mambo leo” (neo-colonialism). Referring to the

socio-political situation of the neo-colonial era, Hoogvelt argues that:

50 ¢ s worthy of noting that the World Wars provided USA with an opportunity to consolidate and
develop its industries especially those of armaments.

51t is no wonder that the first clause of the charter of the Organisation of African Unity (OAU) is to
respect each country’s sovereignty.

521n 1964 Tanganyika united with the Islands of Zanzibar to form the United Republic of Tanzania.
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The Bretton Wood institutions, together with the Truman Doctrine,
constituted the system of informal imperialism under the pax
Americana which was the hallmark of the neo-colonial period and
which lasted until about 1970. But it was the very informality and in-
directness of the system that gave it an aura of invisibility and that
made it so difficult for people to see through (Hoogvelt 1997:34).

At the ideological level, the state, as a political system, was to be seen as an
autonomous political institution which was independent from the system of
production and class structure.53 The liberal democratic nation states were to be
instituted and had to play critical functions in balancing, aggregating, and reconciling
conflicting demands. Thus, during this period of international finance capital, the
welfare state and state social welfarism were promoted. States were to act as brokers
and mediators, facilitating the acceptance of policy compromises. In this view, the
welfare state was to manifest the highest level of autonomy of the liberal democratic
state in the achievement of the democratic pact (Torres 1995).

Welfare policies were to be defined as government protection of minimum standards
of income, nutrition, health, housing and education for the citizens. As Wilensky
(1975, 1976) and Popkewitz (1991) observe, under state welfarism, every citizen is
assured welfare benefits as a political right rather than as a charity. Under such
circumstances, expansion of education was associated with the extension of
citizenship rights and welfare policies to the majority of people. As Torres (1995)
notes, the striking feature of the welfare state is its interventionist role in the

economy, including public spending.

Worth noting, is the point that, under state welfarism, the principles of egalitarianism,
co-operation, equal opportunity and unity were promoted along with strong

nationalism.

It is within these broader patterns of the world capitalist system, led by international
finance capital, that internal dynamics of the nation states interacted to form the
context within which the post-colonial states, such as that of Tanzania and New
Zealand, performed their functions and fulfilled their role in the capitalist relations of
production.

53In the discourse of national sovereignty the state, including the post-colonial state, is portrayed as
more powerful than it real is.
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Assumptions About Education

Unlike the traditional overt imperialism of the industrial era, covert imperialism of
international finance capitalism was promoted through the ‘sovereign’ states, most of
which were formed under the euphoria of national independence {rom colonialism
(Hoogvelt 1997, Torres 1995, Anderson and Windham 1982). Under such
circumstances, the ideological social institutions of the state were crucial for the
sustainability of capitalist relations and the imperial order. Through education, ‘neo-
colonialism’ was cherished and protected. The post-colonial education, as an integral
part of the post-colonial state, was expected to perform the same role of nurturing and
protecting the international bourgeoisie as well as the national petty-bourgeoisie .
Hence, education policies in the post-colonial state, like their colonial predecessors,
were geared towards satisfying labour needs, maintaining order and legitimating the
capitalist relations of production as well as the capitalist state (Frank 1971, Carnoy,
1974).

It is contended, therefore, that imperial powers supported the expansion of education
in the post-colonial nations because they saw in schooling the continuation of the old
colonial imperial power relations. Building on this observation, Carnoy (1974)
contends that:

... old style imperialism and colonialism have disappeared and the great

empires of the last century are dismantled, but educational systems in

the ex-colonies remained largely intact after independence (Carnoy
1974:17).

Largely due to the pressure from the western educated local elites, schools in post-
colonial countries very much resembled their metropolitan counterparts in terms of

curriculum and structure. Thus, Anderson and Windham (1982) note that:

In many respects, the convergence between metropolitan and local
systems has been greater in the post-colonial period in spite of much
formal emphasis on a radical break with colonial past (Anderson and
Windham 1982:4).

Education was also important in cementing the idea of citizenship which was not only
commensurate with the concept of sovereignty but also an important concept in
promoting the liberal welfare state appropriate for the operations of international

finance capital54. It is no wonder, therefore, that international organisations formed

54the liberal welfare state contained nationalists sentiments at levels, manageable enough for
international finance capital to operate smoothly.
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after the Second World War (such as the United Nations Organisation, and its
agencies such as UNESCO) promoted the idea of the nation states provision of

education, especially at basic levels.

The idea of universal provision of basic education, for example, is embedded in the
1948 United Nations' Universal Declaration of Human Rights which states that
"everyone has a right to education and that at least in the elementary and basic stage
education shall be free and compulsory." (Malekela 1984:1). Likewise, the desire by
the developing countries to strive for and achieve universal primary education (UPE)
as a matter of priority (Ishumi 1984) was positively encouraged by UNESCO which
convened a number of conferences - in Karachi (1960) for Asian countries, in Addis
Ababa (1961) for African countries, in Santiago (1962) for Latin American countries
and in Tripoli (1966) for Arab states - and urged the attending countries to set the
target dates for achieving Universal Primary Education, (UPE) and, indeed, to work
towards this goal (Malekela 1984).

UNESCO (1961:9 in Ishumi 1984) argued that the overriding purpose for Universal
Primary Education drive was to broaden understanding so that people may achieve
their fullest potential, whether spiritual, intellectual or physical, and that education
would have value, even if contributing nothing to economic development. It is further
noted, however, that economists have always recognised that increases in the national
income are attributable not only to the accumulated physical capital but also to the
improvement of human capacity through research, education, inventions and
improvement of health; and, therefore, that “expenditure on some form of education is
an investment which more than pays for itself even in the narrowest economic terms”
(Ishumi 1984)-

It was also believed that basic education was the key to modernisation and to a
country's social and economic development as people would apply scientific
knowledge in the process of production (Malekela 1984:3).

The legitimating role of education, too, cannot be over-emphasised. Explaining why
governments were interested in the provision of basic education to their people,
Malekela (1984) argues that, beside the belief that it is a universal human right,
literacy gives legitimacy to the governments, both at home and abroad. He further
contends that the electorate in any civilised community should be educated in order to
know their civic responsibility. Thus, education socialises people into participating in
their allotted political activities in the political arena; hence, legitimating the state and

its activities.
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It is worth noting, however, that, although there are mitigating variables that might
affect the realisation of equality of opportunity between various groups in society,
universal provision of education ensures that differentiation based on educational

attainment is minimised.

Moreover, basic education has been used by post-colonial governments to enhance
national integration and unity within their countries. It has to be taken into account
that, apart from the distraction of the "native" economic systems, the colonial
experience eroded organic governing units and, in some cases, even imposed artificial
national boundaries. These frontiers, drawn up in Europe in the nineteenth century,
survived the de-colonisation process, such that native groups (tribes) were often
indiscriminately assembled in new independent countries in the 1960s (Savitt &
Bottorf 1995). The post-colonial state, as a custodian of these countries, had to ensure

that unity and a sense of nationhood was nurtured.

Thus, the idea of universal primary education (UPE) was supported by post-colonial
state leadership in many newly independent states. In 1961, at a UNESCO sponsored
conference in Addis Ababa, all attending African states agreed that primary education
should have become universal, free and compulsory by 1980.55 The target date set by
the Santiago conference for Latin American states was 1970 while that set by the
Karachi, Addis Ababa and Tripoli Conferences for Asian, and Arab countries was
1980 (Ishumi 1984:9).

After independence, as Anderson and Windham (1982) observe, most of the post-
colonial states reiterated the position of their metropolitan counterparts in stressing
the role of education as an instrument of economic development. Uniil the late 1960s,
there was an unquestioned assumption that more education of whatever level or type,
was somehow conducive for economic progress. A caveat has to be made, however,
that, although education is a pre-requisite for economic progress, the argument for
education of whatever type and form is insufficient because some types of education
may lead into enslavement of the mind and body. Thus, issues of what progress and
for whom have to be considered when arguing for the contribution of education to

progress.

55Malekela (1984) notes however that for various reasons (especially lack of resources) this intent has
not been fulfilled in most African countries.
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Local Context: Tanzania
The Post-Colonial State in Tanzania

The post-colonial state in Tanzania, like other states in post-colonial countries, was
shaped by the developments in the capitalist mode of production after the Second
World War that required a new form of colonialism, compatible with finance capital.
Unlike the colonial state which served overt imperialism well, within industrial
capital, post-colonial states were to serve 'covertly' under the auspices of international
finance capital. However, whereas the functions of the post-cclonial state were
designed differently, the major role of servicing capital did not change. For, while the
administrative responsibilities laid squarely on the post-colonial state, the privilege of
controlling the economy still remained in the imperialist hands through international
finance capital0. Thus, when Tanganyika obtained her political independence from
Britain in 1961, forming a post-colonial state, it entered a new phase of colonialism
that was not fundamentally different from the colonial era.

The Tanzanian post-colonial state, therefore, was expected to perpetuate this situation
of serving the demands of international finance capital. Such expectations are
indicated by the report of the commission organised by the World Bank (World Bank
1961) which encouraged dependency rather than self-sufficiency and self-reliance.
The report states that:

It may be hoped indeed, that the greater Tanganyika’s success in

making effective use of the limited resources at its disposal, the more it

will appear to merit financial and technical assistance from the outside
world (World Bank 1961:4).

The commission also encouraged cash crop production and export of primary goods

as a valuable strategy for development.

After gaining independence, Tanzania's economy continued to be externally oriented
and labour intensive with Tanzanians continuing to produce raw materials (cash-
crops) for external market and importing the manufactured goods. Thus, the main
function of the state in post-colonial Tanzania was: to legitimate the capitalist mode
of production, including the state's part in it; to foster harmonious social conditions,

and to develop productive skills. The main function of education, therefore, was to

56That is, Tanzania got flag independence which was devoid of economic independence, hence gaining
it a position in "Ukoloni mambo leo"(Neo colonialism).
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promote the production of a massive, subservient, semi-skilled labour force and a

small, complacent elite group.

This role of the post-colonial state in Tanzania, however, was in contradiction with
the need for the post-colonial state to reassure the people that it is different from the
colonial state; to articulate sovereignty and foster mass legitimacy. These
contradictions became evident in Tanzania immediately after independence. Guided
by modernisation theories of development, Tanzania (particularly the elite) had to
strive to emulate the industrialised countries politically, socially and economically.
The new elites who had gained political power at independence, started to demand the
privileges "requisite" of a class in power. Since they were politicaily replacing the
colonial power, they wished to replace international finance capital as well.57 At the
same time, the masses who were basically peasants were demanding a fair share of the
promised Uhuru (independence) cake; with formal education for their children being
part of that cake. These demands, made by both the masses and the elites, however,
aimed at encroaching on the process of capital accumulation; thus being antagonistic

to the interests of international capital.

With such contradictory demands, the period between independence and the mid
1960s signalled the first real legitimation crisis that the Tanzanian post-colonial state
had to face. This was exemplified by the army mutiny in 1964, the call for rapid
Africanisation of civil service, the West Germany aid issue in 1964, Western powers'
reaction to Tanzania's declaration of one party democracy in 1965 and the university
student unrest in 1966.

The 1964 army mutiny (which among other things demanded rapid Africanisation of
the army leadership), although unsuccessful, signified the placidity of the post-
colonial state. The Tanzanian Government sought help from the British Navy38 who
subsequently quashed the mutiny. Meanwhile, during the army mutiny, the leaders of
the Tanganyika Federation of Labour (TFL) called for strike action, demanding

increased pay and a more rapid process of Africanisation of the civil service.

In 1964, Tanganyika united with Zanzibar to create the new national entity of the

United Republic of Tanzania. Zanzibar’s new regime’s socialist programmes, that had

57With this view, the call for rapid Africanisation bore seeds of change only to the faces of the
incumbent without extending to structural reforms in the development patterns (relations in production
and dominant class hegemony) and strategies.

58 O’Neill (1989) contend that Tanzania's post-colonial state suffered humiliation by calling in the
former colonial power to help in handling the 1964 army mutiny.
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some economic support from China and the German Democratic Republic, were
construed by the West as a shift to the left. Thus, Western powers demanded that the
Union government should ensure that Zanzibar's socialist programmes were
rescinded. Arguing that, as a sovereign state, it had a right to choose its friends,
Tanzania refused to comply to this particular demand. In retaliation, the Federal

Republic of Germany withdrew defence and social aid to Tanzania>9.

Tanzania's declaration of a one party state democracy, also brought it into conflict
with Western imperial powers. When the single independent Member of Parliament
from the opposition joined the ruling party, Tanzania became a "de facto" one party
state but, when it declared and established a "de jure" one party state, the Western
powers held back aid and private investments which were needed to implement the
1960-3 and 1964-69 national development plans (O'Neill 1990:13)60. In the following
year, 1966, the university students rallied against participating in the "National
Service Scheme" which they claimed was outside what education had prepared them

to do.

Thus, Tanzania's post-colonial state was confronted with the contradictory tasks of
safeguarding the interests of international capitalism; protecting interests of the
emerging national petty bourgeoisie class; as well as fostering its legitimacy amongst
the masses. It is these contradictions and struggles that Okoko (1987) refers to as
"crises of economic development and national identity", which were encountered by
the post-colonial state in the period immediately after Tanzania obtained its

independence.

The fact that the responses to these crises and contradictions laid ground for the
Tanzanian post-colonial state to choose the socialist path for development cannot be
over emphasised. After the mutiny, the Tanganyika army was disbanded and reformed
into Tanzanian People’s Defence Forces (TPDF) with a new officer corps recruited
from the ruling Party’s Youth League. After the labour strike, the independent unions
were replaced by a single National Union of Tanganyika Workers Associations
(NUTA). The withdrawal of aid by several Western countries encouraged more focus

on self sufficiency and the eventual declaration of socialism and self-reliance.

59The Nkrumah Hall building at the University of Dar es Salaam was one of the projects which
Federal Republic of Germany left unfinished.

60y important to note that the respective development plans were drawn by the imperial powers.
Thomas (1992) contends that, while the first plan was drawn by the outgoing British administration on
recommendations of the World Bank; the second one was formulated by the team of French economists
hired by the post-colonial government. He argues that these policies did not reflect the policies of
TANU (the ruling party).
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Building on these responses, some policy analysts (e.g. Shivji 1976, Okoko 1987,
Coulson 1982) argue that economic circumstances, rather than a belief in African
socialist tradition®!, formed the theoretical basis for “Ujamaa”- African socialism in

Tanzania®2,

The linking of African socialism to African traditions, however, may be explained as
an attempt by the post-colonial states in Africa to disengage themselves from the cold
war. Whereas the political petty bourgeoisie were dissatisfied with their position in
the capitalist mode of production, they were neither bold enough to overtly support
communism nor willing to antagonise capitalism. To distinguish Ujamaa from
communism, Nyerere argues at length, for example, that, in the "primitive" African
society, the individual was “not a member of a 'commune' some artificial unit of
human being (but) a member of a genuine community or a brotherhood” (Okoko
1987:13).

Likewise, the Kenyan Government White Paper on African socialism states that:

African socialism is a term describing an African political and
economic system that is positively African, not being imported from
any country or being a blue print of any foreign ideology, but capable
of incorporating useful and compatible techniques from whatever

source63 .

The aspiration for change can also be understood as a response not only to the
disenchantment of the post-colonial state and its position in the world economy but
also to its earlier strategies for development. After independence, Tanzania followed
the advice of the modernisers, almost uncritically, as its first and second development
plans were constructed by commissions organised by the World Bank (Thomas
1992:224-225, Rweyemamu 1973:48-49).

Tanzania instituted the political system patterned on Western democracy and, with
advice from UNESCO, it expanded education based on the manpower requirement
approach (MRA) which gave secondary education priority over primary education, so
as to alleviate the acute shortage of the low level and high level human resources, and
instituted a gradual approach to Africanisation all of which were contrary to the

masses' expectations. The masses' expectations included formal education for their

61 Most of the advocates of African Socialism however assert that socialism has deep roots in the
African traditional society.

62Shivji‘s contention that Indigenous Tanzanian 'Bureaucratic Bourgeoisie” deliberately used "Ujamaa"
as a weapon against Asiatic " Business Bourgeoisie” however lacks, supportive evidence.

63Cited in Okoko (1987:16).



122

children and rapid Africanisation of positions of power in the civil service. Asserting
its sovereignty, especially in issues regarding the African continent and international
relations, Tanzania's post-colonial state found itself at logger-heads with international
counterparts. All these worked to build up the legitimation and fiscal crises of the

mid-sixties in Tanzania.

The Tanzanian leadership situated the basis of the problem within the capitalist
relations of production (particularly its position as a periphery nation) and sought for

ways of de-linking itself from the system by choosing the socialist path.
Socialism and Self- Reliance and the Post-colonial State in Tanzanin

A few years after independence, the post-colonial state in Tanzania attempted to get
out of the web of capitalist relations of production, leading to the proclamation of a
socialist (Ujamaa) manifesto in 1967; commonly referred to as the Arusha
Declaration. The Arusha declaration was a blueprint for building a socialist society
base on "Ujamaa" - a form of African Socialism, which views pre-colonial African
society as a co-operative, sharing, communitarian society of manifest equality
(Nursey-Bray 1980:55)

Thus, the Arusha Declaration of 1967 produced by the Tanzanian ruling party and
government, called for the mobilisation of domestic resources for socialist and
African self-reliant development programmes based on egalitarian, co-operative and
anti-colonial ideals (Iliffe 1969:156).

The overall emphases of the Tanzanian development initiative were to be: rural
development, with particular emphasis placed on communal living in villages
organised on the principle of Ujamaa; foreign capital to be nationalised; leaders to
dispossess themselves of wealth; the people to be educated for development; and the
promotion of equality in general. The Arusha Declaration also stipulated an active
role of the state in the economy. The main tenet of Tanzania’s plan for a self-reliant
development was a call for de-linking from the capitalist led world-cconomy and an
attempt to follow a socialist development model without undergoing a socialist

revolution.

After the Arusha Declaration, there followed progressive policies which aimed at
racial integration, advancement of women, development of a strong national identity
and class consciousness among working people as well as the expansion of social
services (Mbilinyi 1994).
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Two other government papers were published in 1967; namely Education for Self-
Reliance and Socialism and Rural Development which further rendered support for

socialist and nationalist self-reliant development®4
Education and the Post-Colonial State in Tanzania

Post-colonial education in Tanzania developed within the post World War II socio-
economic changes world wide, as well as in Tanzania. Apart from the fact that
education played an important role in the push for independence, it is still a key issue
in the post-colonial state and society. In the post-colonial societies where the capitalist
class development is relatively low but with an 'overdeveloped' capitalist state
apparatus®3 , the education system plays a more than usual important role. The faction
of the petty-bourgeoisie which became the governing faction after independence was
predominantly of a salaried nature and as such they depended very much on education
to justify their position; unlike the bourgeoisie in developed capitalist societies which
reproduces itself mainly through the inheritance of wealth. That is, the petty-
bourgeoisie in the post-colonial state, such as Tanzania, reproduces itself partly
through the education system (Goulbourne 1979:220).

The internal dynamics, however, contributed to some of the observable progressive
efforts that forced education to play a critical role in post-colonial Tanzania.
Education has been used not only to legitimate the capturing of the state apparatus by
the bureaucratic bourgeoisie but also it has played a key role in shaping a nationalist
ideology which has been used to re-define the Tanzanian citizen as being a political
and social being who exists in a collective, rather than an economic and individual
being. Under such circumstances the education system in post-colonial Tanzania has
been full of contradictions and conflicts. Thus, the post-colonial education policies in
Tanzania have served not only to legitimate the political order but also they have laid

~ the foundations to challenge that order.

Tanzania, like other post-colonial countries, at independence, was faced with the
challenges of national reconstruction and development. Poverty, ignorance and

disease were singled out as major hindrances toward progress and prosperity.

64 'The Arusha Declaration’, 'Socialism and Rural Development' and 'Education for Self-Reliance can
be found in Nyerere, J. K.. (1968) Ujamaa-Essays on Socialism, Dar es Salaam, O.1J.P.

65 post colonial states were modelled to fit in the capitalist formation, although the post-colonial
nations maintained semi-periphery and periphery positions.
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Education was seen as a means by which many of the development problems would

be solved and rapid progress achieved.

It was particularly envisaged in Tanzania that, through education, the nation would
attain self-reliance and self-sufficiency. In 1961, the government requested UNESCO
to examine the feasibility of, and to draw up, viable strategies for expanding the
primary, secondary, teacher training and higher education systems. The UNESCO
commission recommended the manpower requirement approach (MRA) to
educational planning. The commission’s recommendations were used as the basis for

educational expansion in the country in the sixties and seventies (URT 1984:ii).

In Tanzania, education was also used to legitimate the post-colonial state and to
promote unity. Consequently, immediately after independence the racially segregative
system of education established during the colonial period was abolished, and the
quota system was established in the secondary education selection procedure to

redress the regional imbalances.

However, there were no significant changes in the goals and objectives of education,
until 1967, when the intent to follow the philosophy of Education for Self-Reliance
(ESR) was pronounced. Post-colonial education continued to be an elitist system
which divorced the youth from the society in which they lived and engendered the
belief that all worthwhile knowledge was acquired from books and "educated" people.
Primary schooling was oriented towards the preparation of pupils for secondary
education, yet only a few of the primary school leavers would get into secondary
schools.06 Although most of the primary teachers were Tanzanians,07 all teachers
tended to take a Western view of Tanzania, including its history and its place in the

world economy.

It may be argued that the lack of significant change in the goals and objectives of
education immediately after independence is consistent with the view that the post-
colonial state performs the capitalist state's traditional role of mediating power to
protect the interests of the capitalist class. This situation, however, scon exposed the
post-colonial state to the contradictions and conflicts of which education provided a

significant arena.

66This type of education was considered detrimental to the attitudes required to construct an egalitarian
society and therefore incompatible to ESR.

67For the first decade after independence most secondary and tertiary level teacher were foreigners.
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Following UNESCO's advice, the state took a different focus and emphasised post-
primary education. This was part of a modernisation and human-capital style of policy
in which the state sought to increase the number of highly-skilled Tanzanians who
could manage businesses and the apparatus of the state. This ‘modernisation’ focus
however, was, at odds with the promises of popular participation that the ruling
political party (TANU) had promoted during the struggles for independence. The
concentration on secondary education meant that those areas that had low

participation in education during the colonial era would maintain the same status.

After independence, it became clear that those who had demonstrated little interest in
schooling during the colonial period, or those who were left out because they came
from colonial designated labour reserve areas, found themselves at a distinct
disadvantage within the context of the new polities where schooling was essential for
upward mobility in the bureaucratic hierarchy. Consequently, the struggle for a

greater share of educational resources became a political factor.

Even in areas where there was rapid expansion of primary schooling, lack of
secondary school places for those who had completed primary education became the
main problem. The increase in demand for a more general academic secondary
schooling than was being provided by the state was based around the fact that it was
those students with a general academic education, rather than vocational and technical
training, who gained access to university and to better paying jobs (Samoff and Sumra
1994).

The government tried to solve this problem by introducing compulsory manual work,
such as gardening, into the primary school syllabus. However, this did not reduce
popular pressure for a more general and less vocational post-primary education. The
communal farms, apprenticeship programs and workshops encouraged by the
government, could not reduce the dissatisfaction among those who had primary
education but could not gain jobs of higher status due to their lack of general
academic learning. Thus, education became a basis for social stratification and, hence,

dissatisfaction with the post-colonial government for many Tanzaniars.

Thus, the failure of the post-colonial state to prevent the process of educational related
class stratification and to provide an education system that gave equal opportunity to
all Tanzanians were amongst other socio-economic factors that contributed to the
legitimation crisis in the late 1960s. This prompted the post-colonial government to
alter its education policy along with other public policies in 1967. By then, the
Tanzanian leadership had also started to view with suspicion the unquestioned
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assumption that more education, of whatever level or type, was somehow conducive

to socio-economic progress in post-colonial countries©8.

It is worth noting, however, that the Tanzanian leadership, paiticularly Nyerere
(Tanzania’s first President), had great faith in the role that education could play in the
reconstruction of society. Nyerere, for one, believed that, with appropriate orientation,
education would liberate the mind and impel students not only to question the
oppressive structural elements of the society but also to contribute positively to the
equal and just society. When Tanzania declared the intention to build an egalitarian
society, therefore, the need to gear educational practice to this ideal was recognised

and the philosophy of Education for Self-Reliance (ESR) was announced in that spirit.
Education for Self-Reliance (ESR)

The 1967 Tanzanian socialism blueprint, the Arusha Declaration, was followed by a
paper on education written by Nyerere, 'Education for Self-Reliance’, which more
explicitly identified the role that education was to play in creating a socialist
Tanzania. Education was to play an important role in the reconstruction of the post-
colonial Tanzanian society with the purpose of ESR being to revolutionalise the
educational system and to fit it in the needs of the espoused socialist society. In ESR,
Nyerere (1968a) states that:

Our education must therefore inculcate a sense of commitment to the
total community, and help the pupils to accept the values appropriate to
our kind of future, not those appropriate to our colonial past. This
means that the education system must emphasise co-operative
endeavour, not individual achievement (Nyerere 1968a:273).

Besides promoting egalitarian values and self-reliance, education under ESR was
supposed to orient schooling to develop co-operative attitudes, critical thinking and
self-confidence and to emphasise unity of manual and mental work (Nyerere 1967).
The significance of examinations was to be downgraded, adding productive activities
and character assessment as selection criteria for further education. At the primary
school level, the idea was to provide pupils with an education that is complete in
itself, inculcating a sense of commitment to the community and to the future of
Tanzania. Consistent with the egalitarian spirit, school fees at all levels of education

were abolished after the Arusha Declaration.

68 A stated earlier, although education is a prerequisite for socio-economic progress it is important for
education to enable the educated to assess the purpose and for whose benefit its progress is geared to.
Thus uncritical or “robotic” acquisition of education may contribute to retrogression rather than
progress.
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In order to implement ESR, the Ministry of Education put forward elaborate
educational aims and objectives which were to guide the educational plans and

practice in Tanzania. These include:

* To provide Tanzanians with a proper education, that is, knowledge and
understanding, important skills and attitudes appropriate and relevant to the
national policies of socialism and self-reliance, science, technology and vocational
training in order to make it possible for them:

1) To analyse and understand the fundamentals of life and social progress,
possible threats and set backs to survival and design of strategies for removing
those set-backs;

i1) To understand and make the best use of the environment and the country’s
natural resources, without destroying them, in the struggle for survival and
development for the benefit of all;

iii) To conserve and protect the country’s natural heritage for the benefit of
future generations;

* To develop in people, self confidence and an enquiring mind in order to enable
every citizen to make material and moral contribution to the development of
society; to search for, accept and respect truth; to carry scientific investigations,
research and make discoveries and inventions; to try out new things and learn,
adopt and adapt acceptable theories and practice from others without prejudice...

* To enable students to understand a variety of world social systems, especially that
of Tanzania with particular regard to:

i) the importance of participating in and taking full responsibility either as an
individual or as a member of a group, to make fundamental decisions; taking
part in development work and activities and sharing equitably the products of
joint efforts...

ii) The importance and values of being free people, developing and
perpetuating positive attitudes to work and social respousibility; human
understanding, equality, justice and respect for all persons.....

* To enable Tanzanians to understand, accept, respect and value their customs and
traditions, practices and ethics and to apply these principles in:

1) enabling every Tanzanian to free himself from all impediments that retard
his development mentally, attitudinally, physically, morally and spiritually
(URT 1984:1-3).

It is worth noting that, under the philosophy of ESR, education was viewed as "a
public good" with recipients getting it for and on behalf of the entire society. Arguing
for the inculcation of egalitarian and co-operative attitudes in education, Nyerere
(1974) contend that capitalist education teaches an individual to regard himself as a
commodity; whose value is determined by educational qualifications, and the post-
colonial state has a duty to change it. He states that; "We have a definite responsibility
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to challenge the value of education that produces people who look at themselves as
commodities". Nyerere (1968:74) further argues that education "must ensure that the
educated know themselves to be an integral part of the nation and recognise the

responsibility to give greater service the greater the opportunities they have had"

This argument is not only an attempt to de-commodify education but also it deems
education as common property, which individuals receive for and on behalf of other

people, to whom they should be obliged to serve.

Nyerere (1967:52)further elaborated that, for education to play its function in the
liberation and reconstruction of Tanzanian society, it must prepare young people for
the work they will be called upon to do in the society that exists - a rural society
where progress depends on agriculture and the efforts of the people in village
development. The schools, therefore, had to foster the social goals of living together
for the common good and they must stress the concepts of equality and the
responsibility to give service; and, in particular, the schools had to counteract the

temptation to intellectual arrogance.

Nyerere (1968) therefore insisted:

The education provided by Tanzania for the students of Tanzania must
serve the purpose of Tanzania. It must encourage the growth of the
socialist values we aspire to. It must encourage the development of a
proud, independent, and free citizenry which relies upon itself for its
own development, and which knows the advantages and problems of
co-operation (Nyerere 1968:74).

In 1969, Act No. 50 was passed by the state to enable it to own and manage education
in the country. Thus, all schools (except a few international schools) were nationalised
and the curriculum was changed and amended to provide education that would satisfy

national needs.

Thus, Education for Self-Reliance set a socialist agenda for education in Tanzania,
which included the provision of basic education for all - children as well as adults.

Provision of Basic Education in Tanzania

It was envisaged that the provision of basic education would not only help in
enhancing the production capacity but also would enable every Tanzanian to
understand the philosophy of socialism and self-reliance. The campaign to eradicate

illiteracy in Tanzania, therefore, aimed not only at expanding schooling places for
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children, but also at providing literacy programmes for adults. The curriculum, books
and other learning materials, as well as adult education methods, were focused on
enabling the people to read and to seek more knowledge. Skills and techniques on
better production and social development activities appropriate to their environment
and to participate fully in the decisions concerning their lives, were to be enhanced. In

short, adult literacy programmes in Tanzania were to be functional and liberative.

The official campaign of adult literacy started in 1970 which was declared the adult
education year in Tanzania. In order to make the campaign a success, various
strategies were employed. The strategies aimed at involving everybody from the party
and government leaders to adult learners, school teachers, community groups and
even children. Every literate person was urged to teach and every illiterate person was
urged to learn literacy skills. At work places, conditions were laid so that a place of
work was both for learning and working. The campaign registered success at least in
enhancing the literacy level. After the first national literacy test, the results showed a
decline in the illiteracy rate from 68% during the census of 1967 to 39% in 1974. By
1986 the level of adult illiteracy in Tanzania had fallen to 9.6% from 68% in 1967.

Table 5.1 shows the decrease in illiteracy levels.

Table 5.1: The Percentage of Illiteracy Rate in Tanzania

YEAR MALE FEMALE TOTAL
1967 55 81 68
1975 34 44 39
1977 22.3 30.3 27
1981 15 27 21
1983 10 20 15
1986 i 12 9.6

Source: URT (1990:121), Twenty years of Adult Education in Tanzania 1970-1990, Dare es Salaam.

Adult Education Press.

Universal Primary Education ( UPE)

In order to translate the philosophy of Education for Self-Reliance into action, guide-
lines and directives were issued from time to time, leading to the proclamation of
Universal Primary Education (UPE) in 1974.
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The 1969-1974 Second Five Years Plan stipulated that UPE would be achieved by
1989. However, in November 1974, it was resolved by the National Executive
Committee of the ruling party that the government should aim at reaching universal
primary education (UPE) in 1977; thus reducing the time envisaged for UPE by 12
years. By then, it is noted (Malekela 1984) that only 48% of the school cohort was
attending school.

It is reasonable to argue (Malekela 1984, URT 1989), however, that Tanzania's

internal dynamics signified a right time for universal primary education because:

* By 1973, it was clear that although 48.6 of the school cohort were
registered, schools had a capacity of 55%. It was therefore quit clear that
there was a possibility of implementing UPE programmes much earlier than
it was planned.

* Following a considerable success of the villagisation campaigns, the
government found itself obliged to implement its promise of providing
essential services to villagers, education being one.

* Until 1974, about 75% of Tanzanians were living together in communities
organised as either Ujamaa villages, Development Villages or traditional
villages. It was obvious that most of the parents would like to enrol their
children at a school close to their home and there were no strong reasons for
registering some of the children and leaving others in the same village.

* It was also envisaged that Universal Primary Education would also
complement campaigns for eradication of illiteracy. Catching the young
ones would insure a decrease in adult illiteracy.

* Primary education was to help in the construction of a socialist and self
reliant Tanzanian society by developing egalitarian values (URT 1989:4-5).

Thus, a resolution, commonly referred to as the Musoma Resolution of 1974, was a
significant move towards the implementation of the philosophy of Education for Self-
Reliance in Tanzania. Under the resolution, primary education was not only to be
compulsory but also to be free and complete. Rather than being the only objective,
preparing children for further education, was to be one among other objectives for

primary education, including:

* To change the attitudes and way of thinking of pupils so that they develop a habit
of liking, valuing and doing practical work;

* To enable primary schools to be part and parcel of the society;

* To combine theory and practice so that the knowledge and skills they [pupils]
acquire in classes should be used in their every day activities in their own
environment;

* To enable the pupils develop inquisitive minds in science and research as a way of
getting facts;
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* To enable schools meet part of education expenses by involving pupils fully in the

planning, implementing and evaluating of productive projects and minimising
costs;

* To educate the pupils on the importance of co-operative work for the benefit of all
(URT 1989:4).

In order to put UPE in effect, the ruling party directed the government to mobilise
people, to encourage self-help efforts in construction of schools and teachers' houses,
to use local materials, to mobilise older school pupils, primary school leavers and
secondary school students to teach lower classes, and to use local craftsmen, peasants
and elders to teach (Malekela 1984). Parents were asked to contribute Tshs 20.00 ( US
$2.50 by then) towards instructional materials.

Due to these efforts, Tanzania made remarkable strides in increasing the enrolment of
school age children at all levels of education (see figure 5.1).

Figure 5.1: Primary School Enrolment Trends in Tanzania 1962 - 1991.
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By 1980, Tanzania had achieved 96.6% gross primary school enrolment of all school-
age children and the ratio of girls to boys participating in primary education was 1:1
in most parts of the country (URT 1993, Malekela 1984). As figure 5.1 indicates,

1980 - 1984 were the peak of primary school enrolment in Tanzania.

As explained earlier, the idea of universal primary education was not peculiar to
Tanzania. What is phenomenal, however, is the timing of its implementation and its
orientation. Universal primary education in Tanzania was to be implemented well
before the planned time and was to be guided by the principles of socialism and self-

reliance.

Local Context - New Zealand

The Post-Colonial State in New Zealand

It is not clear when New Zealand became politically independent because different
sources attest to different dates. While some contend that New Zealand became
independent by the Statute of Westminster adopted by the British Parliament in 1931
and accepted by New Zealand in 1947, others believe that it attained independence
when it became self governing as a Dominion in 1912. Other sources claim that the
1840 Treaty of Waitangi signified New Zealand’s independent status. Others,
(Gordon 1984, Ash 1962), on the other hand, contend that the Treaty of Waitangi
signified Britain’s formal colonisation of New Zealand.

What is clear, however, is that even when it became independent, the New Zealand
post-colonial state was not completely detached from the imperial power on whom it
continued to depend economically and, to a great extent, politically. Post-colonial
New Zealand continued to be an exporter of agricultural products whose terms of
trade fluctuated from year to year. New Zealand’s dependence was such that in a
typical year between 1920 and 1950, over 90 percent of exports were wool, meat or
dairy, products with over 60 percent of those exports going to Britain (Easton
1997:3). As Harworth (1994) argues, with her crucial export sector imperially owned
and following the British political tradition, New Zealand's post-colonial state did not
have much room to manoeuvre. Ash (1962) notes that, as well as being a principle
supplier of capital, Britain was the ‘natural market’. With such a high degree of
dependence on the British market for its agricultural products, (Johnson 1997,
Harworth 1994) New Zealand's economy was sharply affected by Britain's decision to
join the European Economic Community (EEC) in 1973.
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It is worth noting, however, that some efforts were expended by the New Zealand
post-colonial state to disentangle its economy from total dependency. As early as
1936, the government of the time embarked on a programme of industrialisation and
import protection which aimed at diversifying the economy and reducing the
dependence on pastoral exports, to a single market69. Table 5.2 shows the process of

market diversification over the years.

Table 5.2 Export Destination for New Zealand Goods

1952 1965 1994
Britain 65.6 50.8 6.0
Other 1990 European
Community 12.0 17.1 9.5
United States 11.4 12.3 11.3
Australia 1.5 4.7 20.9
Japan 1.5 4.3 14.6
Greater China *0.0 0.7 7.7
Middle East *0.0 0.1 3.4
Other Asia *0.9 1.2 12.8
Oceania *0.6 1.2 4.0
Latin & Central
America *0.9 1.5 3.8
Canada 2:2 1.4 1.8
Eastern Europe *1.5 1.0 1.1
Other 2.0 3.7 3.1
TOTAL 100.00 100.00 100.00

*Some exports to area groups may be in ‘other’.
Source: Easton, B. (1997:5), The Commercialisation of New Zealand, Auckland: Auckland University

Press.

In 1938, comprehensive import licensing (quotas) were introduced to control imports
and to encourage exports (Birks & Chatterjee 1997:273) with more tariffs than quotas
being put into place in the 1960s. The government of the time (Labour government)

also supported an active export policy in order to generate income to pay for the

69However, Britain continued to provide the major market for New Zealand agricultural products until
she joined the European Economic Community (EEC).
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essential imports required by the industrialisation process. Wooding (1997) notes that,

for many years, fiscal incentives and subsidies were used to assist exporters.

Efforts were also made to diversify production. Easton (1997) notes that, between
1966 and 1979, the processes of diversification were spectacular. Farming moved into
a wider range of horticultural products; the land was diversified into forestry with
plantations established in the 1930s exporting wood, chips, pulp, paper and other
wood products; raw iron sands were exported to Japan and inbound tourism was
developed. There was also manufacturing diversification and exporting; especially

with further processing of the resources.

During the post war-period, New Zealand’s economy boomed, especially due to the
massive export of wool which was boosted by the Korean War. By 1950, New
Zealand's material standard of living was close to the highest in the world, with full
employment and substantial labour shortages. Strong domestic demand, based on the
good performance in agriculture, permitted import substitution policies to function. It
was an opportune time for the state to harmonise labour and capital with the
government playing an active role in providing core administrative and social

services, including the provision of education through a public system.

Such progress in the economic and social scene concealed New Zealand's relationship
with other imperial powers for some time with its post-colonial structural dependency
becoming more evident in the 1970s and 1980s. It is within this economic progress

that compulsory formal post-primary education was developed in New Zealand.
Compulsory Formal Post-Primary Education in New Zealand

What was happening in the late 1960s and the 1970s at primary level in Tanzania was
similar to what had started in the 1930s in New Zealand at post-primary levels. While
the New Zealand 1877 Act was only confined to the provision of primary education
for all, secondary schools were established by a different Act of Parliament and were
allowed to charge fees. By the end of the century, it was clear that the fees imposed by
secondary schools were a stumbling block to many children fitted for secondary
education but whose parents were unable to pay. Since education was esteemed, this
denial of opportunity was expressed as a social ill that needed remedy. Thus, in 1903
secondary school places were introduced to “enable the brightest intellect to be highly
educated for the benefit of the rest of the country” (New Zealand Department of
Education 1973:6).



135

Since not all children could benefit from the secondary school places scheme, the
search for ways of providing secondary education to all children continued. This
crystallised in the Department of Education's statement which established compulsory
post primary education, in 1938, after the election of the Labour Government in 1935.
It was stated in the annual report of the Department of Education for 1938 that:
The government’s objective, broadly expressed, is that every person
whatever his level of academic ability, whether he be rich or poor,
whether he live in the town or country, has a right as a citizen to a free
education of a kind for which he is best fitted and to the fullest extent
of his powers. So far is this from being a mere pious platitude that the

full acceptance of the principle will involve the orientation of the
education system (New Zealand Department of Education 1973:5).

This was the beginning of the New Zealand educational settlement under which,
education in New Zealand was deemed a right for every child and the years which
children were to attend compulsory post-primary schooling were raised. Emphasising
the equality of educational opportunity, the state subsidised most educational

activities at all levels (Openshaw 1995).

The apparent success of this settlement coincided with times of economic prosperity
which New Zealand enjoyed during the post-war period up to the 1960s. Sutch
(1969:258-9) notes that, in post-World War 1l New Zealand, strong policies of full
employment, plus control of the economy, formed the basis for economic growth,
whilst state support attained its highest peak in the area of health, education, housing
and social welfare. The government’s move to promote a broader based
manufacturing sector through import substitution policies also added to the demand
for skilled labour. On the social side, education was seen as a means for advancement
and social mobility.

Under such favourable circumstances, the New Zealand state managed to forge a
political unity and to mask class contradictions. At least as far as expansion of
education was concerned, both the needs of labour and the needs of capital seemed to
be met. The education settlement accrued considerable support from both labour and
capital, including international capital. This supports the view (Gordon 1984) that
expansionism in state services brings about the appearance of consensus between
various facets of the education system; but the reduction in state expenditure, rapidly
breaks down this consensus.

It has to be noted, however, that education in New Zealand, as in any other society,

did not generate homogeneous intent, meaning and interpretation. Being one of the
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major sites in which different groups with distinct political, economic, and cultural
visions attempt to define what the socially legitimate means and ends of a society are
to be (Apple 1993), education forms an arena through which ideological conflicts in
the larger context work themselves out. Thus, the assimilatory nature of formal
education, through emphasis on English language and cultural norms in native
schools, has been construed as a move to devalue the Maori cultural imperatives. It
has been argued, (Harker et. al. 1990) that education in New Zealand had clear
overtones of assimilation, social control and occupational placement. Gordon
(1984:91-101) observes, for example, that, while (to some) the aim of technical
education was to train the hand in conjunction with the eye and the brain, to others
technical education was to inculcate the worker with a particular set of ideologies
aimed at serving the industry so that industries would be staffed with a disciplined

work force.

Thus, it is arguable that, beside the acclaimed crusade of providing opportunity,
education and schooling was also manipulative and instrumental in maintaining power
relations in New Zealand. This also depicts the inherent contradictions of the
capitalist state. The capitalist state (Dale 1981:35, Gordon 1984:12) must preserve
and enhance the mode of production which is inherently unequal while at the same

time appearing to be working for all groups in the society.

The contradictory interpretations and demands on education, however, were either
less overt or seemed less threatening during the era of social and economic prosperity.
Gordon (1984) observes that, in the 1960s, the continued economic growth in New
Zealand meant that opportunities continued to increase and, hence, to ensure that the
basis of schooling remained relatively unquestioned. Thus, even where it was clear
that equal access to educational resources did not automatically ensure that
opportunity could be maximised by all groups in society, there was no discussion of
the viability of the policies underlying schooling practices of the time. Gordon cites
the participation and achievement of Maori students as an example of such

complacency.

Referring to the 1962 Commission of Education Report, Gordon (1984) argues that,
by 1962, it had become clear that Maori, as a group, were faring significantly less
well in school than their European counterparts (Pakeha)’0. Rather than questioning
the viability of the policies underlying schooling practices, however, Maori parents

were blamed for not encouraging their children to stay longer and to do better in

70 New Zealanders of European origins are called Pakeha.
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school (Lovegrove 1966:36). With the establishment of the Maori Education
Foundation, there was still much optimism that Maori children would do better within

the existing schooling system (Gordon 1984:25).

Based on such evidence of contradictions, arguments have been extended (Gordon
1984) that issues of education in New Zealand of the 1980s,

have not been caused by a break down in an otherwise "perfect"
system, but by a set of contradictions that have always existed even

though dominant theoretical approaches were unable to recognise them
(Gordon 1984:18).

Although such arguments are true, it is also worth noting that, under the education
settlement, the principles of universalised provision, egalitarianism and collectivism
were upheld. Thus, the OECD Report (1983) identified full employment, equality of
treatment, multiculturalism, a consensus approach to education, consultation and
participation, individual freedom and social justice, as the main values informing the
provision and practice of education in New Zealand. Based on such values, the state’s
espoused commitment to substantial equality of educational opportunity was an
important aspect of New Zealand’s educational settlement (Dale 1993). This is
significant because, with such an understanding, inequalities in the education system
were to be construed as violations of social justice (Beeby 1992); hence, the state had
an obligation at least to rationalise the inequalities. It is argued, therefore, that ,within
the educational settlement, there seemed to exist at least an avenue upon which the

citizens' rights to education could be expressed and explored.
Concluding Remarks

It is significant to note that the ventures to improve social services embarked upon by
post-colonial states in New Zealand (between the 1930s and 1980s) and Tanzania
(between the late 1960s to early 1980s) were within the dominant global economic
paradigm of the time; hence, they were supported, to a great extent, by the existing
ideological assumptions. Thus, aims of equal education opportunity were not limited
to New Zealand or Tanzania; rather, they were part of a movement that spanned most
capitalist nations in the post-war period. This was the era of Keynesianism and the
Keynesian welfare state.

After the great depression of the 1930s, the eminent economists of the era, in

particular, Maynard Keynes, propounded the need to put the state in command by
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asserting that the state's ability to organise and plan on a large scale would enable it to

produce a wider range of goods and services than the private sector.

The Keynesian state welfare model claimed that governments could intervene in their
economies to achieve durable macro-economic outcomes including "full
employment" (Wooding 1993). Thus, the model ensured state intervention in the
economy to moderate the "boom and slump" cycle and to facilitate capital
accumulation (Bedggood 1980:95). In the wake of "the Great Depression” and the two
World Wars, both business and organised labour in the advanced capitalist world saw
advantages in the Keynesian model of a managed mixed economy with a strong state

sector.

As Brett (1988) argues, although the arguments for the Keynesian model were
vigorously pushed by the labour dominated democratic parties, they were not rejected
by the rightist ones. Thus, a social democratic consensus based on state welfarism was
achieved in the developed countries. It is upon this consensus that the transition from
the war economy to the boom years of the 1960s was organised and that capitalism

was saved from imminent collapse.

In post-colonial nations, including those of Africa, the Keynesian paradigm was most
welcome to the nationalist movement and it was presented as a model of reformist
socialism which based on domestic state power was in opposition to the

predominantly foreign interests which dominated the local economy (Brett 1988:48).

The Keynesian package required the public sector to provide social services,
including health and education, which, although sometimes not directly productive for
the private sector, are necessary in order to create conditions that allow profitability
for the private sector while ameliorating the adverse effects of capital accumulation
(Bedggood 1980, Gamble 1983). As Bedggood (1980) contends, state welfarism:

Represented the practical application by a workers' government of the
most advanced bourgeois economics of the day - Keynesianism - a set
of economic measures designed to ensure the most efficient
management of capitalist production. It was efficient not only in the
sense that it controlled the devastating social consequences of the
boom-slump cycle, but also in the sense that this control was imposed
in the interest of the working class by a worker's government on behalf
of the capitalist class (Bedggood 1980:95).
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Educational planning in the industrial advanced societies played a central role in the
conception of the interventionist welfare state that was necessary for controlling the

self defeating tendencies of capitalist growth.

Through provision of education and other welfare services, the Keynesian state made
capitalist development less harsh and, therefore, more acceptable to the working class
which in turn legitimated the capitalist relations of production and the state itself.
Expanded education served an economic role by becoming a source of increasing
possibilities both for the capitalist to increase accumulation of capital and for labour
to enhance employability (Offe 1977 in Torres 1995). Education also served an
ideological role, especially when it was seen as a means of providing a form of direct

consumption to the working class (Carnoy and Levin 1986).

This thesis contends that an educational settlement is reached when the policies in
place are seen to be catering for those roles. In other words, an educational settlement
is reached when the provision of education is seen to be catering for the needs of
labour and the labour needs. Here, the needs of labour refers to the democratisation
of education and other social services to allow labour more choice of occupation and
also of social mobility. Labour needs, on the other hand, are capital's requirement of

productive labour at the minimal cost and optimal returns.

It is further argued that an educational settlement, similar to the Keynesian state
welfare model which operated in New Zealand in the period between 1935 and 1970,

was reached in Tanzania in the period between the late 1960s and the 1970s.

Under the welfare state system, education was expected to perform important
functions in preparing the people for their role in the capitalist division of labour.
Building on human capital theories, education was linked with higher levels of
production; hence, rationalising the allocation of resources to promote education and
calculated social mobility- Social mobility was calculated, in that, it was a motivation
for labour to gain more skills that would result in a more efficient production process.
It was also a process of creating allies to the capitalist class in the form of the elites.
Consequently, education played an important role in social integration and social
control.

These observations are supported by Torres' (1995) argument that:

The emergence of the post-colonial state, sizeable worid-wide
economic surplus and the modernisation theories, coupled with the
diffusion of human capital theory for educational planning, helped to
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fuel educational expansion in the developing world (Torres
1995:277)71.

This liberal conception of education, however, neglected the political economy of
capitalism. Torres (1995:276) observes, for example, that the analysis of schooling in
the liberal perspective of the welfare state was supported by an almost complete
neglect of the contradictory aspect of the division of labour, including class. Thus, the
positive functions of education were analysed to the exclusion of negative ones;
including the fact that some dominant ethnic groups or castes within society were
taking advantage of positions of wealth, influence and power. Some of these
discrepancies, that were under emphasised during state welfarism, have been used by

the neo-liberals to make their case against the public education system.

Another important aspect of capitalist state welfarism is that capital is prepared to
invest in education (and other social services) only in so far as that investment results
in profit. If more investment does not result in further profit, or encroaches on existing
profit, then mechanisms are sought to discontinue such investment. It is the duty of
the state, as a true defender of capital and mediator of the interest of capital, to ensure
that no more tax money (ostensibly from private accumulation) goes to finance
unprofitable ventures. Thus, during economic growth, (e.g. the period after the World
War II and 1970) education funding by the state is encouraged but, when there is
economic recession (e.g. since the late 1970s), education suffers cuts and privatisation
becomes central to state policy.

TlTorres (1995) notes that other analysts such as Carnoy 1977, Samoff 1990, Fulier 1991, Russell 1989
also subscribe to similar ideas as an explanation for the educational expansion in the developing
countries.
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Chapter Six

Post-colonial States and the Globalisation Process

Introduction

In the previous chapter, education policies under international finance capitalism in both
New Zealand and Tanzania were explored. It has been argued that policies in both countries
have been very much influenced by the change of socio-economic assumptions in the

capitalist formation, especially the move to Keynesian state welfarism.

This chapter analyses the nature, position and functions of the post-colonial state in
Tanzania and New Zealand within the globalisation process under the assumption that
contemporary education privatisation policy reforms, in both countries, are within the
framework of the globalisation process. Based on the view that "the process of
globalisation, usually associated with the movement of capital and labour, may not be the
new phenomenon that it seems" (Torres 1995:311), the study traces the process in the
world-wide division of labour after the Second World War, particularly since the 1960s. It
is argued that the post-World War II arrangement that had created most "sovereign" nation
states was also undermining their sustenance. Thus, conflicting dual processes have been
supported by this arrangement. While national identity was strengthened through a social
welfare system, (whereby the state subsidised or provided social services such as
education, health and housing) on the other hand, the process of globalisation and
trasnationalisation of identity was promoted through forms of non-state power and

authority, as well as labour migration (Held 1991, Torres 1995). As Torres notes:

With globalisation, there is a perceived de-nationalisation of territories
defined by the growing power of transnational corporations, interventionism
of foreign states, and a pervasive transnational culture through mass media,
all of which seem to prevail over peripheral nation-states, domestic capital
and local, regional, or national cultures (Torres 1995:311-312).

Such phenomena have led some sociologist (e.g. Held 1991) to define globalisation as:

the intensification of world-wide social relations which link distance
localities in such a way that local happenings are shaped by events occurring
many miles away and vice versa (Held 1991:9).



142

Torres (1995) argues, however, that, if globalisation is deeply undermining the position of
nation states, it has also contributed to the reshaping of the social milieu of societies that
has promoted state welfare policies. He observes that social diversity has developed hand
in hand with the globalisation process. As a corollary, welfare policies including those of
education, "were developed, mandated, supervised, and regulated by the modern state and
played a major role in the welfare state" (Torres 1995:309) to cater for national solidarity.
That is, due to labour immigration, for example, states had to implement policies that
would create national solidarity for an increasingly social, cultural, ethnic and economically

diverse population.

This indicates that, in the finance capitalist formation, both state welfarism and the
globalisation process were concomitantly reinforcing each other. It is important to note,
however, that globalisation became more obvious in the 1980s when the privatisation
agenda was promoted through market oriented policy reforms. Thus, besides examining
the process of globalisation, this chapter also analyses the context of the privatisation
debate in both Tanzania and New Zealand as part of the socio-historical context of

contemporary education reforms.

External context

Capitalism and the Globalisation Process

In order to understand the phenomenon of globalisation, it is important to analyse the post-
World War II social, economic and political arrangement that (as argued earlier) promoted
and undermined the nation state. It is argued in this study that the post-World War II
arrangement secured the powerful position of USA capital and the international economic,

as well as political organisations, which were formed immediately after the war.

Describing the power position of the United States of America after the war, Hoogvelt
(1997) observes that:

In exchange for sacrificing American lives in the cause of its European
allies, the US demanded a price. That price was a new international
economic order under US hegemony...The dying days of the war saw the
coming together of all victorious nations in a remarkably swift agreement on
the need to manage the world economy through effective international
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institutions 72 and principles under the acknowledged leadership of the US...
Barely a couple of years later, tight political and military alliances were
woven around the 'free world' economy (NATO) while the cold war with
one group of nations not prepared to play ball within the Grand Area became
the legitimising force behind the Truman Doctrine (1947) in which the US
formally announced its intention to act as a global policeman. (Hoogvelt
1997:33-34).

In the same vein, Goddard et al. (1996) argue that:

At the World War's conclusion, the world turned from what many thought
as the "high" politics of warfare and destruction to the economics of
rebuilding what had been destroyed. United States finally accepted its
leadership role, and, with the aid of international institutions created at
Bretton Woods, economic growth exceeded most analysts' expectations
(Goddard et. al. 1996:1-2).

However, while national states were busy building and defending their political
sovereignty, they were leaving their economies open for penetration by international
economic organisations such as the International Bank for Reconstruction and
Development, (World Bank) the International Monetary Fund (IMF) and the General
Agreement on Tariffs and Trade (GATT). As The Brookings Institution (1995) explains:

After World War II, most national governments began—sometimes
unilaterally, more often collaboratively - to lower their separation fences, to
make them more permeable, or sometimes even to tear down parts of them,
The multilateral negotiations under the auspices of the General Agreement
on Tariffs and Trade (GATT)-for example, the Kennedy Round in 1960s,
the Tokyo Round in 1970s, and most recently the protracted negotiations of
the Uruguay Round, formally signed only in 1994—stand out as the most
prominent examples of fence lowering for trade in goods... After the mid-
1980s a large number of developing countries moved unilaterally to reduce
border barriers and to pursue outwardly oriented policies (The Brookings
Institution 1995:xv).

Meanwhile, these international economic organisations were not only becoming
transnational, but also omnipresent and quasi-governmental (Alphonce 1997, Goddard et.
al. 1996, Torres 1995, Martin 1992). Thus, it has been observed (Alphonce 1997) that:

These institutions which were created out of the Bretton Wood conference in
1944, as part of the Marshal Plan to oversee the reconstruction of European
economy, following the aftermath of the World War II, increasingly became

i The international institutions include Bretton Woods institutions of the International Monetary Fund
(IMF) and the World Bank, 1944, and the General Agreement on Tariffs and Trade (GATT) 1947.
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very much involved in the world economy - both developed and developing
(Alphonce 1997:10).

The world's political structure was also concomitantly changing with the transformation of
the global economy, such that more nations were becoming members of international
organisation leading to what Randall and Theobald (1998:239) refer to as the "political
globalising trends". Thus, The Brookings Institution (1995:xv1) observes that "the history
of membership in international organisations, documents the sharp growth in the number of

independent states".

The above observations and arguments indicate that USA led capital and the international
economic and political organisations formed through the post World War 1l arrangement
increasingly became more predominant in the world socio-economic and political arena. It
is argued in this study that a triumvirate, formed by the convergence of USA led capital,
transnational corporations and international social and political organisations, constitutes

the power-base of what, in most cases, is referred to as "globalisation" (see figure 6.1).

Figure 6.1: The Power Base of Globalisation
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The increased influence of USA-led capital (including the military-industrial complex),
transnational corporations and international economic organisations (e.g. the World Bank,

IMF and GATT that have developed into quasi-governmental organisations), as well as
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international socio-political organisations (e.g. UN and its agencies) have developed into

overt globalisation.

Explaining the role of international organisations in the formulation and implementation of

education policies in developing countries, McNeely (1995) contends that:

Educational ideals and structure in most late developing countries are
characteristically in keeping with the policies of international organisations,
to the extent that they apparently in many cases result from international
organisational requirements and operations. For example, the mandate of
UNESCO allows it to formulate norms, draft conventions, collect
information, and provide assistance for the development of national
education systems... Organisation activities work towards consensus among
nation-states by urging them to accept rules and implement standards that it
determines. Notably, UNESCO’s education programs have played key roles
in international interaction and communication and in setting educational
policy within nation-states (McNeely 1995:502-503).

Figure 6.1 graphically illustrates the conception of globalisation as it is espoused in this
study. The figure indicates that globalisation is a multi-dimensional process comprising the

economic, socio-cultural and political dimensions.

Randall and Theobald (1998) contend, that at the economic level globalisation includes the
"organisation of production and consumption of goods and services at a global level, with
the primary aim of securing maximum return on capital” (Randall and Theobald 1998:235)
in that regard the convergence between the USA led capital and international economic

organisation including transnational corporations (TNCs) is important for globalisation.

With the world-wide fiscal crisis in the 1970s, mainly due to the oil shock and later oil
embargo, many countries that had joined the "peg-and-band Bretton Wood system"73 were
experiencing financial difficulties in remaining within the band. Thus, the post-war
financial arrangements were contested. The USA responded by internationalising its capital
through cutting the ties between the US dollar and gold. (Goddard et. al. 1996:3). The
European countries, on the other hand, responded to the fiscal crisis by forming the
European Economic Community. It has been argued, therefore (Goddard et. al. 1996),
that:

73Goddard et. al.. (1996:3) note that "at the on set of the post -World War II era, the countries that joined
the Bretton Wood system pegged their currency to the US dollar and the United States tied the dollar to gold
at $35 per ounce. The value of currencies were then allowed to fluctuate within 1 percent band. One of the
Jjobs of IMF was to monitor this fixed-flexible exchange rate system to ensure compliance with the band."
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The death of the Bretton Woods era and the international hostility generated
by the oil embargo marked the overt politicization of international economic
relations (Goddard et. al. 1996:2).

Goddard et. al. (1996:2-3) further explain that, with the collapse of "peg-and-band"
system, many critics called for a floating exchange rate system whereby the currency value

is set by the currency market.

Meanwhile, as Hoogvelt (1997) observes:

...international banks who were caught in a monetarist freeze in their core
country markets, also encouraged the privatisation of the Third World debt.
By the end of the 1970s, commercial lending and public lending had
reversed their traditional post-war positions, with commercial lending to
Third World now outstripping public lending by a ratio of 3 to 1 (Hoogvelt
1997:163).

It can be argued that this was the beginning of the debt crisis. It is significant to note the
observation that:

Most of the outstanding stock of the Third World debt was originally
contracted at low and fixed interest rates in the mid 1970s. They were,
however, rescheduled in the early-1980s when floating (and rising) interest
rates prevailed (Hoogvelt 1997:166).

When the World Bank and IMF were designated the role of debt collectors, therefore, they
were to get from the indebted countries several times more than what was initially
contracted. Thus, it has been noted that the IMF and World Bank were getting more from
the developing country than what they were giving out. The interest rate rescheduling,
together with the devaluation of the indebted country's currency, are probably the core
cause of the third world debt crisis of the 1980s. No wonder many Third World countries

have less to show for the huge amounts of loans they have supposedly borrowed!

The socio-cultural dimension, on the other hand, comprises the social and cultural
integration that transcends national boundaries which has mainly resulted from the
developments in the communication and information technology and labour migration.
Randall and Theobald (1998) argue that through mass communication media, there has
developed what some have referred to as the "Coca-Cola-nisation and MacDonald-isation"
of the world culture that has in turn facilitated the "culture-ideology of consumerism”
(Sklair 1991). Describing the ''culture-ideology of consumerism" Sklair contends that:
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The culture-ideology of consumerism proclaims, literally, that the meaning
of life is to be found in the things we possess. To consume, therefore, is to
be fully alive, and to remain fully alive-we -must continuously consume
(Sklair, 1991:41).

Thus, the privatisation agenda which ensures that goods and services have commodity
characteristics conducive for consumerism to apply, is a significant aspect of globalisation.

The political dimension, on the other hand, is evident in the increased integration among
nation states, hence, political actions regarding various issues being taken at global levels.
Here the international political organisations such as the United Nations and its affiliate
organs (including UNESCO and UNICEF ) play an important part. The weakening of the
nation states through deregulation, debt crisis and inability to provide basic needs to their

citizenry has also contributed significantly to the political globalisation process.
Globalisation and the Nation State

The on going discussion indicates that, mainly through the globalisation process, the post-
World War II arrangement, which seemingly enhanced the nation states, was increasingly
making steps towards undermining the nation states' sustenance. However, several factors
have contributed to speeding up the process of globalisation. These include: the economic,
social and political integration which were aided by advances in technology; the fiscal crisis
in the 1970s and the economic recession in the 1980s; and later, the ideological vacuum left
by countries formerly in the eastern socialist bloc as they joined the western bloc in a bid to

lift their economies from recession.

By the 1970s, the advances in technology had made it possible for goods, capital, and
ideas to move with ease around the world and growing numbers of cross-border alliances;
transnational enterprises became not only common but also more powerful. Thus,
capitalism, was transforming from international finance capitalism to transnational/global
capitalism.

With the transformation of capitalism from international finance capitalism to
transitional/global capitalism, however, the position of the national staies has increasingly
become equivocal. As Haworth (1994) contends, the massive internationalisation of
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economic activities reinforced by development in communication technology, increasingly

challenged the symmetry between the state and economic control.

This contention is also supported by The Brookings Institution (1995) which notes that:

Cross-border economic integration and national political sovereignty have
increasingly come into conflict, leading to a growing mismatch between the
economic and political structures of the world (The Brookings Institution
1995:xvii).

It is further observes that:

As separation fences have been lowered and technological innovations have
shrunk economic distances, a multitude of formally neglected deference
among nations' domestic policies have become exposed to international
scrutiny (The Brookings Institution 1995:xvii).

The Brookings Institution (1995) argues that these processes have led to tensions between
nation states and world integration; tensions which are expressed in "diminished national
autonomy", "challenges to political sovereignty" and "cross border spill-overs" (The
Brookings Institution 1995:xvii-xxi).

Hence, with the oil crisis of the 1970s and the economic recession of the 1980s, the tension
intensified between the transnational powers and the states structures. The existence of
state-run economies and the state ownership of the key industrial sectors in many countries
were seen as obstructing the integration of world capitalism. Likewise, public interest
obligations imposed by state regulations were perceived as not only hampering cost cutting
in an economy that was globalising and regionalising into competitive continental
blocs’ but also interfering with the payment of "national"” debt which had reached alarming
levels.

Thus, efforts were made by multinational capitalists to address the fiscal crises. Reduced
public spending on social services (including health and education), promised short term
balance sheet-benefits both through lower tax bills and re-direction of state finance to

business subsidies. For transnational banks, faced with the prospect of system collapse

74The ideas of de-regulation, globalisation, and the state in the 1980's are more
elaborately put by Martin (1993).
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because of their 1970s lending policies, it was imperative that states be made to put debt

servicing ahead of public services (Martin 1993).

National states were urged to restructure their economies in line with the demands of
multinational corporations. The developed nations were strongly persuaded by their trading
partners to restructure while the developing nations were presented with structural
adjustment policies as conditionalities for receiving aid or loans. Privatisation featured
strongly in the structural adjustment rhetoric.

Another important phenomenon of the 1980s was the crumbling of ihe Eastern socialist
governments, especially the USSR. As the International People's Tribunal to judge the
Group-7 (seven leading industrial powers), which was held in July 3 - 4, 1993, observes:

The capitalist ethos no longer faces any ideological resistance at the inter-
governmental level throughout the south. With the collapse of the Soviet
Union, and the embrace of a privatised market oriented policies by the
successor states, and by China, there is no critical voice now being heard in
the global corridors of power and no sense of economic alternative. With the
Communist collapse had occurred, temporarily at least, the unwarranted
discrediting of socialist values and the weakening of labour movements
almost everywhere, which had historically served as the main sources of
pressure for a more compassionate approach to economic policy. Instead of
a dialogue between alternative economic perspectives, therc is now a
capitalist monologue, with a resulting decline in political leverage to
challenge the adverse human effects of market operations. The global market
has become the only game in town, and the town is now the planet
(International people's Tribunal 1993:129).

The collapse of the socialist bloc not only made the "new right" ideology take the lead but
also supplied a weapon with which the "new right" could secure their position and foster
their ideological agenda. Besides creating an ideological vacuum, it provided a diversion
from the economic problems in the contemporary capitalist system as well as the avenue for

criticising the planned economy and the public system in general.

Assuming that internal dynamics of each nation state contribute significantly to shaping
policy reforms, the researcher proceeds to analyse the implementation of progressive
policies in the 1970 and 1980s and the context of the privatisation debate in Tanzania and in
New Zealand. The main argument is that the development and implementation of
progressive policies in both countries were caught within dual processes of state welfarism
and the globalisation process.
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Local Context: Tanzania

State Welfarism and the Globalisation Process in Tanzania: Socio-economic
Development Issues

Issues of development in post-colonial countries, especially the so cailed Third World
countries, are complex and sometimes baffling. As Oliga (1996:274-276) argues, whereas
these countries are rich, especially in natural endowments, they are correctly referred to as
poor nations because the overwhelming majority of the people in these nations are perpetual
victims of the problems of meeting the very basic needs of (human) material existence,

such as nutrition and housing.

In chapter two, various theories of development are presented; including the modernisation,
dependency and the world system theories. These theories, have been put forward to
explain this phenomenon of development especially in the Third World countries. In the
ensuing discussion, an attempt is made to explain how Tanzania was caught in the vicious

2 f . s, T . . 75
circle while attempting to develop from within the capitalist relations of production.

Half a decade after independence, Tanzania correctly assessed the foundation of its
problems within the capitalist mode of production, particularly the imperialist legacy and its
renewal in a new form of penetration, namely neo-colonialism. Ideological transforrnation
was deemed necessary; hence, education was assigned the important function of taking a
leading role in the reconstruction of the Tanzanian society towards a new form of

development. Tanzania chose a socialist path, "Ujamaa", to development.

Under Ujamaa, Tanzania's vision of development was basically for the social, political and
economic progress of all people in the society. Nyerere (1968) argued, for example, that:

To work for the development of man [sic], must mean the development of
that kind of society which serves man, which enhances his well being and
preserves his dignity. Thus, the development of peoples involves economic
development, social development, and political development...The present
condition of men must be unacceptable to all who think of an individual
person as a unique creation of a living God. We say man was created in the
image of God. I refuse to imagine a God who is poor, ignorant,

751t is important to note that the contention here, is not that, this was done eithcr by conspiracy or by
deliberate design from the international community or Tanzanian petty-bourgeoisie, but through a process
of struggling for survival within finance capitalism.
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superstitious, fearful, oppressed, wretched... The development of people,
demands that the world shall become one and that social justice shall replace
the present oppressions and inequalities (Nyerere 1973:217-217).

Thus, development under Ujamaa was to foster social justice and change the existing
oppressive conditions. However, while making some important strides forward, Tanzania
did not become socialist and self-reliant. Considering the debt crisis and the structural
adjustment policies that have made the social welfare system crumble, Tanzania is perhaps
even more dependent on the world-economy now than it was in 1967, at the time of the

Arusha Declaration.

Various explanations have been put forward for the failure of Tanzania to achieve the
socialist type of development, including those relating to agriculture, industry, ideology,
and bureaucracy. Although some of the explanations are plausible, most of them fail to put
the leading force (the post-colonial state) into proper perspective or ignore it altogether. In
the proceeding discussion, an attempt is made to explain Tanzania’s attempt at socialist
development in the realm of the nature, role and function of the state, albeit the post-
colonial state, in the capitalist mode of production. The main argument is that, given its
position as a post-colonial capitalist state caught between neo-colonial exploitation and
internal class struggles, Tanzania's development strategies could not lead the country to
self-reliance, let alone socialism. In other words, although Tanzania had a strong
ideological base, it lacked the appropriate strategy for self-reliance and this led to its
philosophy of socialism and self-reliance being captured in the framework of capitalist state

welfarism.

Thus, the successes and problems of building a socialist and self-reliant society in Tanzania
have to be understood through the analysis of the selected strategies of development and
Tanzania’s position in the world economy. The contention is that Tanzania’s strategies of
implementing socialism and self-reliance were so similar to policies promoted by the social
welfare states which earned them not only support from international finance capital but
also limited their success. The support from finance capitalism induced Tanzania to employ
capitalist strategies; hence, setting bases for contradictions between the strategy and the

leading ideology.

It is evinced that the continued external orientation of Tanzania's economy has been the

result of several factors including; increased foreign influence, patterns of capital
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investment in private and public sectors, and the development strategies adopted by the

post-colonial government.

a) Increased Foreign Influence

Foreign influence is exerted through various activities, including: trade, foreign aid and
external debt.

Trade

Trade is one basic area where the disadvantaged position of post-colonial states is manifest.
The lack of diversity in export products and markets, for example, has meant that Tanzania
is vulnerable to fluctuations in international market prices. Tanzania depends on the world
market for the decision on what to produce and the pricing of her products. Four primary
products provide the bulk of the value of domestic exports: coffee, cotton, cloves and sisal
which in 1973, together accounted for 57% of Tanzania's exports. In the late 1970s, sisal,
coffee, cotton, cashew nuts, tea and tobacco still made up 70% of exports (Nursey-Bray
1980:62). Given the fact that Tanzania has no say over the working of the world market
mechanisms, crop pricing has had a particularly devastating effect on her balance of

payments.

A long term upwards trend in the price of imported manufactured goods has also been
devastating because of Tanzania's high dependence on imported capital equipment and
other manufactured items. Tanzania's terms of trade therefore, have been steadily
worsening since the first oil-shock in the early 1970s. This has drained the country of
foreign exchange reserves to a point where it is forced to pay for many imports on a cash-
on-delivery basis or to forego some of its needs. This situation contributed significantly to
the fiscal and legitimation crises of the 1980s. At the heart of the matter, however, is the
fact that Tanzania, like most of the post-colonial states, does not participate in setting prices
of either what the country sells or buys. This has the net effect of maintaining its
disadvantaged position in the global economic order.

Foreign Aid and External Debt

Another obstacle to Tanzania’s transition to socialism and de-linking from the capitalist

system is its dependence on foreign aid. In times of fiscal crisis, such as during the oil
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shocks in the early 1970s, the fall of world grain prices, and the war with Uganda, the
Tanzanian state had to look to western capitalist countries for significant amounts of
financial aid. Shivji (1976) notes that, in the period between the Arusha Declaration in 1967
and 1973, "Tanzania received almost three times as much foreign aid as in the previous six-
year period" (Shivji 1976:160)- This trend did not cease in the 1970s and 1980s.

The level of external debt, since the Arusha declaration, also shows increasing levels of
dependence rather than self-reliance. Tanzania's international debt was twenty-one times
higher in 1977 than it was in 1967 (Mittelman 1991:213) and, in 1974, interest charges
alone increased three-fold (Mittelman (1991:225). Hyden (1980:75) notes that, in the area
of external debt, Tanzania has been one of the highest borrowers per capita in the world.
What perhaps makes this problem more extreme is the fact that the majority of debt
servicing and repayment commitments are denominated in foreign currency; thus,

worsening Tanzania's foreign-exchange and creating a severe balance of payments crisis.

It has to be noted, however, that this phenomenon of external aid and debt is not peculiar to
Tanzania. Given their dependency and unequal position in the world economic order and
the urge to develop a "national economy" commensurate with the post-war arrangement of
national sovereignty, led many post-colonial states to seek and accept foreign aid and debt"
(Hoogvelt 1997:49). Hoogvelt (1997) observes that the Third Worldist view based on the
dependency theory of development, in the 1960s and 1970s, culminated in a wave of
nationalisation and indigenisation policies in which foreign owned companies and assets
were taken over by the state or compulsorily sold to indigenous bourgeoisie. He argues
that:
But there was a price to pay....foreign companies required financial

compensation to be paid...the financial resources were obtained from
international banks eager to find outlets for accumulated Euro-and petro-

dollars (Hoogvelt 1997:49)76.

What is of particular importance here, is that much of this money had specific lending
criteria and loan terms attached, which allowed external agencies to direct the spending of
the money and, therefore, of development initiatives. The pressure exerted by the
International Monetary Fund (IMF) and the World Bank (IBRD) to make Tanzania

implement the structural adjustment programmes (SAPs), in the 1980s, serves to illustrate

76This was the beginning of the post-colonial nations' debt crisis of the 1980s.
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the extent of their influence . Moreover, the external agencies had fewer obligations for
the consequences of the economic development strategies they promoted. Hoogvelt (1997)
further notes that:

The changed equity debt composition of foreign controlled enterpriscs in the
Third World [led] to gross inefficiencies (and deepening indebtedness)
because of the institutional separation of financial responsibility from
operational control. Interest on loan capital constitutes a contractual
obligation that needs to be discharged irrespective of the profitability of the
enterprise or project for which the obligation was contracted...dividends
(return on equity) were no longer the raison d'étre of the foreign
involvement. From the parent company's point of view, the local affiliate or
joint venture became quintessentially a trading partner from whom it wished
to buy cheap and to sell dear (Hoogvelt 1997:50).

The above observations indicate that some foreign involvement in post-colonial nations not
only "corrupted the very policies of development" (Hoogvelt 1997:49) but also created a
breeding ground for the post-colonial nations' (including Tanzania) debt crisis of the
1980s.

Development Strategies Adopted by the Post-Colonial Government

The development strategies adopted by the post-colonial government in Tanzania reflects
Tanzania’s position in the capitalist relations of production which is further evidenced by its
policies of agriculture and rural development, investment in private and public sectors and

the implementation of Education for Self-Reliance (ESR), after the Arusha declaration.
Agricultural and Rural Development

This thesis argues that Tanzania's agricultural problems are significantly related to the
selected strategies for development that reflect Tanzania's neo-colonial position in the
capitalist world system.

Tanzania’s post-colonial state, led by the political bourgeoisie, recognised the importance
of the peasants in Tanzania’s economy and sought their collaboration in the process of
socialist transformation. Following the Arusha declaration, a policy-document, "Socialism

77This is discussed later in the study.
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and Rural Development" was produced in September 1967. In this document it is stated
that:

The land is the only basis for Tanzania’s development; we have no other.
Therefore, if our rural life is not based on the principles of socialism our
country will not be socialist, regardless of how we organise our industrial
sector, and regardless of our commercial and political arrangements.

Tanzanian socialism must be based on the land and its workers (Nyerere
1968a:118).

It is worth noting, however, that proclaiming the philosophy of seli-reliance is, by itself,

not enough for carrying out sustainable self-reliant rural development.

Rural development based on socialism and self-reliance should have focused on the
removal of oppressive and exploitative economic and social relations at both local and
international levels. In that regard, rural development would have been explicitly political
and necessarily involved in the analysis of power relations not only in the community but
also the state and the capitalist international system. That is, previously taken for granted
assumptions, including increased production for export while neglecting production for
local consumption, should have been treated as problematic to appropriate rural
development. Such a strategy would have increased critical awareness of both the
immediate and the wider society for transformation to take place at both the micro and
macro levels. In other words, rural development in Tanzania should have had greater input
from the rural people themselves.

It has been noted (Mathryn 1979, Mbilinyi 1994, Kweka 1994), however, that in most
cases, people's initiatives were not given appropriate status in the rural development
strategy. Mathryn (1979), Mbilinyi (1994), Kweka (1994) argue that, in the
implementation of self-reliant projects, people at the grass-root were not empowered to

carry out their own liberation in practice.

Following advice from the capitalist international institutions, particularly the World Bank,
Tanzania focused on modernisation; hence, employing strategies that were simply a
modification of the developmental approaches of the colonial days and transformation

approaches of the early post-independence period78.The main problem with these

78For more information about the developmental and transformational approaches to rural development see
(World Bank 1961 and O’Neill 1989.



156

approaches was that they were attempts to increase rural agricultural production so as to
increase foreign exchange earnings without changing the capitalist relations of production.
Thus, the Tanzanian peasants' participation in rural development came to be perceived as an
instrument for greater cost-effectiveness and economic efficiency (Rahnema, 1992:117-
U19)"

Like the colonial state, the post-colonial state in Tanzania insisted on the export bias of
agricultural production. Even after the Arusha Declaration, the agricultural sector continued
with raw material production, similar to colonial times. This lack of diversity in export
crops and markets, and a relative over-emphasis on cash-crop production such as coffee,
cotton, cloves and sisal , meant that Tanzanians continued to produce less of what they

needed for local consumption and more of what they could not consume. Thus, in years of
severe drought, such as 1973-74, 1975-76 and 1980-81, the government had to import
food when there should have still been sufficient domestic production. This placed

enormous strain on the government budget and on the nation's foreign exchange reserves.

Although the implementation of socialism and rural development increased the availability
of basic needs such as health care, education and income, it excluded a provision for the
essential human needs of liberty and freedom. Thus, by not focusing on empowering the
masses, the implementation of rural development in Tanzania failed to address the main
issue of socialism and self-reliance. That is, both freedom and socio-economic

development should go hand in hand.

At times, the approach has also been deceitful and manipulative, as the extension officers
have frequently played the role of "extending" knowledge and skills to an "ignorant"
clientele, while the government promised the rural population rewards which were either
not forthcoming or were too far beyond reach to sustain motivation and performance
(Ishumi 1981). Raising the status of agriculture and reducing the gap between the rural and
urban life, for example, are among the unfulfilled promises. It has to be noted, however,
that the poor conditions of the majority of urban people in Tanzania do not support the neo-
classic economic doctrine that suggests a coalition between the state and urban dwellers in
Africa against the peasantry who have borne the brunt of urban biased policies
(Mkandawile 1991:83).

Tanzania's post-colonial rural development can be seen in the contemporary situation as a

policy of modernisation and of increasing agricultural production, rather than a tool for
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African socialist development. It is worth noting, however, that, through the socialism and
self-reliance rhetoric, the rural population became more aware of their oppressed position
and demanded more social rights from the state. As Samoff and Sumra (1994) observe, in
the 1970s, was an increased participation of Tanzanians in debates concerning their socio-
political life. It is arguable that, in future, the Tanzanian peasantry may attempt to translate
the socialist rhetoric into action, so as to emancipate themselves. With the crumbling of
social welfare services and the more apparent exploitation processes, the probability for

such attempts may increase.

Patterns of Capital Investment in Private and Public Sectors

Industrial development strategies not only explicate problems of development in post-
colonial Tanzania but also the contribution of patterns of capital investment to the problems.
That is, while foreign capitalist investment helped in the implementation of industrial
development projects, the patterns of capital investment compromised their sustainability

and their socialist orientation.

Industry, or rather, the lack of it, has been posed by the modernisers (especially the
evolutionists such as Rostow (1971)) as a barrier to development in Third World nations,
such as Tanzania. The modernisers, correctly, note that what industry Tanzania has, is
highly reliant on foreign capital and expertise, often which was imported into Tanzania
through the Tanzanian government. By 1975, the industry sector's share of the Gross
Domestic Product (GDP) was only 10%, with much of the industrial development in the
areas of import substitution (Okoko 1987). Furthermore, the industrial sector in Tanzania

also suffers from a lack of domestic entrepreneurial expertise.

It is be argued, however, that all these industrial problems are a manifestation of a more
fundamental problem which is the industrial development strategy followed by the post-
colonial state, even after the Arusha declaration. This strategy not only thwaried any hope
for indigenous industrial and technological development, but also intensified Tanzania's
peripheral position in the capitalist system. Indeed, Tanzania’s problems regarding
following a socialist path of development while attempting to change its position of
dependence on the world-economy from within can be more clearly observed in the
industrial development strategy.
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By focusing on modernisation and employing the economic growth model which emphases
industrialisation and export specialisation, the post-colonial state in Tanzania has made the
country more dependent on the mercy of the world market, which, by and large, is

: . = . i .19
controlled by the advanced industrialised nations and multinational corporations

In the post-colonial, or what is sometimes termed the "post-independence" period in
Tanzania, industrialisation and foreign investment increased. This investment was partially
due to government inducement in the early 1960s and, partially, due to attempts by foreign
firms to protect their existing export markets and investments. Many foreign companies
received generous incentives from the government to set up factories in the early post-
independence period. The main incentive was tariff barriers which enabled these factories
to get a sure market within the country.

After the Arusha declaration, the post-colonial state in Tanzania attempted to build what it
envisaged as a nationally integrated economy, consistent with the objectives of ‘Ujamaa’.
Nationalisation of some areas of industry and direct state intervention into others was

instituted to carry out this objective.

At first, nationalisation was seen as a way to collective ownership of the resources in
Tanzania; thus, making foreign investors a bit sceptical. Soon, however, it was clear that
nationalisation in Tanzania, like nationalisation in most of Africa, was no more than a
symbolic act of completing the process of flag independence. Rather than causing problems
to foreign firms, nationalisation enhanced managerial control which kept returns on

. . B o 80
investment almost at pre-nationalisation levels .

The main government instrument for controlling industry in Tanzania was the National
Development Corporation (NDC) which was formed in 1965 through the amalgamation of
two earlier bodies - the Tanzania Development Corporation and the Tanganyikan
Agricultural Corporation. When the NDC was formed, in 1965, its main objective was to
attract private capital rather than promoting a national strategy for industrial development or
extending the control of the government over the economy (Okoko 1987:128). This means

that, initially, NDC was an instrument for foreign capitalist domination. As Nyerere puts it,

® Neo-Marxists’ ( e.g. Martin 1993, Mbilinyi 1994, Frank 1971) analysis of the relationship between the
growth model and the third world economic dependency testify to this.

8OExplaining the irony of nationalisation in Africa, Okoko (1987:130) notes that in Zambia foreign firms
gladly queued to be nationalised, perhaps to the amazement of the Zambian Government.
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“Private investment in Africa means overwhelming foreign investment. A capitalist
economy means a foreign dominated economy. These are facts of the African situation"
(cited in Okoko (1987:126).

After the Arusha Declaration of 1967, the NDC was given the task of managing
government owned industry which was gained through nationalisation of key industries.
Such industries included, grain and tobacco interests, among others. At the peak of its
activities, the NDC was controlling about 40 subsidiaries and 25 associate companies.

Without a clearly defined industrial strategy consistent with the socialist objectives in
Tanzania, there was no rational criteria for assessing the NDC and other firms’ patterns of
investment or the role of foreign partnerships in influencing and structuring the pattern of

investment and the industrial sector, in general.

What is clear, however, is that nationalisation alone does not automatically turn the
industrial and social relations in the direction of a transition to socialism. Building on this
fact, Shivji (1976:79) argues that, rather than working towards de-linking Tanzania’s
economy from the capitalist world system, nationalisation has played an important political
role in assisting the rise to power of a powerful bureaucratic wing of the petty-bourgeoisie
to which he refers as the "bureaucratic-bourgeoisie". Shivji (1976:79) sees the
nationalisation policies of Tanzania as being part of an attempt by the petty-bourgeoisie to
curve an economic base for itself in its struggle with what he terms the "commercial-
bourgeoisie". Whether this was deliberate or not, it is clear that, even after the
nationalisation measures, Tanzania has been extremely receptive to the involvement of

multinational corporations (MNC:s), in contravention to the proclaimed socialist ideals.

Of significance, however, is that, during the 1970s, there was progress in terms of the
workers' well-being. Social services, including workers education, were provided.
Industries had to establish health centres and to provide free health care for their employees;
some industries provided child care facilities and workers' adult education programmes
became a common feature at work places. Workers committees were also established to
provide opportunities for collective bargaining while progressive taxation contributed to

lessening the gap between local management and the workers.
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Problems of Implementing Education for Self-Reliance

Although the implementation of education for self-reliance in Tanzania had a strong
ideological base, to a greater extent, it was similar to the education settlements implemented
by the welfare states elsewhere. Thus, the structural issues of domination and exploitation
inherent in the capitalist societies were not tackled. Consequently, education for self-
reliance in Tanzania faced similar problems of trying to facilitate egalitarian social changes

within the existing social hierarchies and economic structures and groups.

Like other sectors, provision of education in Tanzania, even after the Arusha declaration,
was highly dependent on external support. As a result, the donor agencies have exerted
great influence in educational strategies, some of which were contradictory to the
philosophy of education for self-reliance. Building on the perspective of development as
modernisation, for example, skills development has been promoted more than social

transformation (Samoff and Sumra 1994).

According to education for self-reliance, pupils were to be seen as active participants in the
school community, sharing responsibility with teachers for determining and meeting their
needs. This seemed to be contradictory to the hierarchical social structure of the schools.
Partly as a result of this contradiction, there have been confrontations between staff and
students. In most cases, teachers and members of the community accused the students of
disrespecting authority while the students have criticised the teachers for being colonial-
minded and negligent. Further, the steady drop in the relative opportunities of primary
school leavers to obtain places in secondary schools, has contributed significantly to the
crisis of primary school leavers and to the apathy by the parents who have come to regard

sending their children to school as a futile exercise.

The crisis of primary school leavers, has had more impact on the education system. The
crisis exposed the inability of the Tanzanian state to cope satisfactorily with the people's
rising expectations, developed into a legitimation crisis, and, hence challenged the

educational settlement achieved by the post-colonial state through mass education.

According to the philosophy of education for self-reliance, primary education had to impart
useful knowledge, skills and attitudes for rural life where the majority (over 85 percent) of
the people live. Research findings (e.g. Ishumi 1984, Kilimwiko 1995), however, reveal a

growing trend of rural urban migration among young people.
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The study by Ishumi (1984) reported that primary school leavers, or drop-outs, constituted
most of the youth (71.4%) who were found idling, or with occasional casual or temporary
engagements; petty-vending, solicitation and prostitution; pocket picking "and criminal
engagements ranging from smaller dimensions of house breaking and shop-lifting to

higher-scale acts of ambushing, and highway car and bus jacking" (Ishumi 1984:25).

Based on such observations, it has been contended (Malekela 1984, Urch 1986) that the
broad-ranging objectives and expectations of ESR have remained largely unattained. The
curriculum was criticised for having remained rigid and uniform for the whole country and
without any community input, irrespective of the country’s heterogeneous environment
(ILO. 1982, Ishumi 1984, Malekela 1984). Despite the anti-examination bias stated in
ESR, primary schools still prepared students for Primary School Leaving Examinations
(PSLE). Malekela (1984) notes that the reputation of a primary school and its teachers is
largely determined by the number of pupils who get selected to form 1, following PSLE.
Malekela (1984) further argues that the primary school curriculum in Tanzania is geared
towards the four percent (4%) of primary school graduates, leaving the others without the
basic knowledge, skills and attitudes that are necessary to make them self-reliant within the

village or urban setting.

Requiring the rural population to send their children to school and expecting them to remain
in the villages, while most of the social amenities are concentrated in urban areas, on the
other hand, was construed as a restriction of social mobility. Thus, Urch (1986), argues
that:

The Tanzanian dilemma lies in how to balance a dual system of education
which economically rewards those with advanced qualifications while

asking the rural population to view primary education as terminal (Urch
1986:21).

At the same time, due to a number of fiscal crises that faced the Tanzanian state in the
1970s, funds were not available to continue the education expansion through to the post-
primary level. While government primary school enrolment nearly quintupled from 1965 to
1981, enrolment in government secondary schools increased only eighty-one percent.
Thus, while at independence more than one-third of the primary school students were

selected for government secondary schools, the percentage had fallen to one-tenth by 1970
and two percent by 1982 due to the UPE drive (URT 1986).
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In response to the popular demand for secondary education at a time when the state was
facing fiscal problems mainly due to the oil shock, the state made a provision for private
schools and, from the mid 1970s, a large number of private schools were established in
Tanzania. However, these schools tended to be concentrated in more prosperous regions.
which created tensions between local and centralised planning. Local elites, along with
church officials, effectively utilised the rhetoric of central government policy statements to
legitimate their own autonomy and self-reliance in the running of schools. In effect,
therefore, private schools and, indeed, the whole education system became the site of a
much wider struggle in which the rhetoric of popular participation was used to legitimate an
education program that, in fact, increased socio-economic inequalities between regions and

between classes.

This was not a deliberate project on the part of the bureaucratic-bourgeoisie, rather, the
state lacked sufficient apparatus, trained staff and resources to follow through its policies in
the local setting. This meant that there was a high degree of local autonomy in the education
system. This autonomy allowed local elites to pursue their own educational projects, some
of which were participatory and socialist in nature and others were not. Thus, as education
continued to be elitist and to contribute to social stratification, ESR initiatives faced a more

fundamental problem of maintaining their ideological base.

In 1974, Tanzania's ruling party issued the Musoma Resolution which, arguably, can be
seen as part of a policy to try and protect the legitimacy of the state by attacking student
elitism. According to the resolution, students had to spend a compulsory two year stand-
down period after secondary school before entry into any post-secondary institution.
During this period, students had to be employed or help in their rurai communities, after
which those who the ruling Party considered appropriate for further education were
selected. This policy, however, did not last in the long-term as the two year stand down
period was found to be too long for women, who became exempted; then students
enrolling in some faculties, especially engineering and some branches of science became

exempted and, finally, the policy was scrapped altogether.

Thus, while the post-colonial state in Tanzania appeared to be following more egalitarian
and socialist oriented policies, in the 1970s, these policies increasingly faced grave
problems. This was due to a number of reasons already outlined, such as the inability of
the state to fund a comprehensive secondary and tertiary education system; the popular
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demand for a general academic education; the external influences of global economic forces
and the continual intervention of local elites into the education system. This last factor, is
particularly important, not only for education but also for the wider political structure of
Tanzania. While the demand rested on the rhetoric of popular participation, the underlying
ideology was increasingly becoming one of class stratification and elitism. The popular
demand for increased educational provision soon became obviously individualistic and

economically motivated.

It is argued, therefore, that the policies put forward to implement the basic philosophies
contained in the Arusha declaration and Education for Self-Reliance were attempts to reject
international capitalism at the superstructure levels without rejecting the capitalist mode of
production. Consequently, the state had to contend with internal contradictions as well as
external pressures. Through trade, foreign aid and external debt, post-colonial Tanzania
remained enmeshed in the global capitalist relations of production.

It has to be acknowledged, however, that, with the attempt to implement socialism and self-
reliance, Tanzania experienced more social and political development in one decade than
they had done in more than half a century. The citizen’s notable popular participation in
social, political and educational issues in the 1970s (Samoff and Sumra 1994) was the
result of the progressive policies of the time. In the 1980s and 1990s, this progress is
rescinded by the neo-liberal privatisation policies.

The Context of the Privatisation Debate in Tanzania

In order to understand the nature of the neo-liberal privatisation policies of the 1980s and
1990s, particularly as they relate to Tanzania, it is important to revisit the privatisation

debates within their wider and specific contexts.

As stated earlier, in developing countries such as Tanzania, privatisation was introduced
through the SAPs in the 1980s, as a recipe for development. The SAPs urged developing
countries to follow the global trend to "liberalise" the economy and to privatise public
enterprises as well as social services. The World Bank and IMF structural adjustment
conditions include: privatisation of public firms (i.e. commercial sectors of the state)
through joint ventures or outright sales; making cuts in social expenditure; removal of food
subsidies; workers' retrenchment; currency devaluation; and the introduction of user fees

for education, health and other services.
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Tanzania's post-colonial state, under President J. K. Nyerere, at first resisted the pressure
for privatisation. There was heated debate over the rationale of selling public corporations
when indigenous entrepreneurs had no money to buy shares. It was also argued that the
proposed privatisation conditions would levy cruel taxes on people's lives. Asserting that
Tanzania had no knowledge of or experience in privatisation, Nyerere (Kilimwiko, 1994)
argued that privatisation is the same as looting public resources and might even put the

control of Tanzania's institutions in foreign hands.

In the early 1980s, most of the bilateral and multilateral donors began to reduce financial
support in order to press the Tanzanian government to accept the Structural Adjustment
Policies (SAP) of the World Bank/IMF. This had a toll on the country's economy,
especially as it combined with the falling crop prices in global markets controlled by
transnational corporations (TNCs); rising oil prices; drought and famine in the early 1980s;
the war against Idd Amin of Uganda in the late 1970s; as well as debt servicing. There was
a drastic reduction in the real incomes and a drop in the standard of living of most
Tanzanians. Depicting the situation of the mid-1980s, Jones (1992) notes that:

Nowhere were the problem of debt and recession more acute than in Africa
south of the Sahara...In many countries between 1980 and 85, per capita
income fell 10 percent, and up to 30 per cent in such countries as Chad,
Niger and Tanzania. Across the sub-continent, improvement made since
independence in health, education and infrastructure were in real danger of
being eradicated... (Jones' 1992:171) (emphasis added).

The same observation is also made by Underson (in Gayle & Goodrich, 1990) when he
contends that the public sector in developing countries was badly hit by the global
economic downturn of the late 1970s and early 1980s.

Meanwhile, changes were quickly taking place in the economic and political scene
including the stepping down in 1985 of J. K. Nyerere, Tanzania's president since
independence. The external pressure continued to mount. Finally, in 1986, Tanzania
capitulated to the International Monetary Fund (IMF) and World Bank and other bilateral
Western donors' demands to adopt the SAPs and, hence, to "liberalise" the economy and to
privatise social services. In the same year, Tanzania started the implementation of the
Economic Recovery Plan (ERP) along World Bank/IMF guide-lines. In 1992, the ruling
party and government conceded to demands for political pluralism, leading to multi-party

elections in October 1995.
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Important to note is that most of these changes were pushed by external agencies rather
than the majority of the Tanzanians. The move for political pluralism, for example, was
rejected by 85% of the Tanzanians in a referendum8!. However, the post-colonial state had
to institute the multi-party political regime and elections as part of the implementation of the

SAPs package.

The ERP emphasised the reduction of tariff barriers, incentives for private capital, removal
of the farming subsidies and reduction of government spending on sacial services. These

measures had a toll on Tanzania's economy, in general and on education, in particular.

The "liberalisation" measures hit hard the agricultural and the local industrial sectors. The
high price of unsubsidised agricultural inputs, the poor financial position of rural co-
operatives and the introduction of cash-on delivery policy, all contributed to low yields in

farming.

A flood of untaxed imports hurt local industries (e.g. the textile industry which had to
compete with cheap imported second-hand clothes) putting thousands of people out of
work. Big industries were to be sold off by government, mainly to foreigners because they
had more access to financial resources than Tanzanians. It is a normal phenomenon for a
number of workers to lose their jobs once the firm is sold. When the Mwadui Diamond
Company reached an agreement with De Beers (the diamond dealing giant based in South
Africa), for example, all local managers were retired and their positions filled by De Beers
personnel (Kilimwiko 1994:unpaged). Under such circumstances, the debate of
privatisation entered a second phase with people beginning to question whether it was
privatisation or "foreignisation" of the nation's assets. Kilimwiko (1994) noted that even
those who supported privatisation in principle became disenchanted with the privatisation
processes. Dr. Humphrey Moshi, of the Economic Research Bureau of the University of
Dar es Salaam, was quoted, arguing that "privatisation is good but it is wrong to believe
that a free market economy will solve all of Tanzania's economic ills without state
involvement" (Kilimwiko 1994:unpaged). Dr. Moshi cites examples of Japan and India,
where the state is still a dominant player in their national economies although they have a

strong private sector.

81 “The Nyalali Report” (URT 1991).
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The emphasis on debt servicing by the SAPs also aggravated the government's fiscal
problems. With the debt standing at more than seven billion US dollars in 1994, Tanzania
spent 2,425 million Us dollars to service the national debt in 1994/95 financial year. In
1996, the president of Tanzania, Benjamin Mkapa, revealed that the amount was sufficient

to meet the budget expenditure of seven major government ministries.

This exemplifies Martin’s (1993) observation that, by focusing their emphasis on the
privatisation and commercialisation of public services, the SAPs lead to a systematic
redirecting of public spending from services such as health and education, towards
subsidising export businesses and servicing debt. This resulted in a massive flow of
resources from the poor to the rich, both within the country and externally. Hence, Martin
(1993:10) further contends that, in the 1980s, power shifted from nation states to supra
national quasi-state institutions, such as the IMF and the Word Bank who exert pressure on
economic and social policy. Thus, Martin (1993:10) suggests that: "the relationship can

reasonably be termed neo-colonialist".

Under such circumstances, the education sector was not faring any better. As the
government's education budget became less and less, the situation of schools deteriorated
and the teachers' morale continued to drop. This enhanced disenchantment with the existing
education system, created conducive conditions for a change. A more detailed analysis of
this induced legitimation crisis is carried out in this study under the chapter on Tanzania's

policy document analysis.
Local Context: New Zealand
The New Zealand State and the Globalisation Process

Due to the economic prosperity and the social welfare system, the post-colonial status of
New Zealand was not obvious to the majority of New Zealanders. However, the fiscal
problems of the period starting from the 1970s brought changes to the New Zealand's
economic, social and political scene. On the economic scene, New Zealand was
experiencing a steady decline in terms of trade. Birks and Chatterjee (1997) contend that
New Zealand experienced a steady decline in terms of trade, particularly during the period

between the mid 1960s to the mid-1980s"2. This decline was caused by a combination of

82The same trend of decline in terms of trade has also been noted in the OECD (1993) Report.
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factors including: Britain's entry into the European Economic Community in 1973 and a
slow growth in demand for New Zealand’s major primary exports; the impact on import
prices of world-wide inflation; and the oil prices rise of the 1970s. It has been noted
(OECD 1993:11) that, during this period, New Zealand’s per capita income grew at 1.4 per
cent compared to 2.9 per cent for the OECD as a whole. Over the same period, the GNP
per capita fell from 5th in the world to twentieth. Thus, since the mid-1970s, expenditure
on imports grew at a higher rate than earnings from exports, leading to a persistent current
account deficit which was financed by overseas borrowing (Roper, et. al. 1993).

What is significant, however, is that these constraints on balance of payments prompted
both domestic and trade related policy responses, including a turn to export incentive
schemes to boost manufacturing, corporatization and privatisation ventures as well as

> . 188
monetary policies favourable for debt servicing .

With Britain's entry into the European Economic Community in 1973, New Zealand's
farming industry had to diversify both in its range of products and its export markets. In
the late 1970s and early 1980s, the government sought to support this process through
extensive subsidies. Recognising the importance of agriculture to the New Zealand
economy the government established important patterns of preferences for the agricultural
sector. These included special banking services, government provision of extension and
research services, producer controlled market boards and various government-funded
income support schemes (Johnson 1997). These solutions did not work for long because,
while incomes and output were maintained, the fiscal costs became excessive; creating a
rationale for turning to export incentive schemes.

A number of big investment projects in petroleum processing and petro-chemicals, based
on domestic gas resources, were also taken up by New Zealand in the early 1980s so as to
of fset the impact of the second oil crisis. It has been contended (Easton 1997) that these
projects were based on the 1950s economic model which emphasised rapid industrialisation
through big, capital-intensive, government-promoted industries. The main assumption
behind the investments was that, through series of linkages, these industries would pull the
rest of the economy into a process of self-generation and growth. Pertinent to this model

was the cost-benefit analysis approach which was developed in other Western countries as

2 Duncan & Bollard (1992); Kelsey, J. (1997); and various articles in S. Birks & S. Chatterjee (1997)
support the view that constraints on the balance of payment prompted New Zealand governments monetary
and trade related responses.
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a means of assisting the government to decide which project should go ahead, (including
private sector projects which required government assistance). The approach involves
calculating the expected costs and benefits of the project, and if benefits exceed costs, then
the project gets approval (Easton 1997). Thus, based on the high world energy price in the
1970s and the predictions that it would follow a rising path, the New Zealand National
government supported the energy-based projects (mostly referred to as “Think Big"
Projects). Easton (1997) observes that the big investment projects were a centre-piece of
the National government’s 1981 election manifesto. However, the mid-1980s fall in oil
prices led to the non-viability of these projects, which contributed to an increase in gross
public debt from 45% of GDP in 1973 to 79% in 1987 (Rudd 1993). Thus, in the 1980s,
New Zealand experienced economic stagnation, combined with arise in debt, inflation, and

unemployment (Kelsey 1997:24).

As the economic recession grew and the social problems became apparent, the intentions as
well as the social gains resulting from distributive and redistributive policies of the welfare
state were challenged. Government intervention in the economy as well as in provision of
services was criticised for causing low economic growth rates, lack of economic efficiency
and stifling of enterprise (Johnson 1997, Kelsey 1997, Easton 1997; and Duncan and
Bollard 1992). The cost-benefit approach was also criticised for not being sensitive enough
to indicate who the beneficiaries of the projects were and who would bear the losses
(Easton 1997).

The New Zealand state responded by introducing programmes for reducing external
protection and, subsequently by phasing out some domestic intervention (Easton 1997:8).
Foreign exchange dealings were opened up to all reputable comers; restrictions on inland
freight transport favouring the railway were dropped; while free trade with Australia was
promoted through Closer Economic Relations (CER). However, the government’s
involvement in the economy through indirect influences and direct regulatory control
continued (Birks & Chatterjee 1997, Easton 1997, Kelsey 1997, Duncan and Bollard
1992). Birks & Chatterjee (1997:167) contend that, up to the general election in 1984, the
trend was towards more rather than less government control. Thus, the National
government was increasingly becoming unpopular to those who thought the fiscal
problems were a result of state interventionist policies. Easton (1997:9) states that, “the
government, led by the increasingly unpopular Robert Muldoon, gave the impression it
was at best reluctant to liberalise, and eager to intervene.” Subscribing to the same
criticism, the New Zealand Treasury (1984:106) asserted that the Muldoon government
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relied heavily on policies that emphasised government intervention in the economy; hence,
government policies did not achieve their objectives and frustrated the achievement of

higher living standards.

Strategically the Labour Party, as the opposition to the National government, moved to
capture the support of those who were against the government’s interventionist policies.
With no concrete economic policy agenda prior to the elections, the Labour Party seemed to
promise different things to people of different interests; a move that helped it to win the
1984 snap elections. Thus, apart from its traditional allies® the Labour Party won over

some of the right wing population.

By promoting market oriented policies, however, the Labour Party increasingly moved
away from its traditionally espoused socialist principles and disdainfully left its traditional
supporters in confusion. Thus, Kelsey (1997) observes that, after 1984, the political choice
in New Zealand became increasingly sterile as structural adjustment followed the same neo-

liberal course, whichever party was in power.

Another important event that helped to foster the move toward neo-liberal policies was that
the outgoing National Prime Minister refused to follow convention and hand over power
immediately after losing the July 1984 "snap" elections. This prevented the new Labour
Government from devaluing the dollar immediately after the elections and resulted in “a
rush of speculators’ money out of the country, creating a liquidity crisis and a sense of
economic emergency” Kelsey (1997:27). Kelsey (1997) argues that the liquidity crisis
opened the way for economic fundamentalists in the Treasury and the Reserve Bank to
promote their neo-liberal agenda; in concert with their fellow travellers in the new Labour
Government; and supportive individuals and lobby groups in the corporate sector. The
package in this agenda included market liberalisation and free trade, a narrow monetarist
policy, a deregulated labour market and fiscal restraint. These were policies that were
similar to the Structural Adjustment Policies (SAPs) that were being pushed by the IMF
and the World Bank as recipes for economic growth in the developing countries (Kelsey
1997:1).

84During its first term in government in 1984 - 1987, the labour party lost some of its traditional allies.
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Kelsey (1997) further contends that, with almost religious passion, proponents of neo-
liberalism in New Zealand set about redesigning the economic and social structure of New
Zealand by driving first the Labour and then the National governments.

Among the changes made by the labour Government were the floating of the exchange rate,
removal of the international capital controls, liberalisation of foreign investment and
abolition of import licences and reduction of tariffs (Duncan and Bollard 1992, Easton
1997, Birks & Chatterjee 1997). Kelsey (1997) observes that, when the Labour
Government gained office, it immediately devalued the currency by 20%, set in place new

laws for business competition, dispensed with considerations of employment and
consumer well-being and focused on competitive efficiency within the deregulated market
place. Through trade agreements such as Closer Economic Relations (CER) with Australia,
the General Agreement on Tariffs and Trade (GATT), and regional forums such as Asia
Pacific Economic Co-operation (APEC), New Zealand encouraged free trade undertakings

among its neighbours.

Monetary policies were introduced which were conducive to debt servicing and free trade
rather than the redistribution of the national wealth. With these policies, New Zealand
seemed to tax the poor more than the rich; thus, systematically destroying the distributive
structures built under state welfarism. The policies included indirect taxation through a
universal Goods and Services Tax (GST) which was introduced in 1986, covering all final
domestic consumption, including food; as well as the flattening and reduction of personal
income taxes along with the corporate tax rate so that the top personal income tax rate was
among the lowest in the OECD. These monetary policies culminated in the 1989 Reserve
Bank Act, about which Kelsey (1997) notes that:

Previous references in the legislation to production, trade and employment
were removed. The bank was insulated from direct political control. Wage
restraint and structural unemployment became elements of monetary policy,
with the Reserve Bank determined to keep inflation down when the
economy eventually returned to positive growth (Kelsey 1997:2).

The labour markets were also progressively opened up; compulsory attribution was
withdrawn, unions were required to consolidate to secure recognition and the bargaining

progressively shifted from industry to enterprise agreements (Kelsey 1997:2-3).

In the process of economic liberalisation, the importance of agriculture in New Zealand also

declined to the level of market forces dictate (Johnson 1997:152). Concessionary farm
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development loans were to be terminated and interest rates on government-funded lending
was progressively brought into line with market rates. In the agricultural marketing area,
the "Supplementary Minimum Prices Scheme" was abolished, with the exception of the
Meat Board that was granted support for an extra year. Stabilisation arrangements with the

Reserve Bank were also discontinued (Johnson 1997:152). Johnson (1997) contends that:

In effect, these arrangements brought to an end the provision for the
stabilisation of farmers’ incomes, and individuals were put in a position
where they had to make their own arrangements for security in times of
falling export prices (Johnson 1997:150).

Thus, the changes which were instituted on agriculture had profound effects on farmers’

incomes and security. As Johnson (1997) further argues:

One social cost of the new policy programmes introduced by the
government since 1984 has been the increased strain on farmers to make

ends meet and determine their own futures in a realistic way (Johnson
1997:152).

In other words, New Zealand farmers were forced to diversify their production activities.

Industries giving support to farming, which made up the total agricultural sector, were also
affected by these neo-liberal changes. It has been observed (Johnson 1997) that
employment in meat processing fell considerably with a number of works closing; the
number of fertiliser plants in operation and aeroplanes flying fertiliser onto the land
declining; while some of the traditional firms disappeared and rural service centres declined

in population terms.

The changes mentioned above indicate the zeal with which the Labour Government of 1984
-1990 had embraced the neo-liberal, structural adjustment policies. The industrial policies,
however, seem to indicate that the Labour Government favoured (Easton 1997:13) a
centralised system of directing investment over privatisation. This is evident in the Labour
Government’s rapid move to corporatisation as well as its inconsistencics in implementing
some of its enterprise privatisation policies. Duncan and Bollard (1992) note that the 1984
Labour Government was united in their policy of corporatization and encountered little

opposition, except from employees likely to be made redundant.

They observe, however, that privatisation was a more contentious issue. There was

opposition from workers unions who feared lay-offs after the sales, Maori groups who felt
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they might lose resource rights and Treaty claims, and others who were against overseas
ownership. Even the Labour Government itself was never completely united, nor
completely consistent on privatisation. For the New Zealand Treasury, the important
motive was a strong theoretical belief in the need to transfer assets to the private sector in
order to address the efficiency shortfalls of the corporatization model while some traditional
politicians viewed it as a chance to reduce public debt. In some cases, the intention to sell
was announced and then retracted (Duncan and Bollard 1992:38-40).

But those who felt that government trading departments and early statutory corporations
had mixed, inconsistent, discretionary and sometimes non-monitorable objectives, strongly
challenged state trading activities and advocated that they be replaced by clear, consistent,
commercial, measurable ones (Duncan and Bollard 1992). In other words they called for
privatisation. These neo-liberal elements won over the Labour Government; hence, the
momentum for privatisation was set in pace, to be continued by the National Government
in the 1990s. This supports Dale’s (1981:9) assertion that not only do governments work
towards the long term goals of capitalism but also they attempt to represent the short-term

interests of the temporarily dominant coalitions of forces within a social formation.

One of the significant aspects of the corporatisation and privatisation process of the 1980s
was the impact it had on the economy and the state financial situation. During this period of
economic liberalisation, (Duncan and Bollard 1992) the lay-offs were so large that by,
1989, unemployment in New Zealand rose from 3.5 per cent to 11 per cent. Meanwhile,
sizeable increases in prices led to high levels of inflation once the corporatized state

enterprises were free to set their prices.

A more noticeable effect, however, came from capital restructuring. Some state enterprises
required new capital while many needed their balance sheets to be restructured. These
capital injections added stress on the government financial accounts during the period
between 1986-1990. Except for an allocation from the sale of Telecom to health and
education, most of the revenue from the asset sales were committed to debt retirement.
Thus, Duncan and Bollard (1992) assert that:

The financial demands of corporatization exacerbated the structural fiscal
deficit in New Zealand. This meant the stabilisation has taken longer to
achieve than would otherwise have been the case. This in turn exacerbated
the inflows that have contributed to high interest rate and high real exchange
rates and the crowd-out effect on the trade sector (Duncan and Bollard
1992:175).
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The corporatization and privatisation process of the state owned enterprises was also
significant for its contribution as a model for restructuring other areas of public services.
Thus, in varied forms, the state enterprises structure was a basis for corporate
reorganisation of reform of the New Zealand social sector (Duncan and Bollard 1992).
Describing the nature of the reforms, Kelsey (1997) states that:

State expenditure was cut back and bureaucracy reorganised to increase
efficiency and introduce entrepreneurial discipline. Government departments
were separated into operational and policy units. Operational functions were
run along business lines and frequently contracted out to private
enterprise...Managerial autonomy was monitored through output-based
reporting requirements in the Public Finance Act 1989. Policy work was
increasingly contracted out to a flourishing industry of consultants and
management firms. Private sector labour laws were applied to the rapidly
diminishing permanent public sector staff (Kelsey 1997:4).

Meanwhile ( in the 1970s and 1980s), the tide on the social scene was also changing. The
rise of unemployment and increase in the ageing population demanded more expenditure on
social services, which added to the fiscal problems caused by debt servicing and price
fluctuations for agricultural products. Although the rate of unemployment in New Zealand
was not very high compared to other countries, it was particularly difficult for New
Zealanders since it rose rapidly from virtually zero in 1966 to 130,000 (about 6%) in 1984
and 1 1 per cent in 1989.

With the economic recessions of the 1970s and 80s, state expenditure on social welfare
was questioned as it appeared to interfere with the already fragile accumulation process.
Soon the privatisation debate caught up with educational services. Thus, the New Zealand
educational settlement based on the Keynesian model started to face challenges. It is within
these challenges to public education and state welfarism, in general, that education
privatisation policy reforms were promoted. The analysis of the educational privatisation
debate and the education policy reforms is carried out in the part on policy documents
analysis.

Concluding Remarks
The preceding discussion has analysed the historical antecedents of education privatisation

policies in Tanzania and New Zealand. It has traced the development towards contemporary

education privatisation policies within the dynamics of the transformation of capitalism,
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particularly the positioning of the state in the structure of international capitalism. The
underlying explanation is that the role of the capitalist state is to maintain the class structure
inherent in the capitalist mode of production for the benefit of the dominant class - the
bourgeoisie; thus, within a particular capitalist formation, the nature, function and
positioning of the state is modelled accordingly. Thus, public policy including education
policy which are produced and promoted by the state, reflect the role, nature, position and

functions of the state in the social formation.

Acknowledging that the colonial and the post-colonial states, both Tanzania and New
Zealand were, and still are, capitalist states with the role of reproducing the bourgeoisie
dominated socio-economic and political order, an account has been given of the changes in
the socio-economic and political scene in the two countries, as well as the main ideological

assumptions about education over time.

The contradictions and conflict situations (particularly those evident in education) have also

been explored; hence, exposing the political struggles inherent in each society.

In exploring the role of global capital in shaping contemporary privatisation policies, it has
been argued that, since World War II, there has been a concerted effort to merge the
international economic organisations, the international socio-political organisations and
USA-led capital, culminating into globalisation. Finally, it is contended that education
privatisation policies, both in New Zealand and in Tanzania, are products of the changes in
the capitalist mode of production at the global level as well as internal socio-economic and
political dynamics of the two countries. In the following chapters, the major policy
documents, as well their production processes, are analysed; thus moving the focus from

context to policy documents.



PART IV
POLICY DOCUMENT ANALYSIS

The Discourse of Privatisation in Contemporary

Education Policy Documents in Tanzania and New
Zealand.

In the previous part of this study, it was argued that the position of the state
(particularly the colonial and post-colonial state) in the capitalist mode of production,
has been shifting according to the transformation of capitalism, especially the nature
of the dominant form of capital involved. Similarly, it was suggested, education
policies have been shifting according to the capitalist formation and the position of
the state within the external (world capitalist system) and the internal (nation/country)
socio-political and economic dynamics. In this part, it is further argued that a
particular discourse compatible with the transformation is developed to promote the
positioning of the state and the market order that it upholds. By the same token, it is
argued that the discourse of privatisation has developed within the globalisation
process to support and promote the global finance capitalism formation and the
nature, function and positioning of the state within that formation. It is argued,
therefore, that, as a corollary, the education policy documents that are produced in the

global capitalist formation are couched within the privatisation discourse.

In concurrence with the view that the policy text is constructed within a particular
institutionalised discourse, (Codd 1988, Fairclough 1995, Luke 1995), in this part of
the thesis, the discourse of privatisation in contemporary education policy documents
in Tanzania and New Zealand, is analysed; the processes of production of the policy

documents are explored; and the policy documents themselves are deconstructed.

While particular attention is paid to Tanzania's Education and Training Policy, and
New Zealand's Tomorrow's Schools policy, the policy documents that were produced
prior to these policies are discussed not only to provide more insights to the
production process of the policy text but also to provide the discursive practice (that
is, the immediate context of the policy document) which is an essential part of the
critical discourse analysis (CDA) framework applied in this study (See Figure 3:3).

This is based on the understanding that, before a policy document is produced, there
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are forces in the socio-economic and political environment that delineate possibilities
and limit options that can be considered (Crump 1993). It is also worth noting that it
is through the production of the policy statements contained in these documents, and
the debate to challenge or support the conceptions constructed in them, that the

privatisation agenda overtook the education sector.

Thus, the following chapters analyse the discourse of privatisation in Tanzania and
New Zealand's contemporary education policy reforms documents. These documents
include;

for Tanzania:
* Educational Policies for Sub-Saharan Africa: Adjustment, Revitalization and

Expansion (Word Bank document, 1987) ;>
» The Report of the Task Force on the Tanzania Education System for the 21 st

Century (TZ-Task Force Report, 1993)86 and;
e The Education and Training Policy (TZ-ETP, 1995)°'
for New Zealand:
* Government Management: Brief to the Incoming Government Vol. II: Education

Issues (NZ-Treasury document, 1987)88;
* Administering for excellence: The Report of the Task force to Review Education

Administration (NZ-Picot Report, 1988)%; and
e Tomorrow's Schools (NZ-TS, 1988)90 .

In chapter 10, a comparative analysis of both Tanzania and New Zealand policy
documents is conducted so as to establish the influences of the discourse of
privatisation in contemporary education policy reforms and some of their

implications.

The intention in this part is to provide evidence that the discourse of privatisation
constructed in the policy documents is not only providing legitimating argument for
educational privatisation but also it is providing a platform from which to discredit
existing educational policies and to propose new directions. Attempts are made to
determine the main actors and their interests as well as to deconstruct the discourse of
privatisation so as to establish implications of the proposed policies to some aspects

of education including: access, funding and control.

85World Bank (1987).

86URT (1993).

8TURT (1995).

88New Zealand Treasury (1987).

89New Zealand Task force to Review Education Administration (1988).
9ONew Zealand Ministry of Education (1988).
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Chapter 7

The Privatisation Discourse

The role of discourse in supporting the dominant ideology, as well as its functioning
in social change, has been emphasised in the literature on ideology and discourse
(Bourdieu 1977; Codd 1988; Fairclough 1992, 1995 and Luke 1995). Bourdieu (1977)
asserts that language is one very important material form of ideology. He explains
that, through language, people seek to be understood, believed, obeyed, respected and
distinguished depending on their position in the power hierarchy. Foucault (in Codd
1988) on the other hand, contends that knowledge is a product of power; thus, the
production, accumulation, circulation and functioning of discourse is the key to the
establishment and consolidation of the relations of power. Building on this view,
Codd (1988) argues that the power that is exercised through discourse is very strong

as it has greater possibilities of being internalised. He states that:

The power that is exercised through discourse is a form of power
which permeates the deepest recesses of civil society and provides the
material conditions in which individuals are produced both as subject
and as objects (Codd 1988:243).

Accordingly, Foucault (in Fairclough 1992) further argues that social institutions,
including education, are constituted by discourse and discursive relations. Fairclough
(1995) argues, however, that discourses have dialectical relationships with power
relations. That is, discourses are capable of being supportive and constitutive of the

power relations. He states that:

Viewing language use as a social practice implies, first, that it is a
mode of action (Austin, 1962); Levinson, 1983) and, secondly, that it is
always a socially and historically situated mode of action, in a
dialectical relationship with other facets of ‘the social’ (its ‘social
context’) - it is socially shaped, but it is also socially shaping, or
constitutive. Language use is always simultaneously constitutive of (i)
social identities, (ii) social relations and (iii) systems of knowledge and
belief - though with different degrees of salience in different cases
(Fairclough 1995:131).

Thus, as Codd (1988) observes, a policy document is an ideological text that has been
constructed within an historical and a political context. It can be argued, therefore,
that the language in the Tanzania and New Zealand education policy reform
documents, reflects the socio-political and economic contexts within which the

documents are constructed; as well as constituting that context to support the intended
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changes. The discourse analysis of a policy text, therefore, is an attempt to
disarticulate and critique texts with the intention of breaking what Fairclough (1992)
has referred to as "common-sense consent". Thus, through discourse analysis of the
education policy documents, distortions and misrepresentations inherent in policy
documents and how they affect interests of varying groups (Codd, 1988) can be

disentangled.

The purpose of this section, (text analysis) therefore, is to analyse the discourse in the
contemporary education policy reform documents in Tanzania and New Zealand;
particularly Tanzania's Education and Training Policy (TZ-ETP, 1995) and New
Zealand's Tomorrow Schools (NZ-TS, 1988) not in isolation, but as part of the meta-
discourse of privatisation. It seeks to underscore the timing, mandate, objectives,
content, and language used in the document as well as the nature and reasons why

some issues were included or excluded.

The Meta-discourse of Privatisation

With the transformation from finance capitalism to transnational capitalism, there has
also occurred a shift of economic paradigm from Keynesian state welfarism to neo-
liberal market economy. As Bertram (1993) argues, the Keynesian state welfarism
package remained attractive as long as there was economic prosperity and low
unemployment. In the advent of the uncertain economic situation of the 1970s
important defections were evident, especially from financiers and large industrial
firms (e.g. international banks and investors), eager to take their chances in a less

regulated market environment.

The discourse of privatisation, coined in the language and tradition of free market
economics such as free trade, competition, individual achievement, diverse migration
and privatisation of social services, developed to provide legitimacy to global
/transnational capitalism. In other words, through the transformation of capitalism,
from finance capitalism to transnational capitalism, the discourse of privatisation has
developed to foster, maintain and rationalise the market forces ideology. These trends
are consistent with the observation (Fisher 1991) that privatisation is not only a policy
but also an ideology articulated by the economists and free choice theorists to

convince governments that the public sector ought to be reduced.

Privatisation is promoted as a way of restoring competition by breaking up public
sector monopolies. Thus, far from being the wasteful mechanism depicted in much of

the radical literature, we now find, in the "New Right" literature, that it is only
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through the competitive market that neutral, non-political but binding procedures can
be created which exclude the lazy and inefficient and enforce the best practices and

the adoption of new technologies (Bedggood 1980).

Occasionally, the argument shifts from the economic terrain to the political, asserting
that privatisation frees the economy from harmful political/governmental interference
and leaves its operation to the apolitical market; that the government has no business

in business; and that privatisation is part of the democratisation process!

On the socio-political scene, as Apple (1991) argues, the basic aim of the "New
Right" ideology is to ensure the primacy of property rights over person rights. The
difference between the property right and person right is defined by Gintis (in Apple
1991) as follows:

A property right vests in individuals the power to enter into social
relationship on the basis and extent of their property. This may include
economic right of unrestricted use, free contract, and voluntary
exchange; political rights of participation and influence; and cultural
rights of access to social means for the transmission of knowledge and
reproduction and transformation of consciousness. A person right vests
in an individuals the power to enter into these social relationships on
the basis of simple membership in the social collectivity. Thus, person
rights involve equal treatment of citizens, freedom of expression and
movement, equal access to participation in decision-making in social
institutions, and reciprocity in relations of power and authority (Apple

1991:6)° "

Apple (1991) notes that the tendency to enhance person rights has progressively
gained ground during the period between the end of World War II and the 1980s. He
contends that this tendency is evident in increased right of suffrage and association;
state supported services in areas of health, education, and social security; consumer
protection laws; lifeline utility guarantees; occupational safety and health regulations,
and the extension of the norms of democracy and reciprocity and mutual participation

in most areas of social life and at times in the work place.

Apple cynically observes, however, that:

Gains made by women and men in employment, health and safety,
welfare programs, affirmative action, legal rights and education must
be rescinded since they are “too expensive* both economically and
ideologically (Apple 1991:7)

91Thes::: ideas are expanded in Bowles and Gintis (1986).
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Apple (1991) further asserts that not only are fiscal resources scarce but also the claim
that people must be convinced that person rights come first is simply wrong or

outmoded, given current "realities". He states that:

Thus intense pressure must be brought to bear through legislation,
persuasion, administrative rules, and ideological manoeuvring to create
the conditions right wing groups believe are necessary to meet these
requirements (Apple 1991:7).

This is uncannily consistent with Codd and Gordon’s (1991) observation that

the "New-Right" proponents contend that:

Because individualism and liberty are fundamental values for the new
right, the growth of government is necessarily evil. What is required,
therefore, are strong constitutional arrangements for iimiting
government activity and strong juridical arrangements to protect agents
within the free market from the effects of an unconstrained pursuit of
self interest. In other words, what is required is a minimal state but a
strong government (Codd and Gordon 1991:22).

Thus, in much of the literature on privatisation, the public sector is depicted as the
source of evils, including incompetent and corrupt management, mediocre services,

high unit costs, etc. Referring to New Zealand, Bedggood (1980) notes that:

For the conservatives the Welfare State represents excessive state
intervention in the market...it produces a class of welfare scroungers,
bludgers, dole bums, whose need to sell their labour power to the
capitalist has been replaced by the subsistence handout. The problem as
the conservatives see it is clearly that of workers' parties interfering in
the normal market forces, preventing the allocation of economic
resources by the market, slowing down growth, creating the social
problems of unemployment, poverty, and a non-productive parasitic
class running the state. The Welfare State creates poverty by
attempting to moderate the natural market forces of the capitalist
economy (Bedggood 1980:121).

Privatisation discourse, therefore, is an onslaught on state regulation of the economy
and state welfarism as well as a promotion of market oriented socio-economic

policies.

The Privatisation Discourse in Education

It is worth noting that state expenditure on social services, including education, is
tolerated by capital as long as it guarantees more profit. In other words, capital is
prepared to invest in education so long as it ensures the reproduction of required

labour at minimum costs and optimum returns. Thus, as Dale (1991) observes, it is
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particularly at times of major crises of accumulation, which set up the vibration
throughout the state apparatuses, that the intrinsic mutual contradictions of various

demands on education become clear.

Thus, it is argued in this study that, during the times of economic recession of the
1980s, not only was the state expenditure on social welfare questioned as it interfered
with the already fragile accumulation process but also education systems were
reformed so as to make them consistent with the neo-liberal market ideology. Hence,
a resurgence of education privatisation policies, as well as the development of the
discourse of privatisation to make these reforms appear credible and acceptable, was

witnessed.

Throughout the 1980s, there were concerted attacks on public education systems,
based on the assumption (strongly defended by supporters of education privatisation,
such as Tooley (1994) and Coulson (1994) that public schools were failing because
they were public. These attacks, often conveyed through the popular press, were
effected in various ways, including influencing the interpretation of national
education conditions and creating uncertainties regarding the quality of education that

was provided.

Supporters of the privatisation agenda blamed schools for many of society's ills of the
time; instilling fears in the citizenry of nation states that their educational levels were
falling and, hence their nations would not have comparative advantage over other
nations in the technologically advancing global economic system. Nations were told
that they were at risk because their schools and teachers had failed them. Schools
were criticised for not teaching enough knowledge and thinking skills, as well as not
preparing young people for jobs. As an economic tool, education was accused not
only of its failure to deliver a competent work-force but also for creating inequalities
in society (Covaleskie 1994).

There were calls for new thinking about education that would remove it from the
public and locate it in the private market sphere. The idea that the private gains in
education out-weighed the public gains was forcefully brought to the fore by the
proponents of privatisation. It was argued (Coulson 1994, NZ Treasury 1987) that
education is a private and personal good which can be properly distributed through
the market. Arguments were put forward by supporters of privatisation policies, citing
research on unequal outcomes of public education expenditure. Ironically, instead of
looking for ways of alleviating these inequalities they sought to rationalise them by

privatisation policies. Schools were to be turned into market institutions with children
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left to the market forces that would ensure that all their needs are provided. In other
words, education should be commodified and, thus, become absorbed into market

processes of exchange.

Amidst challenges on education, the business community felt it necessary to lecture
educators on efficiency, effectiveness and productivity in educational institutions,
based on economistic parameters. Thus, it has been observed (Fisher, 1991) that, in
the 1980s, the interests of capital have been offered direct opportunity to establish
education policies and to control educational experiences. The common approach has
been to define the characteristics of the successful, enterprising, business leader or
entrepreneur and then to explore the ways in which schools and their leaders could

emulate them.

As a result of this onslaught on the public education systems educators were forced to
be on the defensive; explaining that education is a public good and that the difficulties
facing educational institutions are manifestations of the nature of the contemporary
world (Berliner 1993; Covaleskie 1994).

Critics of the education privatisation move argued that, rather than being a “private
good”, as privateers seemed to suggest, education was a public good that has an
important socio-cultural and political role to play in society. Making a case for
education as a public good, Grace (1990) argues that:

Education can be regarded as a public good in so far as it facilitates the
development of the personality, competence, and confidence of all
citizens and of their creative and intellectual possibilities. Education
can be regarded as a public good in so far as it seeks to develop in all
citizens a moral and ethical sense, a social and fraternal responsibility
for others, and a disposition to act in rational and co-operative ways...
Insofar as education provides conditions (at least in the cultural sphere)
for making democracy possible, it has an immediate claim to the status
of public good (Grace 1990:34).

Some educators, thus, noted and explained that the onslaught on public education
systems was an ideological manoeuvre by those who were against public schooling

because of their own selfish interests.

Berliner (1993), for one, argued that some of the school reform efforts were thinly
disguised elitist attempts to get rid of public education, to protect the privileges which
such individuals have already bestowed on their children. Referring to USA, he noted
that the reforms the privateers offer, including higher standards, a tougher curriculum,

more tests, with no increase in spending, will insure that the children of affluent
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parents will succeed even more than they do today while children of deprived parents

. ; . 92
attending under-resourced schools will be even more disadvantaged ™.

Critics of privatisation, most of whom are educators, (e.g. Fisher 1991, Grace 1990,
1994, Codd 1991, Snook 1995, Berliner 1993, Covaleskie 1994) also explained that
education reforms put forward by privateers were to be rejected on the ground that
privatisation in education will increase the division of the societies into segmented
private entities as greater disparities in schooling would contribute to greater

disparities between the privileged and the disadvantaged. Berliner (1993) noted that:

At least some of the criticism of the schools comes from an elite that is
against public schooling... There have always been those who never
could believe in the intelligence of the common person, or they never
wanted to share the advantages of education with common people
(Berliner 1993:unpaged).

Invoking remarks made by the late historian of education, Lawrence Cremin, on the

issue, Berliner (1993) further explained that:

Social groups possessing a relatively rare and highly valued
commodity that establishes their superiority over other social groups

are reluctant to see that commodity more widely distributed. Wide

distribution becomes tantamount to devaluation...93.

The educators further argued that, beside reducing public spending on education and
promising short term balance sheet benefits, education was also seen as an un-
captured area for private investment. Thus, the privateers wanted education to be a
commodity so as to be part of the market to be captured by those who are able to pay
for it as well as contribute directly to capital accumulation.

It is worth noting, however, that the more the educators were on the defensive, the
more they moved into the terrain of the privatisation discourse and its supporters.
Thus, they were forced to use the same terminology in their counter arguments;

thereby making it easier for the privateers to gain ground.

As Bines (1995) observes:

The growing literature on reforms of public services does reflect a
considerable consensus as to the main foci and features of this

92’I‘he plight of children in under-resourced schools is well documented and analysed by Jonathan
Kozol (1991) in his book titled: Savage Inequalities.

93 Quoted in Berliner (1993) from Cremin (1989:11).
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restructuring. These can be summarised as: the establishment of quasi-
markets based on consumerism, competition, privatisation and a
diversity of provision and providers; consumer-based funding systems
based largely on per capita use of individual service unit level... (Bines
1995:157).

Cognisant of the ideological role of education, the proponents of privatisation have
been keen at ensuring that education systems are practically consistent with
privatisation; thus assigning it a role in the development of the privatisation discourse.
Thus competition, individual achievement, private ownership and so on, are
propounded as "appropriate" virtues to be inculcated by the contemporary education

system.

It is within this discourse of privatisation that education reforms in Tanzania and New
Zealand were debated and promoted; eventually leading to the production of the

education policy reform blue-prints in both countries.
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Chapter 8

Analysis of Tanzania Education Policy Reform
Documents

Text Production Process

The production process of education privatisation documents in Tanzania revolves
around the responses of the Tanzanian state to the fiscal and legitimation crises of the
1980s and 1990s. Thus, the following discussion of the policy text production process
is situated within the dynamism of cogent and tangible threats which the Tanzanian
post-colonial state was facing from both outside and within the country. The
combination of fiscal and legitimation crises signified disenchantment with social
services systems; which eventually culminated into desires for "change", however
variously defined. It is within these expressions of desires for change, that the
discourse of privatisation, backed by global finance capital "captured" the hegemonic
power to dictate the direction of education policy in Tanzania. In order to understand
the discourse of Tanzania's education policy reform text therefore, it is instructive to
underscore the struggles within the discursive practices surrounding Tanzania’s

education system in the 1980s and 1990s.

As explained earlier, in the section on the context of the privatisation debate, Tanzania

was induced to adopt the structural adjustment programmes (SAPs) through the

suspension of many of the bilateral and multilateral agreements, including foreign aid

and loans. These external pressures, combined with other internal factors, developed

into a fiscal crisis in the late 1970s. By the mid 1980s, the privatisation agenda had
; . . 94

caught up with education in Tanzania

With the looming fiscal crisis, the Tanzania government spent less and less on
education. The central government budget allocation to the Ministry of Education and
Culture dropped from 20% immediately after independence (Nyerere 1967) to 11.7%
in 1980/81, to 5.8% in 1985/86, 4% in 1991/92 and down to 3.3% in the 1993/94

fiscal year. This trend is clearly illustrated in table 8.1.

94Also refer to section on the context of the privatisation debate in Tanzania, Page 165-167,. in this
thesis.
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Table 8.1: Central Government Budget Allocation to the Ministry of Education and Culture
(Recurrent) in million shs.

1980/1981/ - 1993/1994

Year Total budget Ministry of | Percent

Education

Allocation
1980/81 14895 1737.7 11.7
1981/82 18316.1 2258.6 12.3
1982183 18993 2524 13.3
1983/84 21460.9 2502.6 11.7
1984/85 27438.4 1795.5 6.5
1985/86 39764.4 2321.2 5.8
1986/87 53300.6 42272 79
1987/88 77667.9 4168.2 54
1988/89 118672 5659.3 48
1989/90 144248.7 8322 5.8
1990/91 160000 10153.7 6.3
1991/92 195708 8507 43
1992/93 272006 9468.0 35
1993/94 337283 11187.7 33

Source: URT (1995:41) Basic Educational Statistics in Tanzania (BEST) 1990-94, Dar es Salaam,

Ministry of Education and Culture.

The budget constraints had a toll on the basic resources needed for the

implementation of policies developed within the philosophy of education for self
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reliance (ESR). For example, universal primary education (UPE), that was declared in
1974, faced severe human, financial, plant and material constraints. As Malekela
(1984) points out: "Problems associated with UPE included the qualitative and
quantitative lack of school facilities, teaching materials and equipment, shortage of
teachers, classrooms, latrines, teacher houses, exercise books, chalk and pencils"
(Malekela 1984:13).

However, beside the external pressure, the education settlement in Tanzania was also
challenged by events, such as: lack of basic resources; decline in morale among the
teachers due to the fall in the social status of teachers and the teaching profession; the
crisis of the primary school leavers which was evident in youth unemployment; and a
demand for more secondary education places. These not only exposed the fiscal crisis
which the Tanzanian state was experiencing but also developed into a legitimation

Crisis.

The decline of morale among the teachers, due to the belief that they had suffered a
reversal in social status, was a setback in the implementation of ESR, particularly
UPE. The factors which Tanzanian teachers (particularly primary school teachers)
perceived to have contributed to a decline in respect by parents and other members of
the community included: the relative decline in the teachers’ standard of living; the
substantial increase of the number of teachers in the country; and rampant youth
unemployment that is normally referred to as the “primary school leavers crisis”
(Morrison 1983, Mbilinyi 1983, Ishumi 1984). Morrison (1983) explains that:

The post-Arusha years have not brought any substantial improvement
in the lots of teachers. In fact, they now have to work a good deal
harder, taking additional responsibilities for agriculture, political
education and adult literacy classes. Meanwhile, primary school
teachers have remained among the lowest paid of public employees
(Morrison 1983:8).

The problem of increased number of teachers with varied qualifications has mainly
been located in the teacher training crash programme that was instituted in the 1970s.
In order to satisfy the demand for teachers, an interim strategy was adopted in the
form of a village based teacher training programme which was technically called the
"Distance Teacher Training programme". Within three years (1978-80), 35,000
teachers were produced (Ishumi 1984:30). This teacher training scheme, however, has
been criticised (Ishumi 1984, Malekela 1984) as a deliberate trade-off of quality for
quantity.
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The steady drop in the relative opportunities of primary school leavers to obtain either
employment or places in secondary school also added to the disenchantment with the
existing education system. Although the numbers were increasing in nominal terms,
the percentage of primary school leavers selected for secondary education was

dropping (see Table 8.2).

Meanwhile, the World Bank (1982) contended that the problems facing Tanzania
were an indication that quantitative expansion might have had an adverse effect on the
quality of education in schools as learning processes are influenced by inputs such as
class sizes and qualifications of teachers, especially in developing countries. Such a
contention, seemingly simple and logical, had enough force to spark off parents'

worries on the quality of education which their children were receiving.

It is important to note that the World Bank’s contention is based on the belief that the
nation’s provision of education must be consistent with its economic status. The idea
has been forcefully put forward by proponents of the economistic approach to
education, such as George Psacharopoulos and Maureen Woodhall (Hall 1990). It is
worth noting, moreover, that the same ideas about educational 'inputs' are contradicted
by the World Bank (1987) when they no longer seem to fit into the privatisation

agenda, as elaborated later in this chapter.

It can be argued, therefore, that, by the 1980s, the situation in Tanzania was a fertile
ground for considering some changes in the existing education system.

As an indication that in the early 1980s there was still some confidence in the existing
education system, the government took steps to address the problems and undertake
reform. A presidential commission was formed, headed by Hon. Jackson Makweta, an
MP who later became the Education Minister. The task of the commission was to
examine the existing system of education in the country, to study the problems facing
it, and to make suggestions for viable solutions. In 1982, the commission produced a
report titled: Education System in Tanzania: Towards the Year 2000 (URT 1984)”,
commonly referred to as "the Makweta Report”. Although the recommendations
contained in the report aimed at making the existing education system offer more or
better services, rather than overhauling them altogether, the TZ-Makweta Report

exposed the need for changes in Tanzania's education system.



Table 8.2: Tanzania Primary Education Leavers and Form One Selection. 1963-1994.

STD VIUV1IL
YEAR LEAVERS| PUBLIC % PRIVATE % TOTAL A
1963 17042 | 4972 29.2 | 0 0.0 4972 29.2
1964 20348 5302 26.1| 458 2.3 5760 28.3
1963 29367 5942 20.2 2329 7.9 82711 28.2
1966 41083 6377 15.5 2591 6.3 8968| 21.8
1967 47981 | 6635 13.8 | 2610 5.4 9245 12.3
1968 | . 58872 | 6989 11.9 ] 2511 4.3 2500 16.1
1969 60545 7142 11.8 3021 5.0| 10170 16.8
1970 64630 7350 11.4 3254 50| 10604 16.4
1971 70922 | 7780 11.0 | 3667 52| 11447 161
1972 87777 7958 RE! 4379 50] 12335 14.1
1973 106203 8165 7.7 4964 4.7 13129 12.4
1974 119350 8472 | 7.1 5114 4.3 | 13586 11.4
1973 137559 8680 | 6.3 5786 | 4.2 | 144686 10.5
1976 156114 8639 5.5 | 6590 | 4.2 15248 a8
1977 169106 8706 5.1 7165 | 4.2 ] 15871 9.4
1978 185293 | 8720 | 4.7 | 8467 | 46| 17187 9.3
1979 193612 8208 4.6 6677 3.4 | 15585 8.0
1980 212446 8913 4.2 7095 33| 16008 7.5
1981 357816 G178 2.6 7988 2.2| 17166 | 4.8
1982 | 419829 5241 2.2 8469 2.0 17710 4.2
1983 | 454604 9899 2R 3606 2.1 | 19505 4.3
1934 | 649560 | 10077 1.6 11745 1.8 21822 3.4
1983 429194 | 10881 2.5 12625 2.9| 23506 5.5
1986 380086 | 11721 3.1 15709 4.1 | 27430 7.2
1987 380758 | 14626 3.8| 18007 47| 32633 8.6
1988 | 347978 | 15675 45 20789 | 6.0 36464 10.5
1989 267744 | 18531 6.9 23585 | 8.8] 42136 15.7
1990 306656 | 19673 6.4| 27554 9.0 | 47227 15.4
1991 383427 | 19282 5.0 29027 7.6 | 48309 12.6
1992 346514 | 19122 | 5] 25703 7.4) 448961 13.0
1993 363404 | 21531 59| 26965 7.4 | 48496 13.3

dsesl 370534 24321 66

189

Source: URT (1995:11) Basic Educational Statistics in Tanzania (BEST) 1990-94, Dar es Salaam, TZ

Ministry of Educationand Culture.
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It is significant that the recommendations in the report gave more emphasis to the
technical and budgetary aspects of education. Referring to the recommendations

contained in the 'Makweta Report', Samoff & Sumra (1994) maintain that:

[They] reflect a mid point between the strong assertion of local
initiative in the late 60s and the localisation of the external advice in
the 1990s. These recommendations were presented in terms of the
(academic) quality of education, its costs, and its training roles rather
than in terms of socialist reconstruction, or redistribution, or cquality
(Samoff & Sumra 1994:13)

It is important to note, however, that the 7Z-Makweta Report was accessible to many
Tanzanians and there were public debates on its recommendations. A Kiswahili
version of the recommendations, which was mostly referred to as "Mapendekezo ya

Tume Ya Makweta" (Recommendations of the Makweta Report), was produced.

Samoff & Sumra (1994:13) categorise the debates on the Makweta Report into two
strands: namely, the technical-administrative orientation that viewed development as a
technical process; and the socio-political orientation which regarded "development as
at its core, a political process and that emphasised politicisation, mobilisation , and to
some extent socialism." For two years, the ruling party's National Executive
Committee delayed the adoption of the proposed new policies and rejected some of
them (Samoff & Sumra 1994, Thomas 1992).

Eventually, the technical-administrative orientation won over the socio-political
orientation. Insisting that the philosophy of education for self-reliance was still the
foundation upon which Tanzania’s education should be based, the Tanzanian
Government, in 1984, set strategies for implementation of most of the

recommendations in 7Z-Makweta Report.

Mkutano Mkuu wa Elimu unasisitiza kwamba msingi sahihi wa elimu
nchini Tanzania ni falsafa ya Elimu ya kujitegemea (TZ Wizara ya
Elimu na Utamaduni 1984)-

Translation: The education General Meeting emphasises that the
correct foundation for education in Tanzania is the philosophy of
Education for Self-Reliance (TZ Ministry of Education and Culiure
1984).

Thus, most of the recommendations in the TZ-Makweta Report were implemented by
the government. These included:
* The establishment of the Teacher Commission (TSC);

* The establishment of the Tanzania Professional Teachers'
Association;
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* The introduction of new curriculum packages at primary, secondary
and teacher education levels;.

* The establishment of the Sokoine University of Agriculture (SUA);
the Muhimbili University College of Health science (MUCHS) and
the Open University of Tanzania (OUT);

* The establishment of the Faculty of Education at the University of
Dar es Salaam;

* The formulation of a National Policy for Science and Technology;

* The introduction of pre-primary teacher education programme;

* The expansion of Secondary Education (TZ-ETP, 1995: vi).

The implementation of these recommendations, however, fell short of satisfying the
global winds of change which required nation states to seek ways to develop and
adopt policies aimed at streamlining the provision of educational services in line with
the dictates of the market forces. Thus, the external pressure on the education system

in Tanzania still persisted.

When Tanzania agreed to implement the structural adjustment programs in 1986, the
external pressure for more radical changes in the education system (mainly from the
International Monetary Fund and World Bank) became more prominent and the fiscal

situation became worse. As Samoff and Sumra (1994) note:

By the late 1980s, however, the most influential voices were once
again increasingly foreign, embedded in the resumed negotiations with
international agencies and a series of structural adjustment programs.
So pervasive and persistent is their influence, some senior Tanzanian
educators argue, that Tanzania's education agenda has been "hijacked"
(Samoff and Sumra 1994:9).

Meanwhile, the economic situation was becoming worse as not only did Tanzania
. .. 95 : .

start to suffer the pinches of debt servicing™~ but also the promised external loan in a

form of Structural Enhancement Facility (SEF) was not to arrive for more than a

decade. In its country report to UNESCO, Tanzania stated:

Since the beginning of the 1980s, Tanzania has faced a series of severe
economic problems - falling production, shortage of foreign exchange,
fiscal deficits, high rates of inflation, declining real per capita income,
transportation battle-necks, growing debt-servicing obligations,
sustained deterioration in terms of trade and intermittent draughts
(URT 1990:1).

Under such circumstances, the education sector was not faring any better. For
example, in the fiscal years 1987/89 - 1990/1991, the estimated total education

=& As noted earlier in this thesis the money spent for debt servicing in 1994 was enough to run seven
Tanzania Government Ministries.



192

expenditure, as a percentage of government expenditure on debt servicing, lay
between 15.9% to 12.3%. (see table 8.3). Table 8.3 shows comparative government
expenditure on education as a percentage of expenditure on debt servicing between
1987 and 1991.

Table 8.3 Estimated Spending on Education and Debt Service 1987/88 - 1990/91 (TSh ‘000, 000
and %)

Year 1987/88 1988/89 1989/90 1990/91
Total Ed. Ex.

as % of Govt |12.3% 13.5% 15.9% 15.6 %
total Ex-CF

CF = Consolidated Fund Services
Ex. = expenditure

Ed. = education

Source: Samoff J. & Sumra S. (1994: 20) “Financial crisis, Structural Adjustment and Education
Policy”, Paper presented at the Annual Meeting of the American Educational Research Association,

New Orleans, 4 -7 April.

Faced with fiscal problems, the government's education budget was constrained. As
the government's education budget became less and less, the situation of schools

deteriorated and the teachers' morale continued to drop (Nyerere 1985, Malekela
1984, Thomas 1992).

By 1990, there was a general feeling that the standards of education were falling
although there were varied opinions on the causes (UNESCO 1989, Thomas 1992,
Samoff & Sumra 1994 ). The UNESCO Report on Education in Tanzania noted that
not only had the enrolment dropped but also the quality of schooling had "deteriorated
to such an extent that there were fears that the system had started to turn out
illiterates" (UNESCO 1989:10). Describing the classroom situation in Tanzania, it is
stated:
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It is not uncommon to find a teacher in front of 80-100 pupils who are
sitting on a dirt floor in a room without a roof, trying to convey oral
limited knowledge he has, and the pupils trying to take notes on a piece
of wrinkled paper, using as a writing board the back of the pupil in
front of them. There is no teacher guide for the teacher and no
textbooks for the children (UNESCO 1989:15).

In similar vein, Samoff & Sumra (1994) observe that:

The 1980s were a period of stress for Tanzania on many fronts. Most
dramatically, after recurring economic crises a country still heavily
dependent on imports had very little foreign exchange with which to
purchase them... The infrastructure deteriorated. The potholes in the
roads were matched by the leaking school and hospital roofs,
crumbling bridges, and decaying telephone cables. Education and
training programs - areas where there had earlier been striking success
- were severely affected. Although by the 1980s nearly all young
Tanzanians were enrolled in primary schools, their classrooms had far
more pupils than desks, or books; many of their teachers had limited
training and even less equipment, and the education quality was widely
perceived to be declining as rapidly as the physical plant (Saimoff &
Sumra 1994:1-2).

On their part, the Tanzanian elite groups, tried to arrest the situation obtaining in the
school system by arranging paid extra tuition for their children. The teachers
welcomed the tuition arrangements as a supplement to their low and unreliable
salaries. After all, with liberalisation, job moonlighting was no longer frowned upon.
The government, based on the egalitarian legacy, condemned the paid extra tuition
system, alleging that it was not only creating inequalities among the students but also
that it was a form of corruption (Wizara ya Elimu na Utamaduni 1991). The Tanzania
Ministry of Education (1991) states that:

Ufundishaji wa vipindi vya Ziada "tuition” unatokana na msukumo wa
wazazi wenye uwezo na walio tayari kulipia mafundisho, unaleta
ubaguzi, unajenga tabaka baina ya wanafunzi na ni aina ya rushwa
(TZ Wizara ya Elimu na Utamaduni 1991:5).

Translation: The "tuition” encouraged by the parents who are able
and willing to pay is promoting discrimination and inequalities
amongst students and it i s also a form of corruption (Ministry of
Education 1991:5).

Supporters of privatisation on the other hand seized the opportunity to lay the blame
squarely on the public school system per se and they demanded more marketisation of

the education system.

It can be argued that those who could not afford the tuition fees for their children were

in a desperate situation. Thus, the Tanzania post-colonial state could have lost the
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support of the masses, which could have led to an immanent collapse of the national

unity that was forged through expansion of education.

At the same time, the participation in primary education, which had evolved into mass
demand for secondary education, was mounting. With the fiscal problems, the
demand exceeded the state's ability to expand secondary education. Nyerere (1985)

observes that:

Meaningful educational expansion is thus precluded by ever increasing
financial constraints. Indeed, despite all our efforts, there has been a
decrease rather than the needed increase in real expenditures on
education during the last four years. As a result, even existing school
equipment and modern buildings are deteriorating through want of
spare parts and maintenance (Nyerere 1985:52).

In the same vein, the World Bank public expenditure review also noted that:

The funding difficulties of secondary and higher educatior are due
mainly to the deterioration of revenues, the pressure on the sector
allocations exerted by debt servicing and rising enrolments (World
Bank, in Samoff and Sumra 1994:22).

Ironically, as Samoff & Sumra (1994:22) observe, the external agencies and their
consultants insisted that Tanzanian educators must find ways to reduce expenses and
several spending reduction strategies were adopted. Most of these stratcgies are within
the neo-liberal economic and social policies. As a corollary, they are aimed at
reducing the state's participation in the provision of education and they are less

redistributivo&:96

In 1984, in the context of the Economic Recovery Plan (ERP) and on the advice of the
World Bank and IMF, secondary school fees were reintroduced. More day secondary
schools were opened, especially in urban areas so as to make families responsible for
the cost associated with housing and feeding their children, as well as supervising
their leisure time. The state encouraged the establishment of private secondary
schools and a large number of these began operations. By 1990, there were more

students in private secondary schools than their government counterparts.

As Table 8.2 indicates, students' enrolments in private secondary schools were

expanding more rapidly than those of public secondary schools. It is shown in table

96A more detailed assessment of these strategies is undertaken later in the chapter on policy
implications.
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8.2, for example, that, in 1990, the percentage of primary school leavers selected for

secondary education was 9.3% for private schools and 6.5% for public schools.

It is worth noting, however, that, not only did these private schools tend to be
concentrated in the more prosperous regions but also the poor peasants and workers
could not afford them. Thus, it has been argued (Samoff & Sumra 1994 ) that:

The challenge for Tanzania has been to balance the demand for
expanded schooling with the need to fund other sectors and at the same
time to reduce the inequalities (especially regional disparities) inherited
from the European rule (Samoff & Sumra 1994:20).

As time went on, with the introduction of user fees on almost every social service,
most of the salaried elite, including the teachers, could not afford to send their
children to reputable private secondary schools. Thus, the support of the elite for the

post-colonial state in Tanzania has been debilitated.

It can be argued, therefore, that, by the early 1990s, countless parents could no longer
afford to send their children to school. Hence, the Tanzanian state was faced with a
legitimation crisis. Many of these impoverished school "drop-outs" trekked to cities
and towns in search of jobs. Hence, with rampant unemployment in towns and cities,
most of these young people ended up in the streets. Kilimwiko (1994) captures the

plight of street children when he asserts that:

"Wamachinga" or "children in the dark" can also be loosely translated
as a "no-people group"...The children of hungry villagers, whose crops
have been hit by drought or who have no money to buy even seeds,
frequently head for the big centres, where they join the ranks of the
unemployed, scrounging on the streets and often being forced to turn to
prostitution. It's called "going commercial"-- taking to the streets in an
attempt to survive (Kilimwiko 1994:unpaged).

This situation added problems on the already fragile accumulation process because, as
more and more young people continued to trek to the cities, the productive rural areas
were eroded of potential producers. Thus, the post-colonial state in Tanzania was
increasingly failing to harness labour for production.

Meanwhile the external pressure for education privatisation was mounting, mainly
under the auspices of IMF and the World Bank. As Brock-Utne (1993) observes:

In spite of the fact that the World Bank is a lending institution and not
an aid agency, it has come to play a decisive influence on deciding
educational policy to be followed by African countries (Brock-Utne
1993:55).
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This influence ranges from co-ordinating policies of bilateral donors (e.g. NORAD
and SIDA), to shaping themes like the 1990 Jomtien "Education for All" Conference
and to producing policy documents like the 1987 World Bank document (Brock-Utne
1993:55) .

The 1987 World Bank document, "Educational Policies for Sub-Saharan Africa:
Adjustment, Revitalization and expansion"(World Bank, 1987) proposed the education
policy framework that should be adopted by countries in Sub-Saharan Africa,

including Tanzania. As revealed by Jones (1992):

The Educational Policies for Sub-Saharan Africa: Adjustment,
Revitalization and Expansion ...displayed with stark clarity Bank
priorities for global educational development, which usually were
expressed either subtly in public or forcefully in relative privacy of
loan negotiations (Jones 1992:172).

The World Bank document praises the market economy as a recipe for both the
productive sector and the social service sector. Consequently, it gives good grades to
countries whose states adhere to and have started to practice the same principles and
bad grades to countries that are still committed to the ideals that social services should
be provided for all people no matter in which region they live or what income they get
(Brock-Utne, 1993). Countries are urged to institute privatisation policies rapidly as a

condition for getting international aid. It is stated in the document that:

Countries which have demonstrated their willingness to address policy
issues should have access to increased, longer term and more flexibly
offered international aid (World Bank document, 1987: xii).

For countries such as Tanzania, whose educational development budgets depend on
foreign aid and loans, this was an outright threat and something had to be done. In
1990, Tanzania appointed a Task Force, chaired by the Dean of the Faculty of
Education at the University of Dar-es Salaam, with a mandate to review the existing
education system and to come up with 'a blue-print' to guide Tanzania's education for
the future. It has been argued (Samoff and Sumra 1994) that, although it seemed like a
national initiative, the Task Force was not expected to differ significantly from the
neo-liberal agenda. As Samoff and Sumra (1994) claim:

Its membership includes several of the Tanzanian scholars who were
part of the January 1991, World Bank mission. Informal discussions
suggest that most, perhaps all of the commission members understand
the contemporary situation in essentially the same terms as the Word
Bank does. From a common perspective, general approach and
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methodological orientation, they will reach similar, though probably
not identical findings (Samoff and Sumra 1995:36).

The approach of the Task Force was to analyse previous reports on education,
including those produced by UNESCO, the World Bank and other donor agencies; the
"Priority Africa" document; as well as the proceedings of several conferences and
writings. Summaries of the analysis were presented at workshops of eminent
participants, mainly representing government ministries, educational institutions and
organisations, non governmental and religious organisations and representatives of
donor agencies. A final report, Tanzania Education System for the 21st Century (TZ-
Task Force Report) was produced in 1993.

The findings and recommendations of the 7Z-Task Force Report evolve around the
existing problems in the education system and the reduction of the role of the state in
the provision of education. The recommendations of the task force vindicate
Rubagumya’s (1991) observations that the conditionalities (including liberalisation of
the economy, devaluation of currency and cut in public spending) by which Tanzania
has to adhere, in order to get loans from the IMF, have led the government to shift

emphasis from socialist rhetoric to pragmatic management of the economy.

The TZ-Task Force Report is inaccessible by the general public. Not only is it written
in the English language but also no public debate has ever been organised to discuss
the final report. This signifies a loss of democratic participation by the majority of the
Tanzanians who speak mainly Kiswahili and who have, to date, not been invited to

discuss the document that is likely to affect their lives and those of future generations.

However, the TZ-Task Force Report has been a valuable government working
document in Tanzania's educational reforms. Most of the recommendations in the
"Task-Force Report" have been implemented, including; students shouldering their
transport costs and payment of tuition fees in public secondary schools and a
substantial contribution of parents in primary education. As Galabawa (1992) points
out, research reports have shown that some parents are making significant
contributions to primary schools through inputs of money, labour or kind in order to

ensure the financial viability of primary schools. Galabawa (1992) states:

Semboja and Therkildsen (1989) indicate that in 1987, self-help
through village council alone contributed about 63 per cent in Iringa
district and 69 per cent in Njombe district in primary education.
Parents in Dar es Salaam have been able to contribute a total amount of
TShs 18,180,836 for furniture, construction and building and stationery
in 1990/91.
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A survey made by Maduki, Kisenge and Sayi (1992) at Mwenge
primary School in Dar es Salaam shows that parents' contribution in the
school is quite significant (Galabawa 1992:16).

Payment of tuition fees in government secondary schools has been gradually
introduced. Moreover, it is acknowledged that Tanzania's Education and Training
Policy (TZ-ETP) is based on the TZ-Task Force Report. The TZ-ETP states that:

The Report of this Task Force, the Tanzania Education System for the
21st Century, was submitted to the Government in November 1992.
Recommendations of this Report have been taken into consideration in
the formulation of the Tanzania Education and Training policy (TZ-
ETP, 1995: Vii-viii).

It is within these circumstances that the policy document, Tanzania Education and
Training Policy, (TZ-ETP) was produced. This document is significant because it has
been presented as a blueprint or white paper to guide the provision of education in

Tanzania.

Evidence of Privatisation Discourse in Tanzania's Current Education
Reform Documents

An observation of the context of the privatisation debate in Tanzania reveals the
pressure exerted by the transnational economic organisations (i.e. World
Bank/International Monetary Fund (IMF)) to ensure that national states (e.g.
Tanzania) adhere to neo-liberal economic principles. Consequently, the educational
policy documents (i.e. Educational Policies for Sub-Saharan Africa: Adjustment,
Revitalization and Expansion (World Bank document, 1987), the Task Force Report
on Tanzania Education System for the 21st Century (TZ-Task Force Report, 1993),
and the Tanzania Education and Training Policy (TZ-ETP, 1995) produced within
this context, exhibit the influence of the privatisation discourse. It is argued, in this
thesis, that the statements in these documents are couched in terms that blame the
public education system and which prescribe privatisation of education services as the
rational and inevitable route that will deliver better outcomes. Thus, the discourse of
privatisation in these documents distorts the interpretation of educational conditions,
prescribes the processes of provision and defines educational outcomes towards
market economy perspectives.
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Interpretation of Educational Conditions

What is portrayed in the reform documents as educational conditions is very much
influenced by the discourse of privatisation. Thus, the problems are portrayed as
emanating from internal contextual and systems inefficiencies as well as the state
involvement in service provision. Building on the neo-liberal view of education as a
private good, the discourse in the documents apportions the greater part of the blame
for educational problems to the public system. In the analysis of the conditions of
education in Tanzania, the reform documents also concentrate on what is observable

and measurable.

Apportioning the Blame for Educational Problems

While the World Bank group admit that the crisis in the educational sector is due, in
part, to the larger economic crisis in Africa, their explanation for the crisis depicts
what Brock-Utne (1993) describes as "blaming the victim". The World Bank
document indicates that the problem arises from, "Africa's explosive population
growth; mounting fiscal austerity and tenuous political and administrative
institutions" (World Bank document, 1987: ix -x); all of which are supposedly factors
internal to the respective nation; thus, transporting the blame from the international to
the national level.

Such a statement seems to overlook the part played by the international socio-
economic relations in Africa’s educational process. However, as it is explained in the
context part of this thesis, throughout the capitalist era, the wider international socio-
economic and political developments have significantly contributed to the shaping of

the education process in Africa.

The World Bank document also exhibits deliberate omissions as selective reporting is
employed to foster only what is in the interest of the World Bank group. It has been
observed by Brock-Utne, (1993) for example, that:

No mention is for instance made of the deterioration of terms of trade,
the rise in the interest rates, the wrong technical choices encouraged by
donor agencies or the lack of high level training and education for
development and independence. No mention is made of the fact that
the many devaluations enforced on the African countries by World
Bank/International Monetary Fund (IMF) conditionalities along with
the enforced policy of cutting down on public expenditure, has led to a
situation where all educational trimmings have been taken away
(Brock-Utne 1993:60).
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All these factors, which are omitted from consideration by the World Bank document,
have contributed significantly to the state of education in African countries, including
Tanzania. As the study on education policy formation in Africa (Evan 1994) has noted

in reference to Tanzania:

The nation's reliance on the World Bank and its development strategy,
both at the time of independence and in recent years, promoted policies
that contrast with the intervening years of efforts towards self-reliance
(Evan 1994:18).

Another significant international issue that is omitted from the World Bank document
is the issue of debt servicing. Debt servicing has adverse budgetary impact on
education. As indicated above (Table 8.3), in Tanzania, the educational budget is only
a fraction of the expenditure on debt servicing. In the mid 1980s, Nyerere had the

following to say:

Our national per capita income is now 26 per cent lower than it was in
1980 as a result of the continually worsening terms of trade, the years
of drought, the war we were forced to fight when Iddi Amin's troops
invaded Tanzania, the international economic recession, plus a
reduction on our own productive capacity following the import
strangulation of our modern sector. Meaningful educational expansion
is thus precluded by ever-increasing financial constraints (Nyerere
1985:52).

All such statements support the view that factors contributing to educational problems
in Tanzania were not totally internal, as they are portrayed by the World Bank

document.

The TZ-Task Force Report, on the other hand, almost reiterates the neo-liberal views
that the education system in Tanzania is failing because it is a public system. This is
evident in some of the statements in the Report as well as in the recommendations
contained in the document. Regarding financing of education, for example, the report

states that:

The major issue in educational financing is that the system is under-
financed. Because the education sector depended almost entirely on
government funding for almost thirty years, the national exchequer is
too heavily burdened. This situation calls for cost recovery measures...
(TZ-Task Force Report, 1993:69).

The TZ-Task Force Report does not analyse the issues that have made the national

exchequer have less finance available for education (see sections on the context of
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privatisation debate in Tanzania and on policy document production process in this
study). Like the World Bank, the TZ-Task Force Report reduces the wide socio-
economic issues of education to a managerial problem. It seems to suggest that there
are "finances out there" which would automatically be available once the system is
changed so that the government is not involved in education. In its enthusiasm to
emphasise the neo-liberal view, that education is a private good with the potential for
individual economic returns, the 7Z-Task Force overlooks the fact that, even if they
wanted, the majority of the Tanzanians do not have private finance to invest on

anything, including education.

Envisioning an education system that would produce “job creators” rather that job
seekers" (Task Force Report, 1993:2, 31), the Report seems to suggest that the
existing education system had created a mismatch between education and the world of

work.

Based on a technical view of educational issues, the T7Z-Task Force Report also looks
at education in isolation from other factors within the society. It does not analyse
other socio-economic issues that affect education and it seems to believe that changes
in the curriculum, management and mode of delivery of education are enough to

improve the condition of education in Tanzania.

It is also important to note that, the 7Z-Task Force Report not only paints a future that
is different from that which the Tanzanians have cherished and worked, for at least a
decade, but also it (tacitly) challenges the foundations of education in Tanzania. It

states that:

In reviewing educational curricula for the 21st century, concepts such
as relevance, applicability, inquiry, education and work, critical
thinking and etc. contained in the country's broad education
philosophy, must be redefined to match the imperatives of the next
century. This redefinition is also important to educators in establishing
a common understanding of how education is to be conceptualised and
practised (TZ-Task Force Report, 1993:31).

Such a statement not only creates doubt about the existing interpretation of the policy
direction but also the education system that is based on that interpretation. The
statement also challenges the appropriateness of the prevailing philosophy of
education (ESR) in the envisaged future. It can be argued that the discourse here is

used to conjure up a better future that does not require the past philosophy.
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It is worth noting, however, that, apart from creating doubt over the philosophy of
Education for Self-Reliance in Tanzania, the 7Z-Task Force Report does not overtly
criticise the philosophy. In some instances, the report seems to promote the basic
principles of ESR, such as equitable distribution of resources (p.6), critical thinking
and inquiry (p.4) and self-reliance (p.27). It can be argued, therefore, that the
onslaught on the philosophy of ESR is more of a strategy to create doubt so that the
public would consider and accept the proposed changes towards education

privatisation.

Assertions are apparent in the TZ-ETP document that the problems inherent in
education in Tanzania are a result of a public system. Although the 7Z-ETP
commends the steps of meeting all the cost of providing social services, including
education that the Tanzania Government has covered since independence so as to
improve living conditions and standards and hence social economic development of
the whole nation, 7Z-ETP portrays the government involvement as problematic while

the move towards privatisation is portrayed as a remedy. The TZ-ETP states:

However, since the 1970s the country has experienced serious
economic problems which led to the deterioration of the economy at
the turn of the 1980s.

In addressing these economic problems, the government re-examined

its development policies of the 1960s. The current socio-economic

development policy and its strategy of Economic Recovery

Programmes first introduced in 1986 are a result of the institutional

changes that have been introduced in order to resuscitate the national

economy. Given its limited domestic resource base the government

now advocates:

* increased role of the private sector, thereby broadening the
participation base in the economy;

* continued liberalisation of trade and other systems;

* provision of essential resources to priority areas;

* increased investment in infrastructure and social development sectors,
especially health and education;

* the reduction of subsidies and introduction of cost recovery and cost
sharing measures where applicable (TZ-ETP, 1995:x-xi).

Like the World Bank document and the 1Z-Task Force Report, the TZ-ETP does not
mention the pressure exerted by the transnational economic organisations or the
impact of the implementation of structural adjustment programmes (e.g. ERP) on

education.

The mechanism for 'resuscitating' the nation's economy seems to apportion the blame

for problems to the lack of a strong private sector. The mechanisms include:
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Increased role of the private sector, thereby broadening the
participation base in the economy;
Continued liberalisation of trade and other systems... (TZ-ETP,
1995:xi).

The use of the terms such as "liberalisation" and "broadening participation” suggests
the efficacy of privatisation in setting free and democratising education which was

otherwise bound and restricted by state involvement through the public system.
Concentration on the Observable and Quantifiable

The reform documents' concentration on observable and quantifiable characteristics of
education reflects the influence of market exchange whereby the measurable, or those

things that can be aggregated, are emphasised.

In the World Bank document, the quality of education in Africa is defined in terms of
adequate books and supplies and the raising of test scores while it down-plays the
educational aspects (e.g. opportunity and access to educational provisions). Insisting

on economic rationalisation, it states that:

The safest investment in educational quality in most countries is to
make sure that there are adequate books and supplies. These are
effective in raising test scores, and almost, invariably, have been under
invested in relative to teachers....

The following kind of investment are unlikely to have any noticeable
affect on primary school quality despite their potentially high cost:
reducing class size, providing primary teachers with more than general
secondary school education, providing teachers with more than
minimal exposure of pedagogical theory (World Bank document,
1987:57).

The pedagogical usefulness and correctness of such assertions is, at best, debatable.
At worst, however, this is a recipe for educational disaster. Although physical plant
and instructional materials are important, the role of a teacher in the learning process,
cannot be over emphasised, especially in Africa where access to information, let alone
relevant information is difficult. Moreover, studies on the effect of teacher training on
the school environment and pupil performance (e.g. World Bank 197897, Morrison
1983, Malekela 1984) indicate that teacher education, motivation and morale make a

difference in educational achievement.

97Cited in Brock-Utne (1993:67).
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As Brock-Utne (1993) observes, even in advanced countries the teacher is important
in the learning process, although information is abundant and there are various
sources of information, including computers, television programmes, radio,

magazines and newspapers. She further argues that:

An inventive teacher with proper and challenging teacher training may
be able to bring about more learning with just the simplest and home-
made instructional tools, using mostly the immediate surroundings than
a more mediocre and poorly trained teacher would be even with the
most advanced self-instructional material (Brock-Utne 1993:67).

Literature on the implementation of Universal Primary Education (UPE) in Tanzania
(Malekela 1984, Evan 1994, Samoff & Sumra 1994) cites inadequately trained

teachers and overcrowded classes as some of the major problems.

Like the World Bank document, the TZ-Task Force Report also concentrates on the
observable, mostly technical issues. The situation analysis of the problems pertaining
to education in Tanzania in the 1980s and early 1990s in the TZ-Task Force Report
for example, is basically on observable or quantifiable characteristics. The Task Force
report identifies the main problems or issues in Tanzania's education system as:
falling rolls in primary schools, from 96% in 1983 to 70% in 1992; low transition
from primary to secondary, barely 15 % of those completing primary education;
primary school leavers problems; as well as unsatisfactory teaching and learning
environment. The list of issues is attached as Appendix c.

Thus, although the TZ-Task Force Report correctly depicts the condition of education
in Tanzania, it does not engage in a broad based analysis of the causes of the
problems and it provides procedural solutions which are sometimes simplistic. For
example, the TZ-Task Force Report's suggestion, for combating district disparities in

achievement, is that:

Regional and gender quota system need to be maintained. However
they must be assisted by national appropriate cut-off points and
remedial intervention programmes aimed at correcting the causes of
disparities. If appropriate numbers of Standard VII candidates are to
attain pre-set standard cut-off point in each district, District Education
Officers will have to be competent and aggressive officers who will not
hesitate to initiate intervention programmes, especially in schools
where performance is traditionally poor (TZ-Task Force Report
1993:88).

The above suggestions indicate that the disparity in achievement is a technical and

managerial problem which can be rectified by technical and managerial interventions.
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This does not seem to take into consideration the reality that problems of district
educational disparities are rooted in wider issues such as economics, culture and
history. It has to be realised that, although the initiative of educational leadership is
important in improving educational achievement, it is only one part of the equation.

Marketisation of Education as a Panacea

In a bid to portray privatisation and marketisation as a panacea to educational
problems, the reform documents end up supplying technocratic or simplistic solutions

with budgetary focus to complex structural problems

The Word Bank and IMF's view that the market economy will solve the problems of
education in Africa is clearly expressed in the World Bank document. It is argued in

the document, for example, that:

As structural adjustment of African economies are achieved and

liberalisation is institutionalised, markets will work better (World Bank
document, 1987:113).

This statement signifies the faith in the potential of the "invisible hand" of the market
to guarantee overall improvement and satisfaction. Thus, 'liberalisation’, which, in this
case, is a synonym for privatisation, is an essential mechanism through which the
hidden hand of the market can be effected. The argument in the World Bank
document, therefore, is that market oriented policies are a prerequisite for

improvement.

With the focus on budgetary concerns, the World Bank document offers simplistic
monetary solutions to a fundamental issue, such as gender inequity in education. It

proposes that:

Governments can reduce the private costs of girls' education relative to
boys' by, for example, providing girls with free books and instructional
materials, charging them lower tuition fees, or recovering less of the
cost of boarding and welfare services from girls' families than from
boys' (World Bank document, 1987:85).

Such a solution not only overlooks the complex nature of the gender problems but
also seems to reduce the gender inequity problem in education into a monetary
problem. The World Bank document , for example, does not consider that, in most

African countries, there have been historically fewer school places for girls than those

98Whether this is deliberate or sheer oversight is debatable.
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for boys and that the position and role of a girl child in various communities
sometimes delimits her educational chances (Brashaw 1997). The World Bank
proposal also ignores issues of irrelevance and incompatibility as well as gender
insensitivity which are embedded in the school curriculum and instruction (Mbilinyi
et. al. 1991).

Based on similar concerns, the 7Z-Task Force Report provides solutions to the gender
inequity problems in Tanzania that are similar to those of the World Bank. The 7Z-

Task Force Report suggests that:

More secondary schools for girls should be established so as to match,
those catering for boys. If secondary school places for girls are to be
increased, the policy of making all the schools currently being
established, co-educational, should be continued (TZ-Task Force
Report, 1993:88).

At face value, this is a plausible piece of advice, as it would contribute positively to
the provision of education for girls through adding more educational places. However,
it is simplistic because not only does it seem to reduce the gender issues of education
to what is observable and quantifiable but also it ignores inequity issues of co-
education and day schools. Samoff and Sumra (1994:23) have observed, for example,
that the day school arrangement is likely to favour urban children over rural residents
and would make it difficult to equalise secondary school access throughout the

country.

The reform documents not only support privatisation of education but also they depict
privatisation policies as inevitable steps to redeem the education system. As a
corollary, the documents do not hesitate to promote privatisation policies which they
acknowledge might have an adverse impact on cherished ideals such as equity and

democratic participation.

Thus, while acknowledging their adverse impact, the World Bank document advocates
privatisation and cost-sharing policies as a remedy to most of the educational
problems in Africa. It insists that the introduction of tuition fees, having parents pay
for instructional material and students paying for their own living expenses, are the
"inevitable" steps that have to be taken. It is stated in the World Bank document that:

It is probably inevitable that parents 'contribution to the cost of primary
education, and particularly secondary education, will increase, despite
very real concerns about the impact of this on overall equity and
efficiency (World Bank document, 1987:95).
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It can be argued that, based on such unequivocal support for privatisation of education
provision, the social contextualisation of educational policies which is expressed in
the World Bank document is an attempt to ensure that a particular country, (e.g.

Tanzania) fits its national policies within the wider global socio-economic structure.

Likewise, with the emphasis on the reduction of the financial burden to the state, the
TZ-Task Force Report seems to support educational privatisation, regardless of the
social cost. For example, the 7Z-Task Force Report, mentions that the recommended
reforms would raise equality issues but it does not discuss these issues further, nor

does it offer possible remedies or alternatives.

The TZ-Task Force Report also suggests market oriented policies as remedies to the
education problems in Tanzania. Stressing user-pay, market oriented efficiency and

accountability, the 7Z-Task Force Report recommends that:

Unit costs especially at secondary, tertiary and university levels should
be reduced by restructuring planning and management and by students
and or parents shouldering catering and transport cost;

Financing education should move towards more community, parent
and private participation, rather than depending on the government
(TZ-Task Force Report, 1993:89).

Here, the 7Z-Task Force Report seems to overlook the fact that governments get their
revenue from the citizens who are also members of the community (and some of them
are parents). It may be argued that, by contributing to government revenue,
individuals are already paying for the government financed education. The
categorisation of financing education, either by the government, the community or
parents, could be seen as a move to stress the idea that education is a private good

. . ’ . X A 99
which must be financed privately, either at the community or individual level .

The TZ-Task Force Report (1993:89) also recommends that "students should be
encouraged to borrow against their future earnings” Such a suggestion, put forward
at a time when unemployment amongst graduates is increasing, is either unrealistic or
an attempt to postpone the problem. The process of seeking to borrow against
indeterminate future earnings may prove to be more problematic in future because the
unemployed graduates will also be debtors. This would not only restrict the graduates'
earning power but also their initiative in "job creation" as the educational debt would

render them non-credit worthy.

99A detailed discussion of education as a public good is presented later in the section on New Zealand
education reform documents and in the comparative policy analysis section.
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More important, however, is the implication that students borrowing against their
future earnings signifies that schooling or studying is a private business in which

people may choose to, or not choose to invest.

The TZ-Task Force Report also promotes efficiency through financial rationalisation
with little regard to the effects it might have on other aspects. It suggests, for example,
that:

Teachers' salaries can be increased by re-allocating resources from
other items like visits, conferences and catering. Reduction of support
staff especially at university level or subcontracting provision of some
services would be another way of recovering some funds for re-
allocation (TZ-Task Force Report, 1993:89).

In this regard, it can be argued that, like the World Bank document, the TZ-Task Force
Report down-plays educational aspects (e.g. educational visits and conferences) in the
process of cost rationalisation. By suggesting subcontracting as the means of reducing
cost, the TZ-Task Force Report seems to believe that marketisation of services is more
cost effective. It is worth noting, however, that, in most cases, contracting out
services, only makes it easier to move public funds into private hands; for, if services
are rendered, the bill has to be paid. It can be argued, therefore, that the suggested
subcontracting of the services does not reduce costs but makes it easier to shift the
responsibility for those services from the public to individuals. Consequently, the next
point in the report is that students and/or parents should shoulder catering and

transport costs.

The TZ-Task Force Report’s neo-liberal view of education is also evident in its future
vision that would require education to facilitate the changes towards privatisation. For

instance, the TZ-Task Force Report states in the preamble that:

The state will, essentially, be responsible for promoting
enterpreneurship, by creating an enabling economic and social
environment, capable of sustaining a dynamic and expanding private
sector base. The promotion of enterpreneurship will depend on the
extent to which education and government policies encourage
managerial and business skills, reinforced by technological input as
well as technical knowledge (TZ-Task Force Report, 1993:2).

In this statement the TZ-Task Force Report also seems to subscribe to the myth that
post-colonial Tanzania is an equal partner in multinational/transnational trade
agreements. Consequently, the report does not even mention issues of investment or

the international political economy and how they affect the future vision for Tanzania.
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In Tanzania's Education and Training Policy document, (TZ-ETP, 1995) the support
for privatisation and marketisation of education is evident in every section. The policy
supports user-pays, the devolution of management and vocationalisation of the
curriculum, all of which are tenets of neo-liberal market economy ideology. The

document states, for example, that:

From the foregoing shift of emphasis, the broad policies of education
and training as detailed in this document include, enhancement of
partnership in the provision of education and training, through the
deliberate efforts of encouraging private agencies to participate in the
provision of education, to establish and manage schools and other
educational institutions at all levels (TZ-ETP, 1995:xii-xiii).

The TZ-ETP document also states that:

Broadening of financial base for education and training, through more
effective control of government spending, cost sharing and
liberalisation strategies....Streamlining of the management structure of
education, by placing more authority and responsibility on school, local
communities, districts and regions;...Facilitating the growth of the
culture of education for job creation and self employment through
increased availability of opportunities for vocational education and
training (TZ-ETP, 1995:xii-xiii)

These statements to suggest that societal problems, including unemployment, could be

solved by the privatisation of education.

By clearly articulating the aims and objectives of education and training, (See
Appendix B) which are broad and whole encompassing from pre-school to higher
education to teacher education as well as to non-formal and informal education, the
TZ-ETP creates a rationale and legitimacy for the policy reforms contained in the

document.

Not only are most of the aims and objectives similar to those of Education for Self-
Reliance (ESR) but also they are so broad that people with different interests may
interpret them differently. This may be construed as a bid to accrue adherence of
people with varied interests. Some of the aims stated in the 7Z-ETP, for example, are:

To guide and promote the development and improvement of
personalities of the citizens of Tanzania, their human resources and
effective utilisation of these resources in bringing about individual and
national development...

To develop and promote self-confidence and an enquiring mind, an
understanding and respect for human dignity and human rights and a
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readiness to work hard for personal self -advancement and rational
improvement (TZ-ETP, 1995:1) (emphasis added).

A closer look at the general aims and objectives stated in 7Z-ETP , however, reveals
an omission of distributive aspects and commitment to collective responsibilities.

Whenever development is mentioned, the reference is to the individual and the nation.

The above statements of aims and objectives exhibit the commitment to individualism
and market perspective of the nation as an aggregation of individuais, as opposed to
the egalitarian approach which insists on society as a united entity. The significance
of the different perspectives of the nation is that, while the united perspective would
work towards removing the obstacles to unity (e.g. inequalities in production and
distribution), the individualised perspective would work towards individual

achievement, even if this would curtail the achievement of a collective unity.

The TZ-ETP policy document also employs market metaphors in reference to
educational aspects with educational leaders, for example, are being referred to as
educational managers and the education sector as an area of investment. This may
also be interpreted as a respect for market orientation in education, since the managers

were ordinarily found in business and private production enterprises!00
Contradictions and Internal Inconsistencies

The intention of this section is to analyse the policies contained in Tanzania's
educational reform documents in terms of their internal logic and theoretical
justification. As Codd (1992) argues, examining the assumptions behind the discourse
contained in the documents that have preceded or accompanied the policies and
exposing their internal contradictions enables us "to evaluate the policies themselves
in terms of their likely or potential social effect” (Codd 1992:13).

The contradictions in the World Bank document (1987), for instance, indicate that it
was a tool to pave the way for the socio-economic and political structures which are
strategically compatible to a neo-liberal market economy. While it is acknowledged,
for example, that Africa needs experts from industrialised countries because they have

not developed the necessary high skilled labour, the World Bank group recommends

100The insistence on enterpreneurship signifies a shift of education towards the market realm where it
can be sold and purchased like any other private good. The discussion of these perspectives of
education is provided in the comparative policy documents analysis chapter.
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reduction in higher education training; hence, perpetuating Africa's dependence on

expatriates and foreign firms.

The World Bank group also downplays the importance of building a publishing
capacity in Africa. The World Bank document states that:

Difficult issues will have to be confronted: what pedagogical material
to develop locally and what to purchase from abroad, the trade offs
between higher cost local printing and least cost printing
elsewhere...usually outside Africa (World Bank document, 1987:3).

This seems to imply that education in Africa should provide a ready market to the
already established publishing companies from abroad. It may also be argued that,
with the focus on structural adjustment which would turn the world into one big
market, the World Bank group overlooked the contradictions in its recommendations.
On the other hand, it could be construed that, since the recommendations were part of
the IMF/World Bank conditionalities, the respective nations would have no choice but

to take them as part of the SAPs package, despite their inherent contradictions.

It is important to note that, with the glaring gains that have been accrued through the
progressive policies followed by Tanzania in the 1960s and 1970s, it is difficult to
argue for wholesale privatisation. Thus, in some instances, the Tanzanian documents
exhibit contradictory statements or ambivalence. This can be observed in the
inconsistencies and contradictions inherent in the statements contained in the 7Z-Task
Force Report and the TZ-ETP documents.

As a case in point, while insisting that the government should shed some of the

burden of financing education, the 7Z-Task Force Report simply recommends that:

Access and equality should be promoted more effectively by ensuring
that each school and institution has the required teaching inputs
provided (Task Force Report, 1993:88).

Likewise, while in its "Access and Equity in Education" section (page 80) the 7Z-
Task Force Report acknowledges that it has been difficult for some parents to
contribute to education due to economic problems, it still recommends privatisation of
education. The TZ-Task Force Report states that:

Privatisation/liberalisation of education provision has widened regional
variations thus increasing inequality. Only areas of greater resource

capacity and greater initiative take advantage of available opportunities
(TZ-Task Force Report, 1993:80) .
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However, notwithstanding this observation, the 7Z-Task Force Report, recommends,

on the same issue, that:

The provision of pre-school for all implies that government will have
to encourage private agencies to run institutions for this purpose (TZ-
Task Force Report, 1993:87).

These inconsistent and at times contradictory statements indicate the ambivalence
surrounding privatisation of education not only to the TZ-Task Force but also to the
Tanzanians, in general. On the other hand, it may be construed as a deliberate move to
create confusion amongst the citizens so that they will support the changes without
having a holistic understanding of their implications. This would result in different

groups of people supporting reforms for different purposes and expectations.

The ways the ideas of centralisation and decentralisation are portrayed in the 7Z-Task
Force Report also indicate inconsistencies and contradictions. While advocating
decentralisation, some of the recommendations seem to promote centralisation.

For instance, the report states that:

Local Education Authorities, comprising representatives of all
interested educational bodies at regional and district levels, should be
established and made responsible for planning and management of
education at every level in each area (TZ-Task Force Report, 1993:85).

The Report also recommends that:

There should be a devolution of powers and decentralisation of
authority to relevant levels (TZ-Task Force Report, 1993:47).

These statements, and others like them, indicate the 7Z-Task Force’s commitment to
decentralisation and devolution of power to the local levels. However, on structure,

power and decision making, it states that:

The education officers at regional and district levels should be moved
away from the RDD and DED. They should be placed administratively
and professionally under the Ministry of education and culture. The
REO should be responsible and answerable to the Ministry
headquarters while the DED should be accountable the REO. The
number of key desk officers required to assist the REO and DEO
should also be streamlined to match the need (TZ-Task Force Report,
1993:47-48).
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The type of structure and control described in the statement above indicates a
preference for a centralised, hierarchical structure of control with more power vested

in the Ministry of Education.

Such inconsistencies, however, expose the 7Z-Task Force’s conceptualisation of
decentralisation that is based on market efficiency and accountability. The idea is to
bring the bureaucracy (and, hence, central control) closer to the grass root through

delegation of responsibility without requisite power.

Similar to the World Bank document and the TZ-Task Force Report, the TZ-ETP
reiterates the egalitarian principles and it purports to foster equity by increasing access
to education. It states, inter alia, that its broad policies will aim at: "increasing access
to education, by focusing on the equity issue with respect to women, disadvantaged
groups and areas in the country" (TZ-ETP, 1995:18).

Ironically, the policies that are propounded in the document do not seem to foster
social justice even to the mentioned groups. On the basis of principles of competition
and individual achievement, the policy document directs the government to phase out
the quota system which was instituted to correct the regional imbalances. It argues
that,

...inherent in the quota system has been the tendency to push up
children with low achievement levels while at the same time denying
access to the more deserving ones (TZ-ETP, 1995:21) (emphasis
added).

It can be argued that the "deserving ones" are those who can compete and win by
using whatever advantage they have. Thus, the policies seem to rationalise inequality
by introducing free competition instead of analysing the causes for the failure of the
quota system to promote the desired equity. Such a commitment to competition,
supports Apple's (1993:19) assertion that the notion of introducing free competition
among students assumes that, extending the capitalist market place to school, "will
somehow compensate for the decades of economic and educational neglect
experienced by the communities in which these [under-achieving] schools are found"
(Apple 1993:19).

Thus, this thesis is in agreement with the argument (Apple 1993) that, in the
privatisation discourse, equality has become redefined such that no longer is it seen to

be linked to past group repression and disadvantage. Apple explains that:
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The current emphasis on "excellence" (a word with multiple meaning
and social uses) has shifted educational discourse so that under
achievement once again increasingly is seen as largely the fault of the
student. Student failure, which was at least partly interpreted as the
fault of severe deficient education policies and practice, is now being
seen as a result of what might be called biological and economic
market-place (Apple 1993:19).

Although throughout the 7Z-ETP document the commitment to equity and provision
of education (at least at Basic level) is proclaimed, statements in the financing of
education and training section indicates that education will be for those who are able
to pay. The 7Z-ETP document states that:

Financing education and training shall be shared between government,
communities, parents and end-users;..Provision of education and
training shall be included as area of investment in the Investment
Promotion Act;...School and tuition fees, in both government and non-
government education and training institutions shall be based on the
actual unit cost of providing education and training at each level (TZ-
ETP, 1995:116 -117).

It is argued here that, under such conditions, some children will be denied the
opportunity to participate in education, especially, considering the low income of

most Tanzanians.

In general, the privatisation discourse in the documents that seek to effect Tanzania's
contemporary educational policy reforms aims at commodifying education and
making it available for those able to pay. It also seeks to ensure that Tanzania fits its
national policies into the wider global socio-economic structure. By implication, these
policy reforms can be equated to colonial policies which aimed at providing the mass
of colonial people with a bare minimum of education in order for them to remain as
"disciplined" raw material producers. The in-depth analysis of the implications of the
privatisation policies for various interests and groups of people is carried out later in

the sections on the implications of privatisation policies.
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Chapter 9

Analysis of New Zealand Education Policy Reform
Documents

The Policy Documents Production Process.

With the changes in the social structure, in technology and the economy as well as the
higher rates of unemployment, the New Zealand state witnessed worsening
legitimation crises in the 1970s. As the legitimation crises worsened, the debate on
social services provision became an underlying concern in the many social issues
facing New Zealand at that time. There were differing views regarding the state and
individual responsibilities (New Zealand Department of Education 1983:21).

As noted in the report prepared by the Department of Education for the OECD

examiners:

The limits of the government in providing services to the community is
an underlying concern in many social issues. On the one hand,
demands continue to be made for extensions of government
responsibility, especially in the fields of health, education, and welfare.
On the other hand, there is a widely held view that New Zealand must
become more self-reliant and more prepared to take risks, and that
many matters which have come to be seen as the province of state-
supported activity undertaken in the public interest should be left to the
personal initiative of individuals (New Zealand Department of
Education 1983:21).

Meanwhile, the contradictions within the education settlement in New Zealand
became apparent with gender, ethnic and class inequalities being voiced. It has been
noted, for example (Openshaw 1995), that research studies, especially after the 1970s,
indicated that the post-primary school experience of many working class, female and
Maori children had led to equivocal results. Such studies questioned the post-war
educational settlement and asserted that, in the capitalist society, there is a
relationship between educational process in terms of outcome and class, race and

gender. Freeman-Moir (1981) notes, for example, that:

The idea that there is a range of job opportunities if school leavers
would go out and look is little short of fantastic when related to three
other considerations. First, the likelihood that the labour market in New
Zealand is segmented by race such that minority groups in this country
enter a market in which jobs are race-typed', segregated by racism and
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the institutional arrangements of the market itself. Second, the fact that
jobs are content differentiated (e.g. being a freezing worker is different
from being a shop employee) overlooks the way in which they are
similarly related to capital. Members of minority groups have little
option beyond being employed in unskilled and semi-skilled work or
being unemployed. Third, an economic crisis and its attendant

unemployment hits minority groups and the powerless faster and
harder (Freeman-Moir 1981:19).

Thus, with the rise in unemployment, the fit between education and labour
employability was also challenged. As the literature on education produced in the
early 1980s (e.g. Freeman-Moir 1981, 1981a &1982, Nash 1983 & 1985, Renwick
1981) indicates, as the unproblematic transition from school to work was breaking
down so was the consensus on the usefulness and relevance of schooling to society

and the economy.

While Renwick (1981)1Ol maintained that the relationships between education and
work are fundamentally important in an advanced capitalist economy (Gordon
1989:121), Freeman-Moir (1981:19) noted that technological change has led to
progressive de-skilling of basic manual work so that less, and not more, education is
necessary for young people. Building on the view that the role of the state is to
provide the basis for capital accumulation and legitimation for capitalist mode of
production, Freeman-Moir argued that, in 1970s and 1980s New Zealand, the socio-
economic reproduction function of schooling was more emphasised. Thus, Gordon
(1989) observes that, according to Freeman-Moir, "the importance of schooling for
work lies fundamentally in inculcating a set of individualistic ideologies that 'will
accept without question as natural as 'the way the world is', that's life isn't it?"

(Gordon 1989:121)' %2,

Concentrating on the relationship between the civil society and capital, Nash
(1983:16) argued on the other hand, that, "schooling is crucial in the social
reproduction of the majority sector of the middle class and offers the most certain

avenue of mobility for working class individuals" (Nash 1983: 16)103.

Thus, with the rise of socio-economic problems, there were uncertainties in the
perception of the role and functions of education in New Zealand; hence contributing

to the legitimation crisis. In turn, this set a landmark for the breakdown of the

IOIRenwick was New Zealand Director-General of education at the time.
102

103

Gordon's observations are based on arguments in Freeman-Moir (1981a:21).
Cited in Gordon (1989:123).
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educational settlement forged under the welfare state in the 1930s and 1940s.
Comparing the events in New Zealand and those in Britain, Gordon (1989) notes that:
"Schools in New Zealand, too, have come under attack from both the state itself and
also private groups such as the Employers Federation, for not adequately preparing

the young people for work" (Gordon 1989:119).

This supports the argument (Gordon 1984) that, with worsening economic recessions,
certain contradictions that pervade a schooling system became increasingly evident,
making schooling appear far less egalitarian than was previously assumed; while the
government "cut backs" in various aspects of education raised questions about the
state’s commitment to education. Thus, Gordon (1984) attributes a strong move
towards the use of conflict theories of society, particularly Marxism, to explain
schooling practice in New Zealand, as observed in the writings of the time (e.g. the
works of Codd, 1983; Shuker, 1981, 1983; Gordon, 1984; Harker 1984)104.

Various reports produced during this period also indicated that all was not well in the
New Zealand education system. In 1977, the Johnson Report, “Growing, Sharing ,
Learning: The Report of the Committee on Health and Social Education,” was
published. Although the role for schools in health and social issues, suggested in this
report, were not implemented because of opposition to some of the details of those

recommendations, the publication stimulated some degree of public rethinking about
education (Wilson, 1991).

In 1978, a "Report of the Committee on the Registration and Discipline of Teachers"
(1978) presented to the New Zealand Government, revealed some parental frustrations
with the processes for dealing with incompetent teachers. Wilson (1991:42) notes
that, although the Committee's recommendations were not implemented because of
teacher opposition to some of the provisions, the report was significant because it

addressed the nature of teaching as a profession.

In the 1980s, not only were the social roles of education and the teaching profession
under scrutiny but also the curriculum came into the limelight. In 1983, the Director
General of Education, established a working party to review the core curriculum of
New Zealand schools. The group produced a core curriculum in the form of a
discussion paper in November 1983. Although this paper was not released to the
public, it was presented as a working paper to the governmeni. The National
(conservative) Government Minister of Education, who preferred the schools to focus

104Th':se works are cited in Gordon (1984:25).
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on the ‘basics’ and to use examinations to assess learning, opposed most of the ideas
contained in the working paper. Claiming that the members of the working party were
liberals, he selected a small group of ‘leading educators’ with whom he worked on
redrafting the 'Core Curriculum' document which was issued in March 1984 (Wilson

1991). This became the controversial Core Curriculum for New Zealand Schools.

The new core curriculum drew considerable opposition from liberals and teacher
unions who also invoked the unfulfilled National Government promise to prepare a
comprehensive staffing schedule for schools, based on meeting the needs of the
students in the 19803105.

It is worth noting, however that, although the recommendations of the re-drafted core
curriculum were not implemented, they were used by the opposition during the
campaign for the 'snap' election in July 1984; thus, putting educatior: at the centre of

public debate.

By 1984, the economic crisis had worsened; hence, exacerbating the fiscal problems.
Faced with the fiscal crisis, the New Zealand state (like any other state facing similar
situations) had to take steps to resolve the fiscal problem on behalf of capital (Rudd
1993:226-245). These steps included restructuring the economy and redefining the
state’s functions, in which process the functions of the Treasury became elevated. It is
within these circumstances of growing fiscal and economic crises and the growing
power of the New Zealand Treasury that the July 1984 elections were held; bringing
the Labour Party into office.

The new Labour Minister of Education undertook to review the Core Curriculum
established by his predecessor, by forming a Curriculum Review Committee in
November 1984. After nearly two years of extensive consultation among schools and
communities, a Curriculum Review document was released in April 1287. With the
basic assumption of education as a public good, the review had a strong emphasis on
school and community based planning of the curriculum within guide-lines approved
by the state (Codd 1990:194). The Curriculum Review states, for example, that one of
the public concerns which were taken into consideration is that:

The curriculum for any particular school should be developed through
the consultation between the school and community, but should be

IOSWiIson (1990: 41) asserts that the recommendations of the Report on the Secondary Staffing
Working Party (1983) had been adopted selectively the New Zealand Government because the cost of
full implementation was too great at the time when the National Government was attempting to reduce
state expenditure on account of the second oil shock.



219

based upon national guidelines....Responsibility be placed on all
involved - students, teachers, administrators, parents and community -
to ensure that each school's curriculum is not deficient in any of the
principles and aspects of learning (NZ-Curriculum Review 1987:8-9).

Thus, the Curriculum Review seemed to extend more power to the community; a
concept that has been used in many cases to appeal for public support for devolution
reforms. However, the Curriculum Review was challenged by the neo-liberals;
particularly, the New Zealand Treasury. On the basis of cost driven views, the New
Zealand Treasury strongly opposed the recommendations of the Curriculum Review
for what it termed “liberal and costly” proposals (Codd 1990:194).

The New Zealand Treasury argued that The Curriculum Review could not be an

adequate blueprint for the development of school education because it:

Holds unstated and narrow assumptions as to the nature and sources of
education; overlooks issues as to: community and educational values
and benefits; the relationship between education and the economy, and
the nature of government assistance; [and] doesn't tackle issues of

management and consumer choice e

As the debate over the Core Curriculum continued, it soon became clear that the neo-
liberal arguments were gaining ground over the welfare democratic approaches.

Meanwhile, in 1986, issues of registration and discipline of teachers were examined
by a parliamentary bi-partisan Select Committee. The Report on the Inquiry into the
Quality of Teaching'07 was produced in the same year. Macpherson & Raab (1988) contend,
that, at the same time this report was produced, the ‘Ireasury, the State Services
Commission and the New Zealand Government forged an alliance against the
Department of Education. Although the recommendations of the report were not
implemented, they were used by the opposition during the campaign for the general
election.

In August 1987, the Labour Party was re-elected into office. However, a new Minister
of Education was appointed. The status of the education portfolio was also raised,
with the new Minister being also Prime Minister. In its briefing paper to the new

government, Government Management: Brief to the Incoming Government Vol. II:

'e8 This was stated in the letter from the Treasury to the Finance Minister and quoted in Codd
1990:194.

107The Report on the Inquiry into the quality of Teaching (1986) is referred to in Wilson (1990).
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Education Issues (NZ-Treasury 1987), the Treasury promoted and defended neo-

liberal intentions to redirect education towards the free market values.

It is within this context that the Task Force to Review Educational Administration in
New Zealand was appointed. It is argued that the Task Force sought to provide
legitimacy for restructuring the education sector in line with the Treasury’s monetarist
policies that sought to effectively reduce the New Zealand government's expenditure
on education. The Report of the Task Force to Review Education Administration:
Administering for excellence (NZ-Picot Report) was produced in 1988. The NZ-Picot
Report was critical of the bureaucratic nature of the education system which led to
what, in its view, was described as ‘provider capture’ of the service. It suggested the
removal of all intervening tiers of educational administration between the central
government and the school; hence, devolving decisions to the levels of the education
system at which they, arguably, had greatest relevance. This was to become the New
Zealand Government’s Green Paper of education reforms. It has been noted (Dale
1993, Wilson 1991, Codd and Gordon 1991) that the report was biased towards the
Treasury monetarist and technocratic, "neo-liberal view" of the condition of education

and the role of the state in its provision.

The New Zealand Government promoted the NZ-Picot Report, claiming that its major
proposals were both necessary and beneficial to New Zealand society. They allowed
very little time (about ten weeks) for public debate. Based on the recommendations
contained in the NZ-Picot Report, Tomorrow's School" (NZ-TS, 1988), a policy
statement to guide the educational reforms in primary and secondary education in
New Zealand, was produced. In the introduction to the Tomorrow's Schools policy,
the features (upon which the reforms of educational administration in New Zealand

were based) are described as:

e Institutions will be the basic "building block" of education
administration, with control over their educational resources - to
use as they determine, within overall guidelines for education set
by the state.

* The running of the institutions will be a partnership between the
professionals and the particular community in which it is located.
The mechanism for such partnership will be the board of trustees.

* Each institution will set its own objectives, within the overall
national guidelines for education set by the state. These objectives
will reflect the particular needs of the community in which the
institution is located, and will be clearly sets out in a "charter"
drawn between the community and the institution, and the
institution and the state.
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* Institutions will be accountable, through a nationally established
review and audit agency, for government funds spent on education
and for meeting the objectives set out in their charters. This agency
will carry out regular reviews of every institution.

* Institutions will be free to purchase services from a range of
suppliers.

* Community education forums will be set up to act as a place of
debate and a voice for all those who wish to air their concerns -
whether students, parents, teachers, managers or education
administrators.

* A Ministry of Education will be established to provide policy
advice to the Minister, to administer property, and to handle
financial flows and operational activities.

* An independent Parent Advocacy Council will be established. This
council will promote the interests of parents generally and will, in
particular, provide assistance to the parents who are dissatisfied
with existing arrangements to the extent that they wish to set up

their own school108,

* Groups of parents representing at least 21 children will be able to
withdraw from existing arrangement and set up their own
institution, provided that they meet the national guidelines for

education !9 (NZ-TS, 988:1-2).

These key features signify that Tomorrow's Schools policy set in motion policies
which aimed at integrating business practices in education. The process, it can be
argued, was made easier with the Prime Minister of the time, Mr. David Lange
doubling as the Minister responsible for the Education Portfolio. Thus, the reforms of
education involved applying the wider state sector restructuring to education and
displacing the educational settlement forged in the 1930s. Tomorrow's Schools policy
has been described by some policy analysts (e.g. Codd 1990; Lauder 1990; Grace
1990) as being the most major educational reforms ever experienced in New Zealand

in the present century.

Evidence of Privatisation Discourse in New Zealand's Recent
Education Policy Reform Documents.

The analysis of the policy discourse falls under four main themes, namely: the de-
legitimisation of education as a public good; management and market-place

metaphors (the use of management and market place language and concepts); the

e [t is worth noting that the aspects which would have provided an opportunity for parents to

participate in making major decisions (the independent advisory council) was soon abolished.

109This was also abolished.
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association of a public system with fiscal and legitimation crises; and the prescription

of the "free market" as the panacea.
a) De-legitimisation of Education as a Public Good

In the early 1980s, the tradition of regarding education as a public good, mediated
through a publicly provided service in New Zealand, (Grace 1990:27) started to face
challenges from those embracing the neo-liberal monetarist ideology (the New Right).
On the basis of the New Right principles of privatisation, competition and
individualism, several agencies, including the New Zealand Treasury, the National
Party, the media and the Business Round Table, criticised the philosophical and
ideological foundations of the educational settlement forged under state welfarism.
These agencies employed the discourse of privatisation to position and direct
education to their prescribed destination by claiming that education was a commodity
in the market place, like any other commodity and that many of the educational
benefits are subject to individual capture rather than being contributory to the social or
public good (Grace 1990:27). These assertions are evident in the policy documents;
namely, the NZ-Treasury document (1987), the NZ-Picot Report (1988) and
Tomorrow’s Schools (1988).

It is argued in this study that, in the NZ-Treasury document, the New Zealand
Treasury attempted to control the direction of education policy referms by employing
the discourse of privatisation; thus, seeking to “de-legitimise” the public good

association of education at a conceptual level.

In its briefing paper to the in-coming Labour Party Government, which was re-elected
into office in August 1987, the New Zealand Treasury advocated radical changes in
education, whose new Minister was also the Prime Minister. Claiming that the
education budget was so big that it warranted rigorous economic analysis, and
blaming New Zealand scholars for not extending interest and concern for the
economics of education, the New Zealand Treasury set the grounds to break the
notion of education as a public good. The NZ-Treasury notes that:

The pervasive nature of education, the enormous resources employed
by the system and the high degree of involvement in it by New
Zealanders mean that education does not stand in isolation from the
society in which it takes place...Given their volume, the productivity of
resources employed by the system is of crucial importance to society
(NZ-Treasury document 1987:3).

Prior to this statement, the NZ Treasury argues that:
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Education can be analysed in a similar way to any other service in
terms of interaction and exchange in the face of uncertainty,
information, costs, scarcity, interdependence and opportunism. The
section on education in chapter 3 of the first volume of the Treasury’s
post-election brief is couched in those terms. Generally we would
consider that such an approach is an analytically robust method which
would generate useful insights (NZ-Treasury document 1987:2).

It is relevant to note at this point that there is very little research in
New Zealand into the economics of education (NZ-Treasury document
1987:8).

The discourse in the above statements not only puts education in the economic sphere
but also introduces the cost driven views of education. It can also be construed as a
move by the New Zealand Treasury to set its defences to the anticipated opposition
from New Zealand scholars by attacking their (scholars) previous works for being less

rigorous and for ignoring important issues.

It is worth noting that some of the New Zealand scholars who have put up strong
opposition to the New Zealand Treasury's education privatisation agenda
acknowledge that "education research in New Zealand has neglected policy research
and the economics of education" (Grace 1990:37). Grace (1990) argues for an
approach to the economics of education that is different from that of the New Zealand

Treasury. He contends that:

The first priority is for more policy-related research and for more
research which is historically and comparatively informed into the
various sub-fields of the economics of education. We need intelligent
and sensitive research into the crucial issues which these important
sub-fields address. The economics of education, in New Zealand at any
rate, cannot be left to the crude reductionism of New Right ideology
(Grace 1990:39).

Grace's (1990:39) arguments indicate that the studies on education policy and the
economics of education should be holistic and not 'economistic’, as the New Zealand

Treasury advocated.

Emphasising the private perspective of education, however, the New Zealand
Treasury rejected the notion of parents’ (as community members) participation as was
outlined in the Curriculum Review, (1987) claiming that it was inefiicient because it
sought consensus. Referring to the OECD Reviewers Report (1983), the NZ-Treasury
pinpoints consensus as an obstacle to efficiency since "consensus building takes
time"; thus, contributing to slowness in decision making. The New Zealand Treasury
states that:
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The OECD examiners remarked on a sense of anxiety about the
slowness of policy and decision making at a time of rapid change in
demands on a system...Also, consensus has been a key element in
decision making and consensus building takes time (NZ-Treasury
document 1987:3).

On the other hand, however, the New Zealand Treasury supports parents’
participation under a decentralised management system. Arguing against state

intervention and for more parental involvement, the New Zealand Treasury states that:

State intervention may reduce parental responsibility and hence
increase dependence on subsidised institutional provision, thus
furthering the agency problem (NZ-Treasury document 1987:273).

Here, the meaning of parents' participation in the educational process is altered to
reflect the ideological thrust of the New Zealand Treasury; with parents being
convinced and encouraged to participate as individual consumers rather than as

members of the community working towards meeting collective ends.

Building on the notions of individualism and self-interest, the discourse in the NZ-
Treasury document creates a scenario of distrust of the existing public service to

contribute towards public good. It states:

On maximising social benefits, state intervention runs the risk that the
benefits will in fact be captured by particular groups of individuals or
providers, thus the cost becomes public but the benefits remain private
(NZ-Treasury document, 1987:273).

The above statement can be construed as the New Zealand Treasury’s attempt to
stimulate the “structural disintegration process” so as to destroy the political support
for the public system. It can be argued, therefore, that, by creating doubt on who
benefits from public investment in education, the Treasury is setting ground for an
ideological contestation over the assumption that education is a public good. This is
supported by Codd's (1992:12) observation that, "it is within the context of material
conditions that the neo-liberal and neo-conservative assaults on the corporatist

structures of welfarism have gained popular support".

This ideological thrust is also evident by the way the NZ-Treasury document uses the
neo-liberal economic parameters to describe education. The document explains that:
"Education shares characteristics of other commodities traded in the market place
(NZ-Treasury document” 1987:33).
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Thus, the Treasury argues that education (particularly higher education)] % heeds to be
taken as a private good and should be paid for by the individual who receives it.1 il

The document further states that:

The government provides education and training services and
information about these services, it subsidises the consumers of its
services and the services of other providers and it regulates the
production of these services (NZ-Treasury document, 1987:1).

By referring to the education workforce as providers and receivers of the education
services as consumers, the NZ-Treasury document implies that the existing
government involvement in education is an interference in a business concern. It is
worth noting here that the view of education, as comparable to a business concern,
held far reaching implications for the education reforms, particularly the process of
educational privatisation. The Government, therefore, would have the right to take
similar steps as business people would do in their business concerns. By the same
token, the Government would have the right to sell its “education business” and
subcontract some of the aspects or contract out altogether. It would even take
“calculated risk” on education without being answerable to the public.

It can be argued, therefore, that the de-legitimisation of education as a public good is
the process of opening up education for marketisation. Thus, with the view of
education as a business concern, the NZ-Treasury document states that there is no
good reason why the Government should be directly involved in the provision of

education. It states that:

The Second common feature is that the dominant form of state
intervention is direct provision of educational services. There is, in
fact, no a priori reason why government intervention should take this
form. Substantial government assistance could, if considered desirable,
be delivered through non-government institutions (NZ-Treasury
document, 1987:9).

This suggestion can be seen not only as a move to distance government from
education, even when financially contributing to it, but also as a process of

encouraging contracting out and other ways of inviting private business into providing

llONew Zealand Treasury supports a limited role for the state in the provision of compulsory
education for reasons that are analysed later in the comparative document analysis section.

HlThe observation that the Treasury document argued against the existing understanding that
education is a public good in New Zealand has also been made by other policy analysts e.g. Grace
(1990), Codd (1990), Lauder (1990), Evans and Davies (1990).



226

education services!12:- This also de-legitimises education as a public good because, as a business

concern, education would have moved into the private sphere.

In spelling out its conception of education, the New Zealand Treasury states that:

Education is not a 'public good' in a technical sense used by
economists. It is never free as there is always an opportunity cost to the
provider; it may not be paid for directly by the consumers but it is paid
for by the rest of the community (NZ-Treasury document, 1987:271).

In the above statement, the New Zealand Treasury employs the economic discourse to
prevent counter arguments, not only from the public who may not be sure of where
they belong in the “rest of the community” that is paying but also from non-economist
scholars. It may be argued, that the Treasury used the discourse for intimidation of
those scholars who, not wanting to expose their “ignorance” in economics, would
refrain from challenging the position of the New Zealand Treasury’s assumption that

“education was not a public good”.

It is worth noting, however, that this did not prevent some New Zealand educationists
and policy analysts such as Grace (1990, 1994), Codd (1988,1990, 1992), Gordon
(1989, 1992, 1994) and Lauder (1990) from taking up the challenge. Gerald Grace
(1990, 1994) argues, for example that, even in the economic sphere, “education stands

as a public good”. He contends that:

Economists appear to have a continuum with pure public goods (which
require state intervention) at one end and private goods (which are a
concern of the market) at the other. A considerable debate exists within
economics as to the location of various goods and services on this
continuum. The second is that in the case of the issue of externalities
where ‘there are likely to be benefits to the community or society at
large of educated populous in terms of social cohesion, law and order
and economic growth’ then economic theory suggests that education
and schooling could be referred to as an [impure] public good (Grace
1994:134).

It is worth noting that the New Zealand Treasury document left no doubt that the
wider state sector restructuring would apply to education. Hence, in effect, it would
replace the educational settlement forged in the 1930s and 1940s.

Within this context, the Task Force to Review Educational Administration in New

Zealand (headed by Brian Picot, a businessman) was appointed to provide legitimacy

Lp More discussion on contracting out is presented later in this study.
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for restructuring the education sector in line with Treasury’s monetarist policies. The
Task Force produced a report, Administering for Excellence, commonly referred to, as
the "Picot Report"(NZ-Picot Report) in 1988. The NZ-Picot Report suggests the
removal of all intervening tiers of educational administration between the central
government and the school; hence, devolving decisions to the levels of the education
system at which they have greatest relevance (Dale 1993, Wilson 1991, Codd and
Gordon 1991).

The discourse in the NZ-Picot Report also contributes to the de-legitimisation of
education as a public good. Although the NZ-Picot Report appears to be subtle about
the move to privatisation, particularly because some of its recommendations seem to
suggest collective participation of the parents, it clearly advocates a view of education
that is different from the then existing “public good” view. It is worth noting, for
example, that the way in which the ‘school charter is presented it leaves room for
various interpretations, including the version that the charter is a form of a “contract”.
The report also indicates a strong commitment to change at a time when the direction
of change clearly known to be on the agenda was privatisation. Further, the NZ-Picot
Report offers no challenge to the NZ-Treasury view of education as a private good.
These points seem to indicate NZ-Picot Report’s position and active contribution
towards the de-legitimisation of the conception of education as a public good in New
Zealand.

Depicting the need for radical reforms, where the idea is not to make the existing
system work better by 'tinkering' with it but to overhaul it altogether, the NZ-Picot
Report states that:

Tinkering with the system will not be efficient to achieve the
improvements now required. In our view the time has come for quite a
radical change (NZ-Picot Report, 1988:36).

Thus, although indirectly, the NZ-Picot Report (like the Treasury document) was set
to persuade the public that the "public good" tradition of education was no longer
appropriate and that radical reforms in New Zealand's education system were not only
desirable but also feasible and inevitable.

In many ways NZ-TS policy reaffirms the reforms proposed in the NZ-Picot Report.
Introducing NZ-TS policy, the Minister of Education, states that:

Tomorrow’s Schools sets out the policy position the government has
reached following its consideration of the implications of such far-
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reaching reform. Much of it is an affirmation of the Picot proposals
(NZ-TS, 1988:iv).

Thus, NZ-TS, policy, like the NZ-Treasury document and the NZ-Picot Report,
substitutes the liberal democratic assumptions about education with consumer
democratic assumptions. It is observed (Sexton 1990), for example, that the boards of
trustees for the schools, proposed in NZ-Picot Report and followed through in
Tomorrow's Schools policy, are not any different from any board of non-executive

directors of a company. Sexton (1990) states that:

I am content to accept the term ‘trustees’ but it seems to me that they
do the same task as if they were called governors. Their role is one of
overall policy making and ultimate responsibility and it seems to me
fair to equate the board of trustees of a school to that of non-executive
directors of a company, with similar duties and responsibilities (Sexton
1990:20).

Under such circumstances, in the reform process, decentralisation becomes delegation
of responsibilities for easier central control rather than devolution of power to the
grassroots. Thus, it has been noted (Codd 1990; Codd and Gordon 1991, Sexton 1990,
Smelt 1998) that devolution of power was one of the areas where some of the original
ideas of the NZ-Picot Report were not incorporated. Sexton (1990) notes, for
example, that:

The whole charter exercise has not, in practice, been a joint exercise
between the government and the boards. The national guidelines and
objectives referred to in the report are, in fact, the charter. Contrary to
Picot’s assertion, the initial preparation of the charter did not turn out
to be a time-consuming exercise, at least if the boards duly followed
the prescribed approach. The job was done for them before they were
even allowed to think about it (Sexton 1990:25).

By the same token, Smelt (1998) argues that the original vision of the reforms
encountered problems because of varied interests of stakeholders in the system. He
contends that:

The implementation of the reforms has not pursued some of the
original vision in terms of salaries, property, inter-school co-operation,
parent power or zoning. There is some tension between different pillars
of reforms, in particular between voice and choice. There are
unavoidable tension between the interests of various stakeholders in the
school system. The crown itself has several different interests or stakes
and, thus, competing objectives to pursue (Smelt 1998:ix).

Ironically, in such statements, there is still an element of blaming the state rather than
the whole idea of privatising education.
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b) Management and Market-place Metaphors

The term "metaphor" is used here not as a mere linguistic device used for the
figurative embellishment of otherwise straightforward language but as a fundamental
way of signifying and structuring conceptual systems as part of everyday discourse. It
connotes reconstructed knowledge resulting from structuring knowledge of one
domain (the target) by mapping onto it concepts and relations from an existing
domain (the source) that is already familiar (Travers 1996). Kuhn (1993 in Travers,
M. D. (1996:unpaged) observes that:

‘Metaphor' refers to all those processes in which the juxtaposition either
of terms or of concrete examples calls forth a network of similarities
which help to determine the way in which language attaches to the
world (Kuhn 1993:539, in Travers 1996:unpaged).

Travers (1996) contends that metaphors play a fundamental role in the establishment
of new, previously unstructured domains and that they are so pervasive that they are

sometimes hard to see.

In this case, it is argued that, in the New Zealand education reform documents, the
metaphors of market place and production management are readily applied to
education which was previously held to be a social service. That is, the points of
reference as well as the framing of arguments in these documents are done in ways
that direct the reader's mind to see schools as private business or production
organisations rather than as social service institutions. Using the market place
language and metaphors, the policy documents define the problems in the education

system and employ market place solutions for them.

By applying market place concepts (such as ‘value for money,' 'the marginal cost',
"inputs' 'outputs' and ‘production functions') that are normally used in the assessment
of an enterprise, to the assessment of the New Zealand education system, the NZ-
Treasury document introduces new thinking about education. Thus, the reader of the
NZ-Treasury document is made to think of the education system in the same category
as a business entity. This, in turn, leads the reader to focus on business parameters in

assessing education and, hence, other values are de-emphasised or ignored.

Suggesting that the production function analysis approach can be applied to

education, and is feasible, the NZ-Treasury document states that:
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Notwithstanding conceptual and analytical problems it is important, not
least because of the quantum of resources employed, to undertake
research into education production functions. Regrettably, there
appears to have been little undertaken in New Zealand (NZ-Treasury
document, 1987:7).

Thus, the New Zealand Treasury aims at creating a space for the language and
discourse of economics to be used in the study and implementation of education

policies.

The use of market place metaphors is also evident in both the NZ-Picot Report and the
NZ-TS. The concept of the school charter, as it is used in the NZ-Picot Report and
later in Tomorrow’s Schools policy, for example, is clear evidence of how
management and market-place metaphors have been used in the education reform
documents. Both NZ-TS and the NZ-Picot Report state that:

The charter of each institution will be approved [nationally] by the
minister, on the recommendation of the ministry. It then becomes a
contract between the state and the institution, and between the

institution and its community (NZ-Picot Report 1988:46 & NZ-TS

1988:4)! 12,

As Codd and Gordon (1991) contend, the school charter is a key element in the
restructuring of educational administration under Tomorrow’s Schools policy.
However, the concept of institutional charter is problematic as it can be interpreted in
various ways. Codd and Gordon (1991) contend that:

When it was proposed as a central concept in the Picot Report, many
saw it as signifying the mechanism through which a devolution of state
power would be achieved. It seemed to give concrete meaning to the
abstract notion of 'partnership' between government and community
(Codd and Gordon 1991:21).

In that regard, the charter was expected to create greater flexibility and responsiveness
at local level, while also producing a structure through which some decisions can be
more effectively co-ordinated at the centre (Codd & Gordon 1991). However, this
interpretation did not last long. As Gordon and Codd (1991) note:

This expectation was sustained throughout the early stages of the
implementation of Tomorrow’s Schools... Gradually, however, as the

reform proceeded, the charter came to signify the power and control of
the state (Codd & Gordon 1991:21).

1 13The same statement appears in both Picot Report and Tomorrow’s Schools ad verbatim.
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In that case, the concept of charter in the policy statement can also be interpreted as a
contract, since it seems to create a contractual relationship between the central agents
of the State and the trustees of individual schools. Thus, the school charter, like any
other business contract, defines in legal terms the relationship between the
Government and the school boards of trustee, the boundaries between the two and the
nature of power relations between them. The school charter also creates the same

relationship between the board of trustees and the community.

Codd & Gordon (1991) argue that, in that case, the charter becomes a contract
involving three discrete parties and this creates legal complexities in policy
implementation. Regarding issues of implementation of the school charter, Smelt
(1998) also observes that:

Contracts between the Crown and each school board have proved one-
way rather than two-way, and have become rather standardised and
formalised (Smelt 1998:ix).

Thus, the school charter concept could be interpreted as a business contract or
managerial device for ensuring accountability (Codd and Gordon 1991). Important to
our discussion, at this juncture, is that, through the concept of school charter, the
business metaphor of ‘contract’ is introduced in the education domain, pulling even
the educationist to discuss education as if it were a business enterprise.

Contracting out is yet another management metaphor evident in the NZ-Picot Report
and NZ-T§, especially in reference to the part that the Ministry of Education should
play in the provision of education. The process of "contracting out" is evident through
the creation of agencies such as: Review and Audit Agency (later changed into the
Education Review Office), Parent Advisory Council, National Education
Qualifications Authority & Board of Studies as private bodies that could provide
administrative services to educational institutions, rather than the State.

The NZ-Picot Report suggests that:

To avoid confusion of roles and to keep policy free of self-interest, the
ministry will have no part in the provision of education services. The
ministry will be managed by one chief executive and will have three
units. These are for policy formulation, for policy implementation and
for property services (NZ-Picot Report, 1988:xii).

NZ-TS also states that:



A Ministry of Education will be established to provide policy advice to
the Minister on all aspects of education, and to oversee the
implementation of national policies approved by the Minister. It will
not be a direct provider of education services, although it will contract
other agencies and individuals to provide certain services (NZ-TS,

1988:19).
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The above statements mean that the state would contract out educational services

rather than provide them directly. It is worth noting that this conception of

"contracting out" rests on the assumption that there are few theoretical differences

existing between the public and private sector goods and services and how they can be

supplied (Murphy 1996). This assumption is built on the neo-liberal claim that the

state is not suited for production but can supply producers in terms of agencies (Sava

1987, in Murphy 1996). "Contracting out" is also used in business as a means of

reducing bureaucracy.

Another form of "contracting out" which is evident in the policy documents is the

state's bulk grant to educational institutions. The NZ-Picot Report suggests that:

All budgeting and allocation of funds will be done by the board within
the bulk grant.. The bulk grant will have two distinct components: one
based on salaries, and one based on all other expenditure (NZ-Picot
Report 1988:49).

The NZ Picot Report provides the bulk grant formulae in the appendix.

In a similar tone, Tomorrow's Schools refers to the bulk grant in several instances,

examples of which include:

Funding for all institution's activities will be calculated on the basis of
nationally determined formulae. This funding will be sent directly to
institutions as a bulk grant - with the exception of teachers' pay which
will be disbursed through separate payroll procedure...Final
responsibility for how funding is allocated will lie with the
board...(p.6-7).

All funding will come to institutions as a bulk grant. This bulk grant
will have two distinct components - teaching salaries and operational
activities...(p. 12).

While the bulk grant has two distinct components, the board will have
some discretion in the use of these funds (p.13).

The board will be responsible for preparation and audit of the
institution's accounts (p. 7).
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The board will be able to borrow money commercially if they so
desire. Because of this, it may be necessary to create a general iiability
- held to a specific limit of the bulk grant funds - as security for lenders
(P.7).

The significance of the above statements, as examples of contracting out, is that they
build a situation whereby the school boards of trustees are presented as private
agencies to ensure responsibility for production. Clarkson (1989 in Murphy 1996:32)

contends that:

The use of grants and subsidies is another method for fostering the
privatisation of public services. Under this approach, government
provides financial or in-kind contributions to private organisations or
individuals to encourage them to provide a service (Clarkson
1989:146)

The goal is to make the "private" sector (in this case the School Boards of Trustees)
more responsive to the public goals through a manipulation of incentives which are

thought to govern market behaviour (Murphy 1996:32)

Another market place metaphor evident in the policy reform documents is the concept
of choice. The notion of choice is one of the principal tenets of market rationalism
which connotes that free choice in a market place guarantees satisfaction to both
parties to a transaction - the consumer and the provider. It also implies the possibility
of the consumer to look elsewhere if satisfaction is not met. This conceptualisation of
choice is evident in both the NZ-Picot Report and the NZ-TS policy documents.

The NZ-Picot Report states that:

In our view too little emphasis has been given in the past to choice
within the system - not only to the possibility of parents and students
exercising choice in the school and programmes they will take up or
enrol their children in, but also to the possibility of choice for those
working in the system. ... There is, to say the least, an absence of
ability to look elsewhere or even to test whether what is being provided
is up to standard (NZ-Picot Report, 1988:29).

The NZ-Picot Report further states that:

Choice will involve providing a wider range of options both for
consumers and for learning institutions....Consumers need to be able to
directly influence their learning institution by having a say in the
running of it or being able to turn to acceptable alternatives (NZ-Picot
Report, 1988:4).
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Tomorrow's Schools, on the other hand, provides avenues through which choice and

competition can be exercised. It states that:

An independent Parent Advocacy Council will be established. This
council will promote the interests of parents generally and will, in
particular, provide assistance and support to parents who are
dissatisfied with existing arrangements to the extent that they wish to

set up their own school 114,

Groups of parents representing at least 21 children will be able to
withdraw from existing arrangements and set their own institution,
provided they meet the national guidelines for education (NZ-TS,
1988:2).

Tomorrow's Schools also offers that:

Maori parents - as other parents - will be able to educate their children
at home or establish their own institutions if the system is not
sufficiently responsive to their need (NZ-TS, 1988:26)

The provisions for "Home-Based Schooling" and the option for "Withdrawal from
Existing Arrangements", also describe other avenues for choice which would be open

to parents who feel that their needs are not met by the public education system.

It can be argued, however, that the concept of choice, as presented in the NZ-Picot
Report and Tomorrow's Schools, signifies the neo-liberal perspective of "freedom of
choice" to be exercised by the individual within the market. Thus, parents and
students are defined as customers (clients) exercising their choice over the educational
commodity while schools and the educational work-force are producers who have to
compete within the market and seek to sell their service in order to survive.

The documents also present the conception of "choice" as "exit". This conception of
choice is one of the important characteristics of market rationalism; i.e.
"dissatisfaction with the market is expressed primarily as exit and not voice”“s‘
Reynold and Sokro (1996) contend that, "in the market place dissatisfaction is not
really worked out by negotiation and compromise. When one party is dissatisfied with
the outcomes of the transaction, further transactions do not occur" (Reynold and
Sokro 1996:6). The avenues of choice promoted in NZ-TS policy seem to suggest that

this market place conception of choice is one of the answers to educational problems.

114

: 15The distinction between voice and exit is explained later in the comparative documents analysis
section.

This agency was later abolished.
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It is also worth noting that the reform policy provides choice to those who can make
arrangements within the national guidelines, including meeting the criteria for
compulsory education. The choice for those dissatisfied by the arrangement but with

limited means (financial, social or political) for making other arrangements, such as
starting their own school or home-based schooling, may be truancy or dropping-out,

which can be described as the extreme conception of choice as exit.
c) Association of the Public System with Fiscal and Legitimation Crises

The discourse of privatisation is used to express the neo-liberals' assessment of the
education system; thus, blaming the public system for all the existing problems in
education and the society in general,namely, the fiscal and legitimation crises as
discussed in the previous section on New Zealand’s policy documents’ production

processes.

The NZ-Treasury document is critical of the public system of education because of

what it terms as:

the slowness of policy and decision making at a time of rapid change in
demands on the system (NZ-Treasury document 1987:3).

The NZ-Treasury document further details that:

To some degree, this may reflect the difficulty in changing what is
essentially a uniform, national system: any changes seem to affect all
relevant institutions not just a few innovative institutions at the margin
(NZ-Treasury document 1987:3).

It continues to argue that "consensus has been a key element in policy making and

consensus building takes time". The document elaborates that:

A third reason for the relatively slow pace of change has been that the
groups most politically active on education policy ...have by and large,
considered that current structural and f1nancmg arrangements are
generally satisfactory and do not require substantial change (NZ-
Treasury document 1987:3)

In these statements, we observe the education system being blamed for being slow
and resistant to change and for being non-competitive and inefficient. The
responsibility for this slowness is laid squarely on the public system which i1s

portrayed as too centralised, too democratic, and too rigid for its own good.
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By the assertion that it is difficult to change "a uniform national system", the
document seems to suggest that a centralised public system has to carry the blame for
rigidity and slowness to adopt new ideas and innovations. By alluding to the
difficulties and slowness of consensus building, the document seems to suggest that
there is little benefit or value to be accrued from a democratic process of decision-
making. This suggests an overriding concern for efficiency ahead of considerations of
other norms and values. Further, the assertion (that the groups that are politically
active on educational policy concede that the current structural and financial
arrangements do not require change) suggests that the document considers the

educational personnel to be rigid and resistant to change.

The above assertions bespeak of the tension between the Treasury and the existing
public education system and its agents. The policy documents also hold the public
education system responsible for a major legitimation crisis. The New Zealand
Treasury, for example, blames the system for the existing inequalities in the society

and for providing education that is not internationally competitive.

The NZ-Treasury document argues that the public education system could not achieve
the desirable egalitarian objectives. The document cites international and New
Zealand research which demonstrate that publicly provided education systems have
largely reproduced existing social divisions of class, race and gender. It states that:

Major inequalities persist; individuals are not equal when they come to
the state provided system and they are not equal when they take leave.
Some research evidence suggest that such education make very little if
any difference to the relative position of most groups (NZ-Treasury
document 1987:39).

The NZ-Treasury document further observes that:

Emphasis on greater equity of outcomes is a feature in the recent report
of the Education and Science Select Committee. At one level, this is, of
course, an admirable egalitarian objective...But at a different level, this
emphasis on needs may reflect more pragmatic concerns. Firstly it may
reflect the widespread concern at the failure of the state school system
to meet the needs of certain groups as evidenced by high drop-out
rates, truancy and lack of preparation for the world of work. It may also
reflect concern at middle and upper class Pakeha 'capture’ of much
educational assistance and the consequent concern to redress the
distributive balance in favour of the lower income, often non-Pakeha,
individuals and groups. The third possible element behind the 'need
based' approach is simply the fiscal cost of a non-targeted approach to
the provision of educational assistance (NZ-Treasury document 1987:5
-6).
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The message in the above statement seems to suggest that the New Zealand state
government is justified to look to new ways of administering and funding school
systems since the public system has failed to reduce inequalities, despite the massive

funding of the public system during the 1970s and early 1980s.

Ironically, The NZ-Treasury document does not dwell much on these plausible
concerns. Instead, more energy is expended on the fiscal problems of providing
education, insisting on education costs and emphasising the importance of analysing
the costs and benefits of various levels and forms of government intervention in

education. The NZ-Treasury document states that:

At any one time it is a matter of careful assessment whether greater
investment in education or greater emphasis on macro-economic
objectives (for example debt reduction) is the better long-term
investment for society as a whole (NZ-Treasury document 1987:6).

Referring to the research done in the USA on the economics of education, the NZ-

Treasury document appeals to a cost benefit analysis of education in New Zealand.

Basing its claims on some selected research findings, the New Zealand Treasury
argues that educational aspects such as increased educational resources, smaller
classes and longer teacher training are not cost effective and, therefore, they are less
important. The document states that:

The outcome does, at very least, strongly challenge the common
mechanistic assumption that, increased expenditure per child, smaller
classes, longer teacher training and such like, lead automatically to
improved student performance. In fact, it suggests that much of
substantial additional investment in recent years may have little, if any,
positive return and that the resources could have been much better
employed elsewhere (NZ-Treasury document 1987:8).

The above statements depict the reformers' conviction that an education system which

is less costly to the state would solve the state's fiscal problems.

The NZ-Treasury document, however, strategically omits educational research on
equity issues (e.g. the research by Bernstein 1973, Nash 1983) that does not support
the New Zealand Treasury's allegations against the public education system. Grace
(1990) claims that this omission of education research with evidence against the New

Zealand Treasury arguments is strategic omission and selective reporting.
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The public system is also castigated by the New Zealand Treasury for providing
education that is not internationally competitive. The NZ-Treasury document argues
that the inefficiencies in the education system have resulted in a mismatch between
the skills produced by the schools and those required by the labour market. It claims
that:

The demand on the education system to fit and refit people for work
are increasing enormously. Ironically at the same time, rising
unemployment, often linked to technological change, lead many to see
the system as also having to prepare people for non-work, that is,
unemployment and leisure... With rapid technological change, exposure
to the competitive realities of the international market and rising
unemployment, training for work will, as already suggested, be seen as
a more important objective than it was, say, in the confident days of the
early 1960s (NZ-Treasury document 1987:4-5).

These arguments suggest, amongst other things, that the public system that existed
was oblivious to existing national and international realities.

In general, the New Zealand Treasury's attack on the public systein lies in what has
been explained by Lauder et. al. (1988) as a claim, that increased expenditure on
education does not lead to improvement in learning; that improved educational
attainment doesn't necessarily lead to economic growth; and, that increased

educational expenditure does not lead to equality of educational opportunity.

Following the footsteps of the Treasury, the NZ-Picot Report also starts by criticising
the then existing New Zealand educational administrative system. Appealing to the
"free market" conception that bureaucracy is inherently and fundamentally bad, the
report claims that the public education bureaucracy is largely self-serving and that
most of the rules and procedures governing the allocation and use of resources exist
only to frustrate or prevent decision making at the level of individual institutions. The

Picot Report states that public education in New Zealand is:

Over-centralised and overly complex; lacks information, choice and
efficient management practice; and promotes feeling of powerlessness.
Such a system disables, rather than enables (NZ-Picot Report,
1988:41).

Hence, the NZ-Picot Report prescribes what it refers to as a simple, flexible and
efficient system that is responsive to its clients' demands as a desirable alternative. In

its executive summary, the NZ-Picot Report states that:

An effective administrative system must be as simple as possible and
decisions should be made as close as possible to where they are carried
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out. ...decisions must be made in a co-ordinated way in a structure in
which decision makers have control over the available resources and
are then held accountable to for what is achieved. Finally, the structure
should be open to scrutiny and should promote responsiveness to the
client demands (NZ-Picot Report, 1988:x1).

The above statement is strongly persuasive to different people with different interests
because it is so vague that it is subject to different interpretations1 16. Whereas some
could interpret it as a reaffirmation of the general thrust of government reform,
preserving a judicious balance between central control and local autonomy; for others,
it could mean a reasserting of parent power over the teachers. It could also mean just a
mechanism to change teacher behaviour in individual instances. In his research
findings, Wilson (1990) indicates that even the members of the Task Force who
prepared the NZ-Picot Report had different understandings of the passage quoted
above. However the persistence of the discourse proclaiming that the privatisation
reforms are for the better is clear. The statement seems to suggest that the students
and their parents' demands, (client demands) which were supposedly neglected in the

public system, should be met under the reforms.

The language in the Tomorrow's Schools Policy document is also couched in such a
way as to create in the public mind the impression that the crises in education are
caused by inefficiency and waste within the education system and that the market-
oriented reforms are the natural saviour of not only the education system but also
society in general. Releasing Tomorrow's Schools policy, the Minister of Education

argued that:

Our children will not receive the education to which they are entitled
unless our administration is effective. ...The government is certain that
the reform it proposes will result in more immediate delivery of the
resources to schools, more parental and community involvement, and
greater teacher responsibility. It will lead to improved learning
opportunities for the children of this country (NZ-TS, 1988:iii-iv).

By referring to the importance of effective administration, the Minister appeals to the
"common sense" of the public by suggesting that the definition of effective
management contained in the policy reforms is universally correct. Those who
support the proposed reforms, therefore, are supporting effective management of

schools as opposed to those supporting the old, 'inefficient and ineffective system'.

: 16Wilson, K. J. (1990), The Picot Report and the Legitimation of education Policy, M.Ed. Admin.
Thesis. Massey University, Palmerston North.
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The passage also appears to indicate that all resources needed by the schools were
available and it is only the existing system that was preventing them from being
immediately delivered to the schools; thus, deflecting the fiscal crisis into a technical
problem of delivery. By stressing parental power and more teacher responsibility, NZ-
TS policy also seems to suggest that direct accountability between the consumer,
(parent) and providers, (teachers) which is created by the reforms, is the secret to the

renewal of education.

In general, the attack against the public education system is constructed to persuade
the public that the existing publicly provided service is deficient in many respects and
that the government's existing role in education is likely to be counter-productive to
its declared commitments to social equity (Grace 1990:27) The discourse of
Tomorrow's Schools policy, like that of the Treasury document and the Picet Report,
exhibits the neo-liberals' political and ideological need to achieve control over
education in the interest of what was expressed as cost efficiency, better management
and high education standards1 17. Thus, the Tomorrow's Schools document advances a
neo-liberal offensive for control over management, curriculum, pedagogy and the
educational work force in primary and secondary education, aimed at convincing the

public that "free market" is the answer to existing problems.
d) Market Forces as a Prescriptive Panacea

The New Zealand education reform documents exhibit great faith in the ability of
market forces to solve the state's social and economic problems. The discourse
conveys a conviction that the "free market" is the panacea. In the NZ-Treasury
document, the NZ-Picot Report and NZ-TS the principles of universalised provision,
egalitarianism and collectivism are replaced by the market rationalism principles of
individualism, competition, consumer choice and cost efficiency. They suggest that
the market approach to education should be supported so as to guarantee high

standards through choice, accountability, decentralisation and control.
(i) Choice

As explained earlier, the type of choice that is expressed in the policy reform
documents is market place choice. The textual evidence shows that the New Zealand

”7The same the same arguments have been used by the Neo-liberals as a political force behind
reforms of the 1980 elsewhere (e.g. Tanzania, USA, UK. Australia).
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educational reform documents argue that there are benefits to be accrued from

enhanced opportunities of choice under educational privatisation.

The NZ-Treasury document states that:

In sum, government intervention is liable to reduce freedom of choice
and thereby curtail the sphere of responsibility of its citizen and
weaken the self-steering ability inherent in society to reach optimal
solutions through the mass of individual actions pursuing free choice
without any formal consensus (NZ-Treasury document, 1987:41).

The above statement implies the market's ability to "sort out" societal problems. It is

very similar to Adam Smith's "invisible hand of the market" that unobtrusively
regulates peoples' actions for their own good. Thus, in the statement, the New Zealand
Treasury portrays a conviction that, through free choice and competition in the

educational market place, individual achievement would be guaranteed.

With a similar outlook and conviction, the NZ-Picot Report, after outlining the
problems in the existing public education administrative structure; promises a better

alternative in the market oriented school system. It states that:

Choice will involve providing a wider range of options both for
consumers and for learning institutions. We detect a widespread
concern that the delivery of education is failing in significant ways, and
we see the creation of more choice in the system as a way of ensuring
greater efficiency and equity. Consumers need to be able to directly
influence their learning institutions by having a say in the running of it
or by being able to turn to acceptable alternatives (NZ-Picot Report,
1988:4.

The above statement seems to suggest that, an administrative structure that is
supposedly consumer-led as opposed to the provider-led, public system, would
remove flaws from the education system. In this statement, the NZ-Picot Report
asserts that the proposed market oriented education system will instil "efficiency",
"equity” and "parental control" because it provides choice to the consumers. This
verifies what Lauder (1990:6) refers to as the "New Right" view of “state institutions
as monopolies which are held to be inefficient precisely because they are not subject
to competition. The antidote for state monopoly is, therefore, to privatise as much of

the state as is possible”.

Thus, choice is promoted as an answer to the existing educational problems as if all
problems were a result of lack of choice. Apart from that, the constraints that limit the

choices for both individuals and institutions are not taken into consideration. For
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example, the report does not resolve the contradiction between local choice and

central control of the curriculum. The NZ-Picot Report states that:

Local decision making should be within the national objectives, which
are an expression of the national interests as opposed to purety local
interests. National objectives, however, should be broad based, should
be clearly expressed as objectives rather than prescriptions, and should
allow for the inclusion of local interests, skills and resources where
these are not contrary to the national interests. These objectives would
cover matters of curriculum, financial management, and social goals
(NZ-Picot Report 1988:42).

This could mean a set of management practices approved by the reforms would
operate. It could also mean that, if institutions expected funding from the government,
they have to be accountable for it; thus, invoking the notion that, "who pays the piper
calls the tune". For instance, one of the members of the Task Force has been quoted
by Wilson, (1991:151) to have understood the above statement to mean that: “If the
government is putting funding into schools it must be expecting some public interest
or national interest that needs to be reflected in the way that funding is used,

otherwise it wouldn't be doing it”.

The limits to choice are also evident in the Tomorrow's Schools policy that provides
opportunities to parents and communities to choose the curricular suitable for them,

within prescribed parameters. Tomorrow's Schools states that:

There will be a set of national curriculum objectives established within
the national guidelines for education. Optional elements possible
within the national objectives will be determined by the community
and the institution working together, and will be expressed in the
institution's charter. Parents and the community will also have some
part to play in the establishment of the national curriculum objectives,
through consultation via community education forums (NZ-TS,
1988:35).

These seemingly radical and generous provisions1 18, however, do not go as far as
empowering the parents and the community. The opportunities provided are to be
exercised within the parameters set by the national curriculum objectives, constrained
by financial allocations and considerable scrutiny; and monitored and controlled by
the central government. Tomorrow's Schools policy clearly states that the institutions
and the board's performance will be formally reviewed by a Review and Audit
Agency (later ERO) every two years (NZ-TS, 1988:4).

L Evans and Davies (1990:64 ) contend that the opportunities provided to parents to influence
curriculum by Tomorrow's Schools are radical and generous compared to Britain's ERA treatment of
curricular, content and assessment.
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Moreover, the Parents Advocacy Council and the Community Forums, described in
the document, were later abolished. It is worth noting that, in some ways, the
provision for the Parents Advocacy Council, runs counter to the market choice
ideology; as it would have been an avenue where parents would participate
collectively rather than the individual participation promoted by the market model.

All these constraints, and others discussed in the preceding chapters, curtail the
community and parental choice promoted by the documents. In general, the 'free-
choice' that is very much portrayed in the NZ-Picot Report and reiterated in
Tomorrow's Schools policy is not as free and available as it seems. In that regard,
‘choice' appears to be a concept designed and used to appeal to the public sentiments

so as to win support for educational privatisation policies.

(ii) Decentralisation of Management and Control

Marketplace decentralisation and control processes are also advanced as a means for
reforming the education system,; thus, making schools the focus of management. Both
the NZ-Picot Report and Tomorrow's Schools advocate that the funding and
management responsibilities are to be delegated to the schools through a school-site

management system. Thus, NZ-Picot Report states that:

A decision should be made at that level of the system that is most
affected by it and has the best information about its consequences...So,
for instance, the overall allocation of funds to institutions would be
made centrally, but each institution should have control over how to
spend its funds.

To enable them to exercise responsibility and meet objectives,
individuals must have control over the resources they require. Funding
should be delivered as directly as possible to those who use the funds
(NZ-Picot Report, 1988:42)

In the same vein, Tomorrow's Schools policy states that:

The basic unit of education administration will be the individual school
or early childhood centre. Each institution will be under the overall
policy control of a board of trustees - but the day-to-day control of the
institution and the implementation of the policy will be the
responsibility of the principal. The principal will also be the
professional leader of the institution and will be responsitle to the
board (NZ-TS, 1988:3).

The board of trustees is the legal employer of the teachers (NZ-TS,
1988:5).
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Funding for all institution's activities will be calculated on the basis of
nationally determined formulae. This funding will be sent directly to
institutions as a bulk grant...Final responsibility for how funding is
allocated will lie with the board. The board will approve the budgets
that have been prepared by the principal and staff (NZ-TS, 1988:6-7).

At a glance, the move to school-based management seems to be based on the principle
of parent and community empowerment; thus indicating clear recognition by the
government "to forge a new relation with parents and communities and to provide

more effective and responsive schooling" (Grace 1990).

However, the move to school-based management depicts a close resemblance with
management and business methods which rests on a belief in achieving greater
effectiveness through financial delegation. Bowe et. al. (1992:24) observe that: “the
delegation argument contends that those actively engaged in delivering the service to
the client are best placed to decide how to use those resources effectively and

efficiently”.

This observation seems to support the argument by Codd (1995) and Gordon (1992)
that, in the restructuring of education in New Zealand, the community model of
devolution has been displaced by the market model of decentralisation and control. It
can be argued, therefore, that under the banner of giving power to the parents, the
education reform policies in New Zealand advocate market place decentralisation,
which uphold competition as the mechanism through which educational standards

could be raised1 = .

It may be argued, however, that market place decentralisation may result in just
changing the form and content of education in accordance with that of the market
demands and making schools more responsive to the markets rather than the
community. Grace (1990) argues, for example, that a diffuse collection of Boards of
Trustees, established under Tomorrow's Schools policy throughout New Zealand, is
unlikely to constitute a power bloc that the Treasury would have to deal with in future
struggles over education policy and resources. Thus, rather than empowering the
community, the privatisation reforms simply move the power and controls of the state
closer to the community while eroding the mechanisms through which communities
could resist state power and control. The community is left with responsibilities
without control. The process of separating responsibilities from control works well in
production and business concerns. Whether this separation works well in education is

discussed under the comparative document analysis section of this study.

. 19More about education and marketplace competition in the section on the effects of the reforms.
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(iii) Accountability

In New Zealand, accountability has been a central concept in the process of state
restructuring and changes in institutional administration, including schools (Evans and
Davies 1990:60). In the 1980s, educational institutions were criticised for being self-
serving and engaging in practices which were contrary to public interest; hence,
becoming insensitive to the groups they were supposed to serve - the parents and the
students. Lack of accountability in educational institutions was cited, in the NZ-
Treasury document and the NZ-Picot Report, as one of the major problematic issues.
The major criticisms were that the public education system in New Zealand was
producer-led and dominated, and that, it adhered to poor standards and dubious liberal

approaches to the curriculum.

The NZ-Treasury document identified teachers as the location of blame for society's
economic and social problems by what it calls "a lack of accountability by the
providers of education to the consumer" (NZ-Treasury document, 1987:25).

Although the NZ-Picot Report exonerates the educational professionals by referring to
the high degree of professionalism displayed by the teachers and administrators in the
New Zealand system (NZ-Picot Report, 1988:22), it asserts that lack of accountability
was a major problem in the educational administrative structure that existed earlier
(NZ-Picot Report, 1988:31).

The gist of the matter is that the NZ-Treasury document and the NZ-Picot Report
promote the idea that problems in New Zealand's education system could be resolved

or better managed if the schools and those who teach in them were more accountable.

Based on the belief that education and business are sufficiently comparable, both the
NZ-Treasury document and the NZ-Picot Report suggest that educational institutions
could use accountability procedures similar to those used in business and production
enterprises; thus, taking the suggestions from the NZ-Treasury and the NZ-Picot
Report, Tomorrow’s Schools embraces the managerial techniques of modern business
to build an accountability protocol for schools. The most obvious managerial
accountability technique suggested by the Picot Report and later incorporated in

Tomorrow's Schools is the institution's charter.

(iv) The Sale of assets also signifies the faith in the ability of free market, evident in

the educational reform documents. The NZ-Picot Report indicates concern over the



246

complexity and magnitude of education property in New Zealand; valued between 4
and 11 billion dollars. In its recommendations, the report suggests that a
comprehensive package of incentives for education property disposal needs to be
developed. In this regard, the report urges the Ministry’s property urit to arrange for
the disposal of excess educational assets with “all proceeds from property sales...
retained in the education system” (NZ-Picot Report ,1988:76).

Similarly, in the Tomorrow’s Schools policy, it is stated that:

To promote the better use of the education system’s property assets, an
incentives package for institutions will be devised by the Ministry of
education’s property division.

Businesses, property and other assets owned by the Crown may be sold
off to potential purchasers. Education Board and surplus departmental
assets may be sold to former education board employees, departmental
staff and others who may wish to own these assets as a base for
providing services to institutions (NZ-TS, 1988:27-28).

This is a clear statement of privatisation. It is important to note here that the sale of
property, portrayed in simple and straight forward terms, constitutes a process of
property liquidation for cash value; while, at the same time, spurring a process of
private sector development. The process involves the removal of assets from their
collective realm to private ownership with the promise that, in turn, they would
provide services to educational institutions more reliably and more efficiently
(Lieberman 1989). Arguing in favour of asset sales and leaseback arrangement for
public property, Lieberman (1989) asserts that:

If a private sector company seeking to earn profits, owns a facility, we
can expect much greater sensitivity to entrepreneurial opportuniiies. In
contrast if ownership is invested in a political body as is the case now,
facility utilisation will be governed by a different set of incentives and
a political, not an economic, calculus (Lieberman 1989:83).

Thus, the argument that the free market is more efficient is reflected in the advocacy
for relinquishing of educational assets to private operators who are motivated by
profit making opportunities. However, this monetary approach to the provision of
educational services fails to take into consideration the status of the school in the
community and the plight of members of the community who may not be able to

purchase those services.

In general, the above discussion indicates the evidence of the privatisation discourse

apparent in New Zealand‘s contemporary policy reform documents. The discourse has
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been used to de-legitimise the previous ideological base of the public education
system in New Zealand; hence, substituting the liberal democratic assumptions about
education with consumer democracy. The privatisation discourse has also been used
to question the effectiveness and efficiency of the education system prevailing under
state welfarism through presentation of deficiencies in the system. The major
criticisms lodged against the public education system in New Zealand were that it was
producer led and dominated and that it adhered to poor standards and dubious liberal
approaches to the curriculum. Thus, the basic ideological thrust of the New Zealand
Reform documents is to de-legitimise the view of education as a "public good" and to
apply market place and business metaphors to education; hence, creating the
perception that the education system is like any other site of private goods production.
The policy statements blame the public education system for all the educational and
some societal problems, while offering market oriented policies as a panacea for the
existing problems. Thus, prevalent in the reform documents is the discourse of
privatisation that promotes the prominence of market forces in the social, economic

and political activities.
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Chapter Ten

Comparative Policy Document Analysis

With specific emphasis on Tanzania and New Zealand, this study has examined the
resurgence of the dominance of market forces (economic rationalism) over the restructuring
of economic and social activities in the 1980s. It has been shown that, following the global
trends in the 1980s, New Zealand and Tanzania started restructuring their economies and
societies. In New Zealand the first phase of restructuring was in terms of economic
liberalisation which included the abolition of subsidies, the deregulation of finance industry
and the floating of the dollar. These steps were closely followed by the restructuring of the
‘core' public sector (i.e. state trading organisations) through corporatisation and
privatisation. Privatisation in New Zealand was later extended to social services, including
education. Similarly, Tanzania at the same time, was under pressure to restructure its
economic and social activities towards neo-liberal ideals which culminated in its capitulation
to implement the International Monetary Fund-led, Structural Adjustment Programmes
(SAPs), with their attendant conditionalities. Externalities emanating from SAPs resulted in
the deterioration of social services, contributing to the people’s disenchantment with the
existing public systems of provision. Thus, by the late 1980s, the privatisation reforms in
both New Zealand and Tanzania had extended to the social services, including the
provision of education. Meanwhile, the privatisation discourse that was promoted

portrayed the view that market oriented changes were not only inevitable but also desirable.

It is within this context of flux that current education policy reforms in Tanzania and New
Zealand were conceived and promoted with the blueprints (i.e. policy documents),
Tomorrow’s Schools (1988) in New Zealand and Education and Training Policy (1995) in

Tanzania, being produced to guide them.

Embracing a dialectic view of discourse, which maintains that discourse shapes and is
shaped by the society (Fairclough 1992:3-4), this study has analysed the discourse of
privatisation that is embedded in contemporary education policy reform documents specific

to Tanzania and to New Zealand.

However, as noted earlier in the methodology section, privatisaticn in education policy
reforms is not a phenomenon isolated to Tanzania or New Zealand; it is broad and has been
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introduced in various nations in the world. Thus, it is envisaged that a comparative analysis
of the discourse of the policy reform documents provide not only more insights on the
phenomenon but also a common base upon which issues relating to privatisation policies
can be explored and underscored. In the following analysis, therefore, the researcher
compares the discourses in the policy reform statements, locates similarities and differences
in policy texts and comments on the timing and the various interests represented in the
texts. The discussion is also focused on the examination of the ways in which various
educational issues such as access, funding, as well as management and control are

addressed by the reform documents in both Tanzania and New Zealand.

The purpose of this comparative analysis is to illuminate the issues that would not have
been made clear by a single text or texts from one nation (either Tanzania or New Zealand).
Through a comparative critical discourse analysis, the role and infliences of international
organisations, such as the World Bank and the Organisation of Economic Community
Development (OECD), in the education reform process are examined; and changes in the
social practice, particularly how the discourse of privatisation has been used to build the
rationale for education privatisation, are determined. Market solutions to contemporary
education problems are analysed, in so far as they have pushed education and its associated
institutions closer to the market realm and created quasi-markets. The aim is to understand
the ideological assumptions underpinning these market oriented policies and their
implications for education and society in general, so as to set a solid base for a forward

movement in the provision of education.

External Influences

As the preceding analyses of the processes of policy documents production indicate,
Tanzania’s White Paper for policy reform, Education and Training Policy (TZ-ETP, 1995)
was produced in 1995, more than a decade after the privatisation reforms had started in
practice. In New Zealand, however, the education reform document, Tomorrow's Schools
(NZ-TS, 1988), preceded the implementation of the reforms. The difference in the timing
of the production of the policy documents can be argued to have resulted from the level of
external influence over each nation. Being a Third World nation, Tanzania’s privatisation
policies were part of the conditionalities for getting international aid and loans. Under such
conditions, Tanzania’s educational privatisation process is more connected with the general
economic Structural Adjustment Programmes (SAPs) advocated by the World Bank and the
International Monetary Fund (Campbell & Loxley 1989 and Samoff & Sumra 1994). The
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consequences of both the resistance to the implementation of the SAPs, in early 1980s and
the subsequent succumbing to the pressure to implement them, in the mid-1980s,
culminated in the deterioration of the social services. In turn, this contributed towards the
public's disenchantment with the social services, including education. Through consistent
systematic destruction of public service systems, the privatisation agenda contributed to a
state of insecurity and, hence, to the general attitude of "the survival of the fittest" in
Tanzania. Thus, it can be argued that the privatisation agenda that started as an external
pressure, by the 1990s, had been gradually localised through induced fiscal and

legitimation crises.

With increasing insecurity and struggles to survive, there were cleavages within the
Tanzanian political, professional and aspiring business elites. This is evident in the 7Z-
Task Force Report, especially regarding the professionals. It is stated in the report, for

example, that:

The main objective in this regard is for schools and training institutions to
provide the required number of adequately qualified engineers, scientists,
agriculturists, managerial personnel, entrepreneurs, economists,
accountants, doctors, technicians, craftsmen, teachers and other social
workers. But also in order that technology may facilitate the restructuring of
the economy as well as propelling its growth, it will have to be integrated in
the country’s socio-economic programmes. The brain drain is less likely to
continue if the employment opportunities and conditions are sufficiently
attractive and secure (TZ-Task Force Report, 1993:4).

This statement indicates the high level of insecurity that existed in the Tanzanian salaried
elite since the 1980s. Not only had the working conditions deteriorated due to lack of
resources but also the social burden was growing. The nominal rise in salaries was
seriously undermined by user-pay policies on various services, including health and

education, as well as monetary devaluation and runaway inflation.

In the struggle for survival, some of the Tanzanian elite were ready to betray the system
that created them. They either left the country to look for better remuneration and working
conditions or arranged private tuition for their children or sent their children out of the
country, even for primary education (Muganda 1996, Sumaye 1998). Such moves that
tended to undermine the public system even further prompted some observers (Mbilinyi
1994) to blame the Tanzanian elites for being either “forgetful” or “hypocrites”. As noted
earlier in the context analysis section, the petty-bourgeoisie class in Tanzania is mainly
comprised of the political and professional elite, most of whom have benefited from the
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public social systems, particularly from public education. Thus, one would have expected
them to work towards the betterment of the system rather than to destroy it. It may be
argued, however, that, while the socio-economic and political conditions of the 1960s and
70s were conducive for the production and expansion of the elite class in post-colonial
countries such as Tanzania, the uncertainties of the 1980s, reinforced by the pressures from
the external agencies such as the IMF and the World Bank, threatened the elite’s ability to
survive and reproduce itself. Thus, noting the shift in the "hegemonic power" which was
increasingly becoming overtly external and global (Samoff and Sumra 1994), some
Tanzanian elite groups responded by yielding to the global pressure and supporting the

privatisation agenda.

In this regard, it can be argued that some Tanzanian elite reflect characteristics of what
Aronowitz and Giroux (1995) have termed "hegemonic intellectuals". Aronowitz and
Giroux (1995) contend that:
Hegemonic intellectuals do more than surrender to forms of academic and
political incorporation, or hide behind spurious claims to objectivism; they
self-consciously define themselves through the forms of moral and
intellectual leadership they provide for dominant groups and classes. This
stratum of intellectuals provide various functions of the dominant classes
within a homogeneity and awareness of their economic, political and ethical
functions. The interests that define the conditions as well as the nature of
their work are tied to the preservation of the existing order. Such
intellectuals have to be found on the consulting list of major foundations, on
the faculties of major universities, as managers of the culture industry, and

in spirit, at least, in teaching and administrative positions at various levels of
schooling (Aronowitz and Giroux, 1985:39).

The promise of more recognition for technocrats, implicit in the privatisation agenda in
Tanzania, may have also signalled possibilities of survival to some elite groups, especially

the professionals.

New Zealand, on the other hand, seems to have followed the privatisation agenda
voluntarily with the constraints on the balance of payments in the late 1970s prompting
both domestic and trade related policy responses. Of significance, however, these
responses, which include: market liberalisation and free trade, limited government, a
narrow monetarist policy, a deregulated labour market and fiscal restraint, were similar to
structural adjustment policies imposed by the IMF and World Bank on developing

countries. Referring to New Zealand, Kelsey (1997) asserts:
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This radical exercise in structural adjustment was not implemented by a
'third world' government as a condition of securing credii from the
international financial institutions, but was unilaterally undertaken by a
democratically elected government within advanced capitalist economy
(Kelsey 1997:1).

It would be incorrect, however, to maintain that the privatisation agenda in New Zealand
was totally a domestic (local) programme because here, too, the external influence, had a
significant impact on the country's socio-economic policies, particularly, through the meta-
discourse of privatisation which portrayed privatisation as the inevitable, sensible and

feasible way to go under the contemporary socio-economic situation (Hazledine 1998:10).

A close look at the 1982 OECD review!20 (1983), for example, reveals that New Zealand
was systematically convinced to secure its "competitive position" in the advanced
technological and information age by instituting privatisation reforms alongside other
OECD countries. Although the OECD reviewers noted many good things about the existing
education system in New Zealand, on a number of issues the Review ended with a note of
caution, disapproval or outright cynicism. Consultation and consensus building in decision
making, based on the egalitarian and democratic approach to education, for example, were
said to be slow, tedious and costly. The OECD Review (1983) states, for example, that:

Any of the choices that society makes from among the possibilities open to it
involves costs of one kind or another. It is for the society itself to consider
whether the balance of cost and benefits is optimal in relation to its political
and social objectives... (p. 10).

New Zealand is a plural society, with a plurality of educational purpose and
aspiration. Such pluralism is itself a value. The costs it generates are usually
worth paying. Policies are less clear-cut, agreement is harder to achieve,
decision-making is slower, there is more implementation slippage and
results are harder to evaluate than in systems with simpler political and
ideological structures and less open traditions (OECD 1983:13).

The OECD Review, further, states that:

We acknowledge the sense of anxiety about the slowness and uncertainties
of policy and decision-making reflected in sections of the background report
(OECD 1983:14).

Such statements seem to suggest the existence of antagonism between political and social
objectives, on the one hand, and economic objectives on the other. It can be stretched

1200ECD (1983), Reviews of National Policies for education, Paris, OECD, PP. 10-24.
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further to mean that the commitment to political and social objectives (albeit supportive of
participatory decision-making processes) may be contributing to fiscal stress. There is a
tone of cynicism which questions whether the cost of the "inefficiencies" in the system are

worth paying.

Moreover, the New Zealand Treasury (1987:3) makes reference to the OECD examiners'
observation of anxiety about slowness of policy and decision-making, five years later, to
support its argument that collective participation is an inefficient form of decision making.

The OECD Review also maintained that New Zealand’s vision of equality is unachievable.
The Review states that “complete equality of provision can never be achieved” (OECD
Review 1983:11). At a glance, this may seem a statement of the obvious. However, since
the OECD group decided to include the statement in the review, its importance cannot be
over emphasised. It can be construed as a statement intended to convince the New
Zealanders that striving for equality is not only a waste of time and, probably, resources

but also that, it is like living an impossible dream.

The idea of equality as a myth is also reiterated by the New Zealand Treasury. Drawing
from the research indicating that there were inequalities in the public system, the New
Zealand Treasury advocated that the public system should be abandoned since it was not

redressing inequalities despite the costs involved. The NZ-Treasury document states that:

The OECD has commented that, in spite of greatly increased government
expenditures on formal education, educational inequalities may have been
widening in many advanced countries and that the declared aim of greater
equality appears sometimes to have been a pretext for attracting bigger
resources to formal education (NZ-Treasury document, 1987:280).

The OECD reviewers of the New Zealand education system also argue that:

We can offer no easy answer to a problem that besets societies such as New
Zealand that are trying to make rapid adaptation to the demands of a
changing world, without sacrificing the benefits of democratic freedom and
participatory modes of government (OECD 1983:14).

This statement raises uncertainties and doubt on whether New Zealand was making
adequate commitment to change. It suggests the sacrifice of democratic freedom and

participatory modes of governance for a better future since, by not making those sacrifices,
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New Zealand was deemed as being exceptional and indifferent to what was happening in

the developed world.

It can be argued, therefore, that the OECD examiners’ review was an external benchmark
for educational policy reforms in New Zealand. The review had an impact at least on
expressing how education provision in New Zealand was perceived by New Zealand’s

trading partners.

Apart from the influences exerted formally, New Zealand was also influenced by what was
happening in other advanced industrial countries. This influence is observable in the
similarities of the statements in New Zealand's reform text and other earlier literature that
engineered and supported education privatisation elsewhere, particularly in the United
States. It has been noted (Munro 1989), for example, that most of the management and
teacher conditions recommendations found in NZ-T are also included in the United States'
"A Nation at Risk"121, a report produced by the USA National Commission on Excellence
in Education which was formed in 1981 to investigate the ‘poor educational performance'

that was blamed for USA's "relatively poor economic performance in comparison with that
of Japan” (Munro 1989:8).

Similar observations of external influences can be made in relation to education reforms in
developing countries such as Tanzania. Although the World Bank document (1987) does
not address specific countries in the African Sub-Saharan region, has significant impact
because the proposed changes were conditionalities placed on these countries for obtaining
aid or loans. Thus, unlike the OECD examiners, the World Bank group gives directives

rather than mere suggestions.

It can be argued, therefore, that the difference in the external pressure between countries is
mainly observed in the manner in which it was exerted rather than the intended goals of
extending the privatisation agenda to education. Whereas New Zealand was advised to
privatise, Tanzania's privatisation reforms were a result of the direct application of external
pressure. However, the main objectives were the same - to make the respective societies
change from egalitarianism to market-oriented policies; from public provision to
privatisation, along with the changing functions of the state. In other words, the objective

was to widen the scope of the market in the distribution of social services.

121National Commission on Excellence in Education (1983) "A Nation at Risk: The Imperative for
Educational Reforms" Washington US Department of Education.
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Preparation, Timing and Debate on the Green Papers

Tanzania's 1993 Task Force Report and New Zealand’s 1988 Picot Report constitute green
papers for the contemporary education policies in the two countries. It is argued in this
thesis that, although there are differences due to historical backgrounds and socio-economic

contexts, significant similarities between the papers can also be observed.

The different educational circumstances in Tanzania and New Zealand are evident in how
the documents (green papers) portray the problems of educational control. Although in
New Zealand the system of central funding had operated through a single government
(central department of education), there was more professional autonomy as well as
consensus amongst New Zealand educational administrators, teachers and the education
work force in general. This was perceived as a form of *“provider-capture” and as a threat to
individual freedom (of parents and students). It was also seen to be time consuming and,
hence, inefficient. Educational problems were seen to emanate from the education work
force, as “providers” who had captured and monopolised the service for their own self
interests (NZ-Treasury 1987; NZ-Picot Report 1988). As Codd (1990) observes, the terms
of reference for the Task Force that produced the Picot Report "set an agenda in which two
concepts were to be central: devolution and efficiency. All matters relating to curriculum or

the nature of teaching and learning were excluded" (Codd 1990:195).

The Tanzanian situation, on the other hand, was slightly different, as the mechanisms for
consensus building brought in by education for self reliance (ESR) were perceived as
encroaching on the professional freedom of educators and in conflict with the hierarchical
school structure that persisted despite ESR (Mbilinyi 1983).

It is important to note, however, that, in both NZ-Picot Report and TZ-Task Force Report,
not only does the concept of efficiency feature prominently but also that, in both Tanzania
and New Zealand, inefficiencies were associated with the existing public systems. It is
stated in Tanzania's Task Force Report, for example, that the system was reviewed in order
to change:

education management systems and structures so as to evolve a harmonious
package of communication and power relationship in order to faciiitate the
managerial efficiency and effectiveness needed to implement planned
changes (TZ-Task Force Report, 1993:7).
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The TZ-Task Force Report states further that it sought to propose "effective and efficient

systems for financing and expenditure" (P. 7).

Likewise, references to efficiency or the lack of it are evident throughout the NZ-Picot
Report. The section on 'Analysis of the Existing System', (NZ-Picot Report, 1988:22-37),
for example, portrays a lack of efficiency and administrative effectiveness in the New

Zealand public system. Consequently, it states that:

Our analysis in Chapter Three identifies a number of significant flaws in the
existing administrative system: it is overcentralised and overly complex, lack$

information, choice and efficient management practices; and promotes
feeling of powerlessness. Such a system disables, rather than enables (NZ-
Picot Report, 1988:41) .

The manner in which both green papers were availed for public debate in both countries
presents another set of similarities. As argued earlier in this study, in Tanzania the Task
Force Report was inaccessible to most Tanzanians since not only was the report written in
the language foreign to most Tanzanians but also the report was not subjected to public
debate. Similarly, it has been noted (Codd, 1990; Evans and Davies, 1990) that, in New
Zealand, not only was a short time allowed for submissions and debatc on the proposals by
the Picot Report but also dissent was not heeded. Evans and Davies (1990) contend that:

The Report of a government sponsored 'Picot Task Force' was released for
public consumption on 10 May 1988. Despite substantial opposition (and a
level of response in a form of letters to the government,..) by August most
of its proposals had become embodied largely unaltered in the policy
document Tomorrow's Schools ready for implementation in October 1989
(Evans and Davies 1990:56).

Evans and Davies (1990) argue, however, that more public debate would not have changed
what they refer to as ideological and political measures at a time of fiscal problems.
Regarding New Zealand Labour Government’s socialist orientation, they maintain that,
"ideological purity counts for little when the fiscal waters are required to run shallow or
dangerously low" (Evans and Davies 1990:57). This supports the argument (Codd
1990:197) that, in the capitalist mode of production, the institutions of the state tend to
support the capitalist interest because they are dependent upon capital accumulation for their
continued existence. The same argument can be extended and applicd to the situation in

Tanzania, where the government complied to the pressures to reform, liberalise and
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privatise; despite the socialist ideology of the ruling party - the CCM (Chama Cha
Mapinduzi).

Reform Texts and the Rationale for Privatisation of Education.

Apart from stating the reform policies, the policy reform texts have to convince the people
that the stated reforms are important, necessary and feasible. Thus, the discourse in the
texts is couched in such a way as to create the rationale for privatisation that will encourage

and secure popular support.

The basic rationale for privatisation of education put forward by the neo-liberal reformers is
that there are more private gains from education than public gains; thus, it is argued that
education is a "private good" rather than a "public good". Thus, the documents that
pioneered the privatisation agenda into education (e.g. the World Barnk document, (1987),
the OECD Review (1983) and the NZ Treasury document (1987)) portray a move to de-
legitimise education as a public good. The New Zealand Treasury document (1987), for

example, categorically states that:

Education is not in fact a 'public good'...education shares the main
characteristics of other commodities traded in the market place (NZ-Treasury
document, 1987:32&33).

It is worth noting, also that, although it is not explicitly stated in thc green papers (NZ-
Picot Report and TZ-Task Force Report) and white papers, (NZ-TS and TZ-ETP)
delegitimation of education as a public good is implicit in most of the policies stipulated in
these papers. For example, although the NZ-Picot Report’s recommendation that
communities be involved in the education process through devolution of power may
suggest some belief that education is a public good, the proposed radical changes, which
include the market type of choice, seem to push education towards the private sphere. A
similar observation can be made regarding NZ-T§, particularly the provision for the short
lived "Community Education Forums" which, if they were maintained in the system,
would have provided an avenue for a collective voice; while other provisions suggest
support for individualistic behaviour.

The implied "private good" characteristics of education are also evident in Tanzania's
reform documents. While the provision to maintain universal primary education in

Tanzania, as stipulated in 7Z-ETP, indicate Tanzania’s acknowledgement of education as a
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public good, the insistence on user-pay policies indicates a belief that there is more private
than public benefit in education. Likewise, the suggestion in the 7Z-Task Force Report of
various mechanisms, including providing food for children at school so as to ensure their
participation in learning, seem to support the public responsibility for educating the young.
However, the recommendation that students, especially at tertiary level, should borrow
against their future earnings, suggests the view of education as an enterprise in which

individual students or their parents can invest with expectations of private returns.

The contradictions and ambivalence portrayed in the texts may be explained as a lack of
complete conviction that education is a private good but promoting the idea so as to create
the basis upon which to set the privatisation agenda in education. The contradictions in the
reform documents, especially their support of compulsory education at low levels, can also
be explained within the neo-liberal ideology as resulting from the cost and benefit analysis
of education at different levels. It may be argued that the cost of not educating children at
basic levels may prove to be higher in terms of reduced productive capacity or increased
crime levels than the support for basic education. In this case, public expenses that would
ensure that every child gets basic education could be deemed cost-efficient. As the New

Zealand Treasury states:

However, to the extent that the social benefit exceed those to the individual -
for example the possible spill-over benefits of democracy to the
disadvantaged, or of valuing others' dignity in reducing crime against
potential victim groups, - then the parent, in maximising his or her own
child's benefit may invest less than necessary to maximise the net social
benefit. Hence, there may be a case for government intervention aimed at
enlarging the numbers who are able to reach the minimum standards of
competency in the area of public benefit concerned (NZ-Treasury document,
1987:98).

This statement testifies to the New Zealand Treasury's view of the role of the state in areas
of social policy. It promotes state intervention only to protect individual property rights
(Apple 1991:6). In that regard, public expenditure on education is exterded so as to protect
the individuals whose investment may be affected by externalities emanating from the
uneducated children!22 rather than promoting collective responsibility for education. Such a
view is in line with the neo-liberal ideology that defines a minimal role of the state in social
policy.

122 This argument is picked up later in this thesis in the discussion on targeting.



259

Some of the New Zealand Treasury's claims against public education seem to suggest

turning back the clock to the 19th century imperial policies. It states, forexample, that:

In addition to costs within the educational sphere of government
intervention, there are side-effects outside education. For instance, the
provision of state subsidised education will reduce the costs to parents of
child rearing, hence encouraging child bearing and affecting the birth rate
(NZ-Treasury document, 1987:41).

Given New Zealand's low population, such statements may be interpreted as an agenda for
keeping New Zealand as a reserve area for the settlement of surplus population from

elsewhere.

In the reform documents, the public system is seen to have failed to contribute to economic
productivity. The public education system is blamed for not adequately preparing the
students for the world of work. It is indicated in the Tanzania Task Force Report (1993),
for instance, that the system was producing "job seekers" rather than the needed "job
creators". Likewise, the NZ-Treasury document indicates that the inefficiencies in the
public education system have resulted in a mismatch between the graduates' skills and
those required by the labour market (NZ-Treasury document, 1987:5). Thus, the
privatisation reforms are expected to produce a labour-force that is weli prepared for the

contemporary labour market.

Privatisation is also portrayed as an alternative to the failed egalitarian vision of the public
system. The NZ-Treasury document, (1987:5-6) for instance, registers concern for
inequalities, claiming that inequalities amongst ethnic and social economic groups still exist
despite the money spent on education. It suggested that, since the public system has failed
to eliminate inequalities, the government was justified to seek a new system based on

different principles - that of the market rather than egalitarian fundamentals.

In the Tanzanian documents, on the other hand, the public system is blamed for not
removing the inequalities, despite efforts made through progressive policies such as the
"quota” system for secondary school admission. It is claimed, both in the 7Z-Task Force
Report and TZ-ETP, that the quota system, which was introduced in Tanzania as an attempt
to reduce regional imbalances, has failed to achieve equity. While the 7Z-Task Force

recommends that the quota system be maintained and suggests some technical steps to
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make it more effective, the 7Z-ETP suggests that it should be abolished as it was giving

advantage to the undeserving ones.123

It is important to note that neither the NZ-Treasury document nor the TZ-Task Force Report
and the TZ-ETP dwell much on this plausible concern for egalitarian objectives; they prefer
to deal with these issues at symptomatic levels (see issues of targeting in the section on the
effects of policy) or they are acknowledged as inevitable sacrifices (Woild Barik document,
1987 and TZ-Task Force Report, 1993).

A similar observation is made by Munro (1989) regarding the treatment of the "learner" in
the New Zealand documents where the learners are portrayed as the focus of the reform in
the green paper(NZ-Picot Report) but seem to have vanished in the Tomorrow's Schools
policy text (the white paper) where the focus is on the management measures instead.
Munro contends that:

In "Tomorrow's Schools" the learner has virtually vanished. Indeed so too
have students and children, except where they are "home-based",
"disabled", or referenced in the charter...Students or learners are no longer
the focus. Instead we find a classic statement of autocratic management by
objectives, reminiscent of the largely discredited Performance-Based
Teacher Education movement in the USA in the early 1970s (Munro
1989:5).

This indicates the level of commitment to create a legitimation rationale for privatisation
reforms. All avenues to justify the move are explored even if they are not to be followed
later, after accruing the support for the reforms. This supports the observation (Apple
1993) that sometimes the concept of equity or equality is used as rhetoric in order to gain
popular support for the reforms without actually addressing those arrangements that gave
rise to equity concerns in the first place.

It can be argued that de-legitimising education as a public good, as well as discrediting the
public system, was aimed at creating a distrust of public systems amongst the citizens so as
to gain their support for the replacement of the state's redistributive roie with the allocative
role of the market (Codd 1992). This culminates into what Offe (1987:528) refers to as, “a
structural 'disintegration process' through which individuals become deeply distrustful of
social policies as public good” (Codd 1992:17).

123 The discussion of who are the "deserving" and "undeserving” ones is presented later in the implication
section.
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Thus, it has been argued (Codd 1992), that producing a culture of mistrust is a central
element of the structural disintegration process. The bid to produce the culture of mistrust is

evident in the educational reform documents.

For instance, in blaming the New Zealand state for failure to regulate the educational
system leading to the problem of "provider capture", the NZ-Picot Report states that:

A highly centralised system is particularly vulnerable to the influence of
pressure group politics...Thus the pattern of educational decision making
becomes that of pressure group politics at the centre, rather than mutual co-
operation of professionals and consumers locally...The groups representing
providers are better organised and better financed than those representing
consumers: inevitably the former have been better placed to play a role in
policy making at the centre. ...The more centralised the system, the more
important it is to have muscle at the centre. Those who have not, become
disadvantaged...In addition, policy advisors and administratnrs in the
Department of Education are themselves providers...Within this perspective,
it is difficult for policy advisors to maintain a detached stance: there is a
tendency for them to become significantly influenced by the interests of
teachers and to lose sight of the interests of learners (Picot Report, 1988:23-
24).

Such statements which indicate a mistrust of professionals and educational personnel, in
general, are prominent in the NZ-Picot Report. Analysing the NZ-Picot Report, Codd
(1990) notes, for example, that:

The Picot Report begins with a highly critical description of the education
system, endorsing the popular belief that all bureaucracy is inherently and
fundamentally bad. The report presents a cynical and highly negative image
of the system which is alleged to be inflexible, unresponsive, and weighed
down with unnecessary rules and regulations. Suggesting that the
bureaucracy is self-serving...(Codd 1990:202).

Thus, through the rhetoric of "provider capture", the NZ-Picot Task Force built the
rationale for its proposed devolution of power. Moreover, the rhetoric was reinforced by
NZ-TS which suggested that the privatisation of education was a move to remove the

alleged inefficiencies and wastage in the public system.

Thus, according to the New Zealand documents, privatisation is intended to free education
from the providers, particularly the education professionals, and pass it over to the market
place that will properly regulate the system. It appears that, by placing schools in the
position of competitive enterprises bidding for parental custom, the form and standard of
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education will reflect the public will; thus, regulating the education system. It can be
argued, therefore, that the discourse of privatisation in the New Zealand education reform
documents attempts to convince the people that education privatisation will guarantee their

control over the "self-serving" education providers.

It is worth noting, however, that, ten years after the reforms, it has been observed (Codd
1998a) that the reforms have led to what Codd refers to as "the abandonment of trust"
amongst members of public education institutions in New Zealand. Codd (1998a) argues
that this 'abandonment of trust' originates not from the people themselves "as moral
agents” but from policies that are governing and structuring social practices. He contends
that:

Thus, it is not that people have chosen to abandon their trust in each other,
but rather, that many of the policies that frame and focus their educational
practices have been predicated on the assumption that people are primarily
motivated by self-interest and therefore cannot be trusted to serve the
common good. This assumption is found not only in the educational policies
of the past decade, but in most other areas of state policy (Codc 1998a:1-2).

Likewise, the legal ambiguities surrounding the school charter, and subsequent changes
made to the charter framework during implementation of the policy, have greatly diluted the
devolution of power that was in the initial interpretation of the NZ Picot Report (Codd and
Gordon 1991). Codd and Gordon (1991) observe that:

The school charter is a key element in the restructuring of educational
administration under the 'Tomorrow's Schools' policy. It was initially
described as a contract between the community and the institution, and
between the institution and the state. It was also to be a statement of
educational mission and a device for ensuring accountability. During the
implementation of policy a number of significant changes were made to the
charter framework (Codd and Gordon 1991:21).

The definition and redefinition of "school charter" has led to the shift in the role of state
“from provider and manager of public education to legal arbiter of consumer rights"
(McLean, in Codd and Gordon 1991:23) without reduction in the actual power of the state
(Codd and Gordon 1991:3).

Similarly, in the Tanzanian documents, the legitimation crisis of the public system is also
stated as a rationale for reforms. However, unlike New Zealand where the educational

professionals are identified as part of the legitimation problem, the Tanzanian documents
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portray the legitimation crisis to have developed from too much political and external
control and the de-professionalisation of the education work-force. The main intent of

Tanzania's Task Force, for example, was to produce:

A comprehensive blue print, endorsed by the government...tc guide our
education system. A vacuum existed, which left room for the education
system to be guided by the whims of individuals as well as internal and
external agencies ( TZ-Task Force Report, 1988:i).

By the same token, the 7Z-ETP expresses the lack of an education policy in Tanzania. It

states that:

Tanzania has not had a comprehensive education and training policy. The
programmes and practices of education and training in the past have been
based on and guided by short and long term development plans (TZ-ETP,
P. xiii).

Thus, in the Tanzanian documents, privatisation is envisaged as freeing education from the

politicians and the ideologues by giving an upper hand to the professionals and technocrats.

The Tanzanian documents clearly support the argument that privatisation is an attempt by
the state to unburden itself of economic responsibility for education at a time of mounting
financial stringency. In this regard, the documents are almost apologetic for the suggested
steps to dismantle the public education system. It is stated in the TZ-ETP, for example,
that:

In its urgent desire to prepare the people for their effective role in bringing
about this development, the government met all the costs of providing
essential social services, including education. However, since the 1970s,
the country has experienced serious economic problems which led to the
deterioration of the economy at the turn of the 1980s.

In addressing these economic problems, the government re-examined its
development plans and policies of the 1960s. The current socio-economic
development policy and its strategy of Economic Recovery Programmes
first introduced in 1986 are a result of the institutional changes that have
been introduced in order to resuscitate the national economy. Given its
limited domestic resource base, the government now advocates:

s increased role of the private sector, thereby broadening the
participation base in the economy...
. the reduction of subsidies and the introduction of cost recovery and

cost sharing (TZ-ETP, 1995:x).



264

Evidently, privatisation is rationalised in the text on the understanding that reforms would
provide solutions to the existing fiscal crisis. Unlike the World Bank document which
insists on the local mismanagement of the resources, the Tanzanian documents express the
budgetary burden on the state as a problem resulting from the meagre resources available to

the government in the face of increased educational demands.

In the New Zealand documents, on the other hand, although the fiscal crisis i1s
acknowledged, it is not stated as an outright force behind the educational reforms. It is

pointed out in the NZ-Treasury document, for example, that:

In recent years, a number of pressures on the state system have become
discernible. There are not just pressures for more and better of the same
(such pressures always exist), but for different types of education service
and, in some respects, a different kind of education structure (NZ-Treasury
document, 1987:15).

From the Picot Report, also, one gets the impression that education adninistration in New
Zealand needed streamlining to make better use of its resources.

The policy documents in both Tanzania and New Zealand also suggest that privatisation
would direct and adapt education according to the changing times and socio-economic
demands. It is stated in the TZ-Task Force Report that:

The relationship between education and development depends to a degree on
the extent to which the education provided is relevant...Moreover,
'relevance’ must be understood in the context of the phenomenon of
change.... education must be related not only to the present needs and
aspiration of society, but also to those of the future, if it has to have any

meaning at all and if it has to stand the test of time (TZ-Task Force Report,
1993:1).

In his foreword to 7Z-ETP, Tanzania's Minister for Education and Culiure also states that:

Evidence exists to show a very high correlation between investment in
education and the creation of national wealth. Despite the rapid expansion of
education over the last three decades in Tanzania, human resources remain
highly underdeveloped. Too few of the working population have adequate
knowledge and skills needed to meet the demands of rapid economic
development (TZ-ETP, Foreword).

In a similar vein, it is stated in the New Zealand Treasury document that:
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The educational system moulds, and is moulded by, the society around it.
The pressures on it are cultural, social, economic and political. It is linked in
a complex way to the process of economic and social developnient and high
expectations are placed on it...Difficulties occur when change in society is
very rapid and when policy changes depend on national consensus (NZ-
Treasury document, 1987:3-4).

It can be argued that the above statements also indicate that education is too important to be
omitted from the economic changes. Thus, privatisation of education would make it
consistent with the contemporary changes in economic trends. This involves an integration

of the discourse of education policy with economic policy.

It is not the intention of this thesis to contend that the fiscal and legitimation problems
emanating from the social economic imperatives of the 1980s, or the ethnic, gender and
social economic inequalities that existed within the public systems of provision, are not
important issues. It is argued, however, that the commitment to the neo-liberal privatisation

agenda obscured other alternatives for improvement.

Commitment to the privatisation agenda can be observed in the omissions of some
important educational issues, selective reporting and the market oriented solutions offered
as policy reforms. Neither in the World Bank document nor in the TZ-£TPF, for example, is
the impact of the structural adjustment programmes (SAPs) discussed. Although the 7Z-
Task Force Report points out the external agencies as part of the problem, it does not go
further to explain the essence and manifestations of these problems. Instead, it reiterates
similar ideas (e.g. cost sharing) put forward by the same agencies. The tacit support for
foreign agencies by the Tanzanian professional elite has been explained (Samoff and Sumra
1994, and Broke-Utne 1993) as the mechanism employed for survival at a time when "the

voice" had increasingly become foreign. Samoff and Sumra (1994) contend that:

By the 1980s, the most influential voices were increasingly foreign...
Expectations about what can be funded do influence what is proposed and
what is attempted (Samoff and Sumra, 1994:10-12).

By the same token, Brock-Utne (1993:97-98) notes that some of her Tanzanian colleagues
complained that it was difficult for the local elite to show dissent to transnational financial
organisations for fear of losing financial support for their future research activities. She
further argues that: “It is not easy for an African intellectual who is unable to live from his
regular university wage to write from an African perspective if this perspective is not what

the donors want” (Brock-Utne, 1993:99). These observations may also serve to explain the
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basis for the class alliance between the petty-bourgeoisie, in most of the post-colonial

nations such as Tanzania, and international capital.

In the New Zealand policy texts, on the other hand, trends of omissions are exhibited in
terms of selective reporting. Grace (1990) observes that, in building the rationale for
privatisation in New Zealand, the Treasury document has omitted educational research that
does not support the Treasury allegations against the public education system. He asserts
that:

The strategic omission in the Treasury's account of educational research on
the equity issue is carefully to avoid the major conclusion which researchers
into class, race, and gender inequalities in education have repeatedly come
to, namely that structured inequalities in the wider society contirually work
against the objectives of even the most egalitarian educational systems. In
other words the significance of the socio-economic and political context is
subject to ideological exclusion, and Bernstein's recognition that 'Education
cannot compensate for society' and Roy Nash's recognition that 'Schools
Can't Make Jobs' are marginalised (Grace 1990:38).

Another serious omission is the lack of the socio-historical analysis of cducation in post-
colonial countries which, in turn, has led to the reform documents' discursive

discrimination against some groups of people in the society.

Discursive discrimination, particularly by exclusion of the educationally disadvantaged
groups or blaming the victim, is also evident in both New Zealand’s and Tanzania's reform
texts. As noted earlier, the speed and the process for consultation with which the reform
took place contributed to the exclusion of some people. Invoking Ellison (1994), Irwin
(1998) observes in the case of New Zealand, for example, that:

...not all sectors of the community have had the resources to respond, to
this process. Further, the major issue for Maori, when they have responded,
is that their input has not led to radical change for Maori based on Maori
world views. At issue, then, is the degree to which genuine consultation
over the reforms has occurred (Irwin 1998:165).

Consequently, Irwin (1998:166) argues that "no radical analysis of Maori education or
needs was part of the output or outcome of this restructuring process" of the education
administrative system in New Zealand.

Likewise, it has been noted that, in Tanzania, the consultation process was mainly confined
to the elite with the majority of Tanzanians being excluded by the use of the English
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language which is alien to them and the absence of a forum for public debate on the reform

issues and process.

It can be argued, therefore, that the reform processes, in both Tanzania and New Zealand,
have been inhibitive to groups of people most disadvantaged by the education systems

since its inception in these societies.

Another example of discursive discrimination that is evident in education policy reform
documents in Tanzania and New Zealand is the positioning of some groups of people as the

"other" in the education process. It is stated in NZ-TS for example that:

Maori parents - as other parents - will be able to educate their children at
home or establish their institutions if the system is not sufficiently
responsive to their needs (NZ-TS.1988:26).

In the statement above, Maori parents are excluded and constructed as the "other" in the
New Zealand education equation. Such exclusion of the indigenous people may be located
in the colonial legacy (Irwin 1998:61; Hickling-Hudson 1998:329) that created native

schools for the indigenous people.

It is worth noting that, while in former settler colonies where class stratification is
intersected by race, discursive discrimination may be easily discernible along racial lines. In
other seemingly homogenous post-colonial societies, such as Tanzania, discursive
discrimination by exclusion is evident along class and socio-cultural lines.

In that regard, some groups of people who are disadvantaged in the main-stream education
system, through either 'exclusion’ or the position allocated to them through colonial and
post-colonial education and other social, political and economic policies, are portrayed as a
'backlog’ or an "excess baggage" that the education system has to carry along.

It has been noted (Irwin 1998:167), for example, that Maori organisational structures, such
as the iwi , were not made part of the New Zealand Task Force that produced the NZ-Picot
Report. In this regard, the NZ-Picot Report did not address the issues surrounding Maori
education adequately (Smith 1988:4, Irwin 1998:167). More important is that the exclusion
of Maori educational issues is described as a norm rather than an isolated incident. Irwin
argues that: “Maori education had long been one of the perennial thorny educational issues

permanently relegated to the too-hard basket” (Iwrin 1998:167).
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In Tanzania's education policy documents, discursive discrimination is evident in the
presentation of the life-style of some groups of people as problematic with an implicit urge
for the state to dictate how such people should be accommodated in the mainstream
education system. The TZ-ETP states that:

Despite all effort to make education accessible, certain groups of individuals
and communities in society have not had equitable access to education.
Some have not had access to this right due to their style of living, for
example hunters, gatherers, fishermen and pastoralists... Therefore:
Government shall promote and facilitate access to education to
disadvantaged social and cultural groups (TZ-ETP, 1995:18) (emphasis in
the original).

In this statement, the people whose life-style and culture do not conform to mainstream
education arrangements are openly acknowledged as problematic groups, that are creating a
backlog to the education system. In that regard, no provision is made for the respective
groups of people to 'voice' their perspective of the nature and form of education they
would consider appropriate for themselves. This, in turn, leads to policies that attempt to fit
the people in the education system rather than to make education policies fit with the
people’s needs. Under this approach, the people themselves are held as passive agents with
no say on the education system prescribed for them by the state through the reform

Processes.

The implication of such discursive discrimination is that it blames the victims for
contributing to the problem, and leads to providing short term procedural solutions that end

up rationalising the disadvantages or "discrimination by proxy".
Policy Reform Texts and Market Place Solutions

After identifying the problem areas in the existing systems and convincingly arguing for the
need for change, the reform documents suggest the market place policies as solutions. The
following is a comparative analysis of the policy solutions put forward by both Tanzania
and New Zealand education policy reform documents, particularly in areas of funding,
management and access to education. It is important to note that the main objective of the
reform texts is to ensure that the processes of educational provision are directed by the
privatisation agenda; thus, the language is poised in ways that would make educational

privatisation reforms more acceptable. Thus, apart from identifying the market solutions
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put forward by the reform texts, the following discussion attempts to deconstruct the
imbedded discourse of privatisation; hence, exposing some of the effects of the advocated

policies.
Educational Funding and the Reduction of State Support to Education.

In all the reform texts, privatisation of financial means for purchasing or gaining access to
quality education is promoted as reducing state support for education. However, the
reduction of state support, especially in terms of resources, appears to be more explicit in
Tanzania's documents than in those of New Zealand. In the New Zealand documents,
especially the NZ-Picot Report and NZ-TS, the reduction of government involvement in
education is portrayed as just an issue of rearranging the resourcing processes. However,
as the following discussion indicates, privatisation signifies a process of the state shedding

some of its fiscal and legitimation responsibilities.

The market oriented educational funding policies that are offered by the reform texts as
solutions to the educational problems of the 1980s, include: "user-pay"; encouragement of

the establishment of private schools; “contracting out” and sell-off of educational assets.

The "user-pay" policies that are stipulated in Tanzania's reforms include: the re-introduction
of school fees and direct costs in primary and secondary schools and the re-establishment
of private schools. In New Zealand, the indication for user-pay policies include voluntary
school fees and fund raising activities carried out by schools and their communities.
“Contracting out” policies, on the other hand, include policies of school contracts and bulk-
funding as expressed in the NZ-Picot Report and NZ-TS. In Tanzania, the sell-off of
educational assets is embedded in the investment incentives scheme as stipulated in the 7Z-
ETP; while in New Zealand, it is stipulated in NZ-TS as education asset sale and in the

“contracting out” of educational services.

With the market view that education is a commodity, the amount of which can be
purchased, depending on the individual's preference and ability to pay, fees were re-
introduced in Tanzania's public schools. Tanzania's Education and Training Policy states
that:

School and tuition fees, in both government and non-government education
and training institutions shall be based on the actual unit cost of providing
education and training at each level ( TZ-ETP, 1995:116).
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Thus, schools are expected to be financially self-sustaining through their student rolls. The
school fees policy, however, creates a situation of inequity in terrns of access to education.
School fees policy is an obstacle to educational participation for many peasants’ and
workers’ children in Tanzania. The 1997 secondary school fees (UHURU 1997) of Tsh.
60,000:00 (US $100:00) is equivalent to Tanzania's national annual per capita income.
What choice is there for one to spend the whole year’s income on school fees for one child
over other demands on that income? Thus, the re-introduction of school fees in public
schools signifies that education is open for those children whose parents can afford direct
payment. Ironically, through participation in economic activities and their share of the
national debt, (which impact on other aspects of life) everybody still contributes to
education. It has been noted (Samoff & Sumra 1994:19), for example, that, besides the
shift to marketisation of education, the government remains the largest source of funding.
But, with education declared a private good purchased through fees, those who get it are
under no obligation to use it for the benefit of other members of the society while the poor
have no right to claim benefits from that education. This gives rise to a situation where
some people get privilege without responsibility while others hold responsibility without
rights.

Another area of user-pay policy introduced by reforms in Tanzania is that relating to private
schools. It is stipulated in the 7Z-ETP that:

Government shall provide incentives to individuals, communities and NGOs
to establish and develop pre-primary, primary, secondary, vocational,
teacher education, and tertiary and higher education institutions....The
provision of education and training shall be included as an area of
investment in the Investment Promotion Act (TZ-ETP, 1995:91).

With such backing, fees and other contributions in some private schools have been hiked to
levels that are beyond the means of most Tanzanians. Table 10:1 shows the annual fees for

some private schools in Tanzania.
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Name of the School

Type of School

1998 School Fees

Shaban Robert

secondary school

Tsh. 100,000.00

Kifungiro

X3

Mazinde

¢

Kilimanjaro Academy

200,000.00

Mzizima

100,000.00 -500,000.00

International School

of Tanganyika

¢

600,000.00

Dar independent

Primary School

100,000.00-400,000.00

Primary School

English Medium ¢ .
Academy

Laureate Primary

School

1$ US = 600 Tshs (1997 exchange rates.

Source: Correspondence with some Tanzanian parents and educators.

As shown in Table 10:1, fees for private schools in Tanzania range from US $200.00 to
$1,200.00. Such school fees and other attendant contributions in private schools are

prohibitive for most Tanzanians.

It is important to note that, during the post independence period, particularly after the
Arusha declaration, most resources were nationalised including land; hence, these
resources are collectively owned by all Tanzanians. Likewise, through "self-help"
programmes, most Tanzanians, rich or poor, invested in schools, mainly in kind, by
supplying labour and locally available materials. It is debatable whether the majority of the
people who cannot afford to send their children to school will benefit from turning public
schools into private ones. Thus, it may be argued that selling-off the schools to private
entities, without appropriate compensation to the people, is tantamount to robbing them of
their resources and investment. Eventually, the move for the establishment of private
schools under market oriented policy reforms may also signify an income and benefit

redistribution from the poor to the rich.
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Similar effects of user-pay policies can be identified with respect to New Zealand where
voluntary school fees and other contributions from communities are introduced to “top up”
government funding of schools. It has been noted in New Zealand, for example, (Cassie
1997) that some extra teachers and teacher aides are paid by the schools from revenues
obtained from fund-raising activities. This supports the observation (Apple 1986) that
parental choice measures are a move to "export" the responsibility for any educational crisis
into the domain of individuals which, in most cases, is done by increasing the financial

responsibility of the parents.

A more important observation is that wealthy communities manage to raise the quality and
quantity of their children's education while poor communities, who cannot raise enough
funds, can only manage with less facilities and support, which may lead to low quality
education. This observation is also supported by the studies conducted in New Zealand
after the reforms had been instituted. In the report on the study of Boards of Trustees in
Canterbury schools, Gordon (1994) indicates that: “Schools in poor areas are getting
poorer, while schools in wealthy areas are able to maintain, if not improve, their funding
position” (Gordon 1994:113).

Thus, the impact of the voluntary school fees is such that, whereas students are not sent out
of school because their parents cannot contribute, non-contribution reduces the financial
base for resourcing schools and this leads to the deterioration of educational facilities.
Another issue emanating from this type of user- pay is that the parents from the low socio-
economic status are increasingly having virtually no say on their children’s education. It is
only logical that a parent asking to be excused from paying the required voluntary levy, for
example, will have less confidence to question the kind of education programme to which
his/her child is subjected. This leads to some parents (particularly those from lower socio-

economic groups) to experience the lack of both "choice" and "voice".

Another form of market oriented funding policy is "bulk funding" of schools. NZ-TS
clearly indicates that the New Zealand state would “contract out” educational services rather
than provide them directly. The school charter create a contractual relationship between the
central agents of the state and individual school boards of trustees, that are presented as
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private agents. One of the responsibilities of school boards of trustees, as expressed in the

Tomorrow’s School policy, is to manage bulk grants provided by the government!24.

It is worth noting that this policy move is based on the assumption that there are few
theoretical differences existing between public and private sector goods and services and
how they can be supplied. It also rests on the belief, inherent in the public choice theory,
that voluntary or private agencies are more efficient than government agencies. Thus, bulk
funding makes it necessary and easier for education services to be “contracted out” to the
private sector while the school acquires private corporation characteristics, with the school

board of trustees as a corporate board and the principal as a chief executive officer.

This not only signifies a separation of funding from provision (Murphy 1996:32) but also
indicates a move to make the “private” sector more responsive to public goals through a
manipulation of incentives thought to govern market behaviour. The implication of such
moves is the promotion of what is private and marketable at the expense of what is
educational and for the public good. The elevated role of the media in influencing public
reaction to educational issues and market ploys used to promote and advertise schools are
some of the examples of the shift towards what is marketable. It can also be argued that, in
their fund-seeking activities, some schools may misplace educational purposes and

priorities.

The neo-liberal view of the “free market” being more efficient is reflected in the advocacy
for the relinquishing of educational assets to private operators who are motivated by profit
making opportunities. The process, which involves the removal of assets from their
collective realm to private ownership, promises that, in turn, private operators would
provide services to educational institutions more reliably and efficient!y (Lieberman 1989).
It is stated in NZ-T, for instance, that:

Education Board and surplus departmental assets may be sold to former
education board employees, departmental staff and others who may wish to
own these assets as a base for providing services to institutions (NZ-TS,
1988:27-28).

1241t is worth noting however that up to the time of this study, only a few schools (about 18%) in New
Zealand are fully bulk funded, due to resistance from the teachers (through their unions). In most schools
only operational budgets are bulk funded, with teachers salaries paid centrally.
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This monetarist approach to the provision of educational services, however, fails to take
into consideration the status of the school in the community and the plight of members of

the community who may not be able to purchase those services.

The relevance of the above observations to the contemporary situation cannot be over
emphasised, especially when one considers the current reports on jobs lost or expected to
be lost due to business closures, mergers or bankruptcy or sell-off, as well as the drop in
prices of the primary goods in the world market. Such reports signal uncertainties in family
incomes and even the community structures which may make communities and children,
who were not conventionally at risk, join the "at risk group" due to changes in their social

and economic status.

It has been noted in New Zealand, for example, (Gordon 1995) that:

Increased tension at home, unalleviated health problems, inadequate food,
lack of money for clothing and the inability to meet costs, such as
examination fee for school certificate, are only a few of the common
problems cited by a number of New Zealand studies that have investigated
the effects of increasing poverty, especially as a result of the 1990 benefit
cuts (Gordon 1995:10).

A similar observation can be made regarding Tanzania’s current situation as it struggles
with issues of structural adjustment and debt servicing. However, unlike the situation in
New Zealand, the privatisation policies in Tanzania have more drastic effects, to the extent
of determining whether the child will get any formal education at all. The demands of SAPs
have meant that many parents can no longer afford to send their children to school. It is
argued, therefore, that, with the marketisation of education, the privilege of getting
education in Tanzania is increasingly reserved for those who are able to pay. The
resentment of such a phenomenon amongst Tanzanians cannot be over emphasised. As
Kilimwiko (1994) observes, the lament by a primary school teacher that, “It is depressing
to see brilliant children dropping out of school simply because their parents cannot afford

school fees!25" is a common expression among Tanzanians.

It is argued in this study, therefore, that market oriented educational funding policies not
only restrict attempts to redistribute the available finite resources equitably but also have the

potential for hindering collective responsibility and fostering unequal outcomes.

125Quote in Kilimwiko (1994:Unpaged).
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Market oriented funding policies may also lead to schools being used as avenues for
inculcating neo-liberal values uncritically; thus, developing a generation of self-centred,
monetarist individuals who prioritise personal interests and budgetary concerns, regardless
of their social repercussions. Such indoctrination seems also to have been extended from
individuals to the realm of nations. The World Bank's patronising policy regarding
production of instructional materials for developing countries seems to be a case in point of

such indoctrination. It is stated in the World Bank document that:

Difficult issues will have to be confronted: what pedagogical materials to
develop locally and what to purchase from abroad, the trade-offs between
higher cost local printing and least cost printing elsewhere...usually outside
Africa (World Bank document, 1987:137).

Such a statement signifies that developing countries, especially those in Africa, should
continue to provide the market to the already established printing and publishing
corporations because they are cheaper in monetary terms; at the expense of stagnating local

capacity and contributing to further unemployment of their nationals.

Another manifestation of uncritical commitment to privatisation policies is the tendency to
examine the technical aspects at the implementation level and to continue supporting the
same fundamentals; even when things seems to be going astray, rather than questioning the

market oriented policies and structural arrangements emanating from them!26,
Market Oriented Management and Control Policies

Market oriented management and control is expressed in decentralisation combined with
central control as well as market place competition and accountability policies.

As noted by Codd (1995), decentralisation and central control have different ideological
bases. While decentralisation connotes the delegation of responsibility for some
management decisions to the lower levels, with ultimate power and authority remaining at
the national level, centralisation “involves an increase in the power and authority of central
agencies of the state” (Codd 1995:1). However, the education reform documents seem to

promote both privatisation in terms of decentralisation of educational management and

126National and international discourse around the current Asian Economic crisis attests to the view that
everything and every body else is to blame except the market policies and proponents.
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centralisation through central agencies. Thus, the restructuring of education, since the
1980s, has promoted policies of decentralisation but with some strong components of
centralisation in the state’s regulatory and contractual functions; thus, making

decentralisation and centralisation of education two sides of the same coin (Codd 1995).

Hargreaves and Reynolds (1989) argue that it is because the promcters of privatisation
policies also recognise the limits of the market, that they want the state to be in control by
regulating the mode of competition. These writers contend, therefore, that, through central

control, the state sets the terms of market competition.

Building on an the assumption of mistrust, especially of the professionals or providers of
education (Codd 1998) who are allegedly self-serving individuals, market place
decentralisation and control processes were advanced as the means for enhancing the
effectiveness and accountability of the education system (NZ-Picot Report, 1988:22). This
was to be achieved by making schools the focus of management; establishing agencies of
control; promoting competition between educational institutions; reducing participation of
teachers and professional educators in the policy making process; and implementing

managerialist performance management and appraisal systems (Codd 1998:7-9).

According to NZ-TS , the funding and management responsibilities are to be delegated to

the schools through a school-site management system. The policy states that:

The basic unit of education administration will be the individual school or
early childhood centre. Each institution will be under the overall policy

control of a board of trustees — but the day-to-day control of the institution
and the implementation of the policy will be the responsibility of the
principal. The principal will also be the professional leader of the institution
and will be responsible to the board (NZ-TS,1988:3).

The discussion is similar to that within Tanzania's 7Z-ETP document which is based on the
belief that the existing system did not empower educational managers at lower levels, as
well as the communities and parents, to exercise autonomy in decision making. The 7Z-
ETP states that:

Ministries responsible for education and training shall devolve their
responsibilities of management and administration of education and training
to lower organs and communities (TZ-ETP, 1995:26).

It is further stated in the document that:
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All education and training institutions shall have school or college
committees/boards. Boards and committees of education and training
institutions shall be responsible for management, development, planning,
discipline and finance of institutions under their jurisdiction (TZ-ETP,
1995:99).

The moves to school-based management depict a close resemblance with management and
business practice which rests on a belief in achieving greater effectiveness through financial
delegation (Bowe et. al. 1992:24). The delegation argument contends that those actively
engaged in delivering the service to the client are best placed to decide how to use those

resources effectively and efficiently.

It may be argued, however, that market place decentralisation may result in just changing
the form and content of education in accordance with that of the market demands and
making schools more responsive to the markets rather than the community. Grace (1990)
explicates, for example, how difficult it is for a diffuse collection of Boards of Trustees
constitute a power bloc, to confront the government in struggles over education policy and
resources. Thus, rather than empowering the community, the privatisation reforms simply
move the power of the state closer to the community while eroding the mechanisms through

which communities would contradict state control.

It can also be argued that school site management not only signifies transfer of the

legitimation crisis from the central government to the local communities (Codd 1995,
Gordon 1992, Snook 1995, Grace 1990, Codd et al 1990) but also calls into question the

society's collective responsibility and commitment to educating its children. Under the
school-based management arrangement, unpleasant activities (such as administering cuts in
funding), are done by the trustees at each school site; hence; discontent would be directed at
local trustees rather than the government. Simply stated, school based management creates

a lacuna in the state's political accountability for education services.

However, through central agencies, the state maintains strong control over education. Such
agencies in Tanzania, include: the Inspectorate; the Teachers Service Commission; various
organs that co-ordinate education at different levels and the Advisory Council to be

established by the government Ministries responsible for education, as stipulated in TZ-

4o
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ETP (1995:98-1 00)127' In New Zealand, the central agencies for education control include:
the Education Review Office (ERO); the New Zealand Qualificaticn Authority (NZQA);
Teacher Registration Board and the Ministry of Education, as provided for in NZ-T'S 28,
Thus, school based management, as a form of decentralisation of education, produces a
structure in which political demands and economic costs can be more effectively controlled
(Codd 1990) centrally. It can be argued, therefore, that school based-management gives the

state the power to control the educative process but, with less obligation for provision.

Based on the belief that education and business are sufficiently comparable, both NZ-TS
and TZ-ETP embrace the managerial techniques of modern business to build an
accountability regime for schools. In New Zealand, the most obvious managerial
accountability technique incorporated in NZ-TS (1988:3-4) is the institution's charter which
become a focal point upon which accountability is based, depending on how much the
intended outcomes have been achieved during the reporting period to the central agencies;
namely, the Education Review Office (ERO) and/or the New Zealand Qualifications
Authority (NZQA). In Tanzania, on the other hand, the 7Z-ETP vests the responsibilities
for design, development, dissemination, monitoring and evaluation of pre-primary,
primary, secondary and teacher education curriculum with the Tanzania Institute of
Education (TIE) while assessment is the responsibility of the National Examination Council
of Tanzania (NECTA). Like the NZQA and ERO both the TIE and the NECTA are semi-

autonomous, central state agencies.

The school-based management model is similar to the production site management where
outcomes are readily quantifiable and measurable. Referring to the institution’s charter,
Dale (1993:253) observes that formal requirements are more than ever confined to
managerial and audit matters. Pre-occupation with measurable outcomes in education,
however, may well lead to condoning major educational goals which guite often are neither
measurable nor quantifiable. The two acclaimed central purposes of the NZQA, as
stipulated in the 1990 Education Amendment Act, which testify to such tendencies are, “to
establish a qualification framework built on defined standards; and to ensure the quality of
delivery of these standards on the framework”, (NZQA 1993 in Codd 1995:2). Such aims

have led the NZQA to follow a technocratic model of the educative process; hence, setting

127Section 4 of Tanzania's Education and Training Policy (pp. 23 -32 and pp. 98-100) are dedicated to
Management and Administration of Education Training (see also Appendix B).

128Tomorrow’s Schools' hastwo sections dedicated to management and control, namely "Administration at
the local level" (pp. 3-17) and "Agencies at the Centre" (pp. 19-23).
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unit standards which, as Codd (1995) observes, give priority to criteria of efficiency and
effectiveness and treat other values as unproblematic or simply as given. Under such
circumstances, market oriented education management may lead to the segmentation of

knowledge and may work against integrated teaching!2%-

Another negative effect of such control is that it encourages segmentation and
differentiation within the school system. To keep an upper position in the assessment
league table, some schools may resort to inflexible structures and schedules based more on
history and inertia than on student or family needs!30. Thus, the categorisation of students
for special needs streams may also become a process through which students are consigned
and confined into those streams with no possibility of ever rejoining the mainstream
without “jeopardising” achievement targets for the school. The problem of students in these
programmes not achieving to their potential as a result of such categorisation need not arise,
or is ignored, not only because under the market regime inequity is not an issue for
consideration but also because these under-achieving children are never taken into account

when assessing school success.

With similar sentiments about the situation in the USA, Hixson and Tinzmann
(1990:unpaged) observe that, although schools enrol far more racial, linguistic and cultural
minorities as well as students who are poor, or who have handicapping conditions, more
than ever before, the education of too many of these students is characterised by low
expectations and differential treatment. They assert that “the doors to schools have been
opened, but hanging above those doors are signs that say: 'Enter at your own risk'. You

may not belong here”.

Building on the principle of competition, school-based management rationalises inequality
within a particular view of educational opportunity. Whereas schools, as providers, have to
compete for clients in order to sustain budget and staffing, standards are introduced and
monitored centrally. This encourages negative competition amongst schools and teachers.
Consequently, it undermines not only professional accountability and the collegiality that
allows practitioners to make decisions about how to meet the educational needs of
individual students (Darling-Hammond 1991) but also it undermines any constructive

approach to teaching and learning. That is, the market oriented management policies

129New Zealand Education Review, September 13-19 1996.

130Ap in-depth research study on various techniques employed by schools in their struggle to keep or get
an upper position in the assessment league table would be helpful.
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promoted by the reform texts contribute to making the educational workforce accountable
only for following standard procedures. This process may not only lead to pushing low-
scoring students out of the school-count, and eventually out of school, but also results in
diluting education to the minimum requirements of market accountability. By encouraging
negative competition amongst teachers and schools, such policies make teachers less caring
and less able to provide opportunities for students to participate and contribute to their

learning.

Market-oriented school management may also lead some schools to let go the mature and
experienced teachers and employ young and inexperienced ones so as to balance the books
because the inexperienced teachers at the beginning of their careers would be financially
cheaper. This may not only create imbalances in education delivery but also it may have an
adverse impact on the teaching profession. It is contended that professional insecurity may
deter initiatives for professional development or even discourage new teachers from joining
the profession. This may consequently create teacher shortages!3!. Referring to the
shortage of teachers in New Zealand in 1997, Sullivan (1998) observes that:

It is clear that the fluctuation in population and poor government projections
are not sufficient to account for such shortfall in the number of teachers.
These figures alone are testimony to a probable decline in teachers' job
satisfaction and are arguably also an indication of loss of morale amongst
teachers (Sullivan 1998:138).

Similar observations have been made in reference to teachers in Tanzania. In its "In-Service
Teacher Education" (INSET): sub-Master Plan and Programmes, Tanzania's Ministry of
Education and Culture (1998) points out that: "hostile teaching and learning environment
might not encourage effective and efficient teaching and learning even if INSET
programmes were to be offered for all teachers" (TZ Ministry of Education and Culture,
1998:8).

The above discussion also indicates that competition and central control lead to an
assessment-led curriculum. One implication of an assessment-led curriculum is that it

creates anxieties amongst schools, students and their parents. Consequently, in New

I3IThis could be a possible consequence of bulk-funding teachers’ salaries and teachers in New Zealand
have consistently advanced this argument, through their unions, in their vigorous opposition to the bulk
funding policies.
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Zealand, there has been a reported increase in paid extra private tuition.!32 In Tanzania, on
the other hand, the issue of paid extra private tuition has become an endemic national
education concern. Thus, those who cannot afford after-school private tuition are again
disadvantaged. This defeats the core of the neo-liberal’s “level play-ground” as

opportunities for learning are increasingly dependent on purchasing power.
Market Oriented Access Policies

Access policies are closely connected with funding and management or administration of
education. Market oriented educational management policies, for example, contribute to
inequality of access to adequately resourced schools. With the decentralisation of primary
education in Tanzania, for instance, greater disparities have emerged in the development of
education in different communities, depending on the economic revenue base, enrolments,
type of district (whether rural or urban) and the social economic status of the members of
the community.

A recent research study, conducted in Dodoma Rural District and Morogoro Municipal
Council in Tanzania (Andrea 1996), indicates that, although primary education in both
districts is still poor and inefficient, by comparison, the situation is worse in Dodoma Rural
District than in Morogoro municipality. Andrea (1996:3) argues that this disparity reflects
the poor incomes of the residents of Dodoma Rural District and their inability to contribute
directly to schools.

Referring to the research conducted by Semboja and Therkildsen (1989), Galabawa (1992)
observes that local authorities have limited possibilities of generating their own resources
because of the inelastic sources of revenue as well as lack of access to loans due to little
credit worthiness. It can be argued, therefore, that decentralisation may contribute to the

deterioration of education provision in some communities.

In another research study, conducted in several regions and districts in Tanzania, it was
noted (Galabawa 1992) that, even within the same regions and districts, there are
polarisation and inequity among schools. Galabawa (1992:15) observes that there is an
alarming polarisation between schools in traditionally wealthy urban centres and those in
their rural counterparts in the same region.

132 The Sunday Star Times News Paper, 22nd September, 1998 indicated that paid extra tuition was
increasing in New Zealand.
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Given the meagre resources at the disposal of some districts, those district councils give
high priorities to other sectors or allocate nothing to primary education. Galabawa (1992)
notes that, while some councils in Lindi Region gave low priority to education, (focusing
mainly on water, roads and health) the Bukoba Town Council and Mwanza Municipality

did not allocate anything to education in 1991/92.

Decentralisation may also contribute towards thwarting future aspirations of children in the
communities with insufficient resources. Studies (Ishumi 1984, Urch 1986) have indicated
that most primary school students aspire to continue with secondary education or training
which would assure them good income. Thus, when they do not “pass” the primary
leaving examination they suffer a stigma of failure in life.

Regarding school-based management policies in New Zealand, it has been observed
(Gordon 1995) that, since school funding depends mostly on the pupils they attract, those
schools with stagnant or falling rolls are caught in a vicious circle. With less funding, they
have little room for improvement; hence, they tend to appear at the bettom end of the league
table of examination results and they do not attract more students. Consequently, schools

with falling rolls get less funding.

Reporting on the study of "rich" and "poor" schools in New Zealand, Gordon (1994)
confirms this observation by stating that:

..the direct linkage of roll numbers to school funding and school staffing
prevents most schools with falling rolls from acting to improve their market
position, because the factors that cause the decline in roll numbers are
outside the control of the schools (Gordon 1994:122).

By extension, therefore, those students completing their education cycle in the poor
communities do so with a sense of failure and this may contribute to discouraging other
children in their communities from enrolling and attending, as well as taking the school
seriously. Moreover, the school system would be helping to persuade children from
disadvantaged communities that they are academic failures, uneducable and untrainable;
thus socialising them into accepting their current disadvantaged position for themselves and
for future generations!33,

I33This is explicated in the next chapter through the discussion of the plight of some Maori and pacific
Island students in New Zealand.
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Other examples of market oriented access policies include de-zoning and school choice
policies which are stipulated, particularly in the New Zealand policy texts. Embedded in
these policies is the notion of 'choice’ which maintains that “free choice” in a market place
guarantees satisfaction to both parties to a transaction - the consumer and the provider. It
also implies the possibility of the consumer looking elsewhere if satisfaction is not met; that
is, dissatisfaction is not really resolved by negotiation and compromise. When one party is
dissatisfied with the outcomes of the transaction, further transactions do not occur. As
Reynold and Sokro (1996:6) contend, "dissatisfaction with the market is expressed

primarily as 'exit' and not 'voice'.

A similar situation may occur in the educational setting where “exit” is expressed as
“choice”. School-based management and de-zoning policies were meant to encourage
parents to exercise their consumer power in the new education market place through
choosing schools for their children. NZ-TS (1988:37) policy provides for parents to
withdraw their children from existing institutions to establish separate school or to provide
home-based schooling if the particular educational needs of their children cannot be met
locally.

The impression one gets is that all parents have the ability in terms of “know how” and
resources to take advantage of such provisions. In reality, however, there are several
impediments to parental choice. Factors affect school choice include: geographical location,
family income, employment, educational background, ethnicity, and perceived attitudes and
aspirations of other children attending the same school. Thus, as Gordon (1995) argues,
school choice should be conceptualised within the other choices (or non-choices) that

families have to make.

It is also important to note that the market based “school choice” does not create avenues
whereby parents would contribute positively towards the improvement of their local
schools and the schooling system, in general. Instead, it thwarts their "voice" by creating
an escape valve (through the "exit" option) regardless of whether they are able to use it or

not. This may not only alienate parents and their children from the school system but also it
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may inculcate the “quitting culture”!34 among the youngsters which may contribute to their

desperate and sometimes self-damaging actions when faced with challenging situations!35.
An Overview

As explained earlier, privatisation is an ideology; thus, privatisation policies tend to be
“structural policies" rather than "conjunctural” and they should be treated as such.
Differentiating structural policies from conjunctural policies, Codd (1992), following the
work of Offe (1985), contends that: "whereas 'conjunctural’ policies intervene in order to
satisfy demands or anticipate developments, 'structural policies aim to shape and channel
demands so as to make them satisfiable" (Codd 1992:18).

Codd's (1992) argument that the contemporary education reforms in New Zealand have all
the essential features of 'structural’ policy, equally applies to Tanzania's current education
policy reforms. Figure (10:1) explicates the key features of the 'structural and 'conjyctural’

policies, in general.

The demands for secondary education in Tanzania, for example, have been channelled to
the individuals, such that parents would blame themselves for not being able to pay for
their children's education rather than blame the state for not expanding secondary school
places. Likewise, the decentralisation of education channels the responsibility of educating
the children to their immediate communities so that their demands (for resources, for
example) are localised. Meanwhile, the "outputs" are centrally managed through bodies
such as the Tanzania Institute of Education (TIE) and National Examination Council of
Tanzania (NECTA). Elements of politicisation are also evident. The unity between mental
work and manual work, which was fostered in the pre-reform policies, for example, is re-
defined as skills training. In general, the provision of education in Tanzania has been re-
structured to accommodate the privatisation agenda; especially in financing education and

the overhaul of the public education system.

134 I this thesis a “quitting culture” means the attitude of running away from the chailenges of life rather
than dealing with them and trying to sort them out.

135The implication of market oriented choice policies to children at risk are discussed in the next chapter.
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CONJUNCTURAL STRUCTURAL

POLICY POLICY
POLITICAL satisfy demands shape and channel
STRATEGY demands to

make them satisfiable

ECONOMIC manage input- manage output &
STRATEGY order priorities keep supply constant
SYSTEM policy join on policy 'restructures'
EFFECTS existing systems existing systems
SOCIETAL increased state increased
EFFECTS intervention politicisation.

Source: Codd J. (1992:19) "Contractualism, Contestability and Choice: Capturing the Language of
Educational Reform in New Zealand" Paper Presented at the AARE/NZARE Joint Conference, Deakin
University, Geelong, Victoria, 22-26 November 1992.

From the above discussion of the education policy reform texts, it is evident that school
policies, based on market competition and decentralisation of resource base and market
choice, restrict attempts at fair redistribution of available finite educational resources. By
introducing an "assessment led" curriculum, the state displaces the discourse of equality of
opportunity by quality and standards; hence, gaining control over curriculum but, with less
responsibility for implementation. It can be argued, therefore, that the market oriented
education policies are creating environments which are producing more “children at
risk”136 and increasing disparities among communities, as well as alienating the parents
and their children from the school system. In the next chapter, the implications of market

oriented policy solutions are discussed, with particular focus on "children at risk"

136 «children at risk” refers to school aged children who are denied equal access to educational opportunities,
those who have tendencies to leave school at the first opportunity and those whose educational achievement
is hindered by social and environmental factors.



PART YV

Implications of Contemporary Education Policy
Reforms: The Case of “Children at Risk"

It has been observed in reference to New Zealand and Tanzania (Muganda 1998,
Peters 1995, Snook 1995, Samoff & Sumra 1994, Codd 1993, Grace 1990) that, with
the reforms of the 1980s and 1990s, the principles of universalised provision,
egalitarianism and collectivism have been replaced by market rationalism based on
the assumptions of individualism, competition, consumer choice, cost efficiency and
professional mistrust (Codd 1998). Thus, although education cannot exist as a "pure"
market, the policy assumptions and practices of the 1980s and 1990s have put
education closer to the market realm. Contemporary education and its associated
institutions, therefore, have been made quasi-markets. The major claim has been that
the market approach to education would solve the problems of the time.

Based on the understanding that the market panacea espoused by the policy responses
to the crises of the 1980s and 90s obscures the relationship between education and
social justice, it is argued, in this thesis, that marketisation of education may put more
children "at risk". Education marketisation is significantly contributing to some
children’s under-achievement at school and creating greater possibilities for some
children dropping out or missing schooling; thus, lowering their eventual occupational
status and income. In addition, this situation may contribute to greater social costs and
enhanced risk to communities, nations and ironically, the market itself.

This part of the thesis, provides an analysis of the implications of market oriented
policy solutions, with a particular focus on children "at risk" in Tanzania and New
Zealand.

It 1s important to note that, in this thesis, the term "children at risk" is used in
reference to those school aged children who are denied equitable access to educational
opportunities; those who have tendencies to leave school at the first opportunity and
those whose educational achievement is hindered by social and environmental factors.
Admittedly, this definition excludes some children referred to in the bulk of literature
on "children at risk". For instance, it excludes children with physical or mental
disabilities who are included in the definition of "children at risk" in the New Zealand
context (Fergusson, Horwood and Linskey 1994, Batten and Russell 1993). The
decision to narrow down the terms of reference of "children at risk" to children who
are denied opportunity and access to education was reached after a careful
consideration of the scope of this study which is to explicate policy and organisational
arrangements that, it is argued, are creating impediments for some children to
participate fully in education. Under such considerations, children who would require
special arrangements even in the most equitable policies (e.g. those who are disabled
physiologically or mentally) are not relevant to this study.
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Chapter Eleven

Market Oriented Education Policies and the
""Children at Risk"

Focusing on social justice and access, in this chapter, the ideological assumptions upon
which market oriented educational policies are based are analysed and the effects of the
policies on the education of "children at risk" are discussed. While acknowledging that
neither market oriented education policies nor "children at risk" are isolated phenomena
of certain countries, contemporary educational policy reforms in Tanzania and New
Zealand are used as specific instances to explicate more general claims, with some
reference to events and policies in other countries included to aia in clarifying and

elaborating certain issues.

The main argument put forward is that, based on the market assumptions, education is
held as a commodity and schools are seen as commodity production sites whereby
outcomes are readily quantifiable and measurable. Markets, generally, imply that one
has a choice to buy or not to buy; with the motto being: "Satisfaction Guaranteed or
Your Money Back"l37. Consequently, issues relating to "children at risk" are either
relegated as non-issues or they are accorded symptomatic and piecemeal approaches
which advocate for programmes that aim at state control of the "children at risk" rather

. . . .. 138
than helping them to become active and equal members of their community.

In the following discussion, the researcher considers various definitions and
approaches to "children at risk" and analyses how some contemporary market oriented
education policies subscribe to certain definitions and approaches as well as the
implications of these policies for the provision of education to "children at risk".

Problems of Terminology, Identification and Approaches to
"Children at Risk"

The term "children at risk", is used in this study with the recognition that different
societies refer to these children variously. For example, terms such as: "watoto wa

mitaani" (street kids) in Tanzania and Kenya; "wamachinga" ("children of the dark") in

= It would be interesting to know how one would take back the purchased "mis-education” for refund.

138 Community here means a cohesive group of people sharing the same environment, and willingly
and collectively working towards betterment of their lives.
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Tanzania; "chokora" (pick pockets) in Kenya; "truants" in New Zealand; disadvantaged
children in North America and Europe; "students at risk" in USA; "out of school
children" and other terms, all of which refer to children who face disproportionate

disadvantages compared to the rest of society.

Apart from various societies using different terminology to describe these children,
there are also different perceptions and connotations of who they are and what they are
called. Some consider these terms derogatory, suggesting that there is something
inherently wrong with these children and blaming them for problems which are
structural and organisational and, hence, are beyond these children's capabilities to
overcome. It may be argued, on the other hand, that these children live in our societies
and it is important to have a term of reference so that problems relating to them are
highlighted, acknowledged and solutions for them sought. Thus, it has been observed
(Hixson and Tinzmann 1990) that the analysis of who the "children at risk" are, in
educational terms, is complex because it involves not only describing who they are and

their situations but also why they are at risk. Hixson and Tinzmann (1990) argue that:

the process of defining who is "at risk" and why, is highly controversial
because it reveals continuing ideological and philosophical divisions
among educators, policy makers, and the general public about the role
and responsibility of schools, families, and students themselves (Hixson
and Tinzmann 1990:unpaged).

Consequently, there have been various approaches to understanding the "children at
risk" backed by differing ideological and philosophical assumptions on education and
society, in general. In this thesis, approaches identified by Hixson and Tinzmann
(1990) are considered because they cover a wider range of children in this category.
Referring to what they call "at risk students", Hixson and Tinzmann (1990) identify
four perspectives to which they refer as approaches; namely: the predictive, descriptive,

unilateral and school factors approaches.

The predictive approach is based on the conditions of the students, their families and

their communities. Hixson and Tinzmann (1990) contend that:

Students who have certain kinds of conditions such as living with one
parent, being a member of a minority group, have limited English
proficiency, and so on, are defined as at risk because statistically
students in these categories are more likely to be among the lowest
achieving groups or to drop out of school altogether (Hixson and
Tinzmann 1990:unpaged).
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Hixson and Tinzmann (1990) argue that the predictive approach has been in use for a
long time. They observe that, historically, in western countries, "at-risk" students were
primarily those whose appearance, language, culture, values, communities, and family
structures did not match those of the dominant white culture that schuols were designed
to serve. "These students--primarily minorities, the poor, and non-English speaking
immigrants--were considered culturally or educationally disadvantaged or deprived"

(Hixson and Tinzmann 1990:unpaged).

Similar observations can be made in the decile ranking of schools in New Zealand. It
has been stated (ERO 1998), for example. that:

For administrative purposes the Ministry of Education has ranked each
state school into decile (percent) groupings. These groups are made on
the basis of census data for households with school aged children in the
areas: from which the school draws students, together with ethnic data
from school roles returns. Factors taken into account in determining
decile rankings are house hold income, parental education qualifications
and occupation, household crowding, income support and ethnicity.

Schools described as Decile I draw their students from areas of greatest
socio-economic disadvantage; those in Decile 10, from areas of least
economic disadvantage (ERO 1998:4) (emphasis in the original text).

In New Zealand, and a few other post-colonial countries, only visible minorities are
ordinarily included in this predictive category. In Tanzania, and many other post-
colonial countries, the category may apply to the majority of the population. This, in
part, emanates from colonial and post-colonial education policies that have insisted on
educational organisations that were predominantly different from indigenous people's
cultural base, including the medium of instruction in schools that was normally their
second or third language. Drawing from such understanding, in societies where the
culture of the majority is not the western culture (that schools were designed to serve),
the predictive approach would include almost every child in the "at risk" list. However,
based on the social class and levels of cultural assimilation and state policies, students
who qualify for, or escape from joining the at risk list in the predictive category,

sometimes defy cultural heritage, ethnicity or racial delimitation.

The predictive perspective leads into a predictive approach to issues of children
identified as 'at risk'. According to Hixson and Tinzmann (1990) the predictive
approach has the advantage of being "relatively straight forward and uses information
already available from schools or other agencies and provides room for an early
intervention" (Hixson and Tinzmann 1990:unpaged). It has been noted in New Zealand

for example, that the "effective decile 1 schools meet their legal obligation to identify
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and address barriers to learning and provide equal education opportunities for all" (ERO
1998:22) (emphasis added). 1t is observed that the mechanisms include providing
programmes for developing language skills, basic welfare to students (e.g. lunches and
clothes), procedures to combat truancy and meeting the “learning needs of the high
proportion of the students who are Maori” (ERO 1998:22-31). In a similar vein,
Tanzania's Education and Training Policy (1995) states that:

Government shall promote and facilitate access to education to
disadvantaged social and cultural groups (TZ-ETP 1995:18).

This indicates a recognition of those who are already predicted to be socially and
culturally disadvantaged and the willingness of the state to facilitate their 'access' to
education.

However, the predictive approach is problematic because, as Richardson & Colfer
(1990 in Hixson and Tinzmann 1990) observe, this early categorisation of students
often results in lowering teachers' expectations of the students' achievement potential.
In that regard, the predictive approach also has the tendency of making inaccurate
assumptions about the child’s potential, based on historical, family and living
situations. Such an approach often places students in the position of being blamed for
poor school performance on the basis of characteristics over which they have no
control. It has been noted (Richardson & Colfer 1990) that, as large numbers of
students with the above mentioned characteristics were not achieving at minimally
acceptable levels, it seemed natural and certainly easy to define the problem as arising

from deficiencies in the students themselves.

Thus, interventions are aimed at controlling and assimilating the children in this
category to the school system. Consequently, schooling becomes an assimilation
process. The colonial education regulations which forbade school children to speak
their mother tongue would fit in this category. A good example is the New Zealand
native schools that were specifically for Maori children, which, in the 1930s and 1940s,

forbade Maori children from speaking Maori in the school vicinity (Smith 1986).

A similar approach can be observed in TZ-ETP (1995:19) whose list of the
disadvantaged include those who have been hindered by their life-style and culture from
taking advantage of the educational opportunities extended by the government in the
past.
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It is argued, therefore, that the predictive approach has a tendency to overlook some
fundamental conflicts between structural and organisational aspects of the education
system and social-cultural aspects of contemporary societies. Further, the predictive
understanding of "children at risk" may also create moral panic and, hence, lead to

responses that focus on managing the crisis rather than helping the children involved.

New Zealand's 1867 Neglected and Criminal Children Act can be cited as an example
of a predictive approach with the state responding to the moral panic resulting from
public reaction to the children who did not subscribe to the middle class norms. Thus, it
has been argued (Shuker 1987) that the industrial schools that were established to
provide education for neglected and criminal children "constituted a form of control
which was legitimated through the definition of these children as deviants" (Shuker
1987). In that regard, it seems, that what was "at risk " was not the children but, rather
,the society that felt at risk because of these children. The response, therefore, was to
apportion blame to the children and their families and, hence, legitimise regulations for

control.

Ironically, this 19th century New Zealand government response to criminal children
bears striking similarities with the treatment of “out of school and street children” in
Tanzania, as well as with some aspects of the Code of Social Responsibility proposed
by the New Zealand government in 1998139, It is stated in TZ-ETP, for example, that:

Since 1974, the government of Tanzania has been committed to the
provision of Universal Primary Education (UPE). This commitment was
to be realised in 1977. However, this objective has not been met due to
several bottlenecks such as: poverty, truancy, negative parental attitudes
towards education and lack of appreciation of long term personal
economic benefits of education. In addition, the provisions of Education
Act No 25 of 1978 requiring compulsory enrolment and continuous

attendance have not been enforced effectively,l40 on both parents and
school children. Therefore: Government shall ensure that all primary
school age children are enrolled and in full attendance (TZ-ETP,
1995:37) (emphasis in the original text).

The key concepts in this statement are "compulsory enrolment" and "attendance”, which
indicate that attention is more on controlling the children rather than any commitment to
their education. Similarly, with regard to the Code of Social and Family Responsibility
which was proposed by the New Zealand government in 1998, the Education Policy

1391ssues of Street children in Tanzania, and New Zealand's proposed Code of Sorial responsibility are
discussed later in this chapter.

140The provisions of education Act No 25 of 1978 requiring compulsory enrolment and continuos
attendance, also describes the forms of punishment for parents and children who do not adhere to the
enrolment and attendance regulations.
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Response Group (1998) argued that the thrust of the government was on the supposed
deviant behaviour of some of its citizens and subjects, with rhetoric far exceeding
"legislation and the actual commitment of resources where they are most
needed"(MUCE Policy Response Group (1998:23).

As it is argued elsewhere in this study, education policies that insist on individualism
and market competition contribute significantly to this type of "risk" which is based on

the predictive approaches.

Another perspective of "children at risk" is the descriptive approach, according to
which, students who are already performing poorly or failing in school are at-risk
because they have not been able to successfully take advantage of the "regular" school
program and will likely fall further behind or drop out. Thus, this approach reflects a

monitoring/intervention strategy (Hixson and Tinzmann 1990).

However, this approach is also problematic because it identifies the student as at risk
after school-related problems have occurred; thus, limiting the chances of early
intervention. Even when there is early identification, the negative labelling may affect
the student's morale and motivation for advancement. As Hixson and Tinzmann (1990)

observe:

The typical intervention involves ancillary programs that (a) do not
promote changes in the "regular”" program, (b) intensify the impact of
negative labelling and isolation of less successful students from
important peer role models and support systems, and (c) tend to slow
down student progress and thereby exacerbate the degree to which
students fall behind and further diminish their belief that they will ever
“catch up" (Hixson and Tinzmann 1990:unpaged).

Outcome oriented education policies that encourage competition amongst schools (e.g.
examination results league tables) and teachers (e.g. performance management schemes

(PMS) may contribute to a descriptive approach to "children at risk".

The unilateral perspective , on the other hand, proclaims that, with the increase in
the number and complexity of problems faced by today's youth, all students are at risk

in one way or another. Hixson and Tinzmann (1990) argue that:

On the one hand, this approach is attractive because first, it addresses
egalitarian ideals and values and second, it allays the fears of many
parents, educators, and policy makers that disproportionate attention is
being paid to poorly performing students at the expense of both the most
gifted and the average students (Hixson and Tinzmann 1990:unpaged).
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Tanzania's policy statement regarding 'screening for talented children' subscribes to

this perspective.

It is debatable whether the unilateral perspective of "children at risk” can encourage
egalitarian universal provision of educational resources, since it lacks recognition of
extending more assistance according to needs. As Hixson and Tinzmann (1990)
caution:

Although the logic of unilateral perspective is seductive, it ignores the
urgent need to focus attention on those students for whom structural and
organisational impediments in the current model of schooling have most
often and most consistently resulted in unacceptable levels of academic
and intellectual development, whether the students finish schocl or not
(Hixson and Tinzmann 1990:unpaged).

They further argue that:

We must be mindful of the axioms that to treat people equally does not
mean that they should be treated the same, and that in most arenas of
life, we focus our attention and resources on those areas in which there
are the greatest problems and need (Hixson and Tinzmann
1990:unpaged).

Thus, if not applied with caution, the unilateral perspective may insist on entitlement
justice while negating fair distribution according to need. Contemporary policies, such
as the proposal to phase out the "quota system" in Tanzania, bulk funding and school-
based management in New Zealand, may also contribute to this perspective

School-based management policies, for example, lead to the tendency to consider
individual schools in isolation from the context within which they are located. This has
negative implications for "children at risk" because it presupposes that each school is on
the same level play ground, regardless of the context of the community within which
they are located. As Gordon (1995) argues, if schools are considered in isolation from
the context within which they are located and must work, it is fairly easy to transform
the socio-political problems of inequality in school achievement into 2 technical problem

of school governance and management.

The school factors perspective is another perspective for understanding "children at
risk". Hixson and Tinzmann (1990) contend that, recently, especially in the United
States, the tendency to blame school failure simply on characteristics of the students,

141The impact of the respective policies on provision of education to children at risk is analysed later
in this chapter.
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their communities or their families has diminished or is at least less overt. They point
out that there is an emerging body of research, such as that of Richardson & Colfer

(1990), which looks at school factors as potential causes of "at-riskness".

The school characteristics that have been identified as hindering the academic
achievement of many students include:

¢ inflexible schedules;

* narrow curricula;

* apriority focus on basic/lower-order skills;

* inappropriate, limited, and rigid instructional strategies;

* inappropriate texts and other instructional materials;

* over-reliance on standardised tests to make instructional and curricular decisions;

* tracking and isolated pull-out programs;

* and teacher and administrators' beliefs and attitudes toward both students and their

parents (Hixson and Tinzmann 1990).

It may be argued that the New Zealand Education Review Office (ERO) tends to take
the school factor approach. It is stated in one of ERO's (1998) reports, for example,
that:

The Education Review Office regularly reviews all schools in New
Zealand and is in a unique position to assess the degree to which policies
and practices in individual schools are contributing to student
achievement. From its observations within schools, ERO has developed
the strong view that schools can and do make a difference to student
achievement (ERO 1998:36).

Thus, since its inception, in accordance to Tomorrow's School policy, one of ERO's
major activities has been to inspect schools, to give good grades to some, lower grades
to others or even to recommend for some schools to be closed. In-depth studies on how
ERO carries out its supervisory role would be able to explicate some of the ERO's
evaluation techniques . At this juncture, it suffices to note ERO's commitment to the
national standard tests. ERO (1998) contends that:

However, in this study the actual achievement of the students in decile 1
schools is invisible. This means that the impact of high performing
trustees, principals and teachers on the learning of their students is also
invisible. This is not because the impact does not exist but simply
because at present there is no way of knowing about the progress and
achievement of individual students in terms of national standards (ERO
1998:37).
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While a closer look at factors within schools that are affecting children's learning may
lead to identifying some specific school related issues that put some children at risk, it
may be argued that a 'Polaroid snapshot' of winners and losers may aggravate rather

than lessen the problems associated with "children at risk".

The limitation of the school factors perspective is that it overlooks the economic, social
and political structures which are important to understanding "children at risk" but are
beyond the jurisdiction of the school system. Thus, the school factors approach
constantly blames schools as the cause rather than as a symptom of socio-economic

problems (Britain's National Commission on Education 1996:5).

The market-driven school choice policies that subject schools to market pressures so
that they can improve their performance also subscribe to a school factors perspective.

The above discussion shows that each of the perspectives can be helpful in some
aspects but limited in others. This could be because each approach seem to emphasise
some factors while ignoring others. It is worth noting that the education process is
affected by factors which are both within and outside the school environment. A range
of factors can promote or hinder the students' progress in the education process: e.g.
the social and academic organisation of the school; the personal and background
characteristics/circumstances of students and their families; the community contexts
within which students, families, and schools exist; and the relationship of each of these
factors to the others (Natriello et. al. 1990, Richardson & Colfer 1990)!42.

In an attempt to explain how material and social deprivation translate to lower
attainment, for example, Britain's "National Commission on Education" (1996)
examined some inter-related factors that contribute to educational disadvantage of the
poor. The Commission came to the conclusion that the inter-relation of poverty factors
contribute to disadvantages which, in turn, limit educational opportunities and reduce
the ability of children to benefit from schooling. Moreover, the Commission contends
that these characteristics not only accumulate but also they reinforce each other so that
their collective impact is even greater than the sum of the individual factors.

It is worth noting, however, that the weaknesses or strengths of each perspective do not
make it either entirely wrong or correct. What is missing in each perspective is a holistic

understanding of "children at risk" as well as the inherent tendency to apportion blame

14211 Hixson and Tinzmann (1990: Unpaged).
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for the "riskness" of some children in society to either the school, the student or

families.

Drawing from the above considerations, in this thesis, therefore, "children at-risk" in
educational terms are understood to be those school aged children who are denied
equitable access to educational opportunities; those who have tendencies to leave school
at the first opportunity and those whose educational achievement is hindered by social
and environmental factors. The study also embraces Richardson and Colfer's (1990)

view that:

The responsibility for the at-risk status of a child, therefore, does not
reside in one individual - be it the child, mother, or teacher - or in one
institution - the school. Society creates schools in certain ways to meet
its goals and expectations, thus creating environments in which certain
children are at risk. The solution to the at-riskness of children and youth,
then lies with us all (Richardson and Colfer's 1990:110 in Hixson and
Tinzmann 1990:unpaged).

It has to be realised, however, that such a view, noble as it is, needs socio-economic

policies that can give direction to the theory and practice of education towards that end.

It is important, therefore, to understand "children at risk" in broader socio-economic
and ideological developments within the production, consumption and reproduction
context, particularly those contributing to educational disadvantages; with a view of
setting the basis for confronting all aspects that put "children at risk".

In other words, therefore, any solution for problems of "children at risk" must be
conjointly found at the educational as well as the economic and social policy levels. By
the same token, it is the researcher's understanding that the state has the responsibility
to ensure that appropriate policies and practices are in place to curb the tendencies to
create "children at risk", as well as to ensure the provision of education to those who
are already "at risk".

Building upon the view that marketisation of education based on neo-liberal ideological
assumptions contribute negatively to social justice in education, in the following
analysis, the researcher attempts to explicate how market oriented education policies,
under the auspices of neo-liberal agenda, are contributing to the problem of "children at

risk" in Tanzania and New Zealand.
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Market Oriented Policies and Access to Education

Based on the conviction that, in order to contribute to social justice, access to education
has to go beyond enrolment and attendance to include the type of instruction, who is
accountable for whom and for what, as well as the status of schooling in the society
(Muganda 1997, Darling-Hammond, 1991), a holistic approach to access to education

with all its complexity is considered within this study.

As stated earlier, moves to market rationalism that are embedded in contemporary
education reform policies have not only impacted on the whole philosophy of providing
education but also have serious implications for the education of "children at risk".
These policies hinder or limit avenues for 'at risk' children to get the benefits of
education. In the following analysis some market oriented contemporary education
policies in Tanzania and New Zealand are examined, their underpinning neo-liberal

ideology is identified and their effects on issues of “children at risk" are explored.

Implications of Individualism, Market Competition and Outcome
Oriented Education Policies

Illustrative cases of market oriented policies that are based on individualism and market
competition that have effects on "children at risk" considered in this analysis include:
the phasing out of the quota system of selecting secondary students in Tanzania; de-
zoning and school choice in New Zealand; and, certain forms of special education.

Based on neo-liberal assumptions of individualism and market competition,
contemporary education policy reforms in Tanzania advocate phasing out of the "quota
system" of selecting students into public secondary schoolsm. It is argued that the
quota system which was introduced to ensure district and gender parities gives
opportunity to underachieving children while denying access to the more "deserving
ones". In advocating the phasing out of the quota system, Tanzania’s Education and

Training Policy’ states that:

Inherent in the quota system has been its tendency to push up children
with low achievement levels while at the same time denying access to the
more deserving ones (TZ-ETP:21).

The policy statement goes on to recommend that the quota system, therefore, shall be

phased out. In its stipulation, the policy statement seems to suggest that there is

143Secondary education in Tanzania is not compulsory.
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something inherently wrong with the children to whom the quota system, as a form of
affirmative action, was extended. Such an attitude not only contributes towards putting
more children in traditionally disadvantaged sectors at risk but also has a the tendency
of apportioning blame to the victims. Rather than finding out why the children from
some sectors are not achieving to the expected levels, the children are condemned as
"the undeserving ones" with the attention directed to the already advantaged, in the

name of fair competition.

It can also be argued that the way of phasing out the quota system of secondary
education placement does not provide opportunity for a reasonable dialogue between the
Tanzanian government and those directly affected. Further, it limits avenues for
building the necessary capacity and possibilities of sorting out the problem of under-
achievement in the affected sectors. By localising and even individualising the problem,
the policy as stated in the TZ-ETP, condones the fundamental structural causes of
under-achievement; thus, leaving the children in the affected sectors to remain in the "at

risk" situations, with more queuing to join the list.

Moreover, it can be surmised that the policy of phasing out the quota system in
Tanzania seems to embrace the outcome view of education, rather than the holistic
consideration that include: resourcing, processes and outcomes. Thus, rather than
suggesting ways to improve the performance of the so-called "undeserving ones", the
policy seeks to eliminate them from the public secondary schooling processes, so as to
enable the education system to boast of "better outcomes".

Similarly, the effects of the focus on outcomes in education can be observed in the
implementation of special education streaming in New Zealand, if categorisation of the
children into special education programmes is done for the purpose of improving the
performance records and 'efficiency’ of the mainstream education system rather than
helping the children who are categorised (Codd 1987:75).

Efforts to eliminate the "children at risk" from the system, so as to boost the outcomes
of the system, may create a state of bleakness of expectation that would result in
thwarting the aspirations of these children and, thus, discouraging them from striving

for progress, not only in school but also in life.

Studies (Ishumi 1984, Urch 1986) have indicated for example, that most primary
school students in Tanzania aspire to continue with secondary education which would
assure them good income. Thus, when they do not *“pass” the primary leaving
examination, they suffer a stigma of failure in life.
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The New Zealand assisted entry scheme into private schools also serves as another
example of access policies that contribute to the problem of "children at risk". In 1995,
the New Zealand government announced the 'assisted entry scheme' "by which 480
children from poorer families would be given a chance to attend private schools at
government expense” (Snook 1995:6). Referring to the scheme, Snook (1995) argues
that targeting educational assistance to those who are "poor" in economic terms usually
misses the point because research has shown that it is children with "cultural capital”
(e.g. children of parents with higher education and professional jobs) who benefit from

such schemes. Moreover, he contends that:

As a result of schemes like this, highly motivated students are siphoned
of f to the private sector reinforcing its "successful record" and depriving
the state sector of those who might provide higher levels of aspiration
for other students (Snook 1995:7).

The assisted entry scheme may be construed by some children aind parents as an
admission by the government that private schools are better than public schools and,
hence, either to try to get into private school or to grudgingly stay in the public school
system. This may adversely affect the motivation levels of some students in public
schools as well as contributing towards undermining the morale and image of public

schools, in general.

It is argued in this thesis, therefore, that education policies based on individualism and
market competition can enhance the already existing individual advantages, curtail
distribution of resources according to needs and foster inequality. Hence, such policies
contribute negatively to social justice in education since social justice is considered only

in terms of entitlement and legal rights rather than fairness.

Such a conceptualisation of social justice could have adverse affects on "children at
risk" because, as Brown (1985) asserts, the entitlement conceptualisation of justice

signifies that:

Those born fortunate should remain so, protected by the inviolability of
their rights and entitlement; those born unfortunate shall remain
unfortunate and shall have a good chance of passing on their ill-fortunes
to their children (Brown 1985:213).

As a corollary, those who, for whatever reason, cannot compete are not worth
consideration. It also verifies the contention (Reynold and Sokro 1996) that, in market

relations, one is expected to pursue one's personal advantages and not disadvantages,
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with the key element being competition and differential treatment, according to one's
ability. Thus, the appeal for society to recognise the children's social, economic and
even physical disadvantages, and to take concerted steps to minimise them, is construed
as a promotion of "dependency culture" as opposed to the “enterprise culture" that is

compatible with market exchange relations. Peters (1991) argues that:

Central to the notion of the "enterprise culture" is the importance of
reconstructing education so that it will deliver the necessary research,
skills and attitude required for the nation (New Zealand ) to compete in
the increasingly competitive international economy (Peters 1991:34).

The implication of this would be that provision of support for "children at risk", so as
to offer them opportunities to participate in all that the school has to offer, is a waste of
both time and resources that could be used by those who already have comparative

competitive advantage.

In that regard, education access policies based on market competition under-emphasise

the need for co-operation and collective responsibility in society.

It i1s significant to note that this is not an aberrant phenomenon of education policy
reforms in Tanzania and New Zealand. Referring to the British education situation,
Wolpe and Donald (1983) argue that the neo-conservatives' catch word is "excellence",
which, carries with it the implications that those who for some reason do not attain the
requisite "excellence" levels, can justifiably be neglected, or relegated to inferior form

of education.
Children at Risk and Market Choice Education Policies

Supported by the discourse of privatisation, which claimed that "choice in public
service" will promote efficiency, equity and democracy, market oriented choice policies
took root in New Zealand. It is stated in the NZ-Picot Report, for example, that:

Choice will involve providing a wider range of options both for
consumers and for learning institutions. Consumers need to be able to
directly influence their learning institution by having a say in the running
of it or by being able to turn to acceptable alternatives (NZ-Picot Report
1988:4).

Later, de-zoning and school choice provisions were included in Tomorrow's Schools
Policy. It has been noted (Codd 1994) that, at the beginning, the idea of choice in the
education system accrued considerable public support. Codd (1994) notes that:
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It would appear that the promotion of school choice has had strong
public support, even from within those groups who, on the available
evidence, would be most likely to be disadvantaged by such policies
(Codd 1994:1).

However, embedded in the rhetoric of empowerment, freedom, accountability and
democracy, etc., to be promoted by school choice, a particular relationship between the
individual and the state was developing (Martin 1993:48); reflecting the ideological

underpinning of market choice that was promoted by supporters of privatisation.

It has been observed (Martin 1993, Codd 1993, Devine 1997) that the notion of choice
in public services is based on the "public choice theory" developed by Buchanan and
Tullock on their idea of human nature. Briefly, "public choice theory" insists that
human beings are rational, homo economicus, who always seek to maximise their own
individual advantage and are capable of making rational choices. Thus, government
regulations that limit individual choices impinge on the individual's freedom. Therefore,
the market model, which would promote a self regulating system, that in turn will
ensure individual freedom, improved services and satisfaction to all involved, should
replace state structures. The aim was to minimise the interference with individual
freedom and the market by the state (Martin 1993); and the market is taken as the best
vehicle to secure those objectives (Murphy 1996).

However, as the reality of the market based school choice unfolded, it became clear that
not only were choices limited by the parameters prescribed by the respective policy
provisions (Codd 1994, Irwin 1998) but also the negative implications linked with
choice including: inequality, unfairness, consumer pressure, unfair competition for
financial resources as well as limiting both public spending and the scope of public
responsibility. School choice policies also lead into "reducing the state's role as a

principle provider of education" (Codd 1993:161).

These negative implications of market choice, based on public choice theory, have an
adverse effect on social justice in education, particularly as it relates to "children at
risk". Not only does the choice that is promoted overlook other impediments to choice
(such as social class, access to information, scarcity of time and finances etc.) but also
the fact that, in competition, there are always "winners" and "losers" and the loser does

not effectively accrue the cherished self-interest.

Thus, one of the important flaws in the application of public choice theory to education
provision is that it creates an avenue for social injustice. As Jonathan argues, through

market choice policies:
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It is probable that some schools will get better and others worse, with
those parents who are most informed and articulate influencing and
obtaining the 'best buy' for their children, thus giving further twist to the
spiral of cumulative advantage which results when the state is rolled
back to enable 'free and fair' competition between individuals or groups
who have quite different starting points in the social race (Jonathan
1989:323).

Under such circumstances, the education one gets is judged by how much the parent is
able and willing to invest. With the increasing gap between the rich and poor aggravated
by policy reforms in other sectors (Gordon 1995:1), more children are likely to get a
low bargain. Hence, the disadvantaged continue to be disadvantaged while others get

the advantage of unearned privilege. Thus, it has been argued (Codd 1993a) that:

Policies which increase the discretionary power of educational
consumers, give priority to individual liberty over social justice (Codd
1993a:163).

These unlimited powers of choice subscribe to what has been referred to (Codd 1994)

as "negative freedom". Drawing the concept from Berlin, Codd (1994) explains that:

Negative freedom is a condition in which a person or group is or should
be free to do or be whatever they are able to do or be without
interference by others...In an ideal market, for example, consumers have
negative freedom when they are not prevented, by someone else,

including the state, from choosing what they want to purchase (Codd
1994:3).

Codd (1994:3) argues that this negative freedom, upon which market choice education
polices such as removal of zoning regulations in New Zealand are based, "works
against social justice because it advances the freedom of some at the cost of the freedom
of others".

By promoting the notion of "exit" and not "voice" in the education system, school
choice policies subscribe to negative freedom. Thus, those students who drop out of the
school system may be seen to have exercised their choice prerogative, and the school
system from which these children drop-out would be under no obligation to try and
retain them (in most cases they may have been the clients who weie disrupting the
smooth running of their business). In this regard, not only are the respective students
and their parents denied opportunity to "voice" their concerns about school but also it
obscures the need to focus attention on structural and organisational impediments in the

current model of schooling. In other words, policies that promote "exit as choice" deny
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the students, their communities and, probably, the society as a whole, the opportunity

to exercise positive freedom. Explaining positive freedom, Codd notes that:

[It is] the freedom of a person to be able to choose on the basis of
reasons and conscious purposes that are their own and are not
constrained or limited by influences (internal or external) over which
they have no control (Codd 1994:3).

Thus, contending that "education is not something we can choose not to have from the
position of not having it", Codd (1994:4) argues that " educational choice based upon a
notion of positive freedom is central to the maintenance of social justice and it should be

promoted, therefore, within educational policies committed to that goal”.

However, the combination of market choice together with individualism inherent in
contemporary education policies, seem to exempt the individuals from contributing and
attempting to redress the injustice and unfairness in society by providing choice as a
mechanism for opting out of such responsibilities. In Tanzania, for example, by
sending their children to other schools within or outside the country, most economically
able parents increasingly have less interest in the improvement of public or other
schools in their locality. Moreover, the principle of individualism in educational markets
encourages parents and their children to participate as individual consumers rather than
as members of the community working towards meeting collective ends. Such practices
not only have adverse impact on children at risk but also have the potential of adding
more children to the ‘children at risk’ list. One wonders how a child or a parent, as a
consumer, would claim and get refund for mis-education or the missed educational

opportunity.

Further, it has been argued (Gordon 1995) that there are several ways in which

growing material inequalities impact upon school choice. Gordon (1995), observes that:

The central one mentioned in most of the choice research, is increased
geographical polarisation. That is, where people live is increasingly
determined by their income and work status, and schools tend to reflect
the area in which they are located (Gordon 1995:11).

Important to this discussion, however, is the evidence that, as a result of school choice
in New Zealand, there has developed a hierarchy of schools with tiie most popular
schools located in the wealthy areas and the least popular schools in the least wealthy
ones. It has been noted (Gordon 1995) that schools in the wealthiest areas tend to

become full, whilst those in the poorest areas suffer from falling rolls. Ironically, it is
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these under-funded schools, in poor communities, who also have to deal with various

social welfare related problems. Gordon (1995) notes that:

There are indications that the kind of "social welfare problems" which
schools are having to deal with are both growing in number and
increasingly concentrated into certain schools in particular those in poor
urban areas which are also suffering from stagnant and falling rolls
(Gordon 1995:1).

The implication of school choice policies for the "children at risk" is that such
arrangements have possibilities of widening levels of education opportunities and can
easily discriminate against schools serving disadvantaged communities; with the
consequence of putting the children in these communities and, their future generations
“at risk". Thus, inequity in education, therefore, facilitates inequalities in the society by
maintaining the status quo; which means reproducing existing social differentiation and

structure.

The descriptions of rich and poor schools in New Zealand (Gordon 1994, ERO 1998)
verify this argument. Gordon (1994) notes that:

The rich schools in (this) study have a high proportion of middle class
Pakeha families, a low rate of single parenthood, low unemployment ,
few or no Maori or Pacific Island people but often a high Asian
population. A key characteristic is stability of population; the turnover of
students is very low.

The picture of poorer schools is very different. In some of the schools
more than half the families exist on social welfare benefits, and those in
work are always on semi or unskilled Jobs. Maori and Pacific Island
populations are much higher, as is the number in single-parent families.
One clear characteristic, especially in primary schools, is the transient
nature of the population:.. (Gordon 1994:114).

The description of rich and poorer schools above is similar to the descriptions of
schools in decile 10 (rich) and decile 1(poor) schools as graded by the Ministry of
Education. Thus, children in the communities where poor schools are located may
easily fit in the 'at risk' category that is identified in the predictive perspective of
children at risk. It can be argued, therefore, that school choice policies have aggravated

the risk situation of these children.

Market oriented choice may also imply that schools which are not financially
independent will constantly respond to transitory and populist demands atthe expense
of setting or exploring long term strategies for improvement that wonld be beneficial to

the students and their community.
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Likewise, schools would strive to develop what the "paying" consumer wants,
regardless of whether it contributes to injustice or moral outrage. Gordon (1994:115)
notes, for example, that "Maori and Pacific Island communities were heavily under-
represented on the boards of "poor" schools - - . . . . . even though they make a
significant population of these schools". Thus, in poor schools, there seems to be a
conflict between community representation and experiences required by the "efficient”
board of trustees. Consequently, such arrangements may undermine the "voice" of the
community. In that regard, school factors induced and supported by state policies

would contribute towards the "riskness" of children in the poor communities.
Policies Based on Budgetary Restraint and Market Efficiency

Market rationalisation policies are characterised by the monetarist conceptualisation of
services which promotes targeting as being more cost-effective than universal
provision. As van de Walle & Nead (1995) observe, amidst the pressure to reduce
public expenditure, the monetarist argument claims that targeting allows governments to
provide for the special needs of the targeted groups more effectively and at lower costs.
Thus, the market oriented reforms signify a shift from universal provision to targeting
whose implications to provision of education include categorisation; whereby "at risk"

children are identified so as to cater for their special needs.

While the move to cater for specific needs of "children at risk" is appezling, literature on
special education, however, expresses scepticism with some of the functions of
categorisation, as well as the processes through which categories are created.
Cautioning that categories may have contradictory functions, Codd (1987) contends
that:

On the one hand, categories may be used to provide a justifactory
argument for differential treatment, while on the other, they may serve to
legitimate the social arrangements by which the differential treatment is
maintained in order to improve the efficiency of the system. In the
former it is argued that because a child has X or Y characteristics, there
can be no equality of opportunity for that child unless a special education
programme is adapted to those characteristics. Here, the category is
justified on ethical grounds. But in the latter, the categorisation of the
child may be little more than the administrative mechanism for the
efficient use of existing educational provisions (Codd 1987:75).

Thus the child who is categorised for differential treatment so as to improve the
efficiency of the system is likely to experience the adverse effects of the descriptive

approach to issues of "children at risk," including stigmatisation and a sense of despair.
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It is also important to note that, with contemporary policies encouraging individualistic
behaviour, the tendency to support others is decreasing. Referring to research studies
carried out in USA and Canada, Hixson and Tinzmann (1990:unpaged) have indicated
change in the public's interest and willingness to support schools for "other people's"
children or for services for the increasing number of youth with various social,

personal, emotional, or for that matter, educational-related needs.

This is not an isolated situation in Canada and USA; it is true elsewhere, in developed
as well as developing nations. Some incidence statistics relating to the plight of children
who are "at risk" are alarming. These include how the disadvantaged children are
perceived and treated in some countries. The Daily Nation ( Friday 17 April, 1998 )
news paper in Kenya reported, for example, that Nairobi Police top official, Joseph

Kaguthi’s plan to get the city rid of street children include:

... asking the people of Nairobi not to give money or food to the street
children. He is convinced that if they are not given money or food, they

will stop begging and should they resort to mugging, then police will be

. 144
there to deal with them .

By the same token, a senior social welfare official in Tanzania was quoted lamenting
that street children in Tanzania were, "Often picked up (by the police) just because they
are dirty and on the streets” (Kilimwiko 1995).Verifying similar happenings in
Tanzania, Tanzania’s Chief Justice, Francis Nyalali, was quoted saying that the plight
of the children is a result of the low priority they are accorded by the authorities.
“Tanzania has not yet reached the point of no return in the manner we deal with

children, but we must act now before it is too late," he declares (Kilimwiko 1995).

Tanzania’s Minister of Education and Culture, Mr. Juma Kapuya was recently reported
as saying that he is worried about the child labour situation in Tanzania which has
become worse since 1980. The minister expressed fears that children were among the
more than 90 victims who were buried alive, in early April 1998, in mine pits in
Mererani in the northern region of Arusha.'® Although child labour has been widely
criticised in Tanzania, a number of small-scale miners prefer to employ children.
Teenage boys who are more flexible and efficient in passing complicated narrow
passages in mine-pits, nicknamed "snake boys", are employed to do jobs in these
hazardous conditions.

144 The Daily Nation Newspaper ( Friday 17 April, 1998).
145, the EASTERN AFRICAN NEWS (April 27, 1998).
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All the above mentioned incidents indicate that the plight of the "children at risk" is
becoming worse and that the market oriented policies which are minimising their
chances of getting education do not make it any easier. Inspecting an anti-child labour
march, Tanzania’s Minister of Education and Culture appealed to international agencies
dealing with children's rights to provide educational development aid for developing

. 146
countries

Another problem relating to targeting is that, since poverty is seen as a transient status,
it is difficult to organise strong lobbies focused on it. As Levin & Riffel (1994) argue,

It is hard to envisage a movement based on pride in being poor. Indeed,
poverty is still frequently viewed as a condition to be ashamed of, and
which is one's own fault. Not only does this view limit political work
around the issue, it also limits the respect or sympathy with which
lobbying efforts will be met. The poor also tend to lack the resources to
organise (Levin & Riffel 1994:unpaged).

The authors contend that, for all these reasons, poverty is an issue that is largely
forgotten in education policy-making.

A similar observation can be made about New Zealand. The reference to effective decile
1 schools, and the suggestion of using a standard test to identify a few students who are
doing well in these "poor" schools, may be construed as an indication that "poverty" is

not a recognised category within the New Zealand system.

The effect of non-recognition of socio-economic issues, like poverty, is that it may lead
to unilateral approaches to problems of children at risk; and, hence, to a tendency to

ignore social and economic policies that are affecting access to equitable education.

Further, as Sen (1995) points out, the main problem of targeting also lies in the fact that
it does not at all suggest that recipients are active people, functioning on their own,
acting and doing things. The image is one of passive receivers rather than active agents.
If we extend this image to the situations of "children at risk", it is more likely that the
tendency would be to try to assimilate or make them adaptive to the existing school
environment without paying attention to those aspects of the education system, or the
school, that put them in the disadvantaged position.

146p,1.
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The fact that Tanzania’s Education and Training Policy identifies hunters, gatherers,
fishermen and pastoralists, as groups of people who are disadvantaged because of their
style of living, signifies the tendency of blaming the victim; with the consequence of
trying to assimilate them to the mainstream schooling system, which may not be

appropriate to their social, economic or cultural base.

It has also to be noted that sometimes administrative and social costs inicurred in the
processes of targeting may outweigh the benefits; with time and resources spent on
attempting to identify the at-risk children with precision (van de Walle & Nead 1995).
Strict application of rules and measures to eliminate the "undeserving" may result in the
error of dealing with those who qualify rather than those with real needs. Some people
might provide inaccurate or false information so as to qualify for the benefit. Thus, in
most cases, it is only those who know where, how or who to ask for help, benefit from

targeting.

Another issue related to targeting based on market rationalism is that the identification of
those who qualify depends heavily on factors that are measurable or observable. Thus,
there are some families or communities that may not be easily identified for targeting
although their children are at risk. For instance, there are sound theoretical reasons to
believe that individual decisions are influenced by the present view of their future. As
Gambetta (1987) observes:

Events like a mortgage to be nearly paid up, an expected career
advancement or, on the other hand, the risk of being made redundant
could respectively enhance or depress the expected income and - through
such expectation - the chances of sending children to school for longer
periods (Gambetta 1987:109).

Thus, the measure of income that does not include these expectations is incomplete and

. "o . w147
is likely to exclude some of the "children at risk" .

The rural areas may also be vulnerable, due to lack of a social infrastructure and the
relative isolation of the communities. Rationalisation of services may lead to some rural
schools being closed down; thus, making children from those areas suffer travel fatigue

which may adversely affect their progress or even their attendance.

147An in-depth study on the effects on education, of current reported and un-reported jobs lost or
expected to be lost due to business closures, mergers or bankruptcy and retrenchment exercises carried
out in the name of organisational efficiency may give an insight on the extent of the problem in
Tanzania and New Zealand.
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It has also to be noted that out-of-pocket expenses for books, uniforms, transportation,

foregone labour earnings and other expenses, are likely to deter school attendance to
n

children from low-income families. This phenomenon, is more rampant}1 but by no

: . . 148
means confined to developing nations

Moreover, with targeting, government becomes a charitable organisation rather than a
responsible organism of the society. The targeted citizens, therefore, cannot claim the

service as a right and governments can withdraw the services at will.

By emphasising budgetary concerns, market oriented policies also put undue emphasis
on budgetary issues at the expense of setting strategies for improvement. "Cost
sharing" programmes vindicate such budgetary tendencies. In Tanzania's policy reform
documents, for example, the proposed "cost sharing" programmes aim at reducing the
unit costs of education to the state, especially at secondary and tertiary a levels. The
suggested "cost sharing" programmes include: students and or their parents shouldering
catering and transport costs; moving the financing of education towards greater
community, parent and private participation; and encouraging students to borrow
against their future expected earnings. Of significance is that such programmes do not
seem to take into consideration the income levels of most Tanzanians. Consequently, as
appendix D indicates, those who can not afford the cost have to drop out of the school

system. Similar observations can be made regarding the New Zealand Tertiary Students
Loan Scheme (Lauder 1990).

A further consideration is that targeting seems to group children according to "their
deficiencies". Thus, it can be construed as a form of tracking which segregates and
compacts the problems of the already disadvantaged students. It may also stigmatise the

targeted children, their schools and their communities.

It has also to be noted that targeting, as a descriptive approach to issues of "children at
risk", is mainly an intervention into an already problematic situation. Thus, there is a
greater chance of using more resources on emergency situations, rather than long term
planned programmes that could pre-empt such emergencies.

148Referring to the situation in New Zealand in the 1990s Gordon (1995:10) contends that: "A number
of New Zealand studies have investigated the effects of increasing poverty, especially as a result of the
1990 benefit cuts. Increased tension at home, unalleviated health problems, inadequate food, no money
for clothing and the inability to meet costs such as examination fee for school certificate are only a few
of the common problems".
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Concluding Remarks

The foregoing discussion has indicated that the current market oriented education policy
reforms call into question society's collective responsibility and commitment to its
children, rationalises the inequality in educational opportunity and mystifies parental
choice and community empowerment. Under the current arrangements, there is a
possibility of the government becoming a charitable organisation to the children rather
than a responsible agent for the development and protection of all the citizens.
Consequently, market oriented education policies are creating environments which are
increasingly producing “at risk children”, disparities among communities as well as

alienating the parents and their children from the school system.

The cost of denied opportunity to the youngsters, however, has a propensity to spread
beyond the children, their families or communities to the society and even the market
itself. Students who are suspended, dropping out of school or getting low quality
education in under-resourced schools, as well as those who cannot face-up the
- challenges of life, are at risk of becoming social derelicts. The New Zealand Youth Law
Office149 has noted, for example, that “suspensions are likely to cause young people to
get into trouble, fall behind in school work and develop negative attitudes to school,
with suspended students experiencing anger, depression and feeling “stink and

unwanted” (Education Review 1997:1).

Studies on urban youth and youngsters in Eastern Africa indicate similar tendencies
(Ishumi 1984, Kilimwiko 1994) only with more dire consequences. Describing the
plight of the children of the poor in Tanzania, Kilimwiko (1994) observes that many
impoverished school drop-outs are used as child labour or have just taken to the streets
of cities and towns where they join the ranks of the unemployed, scrounging on the

streets and often being forced to turn to prostitution, pick pocketing and other crimes.

Under such conditions, they not only contribute to social disharmony but also it is
difficult for the society to harness the productive potential of these youngsters. It can
also be argued that the youngsters without requisite skills have little hope for decent
incomes to make them worth-while consumers; which, in turn, limits the development

and expansion of the market.

The above observations indicate that growing social disparity breeds tensions that in

turn, interfere with the harmony and stability necessary for the smooth functioning of

149The report is based on case studies.
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the market. The relevance of such observations to our contemporary societies cannot be
over.emphasised. From the popular media (television, news«papers, etc.), both in
Tanzania and in New Zealand, it is apparent that there is growing concern about the
increase in juvenile crime, teenage suicide and truancy. Further, government officials
and politicians are reported as increasingly voicing concern about the changing

N I : . X . 150
morality, increasing crime-rate and social insecurity

It is contended, in this thesis, that the challenge is to establish practices that stimulate all
students to learn while ensuring that the diverse needs of students at greatest risk are
met in non-disesteeming ways. It is argued that there is a need to underscore that neither
the nostalgic “good old days” nor the “brave new world” of the market panacea is
leading the contemporary societies to appropriate alternatives. While governments make
sober searches for alternative solutions, they need to acknowledge the impact the policy
reforms that started in the 1980s, have had on the provision of education and on social

justice for all children.

15OThe East African News of September, 1997, reported the Deputy Minister for Labour and Youth
Development, in Tanzania, lamenting the moral decay among the youth and appealing for public
support to remedy the situation. The former President, Julius Nyerere was also quoted saying that the
rate of crimes which include rape and child molestation cases was deplorable.



PART VI
Chapter Twelve

SUMMARY, CONCLUSIONS AND
RECOMMENDATIONS

This thesis has attempted to conceptualise and explain the education policy changes
that have occurred in Tanzania and New Zealand since the 1980s. It has analysed
socio-economic and discursive influences as well as circumstances surrounding
contemporary education privatisation policy reforms in both countries. Further, it has
examined the implications of education privatisation policies for the state in the
provision of education and for social justice in the society, particularly as it relates to
“children at risk".

This study has been guided by lines of inquiry which were broad in scope at the
beginning (see p.5) but became more focused and specific as the major arguments of
the study were developed.

Inquiries relating to the major economic and political changes in Tanzania and New
Zealand since the era of industrial capitalism and the impact of these changes on
education policies in both countries entailed analysis of the processes of capital
accumulation and legitimation in different capitalist formations and their influences
on national education policies. In explicating the key policy documents and the part
they played in the educational policy process, the analysis has focused on the changes
in the orientation of education policy in Tanzania and New Zealand in different
capitalist formations.

Inquiries on the similarities and differences in education policy reforms of Tanzania
and New Zealand, on the other hand, have guided the researcher to select the
comparative education policy analysis approach (CEPA) and critical discourse
analysis (CDA) as a dual methodology for this study.

Analysis of the ideological assumptions underlying education policy in both
countries, provides evidence of the influence of the discourse of privatisation on
contemporary education policy reforms. Highlighting the major effects of increasing
privatisation in both countries, the implications of contemporary policy reforms for
the provision of education are discussed using "children at risk" as a case in point. It is
argued, on the basis of available empirical evidence that the implementation of
privatisation policies has had an adverse effect on social justice in both Tanzania and
New Zealand.

This concluding part of the study, presents the summary, conclusions, policy
recommendations and suggestions for further studies in the light of what has been
presented in this thesis.
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Summary and Conclusions

In the course of this study, the researcher has developed a number of arguments regarding
contemporary education policy reforms, based on both theoretical arguments and existing
realities of the inter-relationship between education policy and the state, socio-economic

development, as well as social justice and children at risk.

This section presents a summary and conclusions, drawn from the study on: the socio-
historical context of contemporary education policy reforms; the influences of the discourse
of privatisation on current education reforms in Tanzania and New Zealand; the
implications of market oriented policies for social justice in education; as well as the

methodology employed in this study.

Education Policy Reforms and the Processes of Capital Accumulation and

Legitimation

This thesis upholds the view that education policies are developed within a social, political
and economic environment and that they are connected to the dynamics of socio-economic
formations. Thus, processes of capital accumulation and legitimation, of both economic

and political structures, are important in understanding education policy reforms.

In the attempt to underscore contemporary education privatisation policy reforms in
Tanzania and New Zealand, this study has placed both of them in the context of the
capitalist mode of production. Tracing their socio-historical genesis, the thesis has
examined the changes in the education policy orientations within the transformations of
capitalism over time, particularly, as they relate to the nature, position and functions of the
capitalist state in each formation. In the context sections, therefore, the relationship between
the state and education, as well as the economic, social and ideological functions of
education in different capitalist formations, are explicated and analysed. Although the study
focuses on Tanzania and New Zealand, the wider context (the world capitalist system) is

also explored, particularly as it relates to the respective countries.

The thesis argues that the functions and nature of provision of education in both Tanzania
and New Zealand have been changing in response to the transformations within the
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capitalist world system, particularly the form of capital involved; and, hence, the nature and

position of the state (see figure 12:1).

Figure 12.1: Education, the State and the Transformation of Capitalism

CAPITALIST
TRANSFORMATIONS

Industrial
Capitalism (19th
Century - World War
11)

Finance Capitalism
(World War 11
-1980s)

Glubal finance
Capitalism (1980s
on)

SOCIO-ECONOMIC
CHARACTERISTICS

Laissez-affair
competition, Empire
building -acquisition of
colonies.

Breakdown of the
empires, Proliferation of
national states,
Keynesian state
welfarism, the rise of
international economic
and political
organisations, Cold war.

Consolidation of
economic organisation in
Quasi- governmental
Transnational
organisations that
compromised the
sovereignty of national
states, end of the cold war,
market rationalism &
priority to

debt servicing.

NATURE OF THE
STATE

Imperial + Colonial states

National
Welfare state

Contractual state

CHARACTERISTICS
OF

EDUCATION
PROVIDED

Education was a form of
economic and social
control.

The form and content of
the education systems
corresponded to the
different positions of
groups of people in the
economy.

It encouraged subservient
behaviour, segregation,
gender inequality,
vocationalism and
domination

of the weak by the
strong especially in the
economic field.

Education was viewed as
"a public good"

Emphasis on Universal
Provision of education

Attempts to redress the
imbalances across social
& economic groups.

Encouraged co-operative
attitudes, critical
thinking,
self-confidence and the
unity between manual and
mental work. There was
an

of educational
distribution

across races, sexes,
religions and regions.

Education is viewed as a
“private good”

Provision is based on cost
efficiency; market
competition,
individualism and
professional mistrust.

It encourages
individualism,
competition, consumer
choice, inequity and
vocationalism.

As figure 12:1 indicates, during the formation of industrial capitalism, the socio-economic
relations were characterised by laissez-faire competition, empire building and acquisition of
colonies. The industrial capitalism formation was served by the empire states, including
their colonies. Thus, it is argued that the colonial state in pre-independence Tanzania and
nineteenth century New Zealand, like the metropolitan empire states, supported and
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defended the interests of capital in their endeavours to expropriate resources and make

profit on investments.

In the colonies, indigenous education systems were destroyed, together with the pre-
capitalist forms of relations of production, so as to incorporate the indigenous people in the
capitalist mode of production. Thus, although with different colonial status, the colonial
state in both Tanzania and New Zealand established a few western-type schools which

promoted the needs and values of industrial, capitalist socio-economic relations.

The form and content of the colonial education systems corresponded to the positions held
by different groups in the socio-economic relations. Given the low level of technology
needed for the production of raw materials, it was envisaged that a bare minimum of skills

and knowledge was needed to develop a productive worker. Thus, in Tanzania, for
example, secondary education was considered unnecessary for the indigenous Africans.
Similar observations have been made in reference to the colonial education of Maori in New
Zealand. The introduction of manual labour to the New Zealand native schools in 1907
(Harker 1985:95), and the change of emphasis to carpentry later in the 1930s and 1940s,
can be said to have been a move to produce good native farmers and carpenters needed by

the production and accumulation processes of the time.

Thus, it is argued in this study that education under industrial capitalism was a form of
economic and social control (Vincent 1985; Shuker 1987; Mbilinyi 1982; Nyerere 1968),
and that the education policies of the time encouraged subservient behaviour, segregation,
gender inequality, vocationalism and domination of the weak by the strong, especially in
the economic field (Nyerere 1968).

As figure 12.1 shows, the period between the second World War and 1980 was the era of
international finance capitalism formation. This period is characterised by the breakdown of
the empires, the proliferation of national states, the rise of the international economic and
political organisations and the cold war between the USA-led Western capitalist bloc and
the Eastern Socialist bloc led by USSR.

Unlike the industrial capitalist formation, the basic structure of international finance
capitalism was formed by "sovereign" nation states, most of which were former colonies
that were given political independence so that they could fit in the new, international finance

capitalism formation. Under such circumstances, the post-colonial states in Tanzania and
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New Zealand continued to serve similar roles of nurturing and protecting the international
bourgeoisie as well as the national petty-bourgeoisie. Therefore, education policies
promoted by the post-colonial states were geared towards satisfying the labour needs,

maintaining and legitimating the capitalist relations of production as well as the state itself.

It is also noted that this period coincides with the Keynesian welfare state era. The
Keynesian package required the public sector to provide services (e.g. health, education
and other social services) which, although sometimes not directly productive for the private
sector, are necessary in order to create conditions that allow profitability, while
ameliorating the adverse effects of capital accumulation. Through the provision of
education and other welfare services, the Keynesian welfare state makes capitalist
development less harsh and, therefore, more acceptable to the working class which, in
turn, legitimates the capitalist relations of production and the state itself. In the post-colonial
nations, therefore, mass education, at least at the basic levels, was crucial for the
sustainability of capitalist relations and the new imperial order characterised by covert

imperialism and neo-colonialism.

Thus, under international finance capitalism, personal rights in the spirit of citizenship and
nationhood were promoted over property rights!5!, with education percieved as "a public
good". In Tanzania, for example, individuals were expected to receive formal education for
and on behalf of all members of the society, whom they were obliged to serve (Nyerere
1974).

It is noted that, in both Tanzania (after independence in 1960s to 1980) and New Zealand,
(since the 1930s and 1980s) the state was held responsible for the provision of education
for all the citizens through the public education system. It is within this socio-economic
context that progressive policies such as Education for Self-Reliance in Tanzania and
Universal Post-Primary Education in New Zealand were developed and implemented. The
emphasis was on universal provision, at least of basic education, and attempts were made
to redress the imbalances across social, economic, and geographic locations. Education
encouraged co-operative attitudes, critical thinking, self-confidence and unity between

mental and manual work.

151The notion of "personal rights" as opposed to "property rights" is clearly described in Bowles and Gintis
(1986).
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It is argued, however, that alongside the welfare state was the growing globalisation
process which was manifest in the internationalisation of labour, through technological
advances in communication, labour migration, international (later transnational)
investments, as well as privatisation and nationalisation of debt (Hoogvelt 1997). Aided by
the fiscal crises within a number of nation states in the late 1970s, the giobalisation process
matured and became overt. As capitalism was transforming from international finance
capitalism to global capitalism, the vulnerability of nation states, even in the developed

countries such as New Zealand, also became more obvious.

Under global/transnational capitalism, the tension between the transnational capitalists’
powers and the state structures grew (Martin 1993, Haworth 1994, Hoogvelt 1997,
Samoff and Sumra 1994) and the national states' position of relative independence became
equivocal (Haworth 1994). The tendency has been towards creating a contractual state with
more central powers but less responsibility (Codd and Gordon 1991; Martin 1993; Murphy
1996).

The onslaught on the nature, position and functions of the nation state in the global
capitalist formation inevitably challenged the state's ideological institutions, including

education.

This study notes, for example, that advances in technology have challenged the functions
and position of education in the production process. Thus, with technological advancement
making production less labour intensive, education has become increasingly seen as over-
producing an unproductive and over-consumptive labour sector. The neo-liberals (e.g.
Psachoropoulos 1985) have proposed that levels of investment in education should be
“country specific"; that is, educational investment should be directly linked to the economic
status and activities of the respective nation. This implies that economically weak nations
have to lower their educational expectations and thus, develop weak education systems.
Consequently, developing countries, such as Tanzania, are forced to cut back expenditure
and expansion on education, especially tertiary education. In the economically advanced
nations, such as New Zealand, there are calls upon education to make recourse to

meritocracy and vocationalism - i.e. towards modern-day apprenticeship.

The weakening of the nation states through deregulation and debt crisis has resulted in the

states' inability to provide basic needs and services to their citizenry. It is argued, in this
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study, that the implementation of structural reforms led to externalities that intensified

economic and social uncertainties which have spread to education.

In New Zealand, for example, with the rise in unemployment, the fit between education
and labour employability was challenged. As the unproblematic transition from school to
work was breaking down, so was consensus on the usefulness and relevance of schooling
to society and the economy (Gordon 1989). This contributed to the wider legitimation crisis
of the state. Similarly, at the same time, externalities emanating from the IMF-led SAPs in
Tanzania, resulted in the deterioration of social services, contributing to the people’s
disenchantment and challenge to the existing public systems of provision, including the
public education system. The insistence on market rationalism and the prioritising of debt
servicing, have limited the Tanzanian state's ability to provide education; hence,

increasingly undermining the role of education in the manufacture of the state's legitimacy.

It is argued, therefore, that education privatisation policy reforms were instituted to guide
education towards fulfilling its functions in the global capitalist formation. Faced with fiscal
and legitimation crises, states, backed by the neo-liberal ideology, have responded by
seeking what Dale (1989) refers to as "sense legitimation"!52, through redefining important
assumptions about education and education provision. Thus, in the global capitalism
formation, education is to be viewed as a "private good" and provision has to be based on
cost-efficiency, market competition, consumer choice, unequal distribution and
vocationalism. The discourse of privatisation has played a crucial role in developing and

supporting the new definitions.

Education is also urged to orient labour towards its new status and direction of facilitating
what Sklair (1991:41) calls the "culture-ideology of consumerism”!33. In order for
consumerism to apply, the goods or services have to have commodity characteristics.
Thus, the privatisation agenda of social services, such as education and their institutions,
supports and is supported by this "culture-ideology of consumerism" which is manifest in
the discourse of privatisation. This study has found it important, therefore, to critically
analyse the education policy reform documents, particularly the discourse of privatisation,

within which the policy statements are couched and presented.

152vgense legitimation" is achieved by providing a different meaning of what is demanded, leading to the
state absolving itself of the responsibility to provide what is demanded.

153 The notion of "culture-ideology of consumerism" is elaborated in chapter six of this thesis.
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This study concludes, therefore, that neo-liberalism (market rationalism) that has developed
within global finance capitalism is the ideological base for contemporary education

privatisation policy reforms.

Discursive Influences on Policy Reforms: Privatisation Discourse and

Contemporary Education Reforms

This study supports the argument (Apple 1993) that education is one of the major sites in
which different groups with distinct political, economic and cultural interests attempt to
define and redefine what are to be the socially legitimated means and ends of society. At
any particular space and time, therefore, the most powerful groups in society control and
dictate the direction which education should follow. Cognisant of this role of education, the
dominant class has always been motivated towards ensuring that education systems are

particularly consistent with the dominant ideology.

Through its contribution towards development, support and maintenance of the dominant
ideology, discourse plays a key role in the establishment and consolidation of power
relationships (Fairclough 1992; Luke 1995; Bourdieu 1977). Thus, education (as one of
the state's social institutions) is constituted by discourse and discursive relations (Codd
1988), with education policies constructed within an institutionalised discourse (Codd
1988; Luke 1995). Consequently, education policy documents form a distinct discourse
genre, susceptible to controls and manipulation. As Codd (1988) observes, policy
documents are ideological texts that are constructed within historical, social, economic and
political contexts. This thesis argues, therefore, that policy documents are an important
aspect of policy which need to be critically analysed in order to understand policy reforms.

It is noted, in this study, that the discourse of privatisation features strongly in the neo-
liberal calls for structural adjustment. Thus, the researcher has critically analysed and
discussed the discourse of privatisation in Tanzania's and New Zealand's policy reform
documents and their implications for the state's provision of education and social justice in
education.

Backed by global capital, in the 1980s, the discourse of privatisation acquired hegemonic
power to influence the interpretation of educational conditions, to direct the processes of
educational provision and to define educational outcomes; thus, making the educational

privatisation reforms more credible and acceptable (Muganda 1996). This thesis argues that
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the discourse of privatisation was employed by the neo-liberals to fight the battle over
"common sense" understanding of education and educational institutions. It is noted that,
unlike the discourse of the Keynesian era that focused on the market failures and egalitarian
values, the neo-liberal discourse of privatisation focuses on the government failure and the
individualistic human nature based on the economic growth model and public choice

theory.

With some difference in the extent of expression and manifestation, the discourse of
privatisation, in Tanzania's and New Zealand's education reform documents, delegitimises
education as a public good and blames the public education sysiems for educational,
economic and social problems. The discourse of privatisation further applies the market
metaphors to the conceptualisation of educational issues and promotes market solutions as a

panacea to contemporary educational and socio-economic problems.

Asserting that education is a commodity, like any other, and that many of the educational
benefits are subject to individual capture rather than contributing to social or public
good!34, the policy reform documents argue that the state is not the appropriate agency to
provide education. Insisting on monetarist rationality, the New Zealand Treasury document
(1987), for example, indicates that public schools are spending a lot of public money
without adequate returns. The New Zealand Treasury also blames the school system for
creating a mismatch between education and the world of work. In a similar vein, the
Tanzania Task Force Report (1993) blames the Tanzania education system for producing
"job seekers" instead of "job creators". In both cases, the public education system is also

blamed for creating inequity and injustice in education.

By applying market metaphors (e.g. input, output, contracts, consumer, market choice,
etc.) to describe educational aspects, the discourse of privatisation brings education and its
conceptualisation closer to the market understanding and practices. In the process, the
discourse of privatisation portrays the public school system as bad because it is public;

thus, implying that what is private is inevitably good.

Evident in both Tanzania and New Zealand reform texts are the neo-literal suggestions that
marketisation of education is the key to the educational problems of the 1980s and 1990s.

Following neo-liberal economic theories, the proposed education policies are based on the

154The argument of private returns to education is rallied, especially towards tertiary education in New
Zealand and post primary and higher education in Tanzania.
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principles of market rationalism. It has been observed, in reference to New Zealand (Codd
1993, 1998; Gordon 1994) and Tanzania (Samoff & Sumra 1994) that, with the reforms of
the 1980s and 1990s, the universalised provision based on principles of egalitarianism and
collectivism have been replaced by market rationalism based on the principles of
individualism and competition. Thus, although education cannot exist as a pure market,
there are policy assumptions and practices based on the privatisation agenda that put
education closer to the market realm; making it and its institutions quasi-markets. Examples
of the proposed market oriented policies include mechanisms, such as, cost-cutting
schemes, school choice and school market competition policies, contracting out and sell-off
of educational assets, privatisation of school and the opening up of educational institutions

for private investment.

It is significant that the privatisation discourse portrays these market oriented policies as
inevitable and desirable. Based on public choice theory, for example, the discourse of
privatisation claims that all rational people maximise their personal benefits. Logically,
members of the education workforce, comprising teachers and state bureaucrats, use
education institutions to enhance their own selfish interests. Due to lack of choice (the
argument goes), in the public education structure, children and their parents are "captured
consumers", hence, leading to what is termed as "provider capture". Market rationalism,
therefore, proposes that education systems should be open to the market, so as to make
education institutions serves like "super markets" in order to guarantee the consumers'
(students and parents) choice, and to curb the "provider capture" tendencies. It is worth
noting that these arguments are more explicitly stated in the New Zealand reform
documents, especially the NZ-Picot Report and the NZ-Treasury documents while they are
merely implicit in the Tanzanian reform documents. Consequently, New Zealand's
Tomorrow's Schools policy provides for exit-as an expression of choice. The notion of
"exit as choice" connotes a market model of choice whereby the consumer who is
dissatisfied with the transactions is free to take his/her business elsewhere. School-based
management, de-zoning and bulk funding, are some of the policies promoting this notion
of choice in New Zealand's system of education. All of these policies aim at subjecting
schools to market competition regulations, with the claim of making them more responsive
to the students, the parents and their communities. In that regard, the discourse of
privatisation creates the impression that, through competition, the market would ensure

fairness and justice.



322

Cost-cutting schemes, such as the introduction of school fees in Tanzania, voluntary
parental contributions in both New Zealand and Tanzania, and encouraging the
establishment of private schools, are some of the proposed mechanisms for making the

education systems more efficient and effective.

However, this thesis has argued and explicated that the proposed market oriented policies
are not as "cosy and rosy" as they are portrayed by the privatisation discourse. In reality,
these policies have negative impact on state provision of education and they have adverse

implications for social justice in education.

Implications of Education Privatisation Policies.

This thesis contends that the adverse implications of market oriented policies permeate the
provision of education, communities, society and even the market itself. It is argued that
the market oriented education privatisation policy reforms are prone to creating tension
between education and social justice. Taking the "children at risk" as a case in point, the
researcher has argued that the marketisation of education significantiy contributes to some
children’s lower achievement in school, greater possibilities of dropping out and lower
occupational status and income. In turn, this not only places children "at risk" but also it
contributes to greater social costs and enhanced risk to communities, nations and,

ironically, the market itself.

Through creating an organisational culture that is hierarchical, competitive, individualistic
and assessment oriented (Gordon and Pearce 1993), the market oriented policies undermine
collective responsibility. By supporting a weak state and reconstructing the citizen into a
consumer, the discourse of privatisation makes it possible to overlook some serious
structural social issues such as class, race, ethnicity and gender. As Ball (1994) observes,
the "consumer" is declassed, deraced and degendered. This study argues that market
oriented education policies are increasing social inequalities and disparities in both Tanzania

and New Zealand.

It has been argued, in this study, that market choice educational policies that insist on "exit"
as an expression of "choice" are against promotion of democracy in education, as exit
becomes one of the mechanisms of silencing those who would have voiced their
discontent. In that regard, democracy is redefined and, therefore, denied. By displacing the

need for quality education to that of consumer choice, such policies work towards creating
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"sense legitimation" for the state. Supported by sense legitimation, the state becomes less
responsible for provision of education and other services to all its citizens. It is contended
that the consequence of an unresponsive state is the creation of barriers to some children’s

full participation in education.

Market choice educational policies may also lead to blaming the victims of the system by
accusing them of not being rational consumers. Moreover, to some citizens, there are more
structural impediments to choice; which make choice more apparent than real. For example,
those who lack adequate financial resources cannot attend the school that they may

"choose" to attend.
Methodology

A combination of approaches and methods have been employed in this study, including
comparative education policy analysis (CEPA) and critical discourse analysis (CDA) (see
figure 3.4 & 3.5 on page 88 of this study). Based on the processes and findings of this
study, the researcher concludes that a multi-method approach to the study of education
policy reforms can yield more inferences and insights than would be possible through

using a single approach.
The Pertinence of CEPA

The comparative education policy analysis (CEPA) approach has enabled the study to
explore, reveal and explain the differences and similarities between historical and current

education policy experiences of both Tanzania and New Zealand.

CEPA is a combination of two major approaches based in two different disciplines: policy
analysis and comparative education. The policy analysis (PA) aspect of the CEPA approach
has assisted the researcher to identify the problems, to demarcate the scope of the study and
to organise the research tasks. The comparative aspect, on the other hand, has helped in
gaining the understanding and explaining contemporary policy reforms within broad,
specific and diverse contexts. The multi-level and multi dimensional framework to
comparative policy analysis (see figure 3.2) has been found beneficial in the understanding
of education policy reforms in different settings. Employing a multi-level and multi-

dimensional frame-work has enabled this study to analyse and compare education policy
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reforms across the different times, policy documents and socio-eccnomic and political

settings obtaining in Tanzania and New Zealand.

The study shows that, while there are differences in the historical and current educational
experiences.in Tanzania and New Zealand, there are also historical and current similarities.
It is noted, for example, that, while educational privatisation reforms were effected in both
New Zealand and Tanzania since the 1980s, the mode of external influence, the timing of
the reforms and means of adoption were different. While New Zealand was advised by
trading partners to privatise, Tanzania's privatisation reforms were a result of the direct
application of external pressure. Thus, whereas in New Zealand the government has been
instrumental in instituting the privatisation policy, in Tanzania the external pressure has
been more influential. As a corollary, in New Zealand, the policy reform document
(Tomorrow's Schools, 1988) was produced before the implementation of the reforms;
while, in Tanzania, the implementation of privatisation policies started about fifteen years
before the official education policy reform document (Tanzania Education and Training
Policy, 1995) was produced. However, it is evident in this study that the main objectives
of education reforms in both countries are the same, in that they aim at making the
respective societies change from welfare-oriented to market oriented policies; from public
provision to privatisation, along with a reduction in the functions of the state. In other
words, the common objective is to enhance the scope of the market in the distribution of

social services.

Another indication of similarities and differences have been observed within the policies
that are promoted in current reforms. Issues of school choice, for example, are more
debated in New Zealand, while in Tanzania, choice seems to be a non-issue. In the
Tanzanian policy reform documents, the word ‘choice’ does not appear. However, the
choices or non-choices implicit in the current market oriented educational policies (e.g.
decentralisation of school funding and management) have similar or even greater effects in
Tanzania. The reality of school choice is that poor children are chosen by poor schools,
which either they can afford or that are within their communities which are poor. It is also
evident in both Tanzania and New Zealand that, in a market-model guided by competition
and market choice, endowed schools would not easily admit children who are

disadvantaged in any form.

The consequences of market oriented education policies in both societies are the increasing

numbers of "children at risk". However, whereas in New Zealand there is evidence
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through research (Gordon 1994 , ERO reports) that there is a notable correlation between
ethnicity and the students at risk, such evidence is not currently available in Tanzania.
However, there is a greater ratio of "out of school" children in Tanzania (about 30% of the

primary school cohort in 1998)!155 than in New Zealand.

A caveat has to be made, however, that, in order to consider a great range of issues, a
comparative analysis of policy has to ensure that both the specifics of each nation and the
parallels that cut across respective nations are recognised and given due attention. It has
been observed in this study, for example, that the local context of the state also influences
the process of the formulation and implementation of education policies. This observation
is supported by the findings in this study that, while there have been similar general trends
of education policy reforms in Tanzania and New Zealand, each country has responded in
some specific ways. It is evident in this study, for example, that in the period between the
late sixties and 1970s, Tanzania experienced state welfarism similar to what New Zealand
was experiencing during the period after the second World War up to the 1970s. However,
Tanzania was organised under a single party political system, was one of the poorest
countries in the world and was almost racially homogeneous; while New Zealand was
organised under a multi-party political system, with very high levels of standard of living
and the country was racially heterogeneous. This contextual diversity of these nations
accounts for the differences inherent in similar policies of universai primary education
(UPE) for Tanzania and compulsory post primary education for New Zealand. Thus, the
examination of national, historical and socio-economic contexts was found to be important

for understanding education policy reforms.
The Relevance of CDA

Critical discourse analysis (CDA) was found to be helpful in analysing education policy
documents. The thesis upholds the view that education policy documents are ideologically
constructed statements that represent interests of certain groups in the struggle for power
over education and the social, economic and political environment of the society. Thus,
CDA assisted the researcher to explicate the declared and latent meanings and interests
embedded in the policy statements. According to CDA, the study of policy has to go
beyond exposing the meanings of the policy discourse in order to explore the implications
of the proposed policy. Thus, in keeping with the CDA approach to policy analysis, this

155Sumaye (1998).
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study has explored the implications of market oriented polices for social justice in education

and the state's provision of education in both Tanzania and New Zealand.

Application of Theories in Policy Analysis

The use of grand theories in qualitative research is debatable. While some argue that it is a
way of bringing what may be termed as a scientific superiority complex where it is not
required (Becker 1993), others see it as unavoidable (Marks 1996, Wiersma 1995), since
theory is required to guide the researcher in conceptualising the problem. Others, however,
find the use of theory in qualitative research to be a mixed blessing (Henstrand 1993)
because, while theories help in the organisation of the study, using theory presents an

additional aspect for the researcher to consider in the course of the study.

In this study, the researcher found the understanding and employing of various theories to
be useful in exploring, analysing and explaining education policy reform issues. As a
comparative study, theories have provided some common avenues through which specific
data from Tanzania and New Zealand could be incorporated in a comparative whole while

maintaining their diversity.

This study utilised various theories, including theories of the state, theories of
development, models of education policy as well as theoretical understandings of social
justice and children at risk. These theories provided the conceptual framework within
which education policy reforms and their implications for provision of education in

Tanzania and New Zealand have been analysed and explained.

From the consideration of various theories of the state, it was found that Marxist and neo-
Marxist theories of the state offered greater explanatory capacity for the study in
understanding the position and functions of the state, particularly the colonial and post-
colonial state, within the various capitalist formations. These theories were also found to
offer more elaborate explanations of the role and function of education within the state
machinery. Guided by the Marxist and neo-Marxist theories of the state, this study traced
the socio historical genesis of contemporary education reforms, within the transformation
of capitalism, in relation to Tanzania and New Zealand.

Research findings have indicated, however, that the relationship between the capitalist state
and the mode of production is so complex and dynamic that sometimes the state may seem
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to perform functions that are counter-productive to the dominant class. It is significant to
note, however, that, while the functions which the capitalist state performs may vary
according to changes within the social, economic and political environment, the role of the
state - that of protecting and promoting the interests of the dominant class - endures within
the mode of production. Consequently, the role of education has been to develop the
productive forces, as well as to nurture and maintain existing relations ¢f production. Thus,
performing the dual tasks of ensuring the reproduction of social classes and simultaneously

creating legitimacy for the state.

It has been shown in this study, for example, that the relatively harmonious relationship
between labour and capital, during the era of Keynesian state welfarism, coincided with
economic prosperity in New Zealand. However, with the economic uncertainties of the
1980s, which threatened capital accumulation and profitability, the New Zealand state
supported the neo-liberal policies of privatisation and reduction of public expenditure on
education. This change of state policy is seen as a case in point in verifying that the
fundamental role of the capitalist state is to protect the interest of the dominant capitalist

class and the education policies that it promotes serve those same interests.

Theories of Development

The consideration of various theories of development has assisted the researcher to explore
what may constitute "appropriate development" and what ought to be the role of education
in the process of development. The socio-political economy approach to development
proposed in this thesis goes beyond the political economy approach to development
(prevalent in the socialist stance) not only to include the social aspects of development but
also to give first priority to what is socially useful to the majority of the people. In that
case, social justice has to be an inherent feature of policies (including education policy) that

aim at social, economic and political progress.

Social justice

The theoretical understanding of social justice in education, has helped in assessing the
implications of contemporary education policy reforms, particularly for children at risk. It
is argued in this study that the market oriented education policies promoted by the
contemporary reforms have created a tension between education and social justice. As a

corollary, these policies have created educational environments that are increasingly
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producing “at risk children”, creating disparities among communities as well as alienating

the parents and their children from the school system.

The thesis argues that considering varied theories of the state, socio-economic
development, education policy and social justice, is important in understanding policy
reforms. It is indicated in this study, for example, that, despite criticisms directed against
them, modernisation theories and the economic growth model of social economic
development have been used by policy makers in the development of education policies in

post-colonial nations such as Tanzania and New Zealand.

Thus, this thesis endorses Bradshaw's (1997) contention that, "it is not enough to know
popular theories, instead it is necessary to know both the theory and the context in which it
mightbe applied" (1997:1). As pointed out by Mazrui "Theories come and go, but realities
often stay the same" (Ali Mazrui in Bradshaw 1997).

General Conclusions

In general, this thesis has concluded that:

* Processes of capital accumulation and legitimation of both economic and political
structures are important in understanding education policy reforms. The thesis upholds
the view that the capitalist state plays a significant role in ensuring capital accumulation,
and normalising capitalist relations of production. As a social institution of the state,
therefore, education plays a role of enhancing capital accumulation and legitimating the
production relations, including the position of the state in the capitalist socio-economic
formation. Thus, education policy is part and parcel of the state's social policy. It is
observed, however, that the rights and capacity of the nation states to determine their
national education policy is limited by both global and internal social, economic and

political dynamics of the socio-economic formation.

* The analysis of the historical context, particularly the changes in the position and
functions of the state is significant in the study of education policy reforms. The thesis
has observed, for example, that the onslaught on indigenous education in the colonies
was mainly due to their incompatibility with the relations of production in the industrial
capitalism formation, rather than that they were archaic and obsolete. Thus, the move to

restore indigenous education (e.g. demands for restoration of Maori language and
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culture in New Zealand education), in contemporary times, is a collective move to
recapture what was lost then, rather than an individualistic move based on economic
rationalism and public choice theory. Likewise, the transformation of international
finance capitalism to global capitalism formation in the 1980s, has created a fertile
ground for market oriented policies, including educational privatisation. It is argued
that, by the 1980s, global capitalism demanded a new order of neo-liberalism to ensure

its survival through the economic uncertainities of the 1980s.

Economic rationalism, that has developed within global finance capitalism, is the
ideological base within which contemporary education privatisation policy reforms are
developed and legitimised. The aim of economic rationalism is to reduce the size and
scope of the state, and to privilege market forces in regulating the provision of social
services including education. Thus, education privatisation policies aim at promoting

and facilitating the commodification and marketisation of education.

The discourse of privatisation has developed within the globalisation process to support
and promote global finance capitalism and the nature, function and positioning of the
state in the formation. Thus, it is observed in this thesis that the discourse of
privatisation has been instrumental in the development of contemporary education
policy reforms in Tanzania and New Zealand; and the respective education policy

reform documents are couched within this supportive discourse.

Education privatisation policies have adverse implications for the state's provision of
education to its citizens, hence, creating tension between education and social justice.
The thesis argues that the marketisation of education significantly contributes to some
children’s under-achievement in school and increases the possibility of dropping out; as
well as lowering their eventual occupational status and income. In turn, this may not
only put children at risk but also the approach contributes to greater social costs and
increased risk to communities, nations and, ironically, the market itself. The thesis
observes, for example, that contemporary market education policies may exacerbate

existing as well as latent problems of "children at risk."

Comparative education policy analysis (CEPA) is a useful approach in the
understanding of broader and specific issues of education policy. The approach is also

useful in underscoring policy issues across nations (e.g. Tanzania and New Zealand)
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that have different socio-economic and technological development backgrounds, as well

as different demographic, political and cultural characteristics.

* Critical discourse analysis (CDA) enables the researcher to analyse the embedded
meanings of policy statements and their implications for various groups of people in

society as well as to explore viable policy alternatives.

Suggestions for Policy Interventions and Areas for
Further Research

This thesis has noted that in contemporary times education is facing challenges regarding
access, funding, control and provision in general. It has also observed that the market
oriented education policy reforms are increasingly contributing to social disparity,
desperation and despair to some members of society, hence, have adverse implications for
the development of societies. The thesis argues, therefore, that there is a need to search for
viable policy interventions. A caveat is made, however, that neither the nostalgic “good old
days” of the pre-reform era nor the “brave new world” of the market panacea would lead to
appropriate policy alternatives. While sober searches for alternative solutions are being
made, there is need for governments to acknowledge the impact that contemporary policy
reforms, that started in the 1980s, have had on the provision of education in both national

and global context.

While it is not the intention of this thesis to offer prescriptions of alternatives to be
followed, some suggestions of avenues that can be explored in search of alternative
education policies are proffered. In this section of the study, therefore, the researcher
proposes policy interventions that may assist in alleviating the adverse effects of education
privatisation reforms, particularly in Tanzania, and identifies some areas that need further

research.
Suggestions for Policy Interventions
Building on the assumption that education should aim at contributing positively to social

justice, it is argued that it is important for policy to advocate for the type and purpose of

education that would develop humane values and practices, improve academic outcomes,
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support critical thinking, as well as enhance skills and economic productivity, all of which

are not only appropriate today but also contribute to the future development of the society.

In this brief summation, the suggestions for policy interventions focus on the broad
education policy issues which became apparent during the course of this study. These
issues include: the scope and perspective of education policy, the role of the state, learning
from others, the role of the elite in policy development, schools and communities, access to

education as well as funding and budgetary allocations.

Scope and Perspective of Education Policy

The emancipation of education, from current adverse trends, requires both ideological and
practical confrontations. It is argued, therefore, that it is important, to place national
education policy development into an appropriate perspective through revisiting some

assumptions about the ideological base of the policy and its implications for society.

Although the economic aspects of education are important and need to be considered in the
policy making process, they are limited in scope and perspective. The social and political
aspects of education, on the other hand, are equally important for developing sustainable
educational policies. However, as this study has shown, current education privatisation
reforms are centred on economic growth and individualism which, in turn, are based on the
neo-liberal ideology. Thus, education policy-making processes need to take into
consideration the neo-liberal ideological force behind the current globalisation as well as the
assumptions that the neo-liberal ideology holds for people's social, economic and political

development.

It is important to realise that economic growth for growth's sake, with little regard for the
overall well-being of the people, is dangerous for the future of the people and their societies
since it can compromise the cohesion and sustenance of the society. It is argued that
postponing strategies that enhance social justice in society in the name of international
competitiveness, or in order to increase the nation's eligibility for more debt, is more likely
to cause cleavages in society, requiring more resources and time to repair. It is contended,
likewise, that putting a price tag on the nature and form of education a child gets,
subscribes to a short-term economic solution that may have long-term social and,
ultimately, economic costs.
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It is suggested, therefore, that policies of education privatisation based on the norms of
market efficiency and competition need to be viewed with caution and their adverse

implications for the majority of the people must be curtailed before they escalate.
The Role of the State

The promotion of policies that aim at apportioning blame to individuals for education
problems is undesirable and misleading, since it ignores other state poiicies that contribute
to educational problems. Moreover, education is one of the institutions that are part of and
provide legitimacy to the state. Understanding educational policy, therefore, suggests the
need to understand the nature of the state and the particular role which the state plays in

mediating the provision, access and governance of education.

The extent to which education decisions become centralised or decentralised, for example,
has implications for the role of the state in educational policy. Likewise, the provision of
education for the disadvantaged members of society very much depends on the role the
state plays, or is prepared to play, in the provision of education as part of the basic human
rights for its citizens. If any civic agency has to be held accountable fcr fostering access to
education in the nation, then that agency must be the state. Thus, understanding educational
policy within the realm of understanding the role, nature and functions of the state, is

deemed an important and necessary recommendation from this study.

It is suggested, therefore, that avenues need to be explored and developed for the state to be
held accountable and answerable for maintaining equity in access to education and for
guaranteeing quality education. This might imply strengthening the various aspects and

processes of representative democracy.
Learning From Others

It has been noted in this study that the process of educational policy development, at times,
draws inputs from external sources, either through comparative studies, the analysis of
literature or advice from external experts. It is the contention in this thesis, however, that
learning from other people's experiences should go hand-in-hand with a clear conception of
how these experiences can, and should, be adapted to fit the specific national context within

which policy is developed, rather than being uncritically transported to another
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environment. Learning from the experience of others should complement and not substitute

for grassroots research and needs analysis.

In that regard, therefore, grassroots research is fundamental, in order to find ways for
integrating and adapting external experiences and research findings to local educational

contexts and needs.

The Role of Elites in Policy Development

It has been argued, in this study, that education policies are not just technical phenomena,
as they encompass the social, political and economic aspects of the society. Thus, the
invaluable contribution of elites (e.g. groups of experts, task force groups, donor agencies)
in education policy development, need to consult with and complement initiatives from the
members of the society who are the main stake-holders of education. A pilot study of a few
schools and communities should not be deemed to be enough basis upon which to

formulate policy that affects the entire nation.

It is suggested, therefore, that democratic opportunities need to be availed for ensuring
grassroots participation in the decision making processes in education policy development.
Thus, it is recommended that research results, programme materials, and relevant reports
should be translated and presented at various educational forums, in the language and
manner that allows the majority of the people not only to understand what they contain, but

also to fully and freely participate in relevant debates.

Schools and Communities

In order to promote social justice, schools need to be understood as more than commodity
production sites where outcomes are readily quantifiable and measurable. Thus, policy
interventions need to ensure that they do not make schools work towards providing a
narrow-based education that is geared principally to passing examinations at the expense of
striving to produce educated and socially well developed human beings. Appropriate
education needs to develop habits of inquiry and critique amongst learners and not merely

to create mute, compliant workers.

Alternative education policies also need to promote collaboration and collective

responsibility within the education workforce and among educational institutions and their
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communities. Avenues through which parents and other members can contribute positively
to the development of schools have to be created; rather than relying on “exit” as the only

expression of dissatisfaction.
Access to Education

The complexity of access to education needs to be explored and addressed. In order to
contribute to social justice, access to education has to go beyond enrolment and attendance
to include the type of instruction, who is accountable to whom, and for what, as well as the

status of schooling in the society.

It is important, therefore, that the search for alternative educational policy responses to
contemporary educational problems should consider all aspects of schooling, including:
funding and organisational strategies, curriculum, instruction, assessment, staff

development as well as factors outside the school that influence students' "readiness to
learn." Thus, factors such as motivation of the education workforce, professional
accountability, equity through learning and teaching strategies and gender equity, need to

be given priority in education policies.
Motivation of the education workforce

The education workforce is very important in the process of educaiion policy making,
implementation and evaluation. The significant status and dignity of teachers needs to be
restored. Some of the ways this might happen would include making schools conducive
workplaces, remunerating teachers adequately, providing adequate pre-service training and
appropriate staff development as well as developing adequate and competent educational

leaders.
Professional accountability

Policy interventions have to aim at promoting professional accountability and collegiality
which allows practitioners to make decisions about how to meet the educational needs of
individual students (Darling-Hammond, 1991). That is, educational policies have to refrain
from making the educational workforce accountable only for following standard procedures
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because this may not only lead to pushing low-scoring students out of the school count,
and eventually out of school, but also to diluting education to the minimum requirements of
market accountability.

Teaching and learning strategies

Learning and teaching strategies need to be explored, such as explicit goals for closing the
achievement gap, increasing quality instructional time, particularly in individualised or
small group settings, and providing students with opportunities to learn from each other
(through co-operative learning strategies). The contributions of these strategies, to
increased expectations of both the students and their teachers and facilitating accelerated

academic gains for students, need to be put into proper perspective.

Thus, research studies on the provision of extra-tuition for children who need it, but who
have no means of paying for it privately, need to be conducted and their findings used to

establish appropriate policies and practice.

Equity Issues

Equity issues, specific to access to education by traditionally disadvantaged sectors of
society, as well as by potentially disadvantaged groups, need to be taken into consideration
in policy formulations. The gender related aspects of equity issues, for example, need to be
particularly explored since female children are more vulnerable and, therefore, are likely to
be more at risk than their male counterparts, particularly, in a country like Tanzania. It is
recommended that research findings that are available in this area should be taken into
consideration in any policy development process. Further, studies in this area must be
conducted continuously and regularly to form a basis for sound and informed input in the

policy formulation process.

Funding and budgetary allocations

Finally, issues of budgetary allocation to education and funding strategies need to be
addressed with great care. The roles of parents, local communities and the private sector in
funding education needs to be approached in ways that do not lead indirectly to closing

doors to education for some children, especially those from poor communities. Issues of
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poor children attending poor schools have adverse implications for the future of those
children and, eventually for society in general. Thus, such issues are to be analysed and

viable solutions need to be urgently sought.

Further, it is suggested that issues of targeting need to be addressed within the specific
national context. Whereas targeting may be an appropriate policy strategy in some societies,
it is less appropriate in a poor society, such as Tanzania, where the majority of the people
live in dire need for survival. In a country such as Tanzania, provision has to be
universalised.

Rather than leaving the poor to fend for themselves and letting the rich to care of only their
own interests, mechanisms have to be sought to facilitate fair distribution of what is
available. To start with, there is need for transparency regarding the real earnings of
schools from school fees, donations, parental pledges and contributions. This will not only
give a clear picture of what is actually spent on education but also it will give insight into
some of the financial mechanisms employed by some affluent schools to refuse enrolment

to students from poor families.

Secondly, a percentage of the earnings from the affluent schools should be contributed to a
“National Fund” for education to assist children from poor families who cannot afford to
pay for education. The earnings and expenditure of the “Fund” should be publicly audited

with public consultation on the earnings and dispensation of the funds.

The major challenge is to develop policies and establish practices that ensure that the school
cohort has access to quality schooling, that stimulates all students tc learn, while ensuring
that the diverse needs of students are adequately taken into consideration and students at
greatest risk are helped in non-stigmatising ways. The responsibility of education for the
children in the society is a collective responsibility of all members of society and their
institutions. Thus, it is the collective responsibility of all citizens to ensure that appropriate
education policies are in place that promote fair and equitable redistribution of educational
resources as well as fair processes and procedures for education financing of all the
children. National governments ought to take responsibility for guaranteeing the provision
of quality education to all citizens.
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Suggestions for Further Studies

In view of the foregoing discussion, the author suggests that some areas require further
research in order to explore some of the complexities involved in education policy

development and implementation. It is therefore suggested that:

1) Research needs to be undertaken into the avenues and impediments for the development
of appropriate ways through which public participation in education policy development

can be enhanced.

2) In-depth studies of issues relating to “children at risk” need to be undertaken to ensure

that policies that can properly address these issues are in place.

3) Issues specific to gender equity in access to education need to be continuously

researched and their findings incorporated in education policy formulations.

4) Policy implementation programmes, such as Tanzania’s recently launched education
Sector Development Programme (SDP), need to be regularly assessed and monitored to
ensure that their effects are known by the members of the public and steps to alleviate

adverse effects are taken at appropriate points in time.

5) Further work on comparative and critical policy analysis needs to be done so as to
provide broader and clearer understanding of educational policies and to be able to benefit

from comparative studies of education in various nations of the world.

In reviewing studies on education policy analysis, the researcher noted an apparent dearth
of comparative policy analysis studies and a virtual absence of comparative education
policy studies that cut across socio-economic blocs or that are international in focus. In the
course of this study, the researcher explored a range of diverse and similar education policy
reform issues in Tanzania and New Zealand, despite the nations' socio-economic
differences. The researcher was also encouraged by the increased clarity of the issues
which occurred through exploring similar or different issues in another setting. It is the
researcher's hope, therefore, that this study will stimulate more interest in comparative and
critical policy analysis across nations and socio-economic blocs. Such studies would enrich
the understanding of broad issues of policy as well as illuminate specific issues in national,

local and institutional contexts.
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I know of no safe depository of the ultimate power of
the sodety but the people themselves and if we think
them not enlightened enough to exerdse their control
with a wholesome discredion, the remedy is not to take
it from them, but co inform their discretion.

Thomas Jefferson

Ki aku whakaaro ma te iwi ano e pupuri te mana
tuturu mo nga ahuatanga whakahaere kei roto i a
ratou, mehemea hoki ki o tatou whakaaro e he ana ca
ratou whakahaere, kaua e raupacutia te mana kei a
ratou, engari awhinatia ratou kia mohio ai, kia cka ai,
nga whakahaere.
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of Our Children—
Your Charnce to be
I[nnvolved

In our childr= liss our fucure. Thne educacion they receive
shapes chem individualiy: and a5 members of a larger sociecy.

Our childrer 23l noc
t=<eive che educiaon @ =ahich
they are encicled uniess ourc
adminisccacivn of eduacion s

cfectve.
[ know of no safe deposicory of the ulcimace power of Tnace s why  che
e sociery but the people chemselves and if we think Goveramenc has given prioricy
chem noc 2nlightened enough o exerdse cheir conteol 0 administradve rcom  in
wich 1 wholesome disazdon, che remedy is noe o take educadon.

it from chem, buc to inform theic discredion. \Whenthe ceport of the

Thomas Jefferson Picoc caskfocce, Administering R
For Excellence, was relased on
10 May, [ acknowledg=d che
broad merics of che model ic
propased. (¢ seemed to e o be

Ki aku whakaaro ma ce iwi ano ¢ pupuri te mana
rucuru mo nga ahuaanga whakahaar kd coto i a
racou, mehemea hoki ki 0 racou whakaaro ¢ he 1na
racou whakahaere, kaua ¢ raupacturia tc mana kei a . ;
) r o K P B . 1 good mixcure of ropoasives
fatou, engaci awchinacia racou kia mohio ai, kia uka aj, g

aga whajkahaere. nes, flexibilicy and accouncabil-

icy. Ic placed dedsion making as
f close as possible to che powne of
implemencacion. The members
of che taskforce whicy devised
chac model—>Brian Picor, Pecer
Ramsay, Margaret Resemergy,
Colin Wise and Whetu Wer-
em—cannot be cthanked sum-
dencdly for the arz and V'
choughcfulaess which markzd cheic work.

The Govemmant sought a response o the teport boch
from che genecal public and educacionaliss. The Assoqate Miniser
of Educacion and other colleaguess joined me in conducting a seniss

iii
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of inquiries =roughout the councry'. Moce than 20.000 responscs o
the repoce mive been scudied.

Taz aced {or reform aas generally accepred.

Trmmw'1 Schoals sets ouc che poucy position the Govern-
mene has rexcied following irs consideracivn of the implicacions of
such far-caazung refuem. Much of ic is an afrmation of the Picoc
peopasals. Tacre are some addicions of dmail. [ some areas che
Governmen: has chosen ¢o depat from che caskforce’s
recommendazons.

Te= bookler concenaates upon prmary and secondausy
eduacion. Tw0 ocher working pamia are considecing early child-
hood care a=d educacion and posc<compulsory education and ccain-
ing. Their roca will be released sepanaceiy.

Tee Government is cermain that che teform ic propasa will
result in mxe immediace delivery of rsources to schools, more
purencal aoc communicy involvement, ind greacer teacher responsi-
bilicy. l¢ =ik lead ro improved leamning oppoctunicics for che child-
ten of this dunay. The reformed adminisqacion will be sufcendy
flexable and roponsive 0 mect che pamicular needs of Maod
eduacaon

Tee revialised eduadon adminiscadon ouclined in chis
document will do jusdce noc only ro cthe many able people who
wock in equaadon bue also, and aidally, © our children and young
peopie.

Tois is one of cthe most impocant proposals for eduacion
refocm ever 1inounced by any New Zalind Govemmenc. | com-
mend io caeful scudy.

Cornternts
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Level .. s Vi e e 23
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[ntroduction

Tamerrow’s S<ids outlina che mote choroughgoing changa © e
adminiscadon of eduation in our hiscory. [a 2 syscem a3 coamex
13 eduadon. noc every lase denail of how che aew syscem il
opcrace an be aablished ¢ his sage. Tamerrow’t Scooel 5 2
sacemenct of de Govemment's inccac—an [mplemenadoa Unic
and an Ofcals Commictee ceparting o che Cabiner Sodal Eqa=ry
G icee will invacgace spedic smucturss, issus ahd op<acoml
cequi [ addicion, the Go is abaut fo cecsve od
consider the reporas of o working groups: one, on arly culdbood
are ind cduadon: e other, on past~<ompulsocy eduacoa md
iy, )

The ceform of eduadon idminiscacon © based on che folowag
peincipal facures

9 Inscicucons will be che Sasic “building block™ of educmion
admunaaicon. wicth conaol over dheir eduacdonal aouTe—
(© use 13 dhey detarmine, widun overall guideling foe educxion
sec by e sace.

§ The cunning of che insdrudon wiil be 2 parmership barwem B¢
profeicrals ind the pargeular communicy i whic ¢ s
locaced. The mechanism for such 2 partnership will be 2 bard
of ousrcss.

§  Each inscrudon will sec is owm obpecdves, within che ov=al)
nigonal guidelina sec by the sare. Thee objectva will s=xc
the puacular ne=ds of the communicy in which che LsGeuosa s
locaced. 1nd il be clearly sz ouc in 2 “chaster " dawm = v
the sarugon. This chamer vill 12 13 1 conaace berwes e
commuruy and che insacudon. ind che insdeudon wé e
sace.

1 Insdcudons wiil De iccounadle. through 2 nacionally ===
lished Review d Audic Ageney. tue che guvernmene Zands
spene 0 educacion ind for meming the obfetives et ous i
ther chaseens. This agengy Ml sty oue regular ceviens of ==
inscicunon.
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1 lrueicudons will be frez 0 purchase scrvices fom 1 nnge of
supplicrs,

4 Comusunicy edu@don forums will be sex up 0 3¢t 13 1 place of
dedace and a voice foc all chase vho wish o i it conces—
whetha seudencs. parena, ceachers, managas oc eduadoa
adminisqacors.

1 A Miniscy of Sduaden will be sabiished ® zrovide policy
advics 0 che Minisee. co administer peoperty. and o handle
finandal fows ind opadonal acuivides.

1 An independenc Parene Advoacy Coundl will de escablished.
This coundl il promoxe the ncerass of pues generally and
will, in pardcular, grovide igisance and supgoct 0 garens
who are dissadsfied wich cxdng uringemais © e oxenc
chac dbey wish 0 sec up cheir own school

9 Geoups of purens reprsandng ac lease 21 chiléren will be able
0 wichdnw from aixing urangemens and st up cheir own
sdeudon, provided chac chey meee the madoml guidelina foc
educaoon,

The ncxt six sections in Teswmrrow’s Scieals muce fully spell ouc whae

will happen under the new syscan of eduadon adminiscradon.

1. Admainistration at the
Local Leve!

1.0.1 The basic unic of educadon admuiniseracion il Se che
individual school oc curly childhood cenae. Each insdcudon =il be
under che overall policy conaul of 2 board of cuscees—but che cay-
today conaol of de insdeudon ind che implemencadon of the
policy snll be che reponsivilicy of che prindpal. The panczal wll
lso be e profassional leader of the insdrudon ang) wll be c=pon-
sible 0 ce board.

1.1 Tre Board of Trustees

[.I.I  lnsdrudous wil have 1 bowrd of quscess roponuide foc
che beoad policy obectivas and che cffidenc and effective runnmg of
the school. The board will be expected o be raponsive (o @amu-
nicy eduadonal needs and o set progamma and couna © mex
chem, within nadonal guideling, (See secton 3.3 : Nadonal Gude
lines for Educadon.)

1.1.2  ladividual insGeutons may cach have cheic owa boards, oc
chey may share a2 common bourd wich odter insdcudons if che
Minisay of Eduaden (which is caporuible foe cccommanding char-
ter appeoval o che Miaiscer) is sacsfied dhac 2 ¢ career
secva dhe incerac of all involved.

113 The role of che board of quices will dife in ceril
becwem exly childhood <enas and schools. Howeve. che Syoad
tesponsiouides will be che sume.

Toe Coarter

[.[.# [a collaboradon wich the pandpu. che sad. wnc e
comumunicr. the bourd will be isspoasible for che prepanadon 3¢ the
insacudon’'s charter within che overull nadonal guidelina foc ~=ua-
cion. Thne xarer will define che purposes of ¢he insdeudon and che
incended cuccomes for scudenas. (¢ will 1isa defne che ways in vich
progmnuncs widl be desiguead o mke aceoune of:

1 che Fumicular @ s uf scudens ind pocendal scudens

1 che soczal skills and qualidcadons of ¢re sad
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1 ¢he cavureas of the communicy

9 the particular wisha of the inscicudion’s communiry.

.15  The Depactmene of Eduacon will oeablish a liason
group co help boards develop cheie Grsc charter.

1.1.6  While the board is rsponsidle for the overall preparacion
of the charrer, che derails wiil be d ined by che ¢ iy and
the insdcudon’s teaching scaff working cogether. The chareer will
include noc only the overall objectves of che inscicucion, buc uso the
knowledge, skills, aricudes. and valua  be laamed in the insdcu-
don, and the scandards 0 be achieved wichin the nadonal guide-
ling. Both che communicy and che insarudon have a majoc part to
play in devermining choe.

1.1.7  The charter of ach insdcudon wiil be approved by the

Miniscer, on che ¢ dadon of the y. [t chen becoma a
conqace berween che sace and the ududon, and berween the
i and is ¢ icy. Charmes will be cevicwed from dme
0 dme, as loal drx oc naconal guidelina change.

1.1.8  Following the developmene and appeoval of che inscicu-
don’s charxer, the panapal and saff devermine how the curmicuium
objectives in i¢ are © be achicved. In doing chis, che pandpal and
saa will wock wichin nadonal obraves foc cuericulum.

Accountability

1.1.9  The board of qustess will be required o repore regularly
0 i communicy on the objcdve of de insdcugon’s charrer, and
on how well they are being achicved, l¢ wiil also be cxpected o
cnsure chac che communicy i informed cegularly of che eduadonal
achicvemena of the insdcution as 1 whole. The insdcudon’s—and
the board’ s—performance will be foamlly cevicwed by che ceneral
Review and Audic Agency. There will be cwo years berween che
completion of one review and che beginning of che nexe.

[.1.10 The ceview of carly childhood ¢cenaes will be {as formal
than foc schools. The predise arangemena for chis are being looked
a¢ by the Wocking Geoup on Early Cuildhood Care and Eduadon.
1.1.11 The board will cequese a vicw by che Review and Audic
Agency in asas of public concern o disquiet 2boue ¢he inscirucion’s
pecfocmance.

1.0.12 No quscce wiil be liable for “loss in good faich™—bue
teuscess will be individually liable for fraud oc wrongdoing.

4

LOCAL LEVEL: THE BOARD

1.1.13  The nadonal guidclins will include a cude of conduct fue
boards—including the duc procasa ¢o be followed in maccens of
dispuce.

Responsioility for Staff

[.1.14 The board of crustess will be che legal employer of tcach-
ing and suppore scaf. 1nd so will be csponsible foc s\afng macters.
1.1.15 The board will 2ppaine che peincpal, and will appeove che
appoinemenc of basic-scale tcaching saff and non-2adamic support
saff on che cecommendation of the prndpal. For 1ppoinament
tcaching saff above che basic sale. the board will approve recom-
mendadions made by 1 safing commicee. This safing commictee
will consise of the princpal, the chairpanon of the baard, and 2
tacher from anocher school (0 be selected by che baard). The
board may wish (0 ingease aumbers on incerview mancls © eure
appeopciace epresenaadon from che communicy. In ippoindng the
peincipal, che board may 3lso wish <0 scck advice from another
board. o¢ from 2 pancipal oc ccacher ac anacher insdcucon.

1.1.16 The board will advertise all ccaching pasidons aadonally.
1.1.17 The board wiil adopc cqual-employment-oppoctunices
prindples generally in appoincmenc procedurss; and chis will be
audiced by the Review and Audic Agency 13 par of i cegular
revicw.

1.1.18 The board will comply wich che cerms and conditions of
all lteaching and non-tcaching) awacds and uliry sala. As well,
the prndples of the Sace Secxor Act 1988 will apply m all saf
employed by boards of austess.

1.1.19 Bouds may wish co obain sisance in meeting cheir
ceasponsibiliics 13 employea—foc inscance. from the Employen’
Fe:i.:nu'on—oc they may wish ©© “buy in”* advice from commerdal
agencies lincluding eduction scrvice ceners).

[.1.20 The baard of crustess is che legal employer of ceachers and
as such will be respansidle foe inscirucing precedurs of ccacher
appraisal 1ad discipline. Huwever. 1ny changs (o exiscing proce-
Juces will have co be cseablished in che appeupcace awards.
11,21 The biued will be responsibie fue 3ppruving leave for seaff,
1nd will caimburse echers” day-to-day exporse claims.

[.1.22 The boaed will be responsibie for 1ppeoving 2 safl dever
lopmenc pcogramme on che advice of che prindpal. The funding for

J
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sea develnpmene progamma will cumne frum che inscicucion’s bulk
gl’:ﬂ(.

.1.23  Foc mure derail on ceaching pusiciuns, sez section 1.2,
Responsibility far Property

1.1.24 Wherever the Gonn uwns cduccion peuperty, (apunsi-
bilicy foe maincenance 3nd apical works will be splic beeween che
baard of gusiems and the miniswy’s proparty unc. Whee che
Crown dos noc own the property—(or qoance in incegraced
schools 1nd ocher specific @ss—che cxisdng legal conaace will
devermine roporuibilicy foc maintenance and apial rorks.

1.1.25 \Where the Crown owns peoparty, dhe board of gustess
il be csponsible foc all mainrenance that an be axpoared o occur
wichin 1 ten-ycar cydle. Ths will indude boch major and minoc
maincenance—such as the paindng of school buildings; daning
und areraking; maincenance of grounds; plumbing. carpeoiay ind
elecmial repains: and the supply, maintenance and replacemenc of
equipmenc. fumiruce 1nd storg. Pruvision foe chis will be made in
aach year's bulk granc. and the buard will be expettad o budger foe
mintenance aver 1 cen-yar cycle.

1.126 The bulk ganc will ake inco 2xount che difforing main-
reance requiuemans of Jiff o insdrudons—spocially 2¢ che dme
of the changeover.

1.127 Whese the Crown awms the propary, capisal worés will be
the rapovsibilicy of che minisay’'s peoperty unic. In all sicuadons,
the peedse responsibilids of both pards wall be sex ouc in 2n
occupancy agreemene, wiuch wiil be open o0 public Tspecdon. This
agrezmenc will include the rghe of the board of cusess @ approve
nal plans for 2ny cpial works.

[.128 The minisary will pay foc cepaic of dumge Qused by
majr vandalism. fice, food ind arhquake. Decsions on whac
e ur o be done in such asas will be made by che board and
cthe minsay wocking cogether. :

Responsibility for Bud gets

[.1.29  Funding foc all 2n inscicucion’s acivicics sl e alwulaced
on ¢hie basis of nacionally deremined formulae. This funding il be
sene diceczly o inscicudons as 2 bulk graac—wich the «xcspdon of
tcachers’ pay which will te disbused chasugh wrmance payruil

[
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peaceduca (sce pangraphs 1.4.1-1.4.2). Fral rapoasidilicy for
how funding is allocaced will lic wich che beard: che board wiil
1ppcave budgets chac have been peepaced by the prindpal and saff.
{€ nccessary, thoe budges will ilso be presared »ich profasional
help. (Foc moce decail on budgets and bulk grana. sz secdon 1.3 :
Funding.)

1.1.30 The buard will be caponsible for the prrparadon and
audic of che insticudon’s accouns. The board will ko send an
annual see of accouns—which have been dcxe audiced oc crfied
by an accouncnc—to the Review and Audic Agency.

[.1.31 The board will be able o borrow money camacdally if
they so dosire. Beausc of chis, it may be oy @ caace 2
genesal liabilicy—helid o 2 specified limic of de bulk graac funds—
as securdcy for lendess. This will be fua nvedgaad by che
Implemencacen Unic.

Administrative Services
1.1.32 The board will be able m hire admmisragve savicss as ic
requica. [n some asa. aduatdion xrvice cnas may be able <o
peovide full adminisuzcive services foc baardxy Buc baards will be
free c0 obain support and saxvics from wharever souress chey find
saasfaceory. .

1
Compasition of the Board .
1.1.33 Each board of quscess a¢ primary 10d sccondary level will
consisc of:
1 6ve membes nominaced and elected by ce “parmc” of
scudencs
1 che pdndpal
1 onc member eleced by the saff from 1oong dher aumber
1 onc member clected by the scudenc body. ia die ase of secon-
dacy schools, 1nd by che pupils of Forr 1 1nd 1bove in the asxe
of schools wich boch pamary ind scconcary sud=o
1 vo membcs nominaced by che progricor, i ce ase of
incegraced schools

1 such ocher co-opced members as the doaxd of Zuss= thinks fic
(up ©© 1 maximum aumoes of 4). ® =suse chac che board
peoperly tedecs che composicion of ic commuaicy. o¢ @@ csuce
chae pacticular expertise s ceprsanced 1nd availaoie @ che

T
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boacd. No moce chan one of these co-opeed membders will be a
¢cacher employed by che board.

(.1.J4 The teem “pacenes”™ will include any persun who is che
immediace caregiver of a scudenc.

[.1.35 The members numinuced and elecced by “pareas™ will be
“parens” themuclves. [a che case of incetmediace schools and early
childhood cencees, “parens’™ @n include chose vhose children will
aceend che inscicucion wichin che coming year. oc vhose childeen
have accended wichin che peevious year.

1.1.36 No principal, tcacher or scudenc will be chaicperson of che
boasd.

1.1.37  Aparc from che tcacher ceprsenaadve. no ocher employee
of the board will be cligible for clection co che board.

1.1.38 The scudenc cepcsenadve will be free o wichdraw from
board meecings ¢ any dme if cheir pesence is likely to compromise
chem. Boards will aso nced 0 be aware chac in some cultures ic is
unaccepable for young peaple o wock alongside chosc in auchoricy.

1.1.39 All board members have che same powers and cespoasibil-
iles—whether co-opced oc elecced.

1.1.40  Principals will use cheic voce in 1ccordance with 1 code of
cvnduce which will be included in ¢che national guidelines.

L.1.4] Boards will encourage a faic cepresencadon from cheic
communicy—cspedally from women, Maod, Pacific [stand and
wocking class parens in communities where chis is appeopreiace.

Election and Co-option to the Board

1.1.42 Resporsibilicy for informing che communicy 3bouc che
board of wustess’ eleccion process will lic wich che principal.

{.1.43 Elections to pamary and secondasy schools’ boards will be
held every cwo years.

[.1.44 To cnsuce board concinuicy, only S0 per cenc of auscess
will be ce-ziecced ac any one cime.

1.1.45 Co-opted members will serve foc 1 speciic cerm 0 be
detcemined by che individual buard.

3
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Attendance at Meetings

1.1.46 Board members will Se paid fees o compensace foc any
subseantial Goancial disadvancage incureced in being 3 board mem-
ber. A seale uf (maximum) (ees fue chis will be ssablished. co guide
boards. Fees will be awarded 3¢ the disczecion of che board icself—
and will be used « cumpensace foc lusc incume, and foc childaace,
ccavel and ochec coses.

1.1.47 The Govezamence will examine che possidilicy of c=quicing
empluyers o give up o G days’ unpaid lcave zach year to employess
who ace board members, 0 c¢nable chem o parucipate fuily in
board business.

132 Teaching Positions within [nstitutions

2.1 As ouclined in paragraphs 1.1.14~1.1.22, che board will
be che legal employer of saaff: ic will 3ppoine the pAnapal; 2pprove
appoinemencs of basic-sale tcaching saff on the ceccommendacion of
che principal; and 1pprove appoincmencs of s bove che basic
scale on che cecommendacion of 3 safing commiceez. The board
will deteemine saaring salacies.(wichin che appropriace salacy scales).

1.2.2  Appouincmenc of che priacipal will be on 1 congace wichin.
a salacy @nge cscablished nadonally. The ceem of che conerace will
be negocizced berwem che board of ccustes 2ad che pancipal.

1.2.3  The appoincmenc of cereain semior teacaers (che cop senioc
ceacher in peimacy schools; che c0p 2 ceachers in secondary schools)
will be on concrace wichin a salacy mange ssablished nacionally. The
cezm of che conccace will be negaciaced becwem che board and che
ccacher involved.

1.2.4  Appoinemenc of seachers will be 15 employes within
salacy scales escablished nacionally. A scasting salary offesed may be
lower oc higher than che saluy ceccived in che ccacher’s focmer
position. A teacher's salacy will noc be lowerzed aftec she oc he is
appoinced, ualess chis is permicced in che cesms and condidons of
che relevane awasd.

1.2.5  Thae cighes of propriccacs of incegeaced schools and ocher
possible “schools of special characzee™” (sez section 5.G6: The Posicion
of ""Special Charactes”” Schools) o specify czerain casquicemencs foe
saff wiill be fuccher consideced By che [mplemenadon Unic in
cunsuleacivn with incceesecd pactics.
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1.2.6 The prioricy-cighes scheme. and the paAmary service proce-
dure wherchy cetein (wsitiuns are taerved foe cadher-caining
graduaces, will be abulished.

1.2.7  The cemoval expenses of cranstereing teachers will con-
tinue o be cenerally funded. All ucher coss—inctuding che cosc of
interviewing applicancs—will be funded by che inscicucion.

1.2.8  Boards will observe che principles of equal employmenc
opporcunities in appoinemenc proceduces. Tnis will be monicoced by
the Review and Audic Agency s pacc of ics regular review,

[.2.9  Posicions will be advercised nacionally.

[.2.10 Theboard will be cesponsible for appeaving leave foc seaff,
and will ceimbucse ceachers’ day-co-day expense claims.

[.2.{1 Posicions c0 be known 15 “ceachers of ousanding
meric”—which encompasses che concepe of “lead” ccachems—will
be buile inco salary scructuces, o peovide teachers wich an incencive
0 remain as classcoom ceachers cacher chan sceking seniae posicions.
To be considered 2 “ceacher of outscanding meric”, 2 ccacher will
usually need 0 have compleced 2 minimum of 10 years’ service and
acqained a suicable sandard of teaching performance. Teachers con-
sidered suicable for recognicion will be cecommended by cheir buard
of wuscess and principal, buc the Rnal judgmenc will be made by
the Review and Audic Agency. The cecognicion s a teacher of
oucanding meric will no longer apply once che teacher concermned
cakes up 2 xnioe posicion. The overall aumbers of ceachers of
oucanding meric will be limiced. buc chere will be no limic co che
aumber of such ceachers on 2 parcicular inscicucion’s saff.

1.2.12 Maximum and minimum scaff:scudenc racios will be set in
che nacional guidelines for educacion.

1.2.1] Schools will make cheic own arrangemena for employing
telieving tcachers, Some celieving ccachers, however, will be paid
cheough che minisegy, and noc from che insticucion’s ceaching salacies
gaanc (foc moce derail sez paragraph 1.3.3).

1.2.14 Allowances paid o associace ceachers and cucoe teachers
will b funded chrough teachers colleges. and noc cheough che
wscicucion’s own funding.

The Role of the Principal and Staff

1.2.15 The peincipal is and will be che professional leader of che
insticucion. Principals will be csponsible for:
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4 che preparaeory work on an inseieurion’s chaeeer (in consul@cion
with el nd contnmanncy and witl assseanee, if ceyuiced. from
chie aanensery)

1 che allucacion of ducies 3nd decailed objeccives amongse scaff

1 che developmenc of performance objectives and measuces co
assess chac performance

1 cccommending che tegisceacion of b::ginning teachess (see seccion
3.4 : Teacher Teaining)

9 ensucing chac individual families ace infoemed of the educa-
cional progress and achievemencs of cheir childeen.

[.2.16 Principals will be expected 0 work in 1 collabocacive
celacionship wich cheie salf, buc will have che final respunsibilicy foc
making decisions. (The boacd will be responsible for approving che
inscicucion’s saff development progamme—which will be funded
chrough che inscicucion’s bulk granc.)

1.2.17 The cule of ceachers in cheie inscicucion will noc change
deamuacically. They will, however, have 2 more dicece celacionship
wich cheie etnployee (the buand of crusceas) and will be expecred co
parcicipace in Jecisions made abuut budgets and aboue cheic own
use of che inscicucion’s resources.

1.2.18 Inscicucions will be 1ble c0 “buy in’" any ex¢ra adminisera-
cive suppore they may reyuire. Allowance will be made foe chis in
che bulk granc.

1.2.19 The Goveramene will consider ways in which principals
and ocher ccachers aking on new cesponsibilicies can be given
craining, informacion and suppoce. This will be referred co che
[mplemenacion Unic.

Awards and Salary Scale Negotiations

1.2.20 Awards and salacy scales for all ceachers will be negociaced
nacionally.

1.2.2l Tae Sace Services Commission will acc on Sehalf of
empluyers in award and salacy negueiacions. and will consule wich
empluyers cepeeseneacives in doing chis—as ecyuiced by che Sace
Sectoe Ace 1988,

1.2.22  There will be no unified salacy scale for ccachers incco-
duced ac chis scage.
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Teacher Appraisal and Discipline

1.2.23  The buaed of trustess is che legal employer of ccachers and
as such will be cesponsible fue insticucing proceduca of teacher
appraisal and discipline. However, any changes to existing proces
duress will have o0 be sablished in the appropriace awards.

1.3 Funding

1.3.1  All funding will come to inscicutions as 2 bulk granc. This
bulk grane will have two disdnct componens—each ng salacic
and operacional acavitis—and cach will be based on ic own
scpacate funding formula. The formulac will be sensidve o che
varying aceds of differenc inscirutions in differenc arcas, and will be
weighted foc equicy consideradons and the pargcular coss of cun-
ning rural schools. The formulac will be publicly available foc
squdny. :

1.3.2  The teaching salacies granc chac che insticucion ceceives will
have been alcutaced by che minisery as follows: 2 nucional saff coll
for cach school (including prescribed limies on che numbers of
senive-scale seafd is decided ccording t0 2 nacivnally dexermined
focmula; weighedngs are calculaced o rake account of an insdcucion’s
individual nceds; and this is combined wich nacionally negotiaced
pay sqales o give che salariss grane foe a particulac insticudon, The
board an chen dedde the numocers of cecachers (wichin given maxi-
mum and minimum safng acos) and a¢ whac scep in the nacional
salary sale chey saare.

1.3.3  The teaching salaries granc will noc cover paymenc foc
telicving teachers in dreumaaances wheee che relief 8 necessary
beause of sick leaave and cercain governmenc-approved scudy oc
spocs leave-on-pay. Thae paiymens will be made duough che
miniscry.  Similarly, cthe ccaching salaries grane will noc cover
allowances for awsociace or cucor teachers: chese will be funded
chrough teachers collega. (The ceaching salaries geanc will, however,
cover paymenc for celicving ccachers who ceplacs saff undermaking
seaff developmene craining.)

1.3.4  The operacivnal activicies granc—rco cuver adminiscracion,
anciilary suppore, maincenance. and the non-salary aspecs of ccach-
ing—will have been alculaced on che basis of 2 scparace nacionally
determined formula. This grane will noc be broken down inco
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specific cacegocics ol expenditure: the buacd of che individual insdi-
cution iesclf will decide thae expendicures. For cxampie, che insciru-
tion may decide—given the ubjettives and ccaching programme in
is charcer—chac a peioricy s replacing fucnicuce, o¢ providing com-
puters in every classcoom. lc will sczk quoadons and will make
dedsions on che basis of che pricc ceccived. There will be no
compulsion o use,any particular agenda.

1.J.3  While the butk granc has cwo disdnax componena, che
board will have some disaetion in che use of thee funds. e will
have, for ins@nce, some lccway in the numbers of acdhas ic will
hice, and ac what ace in the salacy sale ic will do so. The board
may decide chac an extra teacher is 2 priodicy, and may use funds
from che operacional 1cdvida granc © Qecare anodhr teaching
posidon—or (o subsidise tvo parc-ame positions. Sunilarly, ic may
dedde thac, given che objectives set ouc in ic charter, it should forgo
a teacher posicion and inscead use funds o buy 2 compucer or ocher
high-techaology tcaching aids.

1.3.6  The funding formula will be adjusted whenever ncw poli-
cics ace cw be implemenead in inscicucions. This will also apply
existing pulicics which ace noc yer fully implanenced theoughoue
inscicudions—such as ceading recovery.

[.3.7  The funding of special progammes and faclids foc scu-
deno with handicapping condidons will be the rosponsibilicy of che
minsay.

1.3.8  lascicucions will know in advance cthe money avai able o

themn over a1 given school year and will budger and alloace funds
accoedingly.

1.3.9 Boards of trustess will also be able o borow moncy
commercially (see L1.31).

1.3.10 Schools will noc use fundeaising income (0 2ugment saff
salaries oc saffing posicions.

1.4 Payroll & School Transport Services
Payroll Services

1.4.1  Foc the ficsc cwo years of che new saucture, payroll services
will be the cesponsibilicy of che Minisay of Eduagon. During this
period, the miniscry may coneract out payroll savics o unis oc

13
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vhgausadons which have che appropeice experase, Any coneecang

vue ecangemnenes will continue @ use exiscing payroll seaif,

[.4.2  Ac che end of cwu years. che minisery will ceview che
npecacion of the payroll secvices and may make use of a range of
opcions for providing chese secvices.

[.4.3  Adminiscering existing concraces for school eranspore will
become 1 cesponsibilicy of che Minisery of Educacion. As conceaces
come up for cenewal, che coneraccual cesponsibilicy will pass co che
inscicucion. Where suicable local acangements exisc, schoul ccans-
pore services can be provided by associaced boacds of ccuscecs.
education service cencees oc ocher suppliees.

I Education Service Centres

1.5.1 Educacion secvice cencres will be one soucce of adminiscea-
ttve services o inscicucions.

[.5.2  Therange of scevices provided by educacion secvice cencees
will depend on the needs of che inscicucions, buc could include:
adminiscracive suppore, assiscance wich  budgees and  pricing;
accounting services: acranging school or ucher ccanspore, providing
management advice.

1.5.3  lascicucions will be free o choose whecther to use che
educacion service cencres oc 0 buy services elsewhere. fn some
insaances, educacion secvice cencres may be able co provide full
adminiseracive support co chose boards which cequire ic.

1.6 Community Education Forums

1.6.1 Each individual inscicucion will be respunsive—chcough its
charter—c¢o ic pacticulac communicy. As well, communicies will be
able co express cheie views chcough communicy education focrums.
These communicy educacion focums will be infoemal and advisory
acrangements see up oa che iniciacive of the communicy, and will ace
1 che official voice of che communicy on educacional maccers.
Amongsc ocher accivities. chey could:

1 idenufy and gachee togechee che views—Dbuch professional and
consumer—of all educacion seccors on issues of importance

1 idencify and gacher cogether views wichin sectors

1 discuss and if possible seccle local conflices of incecesc

LUCAL LEVEL

1 discuss palicy initiatives propused by che miniscey and peovide
feedback vn chese
1 discuss broad educacional issucs such as new nacional-guidelines
proposals, changes co nacional examination prescripcions and
cequicemencs. 1nd che fuemulating of proposals co cask focces.
1.6.2  Convenors will be seiecced by che Miniscee from a lisc of
people puc forward by each communicy and will be people in whom
the communicy has confidence. There may be moce chan one conve-
nor for each communicy focum.
1.6.3  Convenoes will be appoinced for a limited period of time
as specified by che Miniscer. The Miniscey of Educacion will be
csponsibie for drawing up cerms of ceference for focum convenoa.
1.6.4  Convenors will call forum meetings when requesced co do
50 by an individual or group within the communicy, oc by che
miniscry.
1.6.5  Funding will be available o ubaain sccreracial services and
(0 MEST COMIMUAILILUN EXPENSES.
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2. Agencies at the Centre

2.0.!  The principal educacion agencies ac che cencre will be a
Miniseey of Educacion, 3 Review and Audic Agency. and a Parenc
Advocacy Council. There will also be a Teachees Regiseracion
Board.

2.1 Ministry of Education

2.1.1 A Minisecy of Educacion will be eseablished co perovide
policy advice to the Miniscer on all aspeces of education. and <o
oversee the implemencacion of nacional policies appcoved by che
Minisecr, le will ave be a diccee providee uf cducation services,
alchough ic will cuateace uchee agencics and individuals co peovide
cereain scrvices.

2.1.2  The minisecy will be accouncable, cheough a chief execu-
tive vificer, co che Miniscec.

2.1.3  The minisccy will have ac lease chree unics—Ffor policy
advice, propercy, and operacional accivicies. Fuether decail on che
sccuctuce of che minisecy will be decided by che miniseey's cop
managemenc (i chief execucive officec and unic managers), working
wichin a sceacegic plan for che miniseey. This scracegic plan is yee o
be developed by che [mplemencacion Unic: ic will reflece che
Govetamene’s goals for educacion and will cake into accounc che
five principles outlined below.

2.1.4  The scruceure of che miniseey will cake inco accoune the
following principles:

1 2 minimum of managemenc layers
1 scruceuces based on functivns
1 a fair cepecsencation of all levels of education

e employmene ot seaflf cesponsible foe cosuring equalicy of
educaciumal uppoctunicy

1 2 good informacion base fue infoeming policy. peopecey and
operacions decisions.

2.1.5  The miniscry icself will decide whecher ic wishes o esab-
lish a lucal presence in sume disceices. Any disceice oc cegional bodies
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asablished by the miniscey will noc ace s 2 “concerol”” becween

individlual inscicucions and che minisery.

2.1.6  The classificacion of unic managets’ posicions will be decec-

mined by the Scace Secvices Commission.

2.1.7  All minisccy posicions will be advertised and equal-

employmenc-oppoccunicies principles will apply in all appoincment

proceduces. The principles of the Scace Seccor Ace 1988 will also

apply co all saaff.

2.1.8  The minisery will include, amongse its funcions:

1 che csablishment of nacional guidetines for education

1 cosponsibilicy for seccing nacional cucriculum objeccives which
will form pare of che nacional guidelines for educacion (curcicu-
lum activicies, however, will be undermaken by concraceual
arrangemencs with the minisery a3 cequired)

1 cecommending approval of charters co che Minister (and advice
to0 inscicucions on peeparacion of inicial charrers if cequested)

1 che ownecship of educacional propercy and responsibilicy for
capical wocks

4 funding of all inscicucions
9 cesponsibilicy foc paymens in ass of majoc vandalism, fice,
flood and carthquake damage.

2,1.9  The Nacional Library will be independenct of che minisery
(sce seccion 4.11 : Nacional Library); and che Visual Production
Unic. ¢he Audio Production Unic and the School Publicacions
brnch of the departmene will be beoughe cogecher 1s one business
unic oucside che miniscry (see secdion 4.10).

2.2 Education Policy Advice

2.2l Asche nced arises, che Miniscer will esaablish specific cask
forces co assise wich policy developmenc foc limiced periods of cime.
There will be no permanenc independenc body eseablished o foc-
mulace policy.

2.3 Review and Audit Agency

2.3.1  An independenc body—che Review and Audic Agency—
will be escablished 0 ensure thac inscicucions ace accounable foc che
governmene funds chey spead and for mesting che objectives scc uue
in cheic chaccer. The Review and Audic Agency will alsu commene
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vn che petfurmance of uther elemenes in che syscem—che Special
Educacian Service's supply of servics ¢o inscicurions: che ceachers
culleges” supply of general advisury services co inscicucions; and che
ministey’s provision of policy advice and overseeing of policy imple-
mencacion (s ic affeces che pecformance of inscicucions).

2.3.2  The Review and Audic Agency will icself be accounable,
cheough a chief execucive officec. co che Miniscer.

2.3.3  The Review and Audic Agency will review inscicutions

i cheough mulci-disciplinacy teams wich expertise in cueticulum,

financial and management suppoct, cqual employmenc opporcuni-
ries, and equal educacional oppoccunicy. Each ceam will also have on
ic a2 communicy cepeesencative, and a prindpal co-opted from
anocher inscicucion.

2.3.4  There will be cegulac ceviews on 1 cwo-yearly basis: chere

‘will be cwo years becween che complecion of one review and che
s

beginning of che nexc.

2.3.5  The cegulac ceviews will be a co-operacive endavour,
umed ac helping boards co mesc cheic objectives and ceview cheis
own pecformance. Afeet an inicial visic—which would include inpuc
fcom che communicy—che ceview team will pcoduce a ceport which
idencifics secengths and weakaesses of che insdicudon and ics admin-
iscracion, and makes recommendacions foe impeovemena. The insci-
cucion will have an oppocrunicy o comment on che cepoce and make
changes in ics cecaching and management, A secoad visic will be
made one cerm lacer. A subsequenc. detailed ceport from chis review
will make cecommendacions for any changes decmed necessacy. If
the repore sea ouc serious deficiencies in the managemenc of the
inscicucion or in che achievemenrs of is scudens. nocice will be
given of a chird ceview six monchs lacee. This fuccher ceview could
lead (o che dismissal of the cruscees, if che deficiencies have noc been
daale wich in ways chac produce significanc improvement.

2.3.6  Boards of crustess will send an anaual sec of accouns—
which have been ecicher audiced or cercified by an 3ccouncanc—co
the Review and Audic Agency.

2.3.7  There will be provision for special ceviews, which will be
undercaken on che iniciacive of che Miniscer. the Review and Audic
Agency. or the board of ccuscees icsell, in cases where chece is public
disquice oe coneern abuue an iascicutivn’s perfoemance. This special
ceview will deceenmine che {aces of che maceee, and ic could cesule in

]
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eicher: 1 reyuicemene for che buard o cake specific accon: che
dismissal of che board and a new buoard being elecced: oc che
disrmissal of the buacd and 2 scacucory managee being appointed in
irs place uncil such cime a3 a ncw buard is clovced.

2.3.8  Rcpores on boch cegular ceviews and special ceviews will
be made public.

2.J.9  During 1989, the Review and Audic Agency's chief exec-
utive officer will develop a seracegic plan—including che mcchodolo-
gics to be used in the reviews of diffecenc cypes of insticucions. and
che seruccuce of che Review and Audic Agency icself. (The quescion
of che agency’s presence ac local, diserice or cegional level will also be
dedded by its chief exccucive officer.)

2.3.10 The Review and Audic Agency will be ceponsible foc
grancing cxempeion from encolmene and ateendance ac school.
Home-based schouvling will be monicuced in ics cffeccivencss by che
Review 1nd Audit Agency (sec scceion 3.4 @ Home-Based
Schooling).

2.J.11 The Review and Audic Agency will make che final deci-
sivn on designacing “'teachers of vucscanding meric”, un che recom-
mendacion of che principal and che board of chac ceacher’s
insccucion.

2.3.12 Thase conducting reviews will noc have any ocher func-
cion. [n parcicular, they will noc cake on respoasibilicy foc advice and
guidance o inscicucions. apact from any recommendacion they wish
co make in cheic repores and cheough cheir ceview process.

2.4 Parent Advocacy Council

2.4.]  An independenc Pacenc Advocacy Council will be escab-
lished, 0 promoce che inceteses of pacencs ac all levels of educacion.

2.4.2  The cole of the Pacenc Advocacy Council will be one of
“lasc cesoee”. As such, ic will be limiced in ics funceivns, These will

be:

1 o disseininace infurmativn abour che cducicion syscan and che
cighes and obligacions of chuse in ic

9 0 help groups and individuals whose needs ace noc being met
or liscened o elscwhere in che syscem—for inscance. ac che local
iascicucion o communicy educacion forum leveis

"~
o
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1 o ussisc pacenes who wish o cducace dhcie childeen a¢ hume, oc
who wish 0 set up a separace school

1 o represent 1nd promoce the incereses of pacencs generaily.
The council will noc become involved in compiaints abouc che day-
co-day cunning of inscicucions.

2.4.3  The Parenc Advocacy Council will be accouncable dicectly
0 Pacliamenc, and will cepoce o Pacliamene on an anaual basis.
2.4.4  The council’s membecs will be appoinced by che Miniscer.
A membecship thac cefleces New Zealand's genecal population—in
ceems of ies echnic, gender and income composicion—will be
encouraged.

2.5 National Education Qualifications
Authority & the Board of Studies

2.5.1  The Governmenc will consider che roles and funcdions of
chese bodies when ic has ceceived che repoce of the Working Geoup
on Posc-Compulsury Educacion and Teaining.

2.6 Teachers Registration Board

2.6.1 A Teachers Regisceacion Board will be esablished. This
will be 2 small independenc body, cesporsible for deceemining che
conditions and requicements under which ceachers will be able o be
cegisceced as ccachers. [e will also be responsible foc approving
cegistracion of ceachers, and for maincaining a cegiscer of teachers.
Recommendacion foc cegisccacion of a beginning ccacher will come
from che pancipal of che inscicucion(s) where che ccacher has worked
over a given qualifying period. Ocher non-cegistered ccachers will be
able ¢o seck cegiscracion chemselves. (For moce derails on ceacher
cegisceacion see paragraphs 3.4.4-3.4.6 in seccion 3.4 : Teacher
Tcuning.)

2.6.2 The Teachees Regiscracion Board will also decide if a
ceachec’s name is (o be removed from che cegiscec, and will decer-
mine che conditions under which chis could occur.

2.6.3  The Teachers Regisceacion Buacd will be cepeesencacive of
employing bodies and ccachers, and will be funded by the tcachers
themselves.
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3. National Issues Impinging
at Local Leve!l

j.o.il Equicy issucs, Maorci incereses, Aacivnal guidelines for edu-
acion, ¢cachee craining, and sale of assecs are nacional issues chac
have implicacions ac 1 loal level.

3.1 Equity [ssues

J.1.I  Equicy objectives will underpin all policy relaced co che
cefoem of education adminisceacion. These equicy objectives will be:

1 casure chac a aew syseem of educatiun adminisceation pro-
mues and progressively achicves graacer eyuicy for women,
Mauei, Pacific Island, ocher gruups with miaocicy seacus; and foe
wocking class, cural aad disabled scudenes. ceachers and
commuanitics

1 emsuce char eyuity issues are incegraced inco 1ll aspeces of
changes in educacion adminisccacion and noc cceaced a8 an
opcional excra

1 0 acknowledge chac che peesent system of education admiais-
ccacion includes some feacures which promoce equicy aad which
should aoe be luse as 2 roule of changes

9 o cecognise chac equicy is bese achicved chrough syscems which
combine enabling legislacion wich awareness and educacion

9 o ensure chac che syscems which are puc in place enable che
monicocing of progrexs cowards equicy goals.

J.1.2 The Minisery of Educacion, che Review and Audic Ageacy,
1ad the individual boacds of trusies will be buund by the equal-
empluyinenc-uppurtunitics ceejuiremenes sce down in the Scace Sec-
coe Ace LY88. Cumpliance wich chae reguiremencs will be audiced
by the Review 1nd Audic Agency s pace of i cegulac teview of
inscicucions.

J.1.7 The Minisay of Educacion will employ scaff cesponsible
for ersucing equalicy of educacional opporcunicy.
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J.1.4  The nativnal guidetines fore cducation will include 3 section
on che objeceives andl seracegies fue eqjual-employmenct and eyual-
educacivnal oppareunicics.

3.2 Maori [rterests

3.2.1  Oppoccunities will be made available co pacenes who wish
0 have chetr cluldren leacn oc be educaced in che Maori languags.
3.2.2  Thne ~hanau will be able to have accass <o and paccicipace
in educacon. This will be pussibie cheough individuals wichin the
whanau being cligible for clection o che boaed of tcuscess, and aiso
cheough che close parenership envisaged becween che communicy
and che tnscicutions—especially when che charcer is being negod-
iced; vhen che board cepocms <o che communicy (sec paragraph
1.1.9 ia secrion .1 : Boacd of Truscees): and when che inscicucion is
foemally ceviewed by che Review and Audic Agency.

J3.223  Maori parenes—as ochee pacenes—will be able o educace
cheie childeen ac home o cseablish cheie own inscicucions if che
syscem s noc sufficiencly cesponsive ¢ cheie nceds (see section 3.4 :
Home-Based Schooling and section 3.3 : Wichdrawai from Exiscing
Arangemena).

3.2.4  The incecess of Maod educadion will be cepresenced
chcoughuue cach of che 1genaa ac che cencee.

3.3 Natiortal Guidelines for Education

3.3.1  Thece will be nacional guidelines for educacion. These will

be che meaans of seccing, maincaining and developing nacional san-

dards of achievemenc in educicion, and will be an expression of

macters of nacional incerese. The nacional guidelines will sec che

paaameters ~ichin which each individual inscicucion will work.

J.3.2  Each inscicucion’s chaccee will be based on che nadonal

guidelines. ladividual variacions wichin che nacional guidelines will

cetlece che Farciculac needs of che insticucion’s communicy.

3.3.7  The nacivnal guidelines will include:

1 1a expeassion of che principles of cyuicy as che uaderpinning of
educadon adminiseacion

9 onactonal cucciculum objeccives

1 a2 code of conduct foc boacds of truscecs

1 1 code of conduce foc principals.

NATINAL INZEN AT LA LEVEL

3.4 Teucher Training

3.4.1 The Cuvernmene will deceernine che aumbee of ceacher

crainces ic will fuad. However. cenchers’ colleges will be able to cake
addicionat ¢rainces if chey can fnd ocher suurces of funding foe
chem.

J.4.2  Seaft developmene programmes wiil be approved by che
inscicucion’s boacd of cruscess and funded from che inscicucion’s
bulk geane.

J.43  Allowances for associace ceachers and cucoe ceachers wock-
ing in individual inscicucions will be funded cheough czachers col-
leges. noc cheough chac inscicucion’s owa funding,

3.4.4 A syscem of ccacher cegiscracion will be se¢ up. cheough 2
nacional Teachers Regiscraciun Buaed (sex also seccion 2.6). Begin-
ning ceachers will be eligible foc regisccacion afcer 1 given period of
classcoum ceaching. Teachers wichoue fucmal yualificaciuns (bue who
have appeopriace ana-foemal cualificacions) will also be eligible for
cegiseacion,

J.4.5  Principals will be tespunsible for cecommending cegisera-
con of 2 beginning ccacher w che Teachers Regisceaciun Board.
Ocher ccachers will be able tw seck regisccacion chemselves.

3.4.6 A review syscem for ccachers who are deslined recommen-
dacion or regisceacion, oc why have cheic name removed from che
cegiscer, will be considered by che Offcials’ Working Geroup on
Occupacional Regulacion. This wocking group will also consider che
question of whether oc nue the cegistracion of ceachers should be
compulsory.

3.5 Sale of Assecs

i As mencioned in paragraphs 1.1.24 0 1. 1.27. che Crown
will own chose 2ducacion propecties ic owns now. Funds from che
sale of sucplus educacional insticution peoperey will be used by cne
Miniseey of Educarion’s peopecey unic tue fuecher prupercy impeove-
menes ac inscicucions. Where dunaced ue cunfiscaced land—or fand
subjece v Waicangi Tribunal claims—ts o be sold. sacisfaccory
acrangemenes will be made wich che dunues e uriginal owners.

3.3.2  Tu peumoce che beccer use of che educaciun syscem’s prop-
eccy assets. 1n incentives package for inseicucions will be devised by
che Minisery of Educacion’s propeccy division.
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J.5.J  Businasses. penperty and ochiee ussets owned by the Ceown
may be sold ulf cu pocencial purchascrs. Educacion Duacd and
surplus departmencal assecs may be suld o former educacion boacd
cmpluyees. depacemental seaff and ochers who may wish  own
chese assecs as 2 base for providing services cu insticucions.

3.5.4 A cegiscer will be sec up for 1ssets chace ace likely co be sold
off. idencifying chese assets as closely as pussible wich particulac
secvices. This regiscec will foem che basis of any negotiacions
becween che Ccown and pocencial pucchasers.

3.5.5  Aay priocicy oc assiscance thac may be given o focmer
educacion board or depasemencal seaff in buying educacion syscem’s
assets or businassas will be negociaced ducing redeploymene and
redundancy discussions wich ¢he unions involved.

4. Special Teaching Groups

& Resources

4.0.1 The new syscem will alcee how special ceaching groups and
tesoucces ace organised. This seccion sess ouc che majoc changes.

4.1 General Advisory Services

4.1.1  General advisers will be actached co ceachers colleges. Each
college will dearly sec ouc che level and cypss of general advisory
services available co inscicucions in ies cacchmene area

4.1.2  Afcer an inicial cwo years, general advisory services will be
ceviewed by che minisery with a view o moving o full cose recov-
ery. Under full cose recovery. funding would go dicectly co inscicu-
dons’ bulk granes, and inscicucions would buy savices as chey
cequired.

4.1.3  Some gencral advisers will—fcom dme 0 dme—be
employed under concrace co che minisery, to suppore particular
cucciculum iniciacives. These coneraces will be for specified periods.

4.1.4 A ceview of ccachers colleges will be undertaken in 1991,
co racionalise che basis of employmenc for lecturers and advisers.

4.2 Special Education Advisers

4.2.1 Special education advisees—psychologises. visicing ccach-
en3. speech-language cherapises. and advisers for che educacion of
handicapped: deaf and visually impaiced scudens—will be
employed in che Special Educacion Service. This =ill be a free-
scanding self-adminiscering body, which will be conrracced by che
minisecy o provide services o inscicucions. The conaace wich che
minisecy will be acguciaced aanually.

4.2.2  Disceice agencics will be set up ac che discrecion of che
general manager of che service. [ndividual agences will supply
scevices un che basis of genceal guidelines agreed o in che conceace
with che munisery. and in accordance wich an igrezmenc ceached
with schools in cheic area.
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4.2.3  Speviab cddutadmn teachers who are junerine speciabises
involved wich individual childeen will eicher be accacived o hose
inscicucions (3nd funded undec conceaccual acrangemencs wich che
auniscey) o be employed by che Special Educacion Seevice,

4.2.4  lascicucions will be able v use services provided by agen-
cies or individuals ocher chan che Special Educacion Service.

4.2.5  ladividual pacenes will be able v use che Special Educa-
tion Service. The cime allocaced co parenc assiscance will be ncgoci-
aced in che concrace wich che minisery.

4.2.6  The managers of discrice agencies will appoine cheic own
saff undec normal awacds and agreemencs. As well as employing
special educacon advisers, they will be able co hire che specialise
skills of chose such as occupacional cherapises. family counselloes and
sexual abuse counsellocs.

4.2.7  Eighey per cenc of funding for special educacion advisers
and associaced coses will be allocaced o che Special Educacion
Secvice. The cemaining 20 per cenc will be included in che bulk
grane co inscicucions for use in purchasing specific services, idencified
by che insticucion’s ceachers. Afeer an inicial rwu yeaes insticucions
will be able co receive up co LU0 per cenc of cheir special educacion
funding to use in buying services from eicher che Special Educacion
Service or ocher suppliets.

4.2.8 The Special Educacion Service will noc be monicoced
dicecely buc is supply of services wiil be monicoced chrough che
Review and Audic Agency's ceview procedures for individual
insticucions.

4.2.9  Policy advice on special educacivn will be provided by che
minisery.

43 Early Childhood Advisers :

$4.3.1 The Goveenmene will consider che pusicion of eacly child-
houd advisers when ie has ceccived che repure of che Wucking
Geoup va Early Childhood Cace and Educacion.

4.4 Educatiort Officers inn Museums, Zoos & Art
Galleries

4.4.1  Funding for chese educacion officecs will be provided
diceccly o cheic museum. ace gallery and 200 concruiling auchoricy.

Jo
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The controlliag aurhoricy will alsn bevome the education oificer’s
employer. and su cunditivus of employimene and salacy scales will
need o be re-negociaced.

4.5 Correspondence School

4.5.0  The Cocrespundence Schuol wiil be under che conceol of a
board of cruscees who. togecher wich che principal, will cacry ouc che
same funccions as 1 boacd of cruscees for any ocher primacy or
secondary school. Scaff cesponsibilicies and condicions of employ-
mene will be on che same basis as ocher primary and secondary
schools.

4.5.2  Some of che funding for the Cocrespondence School will
be chrough a bulk grane. The Corecspondence School will aiso
charge ocher inscicucions 3 cuicion fee in chuse cases where a scudenc
is encolled a¢ an inscicucion and is aiso ceceiving cuitivn from che
Coceespundence School.

4.5.3  Ocher agencies will be able tu uffer currespundence or
disance educacion.

4.6 Special Schools & Other Learning Units

$4.6.1  Special schouls will be run in cthe same way a3 ocher scace
schools. excepe chac chey will have cheic own sepasace funding
formula.

4.6.2  The final form of che inscicucional acrangements for classes
aranged for childcen in hospical, in Deparemenc of Social Welfare
homes and in healch camps will be consideced in more deqil by che
Implemenaciun Unic. Thete will be fuccher consuleacion wich che
schools or units o decide whecher chey ace co be schools wich cheie
own charcers oc ace ¢co be accached co hose inscicutions.

4.6.3  Acangemencs for mulciculeucal resource centess and che

placemenc of “"New Secclers™ progeammes will be fucchee consideced
by the Implemencativon Unic.

$.7 Units Associated with [nstitutions

$.7.1 Accivicy cencres accached ¢o secondacy schools will con-
cinue—under che charcer of cheie hose inscicuciun, whuse bulk granc
will be weighted co cake accounc of chis. Ac che time of che fiese
Review and Audic Agency ceview, che communicy will be inviced co
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give cheie views on whether, and in whae form, che aciviey cenere
will be provided in the fucuce.

4.7.2  Manuai ccaining cencees will be accached o a hose insticu-
ton, and will operace under its chaccer. The hose inscicucion will
chacrge ocher inscicutions who use che cencce. for che cose of classes.

4.7.3  Work experience classes and ccansicion unics for young
people ac risk of unemployment on leaving school will concinue,
under the charter of a hose inscicution. Funding will be provided
chcough che hosc inscicucion, whose bulk grant would be weighced
accordingly.

4.7.4  Special classes for childcen who have significanc leacning
impairmencs chrough incelleccual and physical handicaps will con-
dnue. An inscicution wich such a class oc unic will ceceive specially
cagged funding chrough its bulk granc. The inscicution’s chaccee will
include provision for the class(es) or unice(s).

4.8 REAP

4.8.1  The Rual Educacion Accivicies Programme (REAP) will
be reviewed in 1990 co invescigace whether cesoucces should be
discribuced on 2 more equicable basis.

4.9 Teachers Centres & Education Centres

4.9.1  The nine fully funded ceachecs/educacion centres chac cuc-
cencly exisc will be accached co ceachers colleges. They will concinue
© be fully funded by the govemmenc for two years from che
changeover dace. Ac che end of chis cransicion period chese cencres—
and ocher resource centees chac are paccially funded by cthe govern-
menc—will operace on a full cosc-recovery basis. as part of ceachers
colleges’ ctraining programmes. (As a cesule, cheic funding will
instead go o inscicucions as pare of che insticucion’s bulk granc.)

4.10 Visual Production Unit, Audio Production
Unit & School Publications

4.10.1 The Visual Production Unic, the Audio Produccion Unic
and School Publicacions will be brought together as a single busi-
ness unic oucside the miniscry.

J2
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4.10.2  [Foc ics fiese 18 monchs, chis encerprise will be fully funded.
A modesc cosc-cecovery cargee will be set for che 1991/92 financial
year.

4.10.3 The Treasucy will investigace an appropriace struccure for
chis encecprise.

4.11 National Library

4.11.1 The Nacional Libracy will be funded independently of
Voce: Educacion.

4.11.2 The managemenc of Nacional Film Libeary will be crans-
fecced o che Nacional Libeary. The School Library Secvice will
continue undec the management of che National Library.

4.11.3 Al libeary educarion services will be funded on the same
basis, and will have the same syscems of cost cecovery as che
Nacional Libeary.

4.12 Educationn Gazette

4.12.1 Theposicion of the Education Gazesse—which will lose ics
monopuly over advertisemenes for ceaching posicions in insticu-
tions—will be fucther consideced by che Implemencacion Unic.
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5. Practical Issues of

Schooling

5.0.1  Under che new syscem, a number of practical issues of
schooling will be affecced. This seccion explains che main
implicacions.

5.1 Compulsory Schooling

5.1.1  The curcenc legislacive provisions for compulsory schooling
will cemain unchanged and educadion will be compulsocy becween
che ages of 6 and 15. From | Occober 1989, however, cesponsibil-
ity foc ensuring chae scudencs accend school will pass co a school's
board of cruscees.

5.1.2  Deciding who is responsible foc the suspension and expul-
sion of studencs will be considered furcher by che Officials
Commitcee.

5.2 Curriculum Decisions

5.2.1  There will be a sec of nacional cucciculum objeccives escab-
lished wichin che nacional guidelines for educacion. Optional ele-
mencs possible wichin che nacional objectives will be detecmined by
cthe community and che insticucion working togecher, and will be
expressed in che inscicucion’s chaccer. Parencs and che communicy
will also have a pacc to play in che escablishmenc of the nacional
curciculum objectives, chrough consuleacion via communicy educa-
cion forums.

5.3 Lnrolinent Schemnes

5.3.1  Thecre will be an encolmenc scheme for sceondary schools
available foc use in communities which need co regulace che cacch-
menc aceas for schools. This scheme could also apply o primary
schools where required.

5.3.2  The pucpose of che encolment scheme will be co ensure
chac scudenes can accend a scate school reasonably convenienc co cheir
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hoine, o give parencs maximum chuice, and co make che bese use

of existing school planc. The enrolment scheme will work as follows:

1 a maximum roll will be sec for every school as pact of ics charcer
negotiacions wich the munisery—available accommodacion will
be a significanc, buc noc the sole faccor, in deciding on che
maximum-roll figure

1 wichin che cocal maximum coll, a chreshold roll o accommodace
“home-zone™ pupils will be escablished

1 all pupils living wichin che home zone will be guaranceed
earolment

1 che miniscry will negociace che home zone for 2 school and will
escablish ics cheeshold limic

1 where a school scill has unfilled places afcer enrolling home-zone
pupils and where chere are more ouc-of-zone applicancs chan
chere are places available, these will be filled by balloc

1 once scudents have been admiceed o a school cheic brochees and
siscers can also accend chac school, on the same basis as home-
zone pupils

i chere will be provision to review che home-zone area. and che
maximum-roll and chreshold-roll numbers. and ¢o vary chem if
necessary.

3.3.3  The deails of chis scheme will be fuccher considered by

the Government.

334 Encolmencs o integraced schools will continue co be con-

crolled chrough 2 maximum roll.

4 Home-Based Schooling

J.4.1 Parents will continue to be able to educace their children ac
home, provided chac a scandard of educacion similar co cthac avail-
able in an inscicucion is maincained.

5.4.2  Exempiion (rom cncolmene ac school and subsequent
accendance will be granced by the Review and Audic Agency.
J.4.3 A scandard chaccer for home-based schooling will be used
as a basis for negociacions berween che parenc(s) who wish to
educace cheir child ac home. and the Review and Audic Agency.
This charcer will allow che agency tw mwonicor che scudenc’s educa-
cional progress. and so ensure thac ic is regular and comparable co
chac peovided by insticutions.
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5.4.4  Childeen being caughe ac hame will have che righe o encol
in Correspundence School courses. Their parenc(s) will receive a
home-based schooling allowance based on rhac currencly given co
the parencs of Correspondence School scudents.

5.5 Withdrawal from Existing Arrangements

J.5.1 Groups of parents will be able co wichdraw from an
exisring insticution and sec up a separace one if che parcicular
educacional needs of cheir childcen annoc be met locally.

3.5.2  The patenes will have o represenc ac lease 21 scudencs
and, once cheic charter is approved, the new insdcucon will be
funded by the scace in the same way as ocher insdcutions.

5.5.3  The Parent Advocacy Coundil will assisc parenss in negoci-
ating with che Minisery of Educacion o escablish a new inscicucion
and o have ies charter approved. The seedng up of a new inscicucion
will be a lase resore, and ics charcer muse be consistenc wich nacional
guidelines.

5.5.4  The new insticution may be sec up in buildings wichin an
existing inscicucion, or in an encirely separace locadon.

5.6 The Position of “Special-Character” Schools

J.6.1  The definition of “special-characcer” schools (which cur-
rencly covers incegraced schools only) will be extended to include
kaupapa Maori schools. bilingual schools and ochers where che
Miniscer decides a “special characeer™” exises—such as schools escab-
lished under the wichdrawal or “exiting”™ prowisions of the new
syscem. Single-sex schools, however, will remain a separace cacegory
of general schools.

J.6.2  Spexial-character schools will have cheir own charcer and
board of crustees and, in mosc adminiscacive respecss, will resemble
ocher inscicucions.

J.6.3 The Goveramene will further consider che position of
incegraced schools. in consulcation wich che inceresced parcies.

J.6.4  Privace schools will largely be unaffected by che Govern-
menc’s ceforms of education adminiscracion.
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5.7 Commuenity Schools

5.7.1  Communicy schools are a new concepe which combines
elements of carly childhood educacion, compulsory schooling and
communicy education wichin the one insticucion. Negociations will
be held berween che Minisecy of Educacion and inscicucions wishing
t0 become communicy schools over:

1 the age group catered for

1 che size of che maximum rcoll

T che extenc of che school's home zone.

5.8 Out-of-Sc/)ool Classes

5.8.1  Funding for ouc-of-school classes will be transferred to
inscicudons as pare of cheic bulk grant.

5.8.2 The Implemencation Unic will consider whether this'fu.nd-
ing is to be discributed co 2 wider range of inscicutions chan ic s ac

present.

5.9 Evening Classes

5.9.1  The Govetnment will consider arrangemencs for non-foc-
mal evening education classes when ic has received che report of che
Wotking Group on Posc-Compulsory Educacion and Training.
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6. Making the Change

6.0.1  The changeover to che new system of education adminis-
teacion will cake place on 1 October 1989. The new syscem will
bring abouc marked changes in struccures and organisacions. To
ensure 2 smooth transition from che old co the new, considerable
planning has gone inco the process of implemencacion.

6.0.2  Mencion has alceady been made of che Implemencacion
Unic. This unic (dicected by che chief execucive officer of che
Deparemene of Educacion) will have worcking to it several key
working groups, each responsible for reporcing on macters thac need
"o be consideced as che new syscem takes shape. A separace Officials
Committee (chaired by the State Services Commission) will have
responsibilicy for overseeing matcers connected wich che new non-
minisccy agencies ac the cenece. As mendoned in che [ncroduction.
these cwo bodies will consider the decail and any furcher implica-
cdons of decisions the Government has alceady made. They will
tepore to che Cabinet in cime for any proposals co be included in che
1989 budget round.

6.0.3  Because much of che decail is yet to be resolved, ic is
essential chac evecyone involved is propecly informed of what is
happening and how and when it is going co happen.

6.1 Assistance to (nstitutions and Boards

6.1.1  The Department of Education will escablish a group of
liaison seaff who will visic insticutions and assisc wich charcer deve-
lopment and managemenc advice when cequiced. School inspeccors
and ocher appropriace officers of the department and ocher agencies
will be selected to assise che liaison seaff wich chis work for a
specified period during che tcansicion. This liaison function will
ccase afcer approval of che charcer.

6.1.2  Where insticucions feel unable co manage cheir own affairs
during the fiest cwo years of the new arrangements. the miniscey will
provide “safecy-nec’” assiscance chrough contraces wich ocher agen-
cies. This assiscance will be a cemporary measure only, and will be
paid for ouc of che inscicucion’s bulk grant. The minisccy will call for
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tencders over a1 speatficd geographical arst, o provide seevices
inscicucions who are experiencing adminiscracive difficuleies.

6.1.3  Resource macerials and craining packages will be produced
t0 help boacds, insticutions and cheic communicies to prepare for che
change.

6.2 Assistance to Education Board and
Departmental Staff

6.2.1  Full informacion on che celevane changes will be given to
all scaff ac an early scage.

6.2.2 Saff will be made aware of che possibilicies and options
available ¢o them. The services of trained and committed scaff will
be recained uncil chey are requiced in che new scructuces; chose
whose services are no longer cetained in che educacion syscem will be
provided wich assiscance—wichin exiscing o yet-co-be-negociaced
agreemens—ro find a job elsewhece.

6.2.3  Education board and departmencal scaff will be . offered
help in secting chemselves up as education service centres or in
markecing theic services as individuals. Redeployment and cedun-
dancy negociacions will include che sale of assees to former seaff
wheee chis is appropriace. (Maccers connecced wich chis will be
furcher considered by che [mplemencacion Unic.)

6.3 The Transfer of Responsibilities

6.3.1  Uncil | October 1989, adminiscracive functions will con-
tnue o be pecformed by chose organisacions which pecfoem chem
now. Ac che dace of che changeover chey will pass to che new
agencies. [n parcicular:

1 Boards of cruscces will have cesponsibilities for the running of
inscicucions from | Occober 1989. Bulk granes will commence
ac che beginning of che 1990 school year.

1 Scffing enticlements for the 1990 year will be done by educa-
tion boards; therealter, responsibilicy will pass co the minisery
(who will indicectly escablish scaffing enciclemenes in chac chey
will be cesponsible for funding formulae and che nacional
guidelines).

1 Saffing appointmens in all peimary schools, for vacancies co be
cken up ac che beginning of che chicd ceem of 1989, will be
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mide by the education boards. The boards will casuce chae
schuuls begin the thied cenn fully scatfed. Thereateer, cespunsi-
bilicy for flling vacancies will pass co the boards of truscees.
From | October 1989. all educacion employees will have new
employers; as well, some will move o concrace posicions. The
acrangemencs foc chis move will be fuccher considered by che
Implemencadon Unic.

Cash granes, and che equipping and fucnishing of inscicucions,
will be done in the usual way for the whole of the 1989 school
year. Thereafeer, inscicucions will make cheic own arrangemencs
and funding will be provided chrough che bulk granc.
Maincenance projeces chac were eicher in progeess or approved as
ac | October 1989 will remain che cesponsibilicy of exiscing
agencies uncil each projece is compieted and paid for under che
teems of ies conccace. Thereafter, cesponsibilicy passes o che
individual inscicucion’s board of cruscess.

All capical works chac were either in progeess or approved as ac
L October 1989 will be caken over by che minisery's propeccy
unic.

Ocher ceansfers of cesponsibilicies—for inscance, berween school
inspeccors and che Review and Audic Agency—will be con-
sideted in more decail by the Implemencacion Unic.
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FOREWORD -

A good system of education in iry COunlry must be
sffective on (w0 fronts: on the quantitative level, 10 easure
accass (0 education and equity in the distribuuon and allocation of
resources to various segments of the society. and on the
qualitative level, to ensure that the country produces the skills
nesded for rapid social and economic development. Evidence
2xists t0 show a very high correlation between investment in
education and the creation ot national wealth. Despite the rapid
expansion of the education system over the last three decades in
Tanzania. human resources remain seriously underdeveloped. Too
tfew ol the working populauon have adequate \nowledgz and skills
nezded to meet the demand ot rapid economic development. The
potential impact of new techinologies in agriculture cannot be
realized without skilled rarmers. The shortage of scientists.
engineers. teachers. doctors. nurses and other high level skilled
personnel in agriculture and industry deprives the country the
ability ot adapting and developing new technologies and skills.
based on in-country research and applying the results to the local
producuon of goods and servicas.

The new Government macro policy which emphasizas.
inter alia. increased role of the private sector. continued
liberalization of the economy; provision of essential resources to
priority areas; increased investment in infrastructure and social
sectors and the introduction of cost sharing measures, necessitated
a review and restructuring of the 2ducation system. This Educaton
and Training Policy takes into account various reviews, reports and
recommendations regarding our education system. both intemnal
and external, and ts a guide to the future development and
provision of education and training in this country as we move
towards the 21st Century. The Policy intends w:

. decentralize education and training by empowering
regions, districts, communites and educauonal iastitutons
tomanage and administer education and training;

improve the quality of education and training through
strengthening in-service teacher training programmes; the
supply of teaching and leaming materials; rehabilitation of
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facilities: teacher trainzeg
5 sge physical facilities o -
>Ch3?:\llr:r?1[els-‘ regs:\rch in education and training, and
strrqe;:uminina (he cumculum. $Xaminaudns andceruficadon:

expand tae provision of :ducntiondand }r:xin;:(lg t%g?fah
’ ieralizati [ ion of education g,
eralization of the provision Ot atl :
l::x?d the promotion and strengthening ot AronnaJ and non
focmal. distance and out-of-school education programmes.

. promote science and technology through i.me.nsmcg!:oqaor
vocational 2ducaton and training: rauona.hz.:_mor; of hr:icrsy'
institutions. including the establishment ot po y'terc1 =
strengtheaing science anu lech.mcal educauom.es, L
development of furmal and non-formal program
the training of technologist:

. promote 3CSesS and equity through making ac?ess'o'(?-
basic education available to all citizens as 3 r(Jj;mc Fl::a.l
encouraging 2quitable distribution of e l\j'ca‘:l\?'rls'
institutions and resources. expanding ;r}d ;mg;% lcini§a=t;led
education; screzning tor ‘talenled. gifte Lo
children so that they are given appropriate ‘ure Sl
training. and developing programmes (O ens

egucation to disadvantaged groups:

proaden the base for the tinancing o.t' edulcqlion.ar;quvtggt:\;{\;_:
’ <harine measures involving ndi ;

through cost shanng

communities. NGOs. parents and end - Users. anc:r:lh:gﬁr;

the inclusion of education as an area ol investm

{nvestment Promotion Act.

1 would like to take this opportunity (O c;li_dnilg?;\
communities. parents, local government authontes. in ivi L

NGOs and donor agencies (0 collaborate witk the Govemment in
cealizing the objectives of this Policy.

/
prot. Philemon M. Sarungi (MP)

MINISTER OF EDUCATION AND CULTURE

February. 1995
Dares Salaam.
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* est@blish a Unifi i i
. nified Teaching Service for all teach-

Srasnpgu:s zi:eus;ncw policy measures, there were no significant

ot philosg:a;s and ob)echvcs of education until in 1967

Pl P yofEducaz}on for SelfReliance (ESR) was
uced (0 guide the planning and practice of education

The ohi
a.nde ?(h;l:ézsst);o(dEShR was a sequel of the Arusha Declaration
red the weaknesses of the educati
o unoerse : education syste
re::n“T.hls phllosoghy emphasized the need for curn‘cyulu:
= ;r:.rordq (0 tntegrate theory with the acquisition of
pracucal life skills. Italso urged linkage o feducation plansand

plaCH.CES with ﬂﬂlionﬂl 0Cio- 1 Vi
$0Ci0-econom
: ' ic de Clopmcnt and the

etw

aBnd c;::(el:zvf:r::l :;1918 the govcmmc.nl took several steps
resufc .ot‘ the Arusha Dcsc‘lr;:ar::r: l:r:;g;g;e a%::: tla.ken and
steps lncl.ude.d the Education Acts of 1969 and 193:85' i:;d
(?:::ré?l::';mn Programm_e of [972; the National Ex:\n;in:
- (UPE) { :‘c; No. 21 of 1973; Universal Primary Educa.
S Ed::r;ﬂ{ ¢ Musoma R:sol.ution in [974; the [nstituce
alen i 100 Act No. 12 of 1975 and the [nstitute of

ct No. 13 of [975.

Specifically. the followin

1 gchanges were ef| i
ton and school sysem: g effected in the educa-

Retorms in the school curricula in

: orde
national needs. F [ meet

PREAMLLE

Historical Background

Education is a process by which the individual acquires
knowledge and skills necessary for appreciating and adapt-
ing (o theenvironment and the ever-changing social. political

~and economic conditions of society and as a means by which
one can realize one’s full potential. ln Tanzania. rraditional
education emphasized principles of good citizenship. acqui-
sition of life skillsand the perpetuation of valued customs and
traditions. During the German and English colonial periods.
education provided was restricted to a few individuals ear-
marked to service colonial interests. Immediately afterinde-
pendencein 1961, the govemment passed the Educaton Act
of 1962 to regulate the provision of educadon. This Act
repealedand replaced the 1927 Education Ordinance and was

intended to:

- abolish racial discrmination in the provision of
education;

- streamline thecurriculum, examinations as well as
the administration and financing of education to
provide for uniformity;

« promote Kiswahili as a national language by
making Kiswahili and English media of instruc-
tion in schools:

- make local authorities and communities responsi-
ble for the construction of primary schools and
provision of pdmary educaton;

« More emphasis was given (0 the provision of pri-
mary education by introducing UPE.

« Post-Primary Technical Centers (PPTCs) were in-
troduced.

+ Teacher xaining progammes were expanded.

« Mult-purpose Folk Development Colleges (FDCs)
were introduced as pact of post-prmary training
programmes.

. Abolition of Foreign Examinations and the intro-
duction of National Examinations in the Formal
school system.

« Formalisation of Continuous Assessment atsecond-
ary and teachereducation levels in the examination
system.

« Work was made an integral pant of education.

Primary and secondary education were made termi-
nal'and relevanc to the needs ot the country.

Diversitication of secondary schools (Forms 1-4).

Adultliteracy andeducation were givenmore promi-
nence and tinancial support

Valuntary Agency schools were nationalized.

it



+ Local Education Authorities were tormed o run and
manage prmary schoaols.

* A National Advisory Council on Education was
established.

« School Boards and Committess were established for
secondary schools/teachers calleges and pamary
schools respectively.

« Boath public and private schools wers required to be
registered.

« All cerrificated. licenced and non-licencad teachers
were required to be registersd.

« Tanzania nationals were appointed to head all sec-
ondary schaools, except tor a few gicls' secondary
schools.

- Directentcy forForm 6 leaversto tertiary and higher
educationand training institutions was abolished.

The Education Act Na. 25 of 1978 was passed to legalize
educauon changes that were introduczsd between 1967 and
1978 following the implemenadon of ESR. Changes legal-
ized by the Act included:

« Theestablishmentofacentralized administeation of
schools gave pawers (o the Minister of Education
to promote National Education: an Educational

* Making mandatory the registration and licencing of
teachers.

= Theesublishment of Regional and District Appeals
Boards.

* Empowering the Commissionerof National Educa-
tion ta approve tees for public and private schools.

= Empowering the Minister for Education to prohibit
the use ot cerwin books in schools.

* Empowering the Minister for National Education to
make reguladons for the better carrying out of the
provisions and abjectives of the Act.

{n 1981. a Presidential Commission on Education was ap-
pointed to review the 2xisting system ot'education and propuse
necessary changes o be realised by the country towards the
year 2000. The Commission submitted its Report in Maech,
1982 and most of its Recommendations have been imple-
mented by the Government. The most significant ones were:

* The esablishment of the Teachers’ Service Com-
mission (TSC).

* The esablishment of the Tanzania Professional
Teachers’ Association.

+ The introduction of new curmiculum packages at
pamary. secondary and teacher educauon levels.

wt

Advisory Council was created: the post of the Com-
missioner of National Education established and
every Local Authorty was made a Locat Educauon
Authority.

- [nstitutng restictions on theesablishmentof schools
by requiring owners of schools to get approval of
the Commissioner of Nadonal Educauon and to
have all public and prvate school registered.

. The establisiment of school categories into: Na-
tional Schoals (i.e. all public schools. other than
primacy schools or adult education centres. man-
ag=d by a Local Authority: all Folk Development
Collegzs and all Colleges of Nacional Education).
and Regional Schools (i.e. all pamary schools and
all adule education centres with the former talling
under the direct conteol of the Commissioner of
National Education).

- Making pamary school enrollment and attendance
compulsory for childeen of ages 7 to 13 years.

- Tne centalisation of school curricula and syllabi.

« The establishment of School Boards and Commit-
tees.

« Thezsublishmentof the Inspectorate Departmentin
the Ministey of Nauonal Education.

+ The esablishment of the Sokoine University of
Agriculture (SUA): the Munimbui University Col-
lege of Health Sciences (MUCHS) and the Opea
University of Tanzania (OUT).

« Theesublishmentofthe Faculty of Education (FOE)
ac the University of Dar es Salaam..

« The tormuladon of a National Policy for Science
and Technology.

« The inwoduction of pre-primary teacher education
programme.

» The expansion of secondary education.

[n 1990. the Governmentconsttuted a National Task Force on
Education to review theexisting educadon system and recom-
mend a suitable Education System for the 21st Cenury. The
Terms of Retfereace (TOR) for the Task Force were to:

+ assessthecdticalproblems whicharzinnerentinthe
educadon sector;

« propose. interms of policy. planning and adminis-
tration, an appropaate system which will tacilitace
increased etficiency and etfectiveness;

+ propose appropriate impiementation steategies.

The Repor of this Task Force. The Tanzania Educadon
System [or the 21st Century, was submitted ta the Govem-
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ment in November, 1992. Recommendations of this Report
have bezn taken into consideration in the tormulation of the
Tanzania Education and Training Policy (TETP). All the
changes in education between 1961 to-date were aimed at
improving the quality ot education and strengthening the link
betwezn education provided at all levels and social and eco-
nomic development of Tanzania.

Education and Training .

Education is the procsss of iniuaung and prepanng man
through training. in his environment. to play active roles in
society. [t provides desirable and worthwhile broad and. in
depth mades of thought. skills, autitudes and unders.(:mdmg
needed for the full development of the human thinking and
actions. Education makes man aware of his own patentials and
responsibility to chang= and improve his own condition and
that of his society: it embodies within it science and technol-

ogy.

Science and technology as an aspect of education, is one of
man’s many experiences, ways of lite and of doing things, in
the relentless etfort to understand. manage and hamess the
eavironment. Science and technology is valued in soctety for
its practical achievements. material benetits and logical and
systematic methods ot explaining and doing things. The
application ot scientitic and technological knowledge helps to

cuise the level of human weltare, development and happiness.

viii

improved and more efficient social services. suchas provision
of clean and safe water, heaith and education, will be the
aspiaation of evecy citizen. But in a society, in nesd of
development, set goals of education mightnotbe easily achieved
without a concomitant macro policy to give direction to all
-development plans and actions.

Macro Policy Setting

Tanzania has persistently stressed that socio-economic devel-
opment is only meaningful if it encompasses the needs. expec-
@uons and roles of all the individual beneficiaries of the results
of‘ development efforts in the whole society. On account of
this. the country’s development policy has always aimed ac
combating poverty, ignorance and disease, Right from inde-
pendence. it was realised that the limination of these boale-
qccks of development would lead to improved living condi-
tons and standards and hence to social and economic devel-
opment of the whole nation. [n its urgentdesire to prépiarc the
people for their effective roles in bringing about this develop-
ment. the govemment met all the costs of providing essential
social secvices. including education. However. since the
1970s. the countey has experienced serious economic prob-

lems which led to the deterioration of the economy at the tum
of the 1980s.

(n adc?lressing these economic problems. the government re-
examined its development plans and policies of the 1960s. The
currentspcio-cconomic developmentpolicy and its Swategy of
Economic Recovery Programmes firstintroduced in 1986 are
3 ®sult of the institutional changes that have deen introduced

Education and Development

(herelationship between education and development depends
on the extent to which the kind of education provided and its
methods can mezt the expectations of the individual and the
needs of society. The guiding philosophy of all development
eftorts in Tanzaniais the achievement of self- reliance. Con-
zurrently. the overall purpose of the social. economic and
political activity will continue to be man. thatis.all the citizens
of Tanzania. irrespective ot their colout sex or other back-
grounds. This means that tor Tanzania's development. the
people will continue o depend mainly on themselvesand their
own resources and ettorts, that is. their land. energies and
readiness to work hard. Theretore. Tanz2nia aspices and is
committed to continue tollowing the people<centered develop-
ment and improvement strategy and in doing so.to conczntrate
on equitable und suswinable developmens. The people’s
future higher standacd ot living. in peacs, unity. mutual under-
standing and cooperation. lies in the satistaction of the basic
needs of food. shelter. clean and safe water, eavironment s
well as better performance in agriculture and industry.

The people hope to benefit from improved livestock produc-
tion. judicious exploitation of natural resources, expansion of
industries and raisedquality of industrial products. Significant
moves will be expected in the expansionand turther improve-
ment of commerce and trade. increased use of altemnative and
sustainable energy sources, etficient uansport and communi-
cation systems, and better management and conservatdon of
theenviconment. Expanded self and wageemploymentoppor-
tunities will be the main hope tor young people. Similarly.

in order (o resuscitate the national economy. Given its limited
domesuc resource buse. the government now advocaes:

+ increased role of the private sector, thereby

hrogdeninethe parricipation basein the economy;

« continued liberalization of trade and other sys-
tems;

- provision of essential resources to Erinri(\f areas;

- increased investment in infrasteuctyre and social
developmentsectors, especially health and educa-
tion; .

- the reduction ol syhsidies, and theintroduction of

cost recovery and cost sharing measures where
applicable.

The Context of the Education Sector Policy

The macro policies already stated revolve around issues of
cationalization ot'investment. liberalization. zatrepreneurship.
self celiance. enhancement and integration of development
efforts. Most ot these policies retlect 2 shift from the policy
emphases ot the 1960s to theearly 1980s. whichplacad strong
reliancz on governmentcontrol of the zconomy and the public
sector. [tis thisshittof emphasis which has also intluenc=d the
form and direction of most of the educauon and waining
policies contained in this document. An equally important
aspect o the conte.xt in which this policy document has bezn
prepared is its wide coverage. The educauonal policies tor
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ministies which deal with formal and non-formal educaton
and training have besn accommodated. From the foregoing
shift of emphasis, the broad policies of education and waining
as detailed in thisdocument are as follows:

« Enhancement of parmership in the provision of
education and training, through the deliberate
efforts ofencouraging private agencies to partci-
patein the provision of education, to establish and
manage schools and othereducatonal institutions
at all levels.

* Identficaton of critical priority areas to concen-
trate on, for the purpose of creating an enabling
environment for private agencies {0 participatein
the provision of education, such as, the training of
more and better teachers.

* Broadeningof thefinancial base for education and
training, through moreefTectivecontrol of govern-
ment spending, cost sharing and liberalizaton
strategies.

+ Streamlining of the management structure of
education, by placing more authority and respon-
sibility onschools,local communities, districts and
regions.

xii

structures, plans and practices; to ensure access, equity
and quality at all levels; as well as proper and efTicient
mechanisms for management, administration and financ-
ing of education and training

[n lhc? light of this aspiration. the following basic policies
focusing on issues of establishment of schools and expansion
of education and training opportunities: access and equity:
curriculum, examinations and cartification: teachcrcduc:(ion:
fcrtiary and higher educationand training: educational ﬁnanc:
ing. and management and administration are proposed with the
aim of guiding Formal. Non-Formal, Vocational, Tertiary and
Higher Educauon and Training. as well a5 the promotion of
Sciencz and Technology in the country.

xtv

371

. Emphasizing the provision of quality education,
through curriculum review, improved teacher
management and introduction and use of appro-
priate performance and assessment strategies.

« Strengthening the integration of formal and non-
formaleducadon relationship, by insdtutng points
knowledge comparability and inter-mobility
within the two sub-sectors of education.

« [ncreasing access to education, by focusing on the
equity issue with respect to women, disadvan-
taged groups and areas in the country.

»Facilitadng thegrowthof theculture of education-
for-job-creation and self employment through
increased availability of opportunities for voca-
tional educadon and training.

The Need for an Education and Training Policy

Tanzania has not had a comprehensive education and .:r;ining
policy. The programmes and practices o.t' education and
training in the pasthave beza based on and gund?d by short and
long term development plans. Existing educacdional plans :md_
programmes have emphasized the nesds and de.mands of
formal education and vocadonal waining, with litle or no
regard to the need of inzgratingthese Pl:ms and b‘e(.wecn these
plans and those of non-formal education and traintng.

Government now sees the importance ofan education and
training policy to guide, synchronize and harmonize all
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Chapter 1

AIMS AND OBJECTIVES OF EDUCATION AND
TRAINING

1.1 General.Aims
The yeneral sims und objectives of education and training in
Tanzania dre:

® to guide and promote the development aud
improvementof the personalitiesofthecitizens
of Tanzania, their human resources and efTec-
tive utilizadon of those resources in bringing
about individual and nadonal development;

® topromote the acquisition and appreciation of
culture. customs and  traditions of the peo-
ples of Tanzania;
® to promote the acquisidon and appropriate use
ofliterary, social, scientific, vocadonal, techno-
logical, professional and other forms of knowl-
edge, skills and understanding for the develop-
mentand improvementof the condicionof man
and society;

* todevelop and promote self-confidence and an
inquiring mind, an understanding and respect
for human dignity and human rights and 2
readiness to work hard for personal self-ad-
vancement and nacdonal improvement;
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°® toenable and to expand the scopeof acquisition.
improvement and upgrading of mental, pracd-
cal, productive and other life skills needed to
meet the changing needs of industry and the
economy;

" to enable every citizen to understand the funda-
mentals of the National Constitution as well as
the enshrined human and civic rights, obliga-
tions and responsibilities;

* to promote the love and respect for work, self
and wage employment and improved perform-
ance in the production and service sectors;

¢ to inculcate principles of the national ethic and
integrity, national and international coopera-
tion. peace and justce through the study, un-
derstanding and adherence to the provisionsof
the National Constitution and other interna-
tional basic charters;

to enable a radonal use, management and
conservation of the environment.

1.2 Specific Aims and Objecdves

1.2.1 Pre-Primary Educaton

[nfants andyoungchildren (0 - 6 years old) are cared for and
receive initial education bath at home and in the few existing
day-care centres. kindergartens. aursery and other pre-
schools located mostly inurbanareas. While taking cogni-
zance of the factthatpre-schooleducationis very imporant,

ri

to mould the character of the child and enable

hinvher to acquire acceptable norms of social
conduct and behaviour;

to help the child acquire. appreciate, respect and

develop pride in the family, his or her cultural
backgrounds, moral values. customs and tradi-
tions as well as national ethic, identty and
pride:

to provide the child with opportunities to ac-

quire and develop communication. numerica:
and manipuladve skills;

to prepare the child for primary school educa-
tion.

1.2.2 Primary Education

Themain delivery system tor the basic 2ducation ot children.
ouwside the tumily. is primary schooling. Themajor objective
ol pre-school and primary education is o lay the socio-
cuftural toundations which <thically and mornally charucter-
ize the Tunzznian citizen and nation. [t preparesevery citizen
0 continue on the uneading journey ot litelong education.
traiminyg und learning proczsses. Primary school education is
l'undumental to the strengthening ot higher levels ot educa-
tion. [aving stcong founda tons i scientitic and technological
literacy und capacity and thus ameans o sclt-celiant personal
and nauonal development.

it does not appear cconomically teasible to tomalize and
systematize the catire pre-school education tor this age
eroup.

Govermment.hawever. recognizes that the early years of life
are crtica. for the developmentot a child’s mental and other
potentials and. in particular, its personality development and
“ammation. [ntaness and children are nomally very active.
wam by imitation. emulation and are ever eager (o try out
things and insodaing constantly discoversheirenviconment.

Government. theretore, considers that with the involvement
and cooperation ot prrenes. local communities and non-
governmentzl agencies. possibilities abound for the sys-
tematization and tormalizarion of pre-pamary education for
the § - 6 year old children. However, both pre-school centres
and pee-primary schools will be used. among other func-
tions. to identify children with special learning abilides or
ditficulties und wke appropriate corrective measures.

The aims and objectives of pre-pAmary education ace:

® toencourage and promote the overall personality
development of the child, that is, his or her
physical, mental, moral and social characteris-
tics and capabilities;

® to identify children with abnormal patterns of
development or educational potentials and de-
vise special programmes (or them;

)

The fullowing are the aims und objectives of primary educu-

ton:

* to enable every child to understand and appre-
ciate hisorherhuman person.toacquire, value,
respect and enrich our common cultural back-
around and moral values. social customs and
:r-.xditions as well as national unity. identity.
ethic and pride:

to provide opportunity and enable every child lo
acquire,appreciate and efTeccivel y use Kissahili
and to respect the language as 3 symbol of
nadonal unity, identity and pride;

to enable every child to understand the funda-
men tals of the National Constitution as well as
the enshrined human and civic rights. obliga-
tions and responsihilities of every citzen:

e (0 enahle every child to acquire hasic learning

tools of literacy, communicadon. numeracy and
problem solving as well as basic learning content
of integrated relevant knowledge. skills and
atdtudes needed forsurvivaland developmentto
full capacity;

e topruvide the child with the foundations of self-
inidative,self-advancementandself-confidence;

® to prepare the child for second level education (
i.e secondary, vocational. technical and continu-
ing education):

to prepare the child to enter the world of work.

w



1.2.3 Secondary Educadon

Secondary education refers to post-primary (ormal educa.
tion of fered to persons who will have successtully completed
seven years of primary education and have met the requisite
entry requirements.

The aims and abjectives of secondary education are:

® to consolidateand broaden the scopeofbaseline
ideas, knowledge, skills and principles ac-
quired and developed atthe primary educadon
level;

toenhance further development and apprecia-
tion of national unity, idendty and ethic, per-
sonal integrity, respect for and readiness to
work,humanrights, culturaland moral values,
customs, traditions and civic responsibilides
and obligadons;

® to promote the development of competency in
linguistic ability and efTectiveuse of communi-
cation skills in Kiswahili and in at least one
foreign language;

to provide opportunites for the acquisition of

knowledge, skills, attitudes and understandinz
in prescribed or selected fields of study;

to prepare students for tertiary and higher
education, vocational, technical and profes-
sional training;

to enable both teacher trainees and serving
teachers and tutors to acquire organizational,
leadership and management skills in educadon
and training.

1.2.5 Tertary Education and Training

Tertiary and higher education and trining encompasses all
post-Ordinary Level secondary education leading to
awards of certificates. diplomas and degrees.

The aims and objectives of tertiary and higher education and
training are:
to enable people with the requisite baseline
qualifications to access and benefit from oppor-
tunities of higher levels of inteilectual, profes-
sional and managerial skills;

® to prupare middle and high level professional

human resource for service in the different
sectors of the economy;

® to provide opportunities for intellectual, scien-
tific and technological excellence and high level
performance;

* to prepare the students to join the world of work.

1.2.6 Vocadonal and Technical Educadon and Training
Currently, there are limited places for vocational, technical,
secondary and higher education available to young people
and adults. There is nesd t0 prepare more young people to
access to available job opportunities and to create work and
employ themselves on a self -reliance basis. On the other
hand. there is need tor adults to have access to vocational
education and training.

(9]
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® to inculcate a sense and ability for seif-study,

self-conlidence and self-advancement in new
fronders of science and technology, academic
and occupational knowledge, and skills;

® to prepare the student to join the world of work.

1.2.4 Teacher Education and Training

The teacher is the most imporant actor in education and
training. The teacher organizes and guides students in cheir
leaming experencss and interaction with the content of the
curriculum and promotes. at all times. student initiatives and
readiness for their awn leaming.

The aims and objectives af teacher education and training
are:
® toimpart to teacher trainees theories and prin-
ciples of education, psychology, guidance and
counselling;
® to impart to teacher trainees principles and
skills of pedagogy, creativity and innovation;

® to promote an understanding of the founda-
tions of the school curriculum;

® to sharpen the teacher trainees,’ teachers’ and
tutors’ knowledge and mastery of selected sub-
jects, skills and technologies;

® to impart skills and techniques of research,
assessment and evaluation in education;

The aims and Qbjectives of vocatonal educational and teain-
ing are:
¢ to produce trained and skilled youth and adults
who will provide the needed labour for-
improved performance in industry and other
economic and social service sectors;

® toprovide young and adult persons with oppor-

tunities to acquire skills in production, service,
entrepreneureship and business management;

® to enable the productive and service sectors to
train and develop their human resources.

1.2.7 Non-Formal Education and Training

Non-formal education 2nd training serves a vaciety of leam-
ing nezds of dittzrent groups ot youth and adults in the
population. The basic learning nezds ot young and adult
personsarediverse und may be met through variousdelivery
svstems, such as infarmal education, the different stages of
adult literacy, evening schools. libranes. correspondence,
radio, tefevision and other forms of media and disnce
education.

The aims and objectives of non-formal education and trin-
ing are:

® to enable adults and young people t7 acquire

sustainable writing, reading, communication,

numeracy and other desirable and immediate
useful learning tools;

(P)
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® to promote the acquisition and-applicaton of
learning content such as knowiedge, skills, val-
ues and attitudes relevant(or theenhancement
and improvement of life;

topromotethe appredation and understanding

of nadonal unity and identty, ethic, customs,
tradidons and values of the nadon;

® toenable thoseoutsidethe formal school system
to improve the quality of their life through a
variety of relevant educational and training
programmes;

* to enable people to acquire higher levels of
educadon through part-time studies.

10

system, that is, Formal, Vocational and Professional, and
the.Non-Formal.

2.3 Formal Education and Training System

This system is predominantly academic, ranging from pri-
mary to university level. Over the years, there have been
changes in the formal education system dictated by exigen-
cies operating at the time. A number of studies, coupled with
previous experences, have shown that a change from the
exisung structure of 7-4-2-3+10 6-3-2-3 or 8-4-d wouldnot
necessarly swengthen education, and would require sub-
sandal additional financial resources. The 7-4-2.3+ sys-
tem will remainunchanged.butinadditiontwo years of pre-
primary education will be inroduced. Therefore:

2.3.1 The Structureofthe Formal Education and Train-
ing System shall be 2.7-4-2-3+ (that s, 2 years
of pre-primary education, 7 years of primary
educadon, 4 yearsofsecondary Ordinary Level,
2 years of secondary Advanced Level and a
minimum of 3 years of university education.

Pre-Primary Education

While taking cognizance of the imporuance of pre-school
educauon (0-6 years). it would not be economically feasible
(0 formalize and systematise the entire education spectum
of thisage group. Thenursery. day care cenues, kindergar-
ten, etc. forages 0-4 years will contnue to be not partot the
formal education and taining system. However, possibili-
ues abound for the systematization and formalizaton of
pre-pamary educauon for children of ages 3-6 years. The
pre-primary school cycle will last for two years with no
examinations tor promouon purposes. Iherefore. in order
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Chapter 2

SYSTEM AND STRUCTURE OF EDUCATION AND
TRAINING

2.1 Introducdon

The tem ‘system’ refers (o organized components that
constitute a whole. [n this regacd. the Tanzania Educadion
and Training System comprises a stucture and sequence of
education and training levels through both the formakand
non-formal sub-systems. [talsoconsistsof institutions and
organizations that support or render useful services to the
System. The system has intemnal rationalization and organi-
zadon of programmes and resourcss, especially, human,
tinancial and time, in order to realize the set goals.

2.2  The System

Educadon and Training in Tanzaniais undectaken by all the
minisuies but the main ones for formal and non-formal
educaton are the Ministry of Educatdon and Culture: the
Minisuy of Science, Technology and Higher Education and
the Prime Minister’s Office (Deparument of Regional Ad-
miniscaton and Local Government). The other ministries
are involved in sector-specific professional education and
training. In addition, formal and non-formal educadon is
provided by communities, Non-Govemmental Organiza-
tons (NGOs) and individuals with the coordinaton of
central govermnment ministries. Invariably, these ministries
and agencies carry outthedelivery of education and training
atinstiutions and cenures established forthe purpose. There
are three channels constituting the education and training

It

to broaden the provision of education and to systematize *
pre-pamary education:

2.3.2 Government shall promote pre-school educa-
tion for children aged 0 - 6 years. This educadon
shall ensure maintenance of our cultural values.

233 Pre-Primaryschool education(orchildrenaged
between 3 and 6 years shall be formalized and
integrated in the Formal School System.

Primary Education

Thisis aseven year education cycle. It will continue to be
compulsory in enrollment and attendancs. At the end of this
cycle, pupilscango on with secondary education. vocational
uning or enter the world of work. Therefors:

2.3.4 Primary education shall continue to be of seven
yearsduradon and compuisory inenrollmentand
attendance.

Secondary Educaton

Secondary educadon is sub-divided into Ordinary Level
(Forms 1 to 4) and Advanced Level (Forms § and 6 ). The
Ordinary Level will last for four years while Advanced Level
will last for two years. Students who complete Ordinary
Level secondary education can

80 on (0 the next stage of Advanced Level secondary educa-
1on. vocational training, professional waning or the world of
~ork. \..Vhil.e '(hosc who complete Advanced Level secondary
:dusaugn join either tertiary and higher education and train-
ng insuuons or join the world of work. Therefore:

13



2.3.5 Secondary educationshall continue to be four years
for Ordinary Level and two years for Advanced
Level.

Vocational Education and Training

This type of education and training is associated with acqui-
sition of skills for wage employment. self-employment or
further vocational and professional advancement. [t covers
thecommercial, technical, work-study programmes and appren
tice training programmes undertaken by ministries, NGOs
and private organizations. Currently. there are limited places
for this type of education, The most prominent vocational
education and training institutions include National Voca-
tional Taaining Centres. Folk Development Colleges, Tech-
nical Secondary Schools and Private Vocational Schools and
Cenues. Admission requirements to formal and non-formal
vocational education and taining courses ranges from pri-
mary school leavers (0 anybody with a subsequent level of
education wishing to acquire requisite skills for his/her em-
ployment or self-advancement.

23.6 Gove¢ernmentshall liberalise and give incentves
for the promotion of Vocational Education and

Training.

Trade Schools

Due (0 the great need for craft level skills to cater for the
expanding production and service industry and as a means
of creating job opportunities for employment and self-
employment. trade schools need to be re-introduced in the
educaton system. These post-primary schools will offer
crafts courses such as wiloring. masonry, painting, carpen-
try etc., which will last for four continuous years ending

14

Non-Formal Education and Training

Non-Formal Education can be genenlised as Out-of -School
Education as distinguished from Formal Education which is
[n-School Education. Hawever, either type may include at
cerwin stages some aspects of the other. The non-formal
education and training caters for the informal and adult
education . The fatter includes Literacy, Post-literacy.
Continuing Educaton. and Open University. Essendially, in
non-formal education. it is the student who sets the pace for
his/her studies and there is no stipulation of the duration for
promoton or completion. The results of examinations taken
At various stagss would be used for promotion from one staze
to another. The [nformal aspect of the non-formal education
and training is as old as man himselt. [t is this aspect of
training that has contributed tothe mainstay and existence of
man and has contributed greatly to formal education. There-
foce:

2.39 Non-formal educadon and training shali berec-
ognised, promnted, strengthened, coordinated
andintegrated with formal education and train-
ing system.

with an award o f Trade TestCeruficate Grade {. Successtul
students can join the world of work or continue with further
professional training. Thersfore:

2.3.7 Governmentshall re-introduce Trade Schools
in the educaton system and promote their
establishment.

Polytechnics

[a order to have enough-manpower required for industnal

and economic growth, training for technicians and protes-

sional cadre is needed. Most of the existing vocational and

professional training institutions. which among others. in-

clude Rwegarulila Water Resources Institute . Bank of
Tanzania Training [astitute, National Bank of Commerce
College. [nstitute of Tax Administradon, High Pcecisiop
Technology Centre. College of Business Education, [nsu-
tute of Rural Dévetopment. Post Office Saff College.
Bandari Training [nstitute, Mbegani Fisheries Institutz,
National [nstitute of Transport, and the '.\v!inistryofr\gri‘c_ul-
wre Trining [nstitutes (MATIs). have excess ca'pacmes
both in physical and human resources. which are
underutilized. A shift from the single skills focustoa mulu-
skill(polytechnic) approach will be cost-cffecd-ve anfi more
responsive to national needs. These polytechnics will pro-
vide further training forsecondary schaol leaversand others
with requisite entry qualifications. Therelore:
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2.3.8 Government shall introduce and formalize the
establishment of Polytechnics in the educadon

system.
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Chapter 3

ACCESS AND EQUITY IN EDUCATION AND
TRAINING

3.1 Introduction

Access to education refers to the oppoctunities available to
the arget population to participate in thateducation. whereas
equity refers to the tuirness i the distwribution and allocation
of educational resources to various segments ot the society.
[n examining access and equity in education. issues of estab-
lishment and ownership of schools/colleges: enrollment and
setegtion: provision of educational resourczss and the envi-
ronment in which education is delivered are paramount.
Analysis of govemment efforts to improve ducation from
1961 to-date. suggests that the focus of educational policies
has been on the disuibution and equalization ot education
opportunities through the expansion of the system ac all
levels. Inthe 1990s and beyond. therz is need toce-examine
issues of accessund equity in education within the context of
a changed socio-economic and political environment. [n
educadon. the emphasis now is on the improvement of the
quality of educadon and training provided domestically. the
expansion of education and tr2ining opportunities 0 mez=t the
ever increasing demand for these services. and the control of
the increase of the average per capita education cost and
increased resource tlows to the secior.

3.2 Access to Educadon

For the lastthree decades. centeal covermment planning has
guided the provision of public social servicss. including
educadon. This also meant that policies that guaranteed

L7
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access to education without regard to sex, colour. ethnicity.,
creed or economic status were enforced fairly and effec-
tively. Thecurrenttrendis forcentral planning toaccomodate
the liberalisation and privatisation of the provision of public
secvices.including education. This in turn may result in the
denial of the right to basic education to some citizens.
Therefore. in order to control this possibility: -

3.2.1  Government shall guarantee access to pre-pri-
mary and primary educaton, and adult literacy
to all citizens as a basic right

3.2.2 Government shall promote and ensure equitable
distribution of educational institutons.

Disadvantaged Groups

Despite all siforts to make education accessible. certain
groups of individuals and communities in society have not
had equitable access ta education. Some have not had access
t0 this right due to their style of living.lor 2xample. hunters,
gatherers, fishermen and pastoralists: others on account of
marginalisation, ¢.g. orphans and stcezt children, still others
on account of their physical and mental disabilities, such as.
the blind. the deat., the crippled and the mentally retacded.
Therefore:

3.23 Government shall promote and facilitate access
to education to disadvantaged social and cultural
groups.
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3.2.8 Government shall establish special educadgonal fi-
nancial support schemes for girls and women in
education and training institutions.

3.2.9 Adulteducation programmesshall be designed to
encourage and promote the enrollment and at-
tendance of women.

3.2.10. The school curriculum shail be reviewed in order
to strengthen and encourage participaton and
achievement of girls in mathematics and science
sub jects.

3.2.11. Education and school systems shall eliminate
gender stereotyping through the curricula, text-
books and classroom practices.

3.2.12 Special in-service training programmes shall be
designed and implemented for women teachers.

3.2.13 Government shall encourage the construction of
hostel/boardingaccomodation (or girls in day
secondary schools.

Girls' Educadon

The participation rtes of women have cisen from 47.1% in

1981 t0 45.1% in 1992 at the primary school Level. at the 'O’

evel from 31.6% in 1981 t0 44.7% in 1992.and.atthe 'A’level.
the rise was from 22.3% in 199110 2¢.3% in 1992. The slow
geowth of the participation rates of women at}hese various
levels may be attributed to cultural preferences tor educating

male children, high drop-out rates due © early marringc's a.n.d
pregnancies and celetively low performance levels by gicls in
class and during (inal exnmination{ when compared.to boys.
Therefore. in order to raise the parucipauon rates ot women,
the following policies will he implemented:

3.2.4 Primary educadon shall be universal and compul-
sory to all children at the age of 7 years undll
they complete this cyle of education.

3.2.5 The establishment of co-educational and girls' sec-
ondary schools shall be promoted and encour-

aged.

3.2.6 Government shall’'not deboard existing girls’' gov-
ernment boarding secondary schoals.

3.2.7 Government shall establish girls' day streams in
existing government secondary schools in com-
munities where girls’ secondary education is se-
verely adversely afTected.
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The Quota System
In societies where merit alone does notensure equity, other
methods must be used in order to redress the imbalance
caused by the resort to merit alone in selection. Over the
years. efforts have been made (0 increase the number of
schools and institutions of learning to ensure fair access to
' educauon. These efforts have resulted in greater numbers
ot'children from all sectors of society enrolling and attending
schools. Along with these effors. the quota system for
selecting students into public secondary schools was intro-
duced and is used (o ensure district and gender parities,
However.inherent in the quota system has been its endency
ko push up children with low achievement levels while at the
sames timedenying access (0 the mare deserving anes. Since
the quota system was intended o sotve wmporary problems
of inequiry in education created by historical developments.
and with the liberalisation of the es:ablishment of secondary
schools. the quota syswem has oudived its original purpose,
Theretore:

3.2.14 The Quota System shall be phased out.

Screening for Talented Children

There is evidence that some children have special alents.
There is evidence also that some children are exceptionally
gifted and thacthis is manifested atdifferentages: quite early
for some, late tor others and very late for a few more. ltis
known that Tanzanian schools and most school systems in
the world are not designed to accommodate and assist such
children. Yec it is a desirable educational practice to ap and
nurture such alentsforthe benetitof the children themselves
and the society. Theretore:

21



3:2:15 Qovgrnment shalil evolve 3 machinery to iden
tity :l.nd develop gifted and talented children.

Provision of Resources
[L'IS a0t passible © ¢asure accass and 2quity in educa

wuhouf At che same time easuang the availabiiity and « S
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5ch00l cquipment and ather facilicies as well 3 A

~ . N Ita 22
ttnancial resaurces, Thererqra: $ ddequate

3e2s
16 Government shall ensyre that adequate re.
SOurces are made available and provided to
enhance access' ind equity in education.

School Feedingand Health Programmes

Studeats caacanczaratzon theicsiudizs onalyvifthey ars aori
h_::u:.hy and w2l ted. Studies Rave shawn .‘::s{:ann c;,:.?;:
ton getwesa pentormancs and Ichievement on (h:m¢ '1; d
and -good health and fesding systems on the owner i T:-
rnmm. "A sound mind in a sound bady”, is teye m-d:“ i
s always bezn in the past. Thersfore: e

3.2.17 Covernment shall promote school and col
lege feeding and health programmes.
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Chapter 4

MANAGEVMENT AND ADMINISTRATION
OF EDUCATION AND TRAINING

4.1 Introducdon

The provision of quality education and training is the ulu-
mate 30al of aay-e2ucation 5vsizm. Tais goal. however,
cannot de achicved witiout 3 well zsablisazd 2ad 2tfestive
manag2ment and administeative machinzrv, Curreatly. the
managsment af <ducaion and rainirg (s undzrtaken oy
sawecal ministries. parasiatalorzanizauons 3aad NGOs. Tre
vacous legistations zmpowering minisiries 1nd insittutions
to shoulder the responsidititizs o 2ducaiion and training,
nave litle relationship with the Nationzl Education Act No.
25 0f (978. This .Aci ac2ds to D¢ raviewed in order forit 0
int=grate othercategonzs of <ducation and tratning.. includ-
ing management, admiaisiragon and fin2ncz.

4.2 Education and Training Coordinadon
At pesseat. thers exisis no rationzl institutional mecharism
to promate coardinadon and ailocation o resurces. utiliza-
tion of existing education and tr2ining (zcilities or harmoni-
sation of training progrzmmes :nd awards. [n tais policy
document. Vocational Education and Training Authority
(VETA) is recognizzd as a coordinating organ of vocational
educadon and training and atherargans have bezncrzated o
coordinate tertiacy and higher education and training.
However. the existzacs sndereationof these bodizs coesnot
dzny individual minisiizs th2 cight (0 coardirate theic re-
specuve sectoral educztion endtrutning programmes. [nspite

~
o,

Terdary and Higher Education and Training

Temiary levels ot education and training ar= manag=d and
administzred by diffzreacministries and orzanisations. The
provision of teftiary sducation and training is loasely
coordinated. [n order 0 minimizz duplication and maxi-
miz2 e use Of existing sT0Te (2S0Urs2s in (LS s2Sor. it is
necessacy 0 have national oordination of tertiary and
higher 2ducation 2nd (iniag. Thersiare:

3.2.3 Governmentshall establish organs to coordinate
tectiacy and higher educadon and training .

Formal and Non-Format Educadon

Thzprovisionand manigzmeatofiormalschool 2decation
2nd adult 2ducanon, aas Muerto dez2n the monvpoly of the
govemnment. Tae 2avisagzd liceratisation. 2xpansion and
the qualicative impraovemzals 2t the ore-primacy. orimary.
secondary and tezciaer 22ucaton levels 2nd aduit educa-
don. requirss gr2zeer caardinziion A0w (a2a 2ver berore.
Therstore:

4.2.4 Provision of basic. secondary and teacher

educacion shall be coordinated by the munis-
tries cesponsible for these types ol educacion.

4.3 Decentralization oi Management

Pawers and decisica-making :ntie m2aagemenc 2ad 2dmin-
istration of education ind (haiay have remeined Acavily
conc2acraed 1¢ the Tuaisienal level,  Ademots 1o involve




378

sions. disticts and communities in tie managzment and
ministration of educational iastitutions in their areas of
isdicuon are wanting. yet effective managzmentof etuca-
in and wining necessitates community involvement, Even
sub-sectors where management in educadon and training
s beea decsntcalized. the existing system does not em-
ywe: education managers at lower levels (0 exzrcise au-
nomy in decision making. Therefors:

381 Ministries responsible for education andtrain-
ing shall devolve their responsibilities of man-
agement and administradon of educadon and
training to lower organs and communities.

Register of Educadonal Institutions
[n a decsatralized education management system. it is
imperative 0 have a cegister of educational institutions.
sgistradon of these institutions is inteaded (o easure that
educadonal iastitutions are established according o laid
down regulations and adhersacs (o siipulated standards. [a
addition. a register of educatonal institutions would facili-
wate cational planning and allocation of resources. There.
fore:

32 Ministries responsible for educadon and train.
ing shall maintin and up-date a register of
government and non-government educadon
and training institutions under their jursdic-
tion.
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4.3.4  Education and Training Boards shall be
established for every region, district, town,
municipal and city council and shall be re-
sponsible for the management ol all levels of
education and training in their areas of juris-

_ diction.

Boards of Education Institutions

Managzment and administradon ot education and training
insticutions. including primary schools. has to a large
extent rested in the hands of the heads ot those institutions.
This systemn has excluded community participation and
involvementin the manag=mentof schools. [tisnecessary
torectify this system by strengtheninginstitutional Boards/
Committezs so tha institetional heads hecome dicsctly
answeradle o their BoardyCommittezs. [n addition. pac-
ents are invaluable allies (o the tezchers. Where there isa
good teacher-parent relationship. the develapmeat of the
pupils is enhanczd.  The success of such education and
teaining institutions is 1s much the concem of parents and
commuaities s the teachers. Taersfore:

A

4.3.5  All education and training insdtudons shall
have school or college committees/boards.

43.6  Boardsand Committeesof educadon and train-
ing institutions shall be responsible for man-
agement,deveiopment planning, discipline and
finance ofinstitutions under their jurisdiction.

Land for educadonal purposes
Education and tlining insdtuzio.ns' need Jdcquz(c.land, an
aumosphere of peace and tranquillity and s.u‘c ncnghbo«..;r-
hoods inorder toensure and enhance the provisionof quality
educaton. Fuctheamore. they ne=d adequate land for cur.-
cent ne=ds and for futucs expansion and development. [ndi-
viduals. public and pravate organisations and the commu-
aity in gzneral. have tended t0 encroach on I:n§ :.:m?;rk.:d,
sllocated and demarcated for education and traiaing msmg-
tions and purposes. Tnis problem is fucther Zompounded in
covemment education and tr3ining insdzutionf becagse the
;r:s:nt land laws do not allow the issuancs of land tictes <0
covemmentinsdtutions. [n order (0 safeguard land belong-
ing to education and training institutions from encroach-

meac

4.3.3 Government shall issue rights of occupancy
and land title deeds to both government and
non-government owned education and tratning

inscicutions.

Education and Training Boards

Rzc=ady, there has bezn a rapid expansion of secondary
schools and other education aad taining institutions in che
country. [tis importaat to esablish a compr:hensfivc
management and administradve system the regton.
district. community and institutional levels. Thersfore:
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Saatus and Powers of Education Managers
Sound managzment 3nd administaion techniques are
essential for an effecuve functioning of the =ducation and
taining system and it insticutions. Education managers
and administrators at the national. regional. district and
insdtutional levels should be excenizacsd. highlyqualified
academically and professionally. and have skills in
educadonal managzment and adminiswation. Thzrefore:

4.3.7 All education managers at national, regional,
district and post - primary [ormal edticadon
and training institutions shall have 3 univer-
sity degree, professional trainingin educadon
and management, as well as appropriateexpe-
rience. Education managersat ‘Yard and pri-
mary school levels shall have 3 Cerdficate or
Diploma in education. as well as professional
training in educational management and ad-
ministradon from 1 recognized institution.

Powers and Responsibilides

The E<ucation Act No. 25 of 1978 does aot 2stablish cthe
posts nocdefine the roles of regional and disicict ducation
managers in the minisuy responsible for dasic. secondary
and teacher <ducation. Currendy. Regional and Distric:
Education Otticers (REQs and DEQs) e managsss of
educiton and (raining in their resgective areas. Their
pefarmancs is constrained by lack of detired powers and
saws. inadequate financial resouccss and {acilides. (a
vie'w of the added rESDUTTibHices-1s 2dvocated in this
policy document and the proposed ceczauzlization of



management and administrauon of <ducauon. it is neces-
sary that REOs arnd DEQOs have powers 10 overses and
control the tinancial resources generated and channelled
into the region or district, and on matters pertaining o
educadon and training i their areas of jurisdiction. There-
fore:

4.3.8  All education managers at national, regional,
district and insttutional levels shall be respon-
sible for the coordination of the planning, pro-
vision, management, administraton and qual-
ity control of formal, informal and non-formal
education and training in their areas of juris-
diction.

4.3.9  The posts of Regional and District Education
Officers shall be elevated. These officers shall
haveover-allresponsibty overtheimplementa-
tionofformal,informalandnon-formaleduca-
tion and training policies in their respective
areas of jurisdiction.

School Inspection

School inspection is vital as a means of monitoring the
delivery of education, adherence to the stipulated curricu-
lum and set standards. and ensuring etficiency and quality
in education. The efticiency and ettective.delivery of
education under the decentralized and liberalized educa-
ton system, requires closer monitoring of schools as well
as horizontal feed-back mechanisms between the inspec-
tors and eduggtion agenct anagers and administrators
atzonal, regional and district levels. School inspection has
not been as effective as expected due toinadequate compe-
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4.43  All school teachers shali ensure that they are
registered and licenced to teach in Tanzania
schools.

4.4.4 Al mvnersandmanagersofschoolsandcolleges
of education shall ensure that their teachers
have professional qualifications and are regis-
tered and licensed to teach.
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et personnel, shorage or lack of transport. offices and
oflice equipment. housing. and the ability of the insepctors
to take appropaate and immediate corrective measures

where necessary. Theretore:

4.3.10 The [nspectorate shall be strenghthened and
adequately resourced to monitor the provi-
sion of education.

4.4 Service and Working Conditions of Teachers
One of the most important factors lhatdcterming the quality of
education and training is the quality of its teaching force. Job
satisfaction and the ability of teachers to perfo::m well pr‘ofes-
sionally are key factors in the maintenance o_t the quality of
educaton. [n Tanzania, teachers have expcr}encgd low and
irregular salary payments .lack of properhousing. made.qg:uc
teaching facilides. low status accorded to them and limited
opportunities for protessional devclopqcnt. Although there
have besn commendable improvements in some of the§e areas
s a result of steps taken by the govemmgnt (0 alleviate the
plight of teachers and the teaching profession. 2 lot more can
be done to enhance the professional and individual welfare of

teachers. Theretorz:

4.4.1 The Teachers' Service Commission (TSC) shall
be responsibile for maintaining and controlling
the Unified Service of all teachers towhich they
shall all belong.

4.4.2 Governmentshallensure better terms of service
and working conditions for all teachers.
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CHAPTER S

FORMAL EDUCATION AND TRAINING

5.1 Introductdon

“The present 7-4-2-3% structure of formal school education in
Tanzania comprises 7 years of primary educadon, 4 years of
Ocdinary Level secondary educationand 2 years of Advanced
Level secondary education, followed by aminimum of 3 years
of University education. This structure does not provide for a
formalised pre-primary education. However, apart from this
structure ol tormal schooling, there exist other channels that
charactense post-primary and post-secondary education and
training. [n this document, the introduction of formal pre-
pAmary education in theschoolsystemis advocated. The new
steucture shall thecefore be 2-7-4-2-3+, that is. there will be
two years of pre-primary school education betore the prAimary
school level.

5.2 Pre-Primary Educadon

Formalisadon of Pre-primary Educaton

The non-formalisation of pre-primary education in Tanzania
has, apart from denying children opportunities to prepare for
primary education, resulted in adverse effects on the
delivery, quality, effectiveness and efficiency of education in
gzneral. However. the govemment seés theneed fora policy
on pre-pamary educauon which has hitherto been lacking.
Theretore:

(o
(U5}
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5.2.3  Themediumofinstruction in pre-primary schools
shall be Kiswabhili, and English shall be a com-
pulsory subject.

w
[T
—

Pre-primary school educadon for children of
ages 5 to 6 shall be formalised and promoted in

. Pre-Primary School Teachers
the formal education system.

The lack of a clear policy on pre-school education has also
resulted. among others. in having pre-prAmary schools which
have both trained and untrained teachers. with the latter being
the majority. A faw of the trained wachers have Grade C. B
or A Ceruficates, while the majority have athree to six months
waining in centres run by non-governmental organisations.
Given the Government inweaton to formalize pre-ptimary
education. efficient delivery of this education will require
qualified and competent teachers to ensure quality. The
supply of these teachers will have to be matched appropri-
aely with the demands necessitated by liberalization and
expansion measures of pre-primary enroliments. To this
extent:

Esuablishment of Pre-Primary Schools

The Ministcy of Education and Culture, together with other
minisuies, public and private insdtutions, will handle pre-
school education of children berween O - 6 years. Currently,
there are only 175 centres. Towl enrollment is not docu-
mented as the administration of thesecenuesis noteffectively
coordinated. As we enter the 21st Century. “Education for
All" will eatail expansionary measures to meet pre-school
and pamary encollments. This expansion will have to be
undertaken while at the same time ensuring that quality is
maintained. Both quantitative and qualitative considerations
will demand a lot of inputs and resources. which the Govern-
ment alone cannot shoulder without appreciable support and 5.2.4
contribution from parents and NGOs interested in offering

pre-school education. Therefore:

Government shall facilitate proper training,
availability and developmentof acompetent
cadre of teachers for pre-primary schools.

5.22 Government shall promote, give incentives and 53
liberalize the establishment and management of
pre-primary schools.

Primary Education

Primary School education consists of 7 years of basic educa-
tion after pre-primary. This education is universal and com-
pulsory to ail school age going children in Tanzania. The
primary school cycle begins with Standard One (Std. I) on
entry, and ends with Standard Seven (Std. VII) in the final
year. The main objective of primary education is to lay the

Medium of Instruction

Pre-primary education will serve the preparatory function for
smooth continuation into primary educaton. [t will also
promote the development of communication skills of chil-
dren, Thesetwin funcdons and others. require a strong base
in language development and use which children will need in
subsequent levels of schooling. Children at this level of
education will have to be taught in a‘language which is
commonly used in Tanzania. T 7 .-
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socio-cultural foundations which ethically and morally char-

acterize a nation. This education is intended to enable every
child to acquire broad and integrated knowledge, skills and
undersunding needed for survival. conservation of the eavi-
ronment and life-long education.

Universal Primary Educaton

Enrollment and Attendance -

Since 1974; the Govermmentof Tanzaniahas beencommitted
to the provision of Universal Primary Education (UPE). This
commitmentwas to be realized by the year |977 however, this
objective has notbeen met due to mainly several: bottlenecks
such as poverty. truancy, negative parental attitudes towards

Enrollment data and projections at the primary school level
indicate that in 1992 about 740.000 children aged 7 years
were in Std. [. This figure represents 88% of 7 year olds. It
is projected that by the year 2000, about912,000 ofthe school
going age children would be enrolled in Std. [ This figure
represents 95% of children aged 7 years. These data suggest
that “Education for All”, as endorsed by all countries at the 5.3.3
Jomtien Conference in 1990, cannot be efficiently and effec-
tively implemented unless radical measures are taken to
regulate on age entry and full attendance. Therefore:

education and lack of appreciation of long term person eco-
nomic benefits of education. In addition. the provisions of
Education Act No250( 1978 requiring compulsory enrollment
and continuous attendance have not been enforced effec-
tively, on both parents and school children. Therefore:.

Governmentshall ensure thatall primary school
age children are enrolled and in full attendance.

School Infrastructure and Facilides

5.3.1 Primary educationshall be universal and compul-
sory to all children from the age of 7 years undil
they complete this cycle of education.

At present, the school enviomment at paimary school level is
very poor and non-conducive to leaning, Pupils attend classes
in poorly constructed and ill equiped schools. [tisestimatedthe
70% of the 10,400 primary schools are in a state of disrepair ,
and therefore need urgent rehabilitation. Furthermore essen-
tial school facilities such" as instructivonal materals are in
seriously in short supply. In order to redress this situation:

Establishment of Primary schools

Tanzania will continue to reinforce the provision of “Educa-
uon for All™ as a basic human right. This implies expansion
in enrollments while mainaining quality. both of ‘which
require substantial resources. [n order to meet the envisaged
demands or increased school inputs and resources. measures
will have to be taken to reduce dependence on Governmentin
the esublishment, financing and management of primary
schools. Therefore:

5.3.4 Government shall set and establish standard infra-
structure and (acilides for primary schools
such as desks, educational equipment, libraries,
and instructional materials necessary for effec-
tive delivery of and acquisidon of good quality.

_ . . education.
 5.3.2 The establishment, ownership and management of

‘primary schools shall be liberalized.
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School and Instrucdonal Materals

Inaddition to poor school environment. most primary schools
have few or lack completely instructional materials. [n most
primary schools, there is anacure shortage ot exercise books.
textbooks and teachers’ guides. More attention will be di-
rected towards the production and distribution of instructional
materials. Furthermore. local production and supply ot in-
structional materials of the rzquired standards will be encour-
aged. Therefore:

5.3.5 Owners of pre-primary and primary schools shall be
responsible for the provision of adequate insoructgonal and
school materials approved for use in schools.

Teacher Qualifications

Parallel to the gzneral expansion of primary school
earollment through UPE. there has bezn a great increase in
the number of primary school teachers trom 28.783 in 1974
0 98.174 in 1992. About 30% (29.830) of these teachers
are Gade A (Form 4 plus 2 years ol teacher education) and
70% (68.344) are Grade C/B (Std. VII plus 2 years of
teacher education) teachers. Most Grade C/B teachers have
neither a satistactory knowledge base in academic subjects
nor an adequate protessional training. Although the com-
mitment to teaching of Grade C/B teachers. especially in the
rural areas. has bezn commendable. there exists the neces-
sity to raise the level ot primary school education through
the deployment ot more academically and protessionally
qualitied teachers. Theretore:

5.3.6 Minimum qualification for a primary school
teacher shall be possession of a valid Grade A
Teacher Education Certificate.

K1

ments, the new environment has necessitated new modalites
for expansion, ownership and management of secondary
schools. In order to meet the challenges of this social demand
for education beyond the primary level. the following policies
will guide the future provision of secondary education:

54.1 Government shall ensure that the expansion of
exising secondary schools and new secondary
schools adheres to set government plans for the
expansion of secondary education.

w
-
[

Urban, district, town, municipal and city coun-
cils and authorities, NGOs, communities, indi-
viduals and public institutions shall be encour-
aged and given incentives to establish, own,
manage and administer at least one secondary
school in each YYard (Kata) in their areas of
jurisdiction.

School Infrastructure and Facilites

The social demand for secondary education has of late been
characterised by the rapid increase of government and non-
government secondary schools in many regions and districts.
Most of these schools have been established and registered
because of political pressuresor incompetitionamong groups
ot parents. NGOs or local leaderships at the regional and
distnct levels. Very often. ceruficates tor registation have
been granted without first meeung the set minimum intra-
structure requirements for a secondary school as provided in
the Guidelines for establishing such schools. This has re-
sulted in sub-standard school intrastructure and a decline in
the quality of secondary education. Theretore:
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Medium of [nstrucgon )

At pamary school level. full developmentol language skills
is vial for a fuller understanding and mastery of knowledge
and skills implied in the primary school curriculum. Children
2 this level of education will continue to be wught in a
language which is commonly used in Tanzania . Therefore:

5.3.7 The medium of instrucdon in primary schools
shall be Kiswabhili, and English shall be a.com-
pulsory subject.

5.4 Secondary Educadon

Secondary school education cefers to that full programme of
education provided in accordance with Government approved
curricula and availed to students who will have completed
primary education. [n Tanzania, formal secondary school
education consists of two sequential cycles. The firstcycle is
a four-yess Ordinary Level (O-Level) secondary education,
while the secondcycleis a two-year programme of Advanced
Level (A - Level) secondary education. The O - Level cycle
begins with Form | and ends with Form 4, while A-level has
Fo}m 5 and Form 6. One of the main objectives of secondary
education is to provide opportunities for the acquisition of
knowledgs, skills and understanding in prescribed or sc'lectcd
subjects of study soasta prepare students to join institutions of
vocational and professional training. tertiary and highereduca-
tion.

Expansion of Secondary Education

The implementation of UPE has created unprecedented social
demand for secondary education. Whereas the focus in plan-
ning the expansion of secondary education was previously
pegged on centrally planned national manpower require-
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543 Owners and managers of all secondary schools
shall ensure that standard infrastructure, facili-
ties,equipmentand instructional materials nec-
essary for effective and optimum teaching and
learning are of good quality, available in ad-
equate quantities and are regularly maintained.

Teacher Qualifications

Qualification of teachers and their abilify to perform well in
the classroom is a key factor in improving the quality of
education. At secondary school level, Government schools
are aught by diploma and graduate teachers.  Diploma
teachers are expected to teach in Forms | - 2. while graduate
teachers normally teachin Forms 3 - 6. The situation in non-
government secondary schools is yet to conform to this
standard. Mostnon-govemnmentsecondary schoolsarestaffed
by untrained and under-qualified teachers. mainly individuals
who have completed Form 6 and failed to qualify for further
education and training. The management of such schools is
violating Govemmeat regulations on the staffing ot second-
ary schools. As a result. most non-government schools turn
out students who have no exposure (o the expected level and
quality education as mandated in the secondary school cur-
riculum. [n order to 2nsure parity and equity in all secondary
schools:

544 The minimumqualificadon for asecondary school
teacher in both government and non-govern-
ment schools shall be possession of a valid di-
ploma in educaton obtained from a recognized
institution.

a1
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Teacher Training and Retendon

The gross teacher output from Teachers Colleges and the

Faculty of Educaton at the University of Dar es salaam is

approximately 15.000 teachers per year. At secondary level.

our secondary schools have a low student-teacher ratio (STR)
of 17:1. compared to an average of 23:1 in sub-Saharan

Africa. These ratios indicate an apparent under- utilization of

“most of our secondary school teachers, Computed at STR of

28: 1. there was a surplus of secondary school teachers of not

less than 1,254 in 1992. Despite this apparent surplus. r2al

figures show an acute shortage of teachers in rural secondary
schools and for technical subjects.the sciences, mathematics,

English and geography. Attrition rate for science and techni-

cal teachers s high because these teachers have academic

qualifications which are in great demand in the private sector
and parastatal organisations. where fringe benetits and remu-
nerauon are higher than in secondary schools. In order to
arrest this attrition:

-

545 Owners and managers of secondary schools
shall train, have access to and ensure the avail-
ability of well trained teachers , conducive and
attractive working conditions,and furtherdevel-
opment and improvement of teachers.

Books and Library Services
In most secondary schools, there is an acute shortage of text
books. For example, one textbook is being shared among 10
students. Newly established public and private secondary
schools are worse off in terms of textbooks, reference books
and supplementaryreaders. [n addition, most of these schools
do not have libraries at all, and those which' have, such
libraries are not adequately stocked with books. In short,
school library services need to be improved and emphasized.
Hence:
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the basis of a pre-set national standa
performance in the

Examination.

. rd cut-off pointof
National Primary School Leaving

Selection to Form 3

C.n'tcn'a for selection of students into Form 5 has hitherto bee
different in government and non-govemnment seconda ;
school§. [n public secondary schools, a student is selected c;:
the basis of good performance in the subjects comprising the
A-Level subject combination over and above, atuining at
least (hrcg credits in the Certiticate of Secondary Educnfion
Examination (C.S.E.E). In the case of most non-government
s.ccondar.y schools. there is no strict adherence to these Guide.-
lines Thns. non-uniformity in the selection procedures consti-
tutes amajor problem of quality in education ac the Advanced
scco.ndary school level. More so when minimum admissio
fequirements (o institutions ofhigher leaming such as univcrl:l
Sities 1s passession of appropriate credits a O-Level. In order
1 ensure the quality of entrants at this level: .

5.4.8 Selection and enrollmentin Advanced L evel second-
ary educationshall be based on prescribed perform.
ance levelsin the relevane A-Levelsubject combina-
tlors. after attainment of appropriate credits in the
Cerdificate of Secondary Educaton Examination.

Medium of Instructon

Currently, English is che medium of instru
school level and most instructional
rjnt:rjiajs.avaxlablc acchis levelare als
Situauon is likely to remain so fora long ume in the foreseab,
t'utur_:. In this policy document. it has been proposed th 5
English be wught as a subject from Sid. [. y

lczion at secondary
meqla and pedagogical
Ownttenin English. This

[t is. therefore,

5.4.6 Every secondary school shall have a library, ad-
equate stock of books and well trained and compe-
tent library personnel.

Selection to Form 1 ‘ '
Selection and earollment of primary school leavers into
secondary schools has for a long time been regulated by the
quota system for govermment secondary schoo_ls. .ln non-
sovesament secondary schools, sélection examinations ad-
;inis(cred by indi vidual schools to their own applicants and
the ability of parents to pay fees is th; nocm. Although the
quota system has been used for a long time now asa means of
equitable selection of primary school leavers into secondary
schools. there is ample evidence that the system has allow.ed
into secondary schools low achievers in some districts while
high achievers in other districts are leftunselected. To some
extent. this system has had a negauve effect on the qua.hty of
secondary education in the country. [n addition o ths. the
Primary School Leaving Examination (PSLE), which is used
as the major device for selection. varies across the counury.
Moreover, the operation of the quota system utilizes ghffgrent
cut-off points on the PSLE which also differ from distnict to
district. In view of the plan by Government expan.d both
government and non-government secondary schools in both
urban and rural areas, a high peccentage of prmary school
leavers will have more access (0 seconaary education than
was the case before. In order to improves the qualicy of
education and to ensure quality of entrants to secondary
education, a common criterion for selectingzstudents into
Form | secondary education need to be adopted: Therefore:
5.4.7 Selection and enrollment in O-Level government
and non-government secondary schoolsshall be made on

43

expected that atthe end of seven years of primary educaton,
pupils will have acquired and developed adequate mastery of
this language, both spoken and wrinen, 0 cope with the
English language proficiency demands at secondary, post-
secondary levels and the world of work. Therefore:

5.4.9 The medium of instruction for secondary education
shall continue to be English except for the teaching
of other approved languagesand Kiswahili shall be
acompulsory subject up to Ordinary Level.

5.5 Ministerial Placement of Teacher Education
Teacheveducation and training programmes aim at produc-
ing and supplying qualified teachers to the total school
system. In principle, pre-primary and prmary schools de-
ploy teachers with Cerficates in Teacher Educadion while
secondary schools are usually staffed by teachers with either
a Diploma in Education or a University Degree in or with a
bias in Education. In mostschool systems, teacher education
programames are placed under tertiary and higher educaton.
In Tanzania, this has not been the case due to historical and
experiential reasons. In order to ensure and plan for the
adequate preparation and supply of teachers for pre-pa-
mary, pAmary and secondary schools:

5.5.1 Government teachers colleges offering courses
leading to Certificate in Teacher Educadon or
Diploma in Teacher Education shall contnue to
fall under the ministry responsible for primary
and secondary educadon. Teacher educadon
courses leading to adegree in education shall be
designed and offered by institutions of higher
education and training.
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Teachers for Special Needs in Educadon

Children with special needs in educauon. apant from other
disadvanuges. also suffer from inadequats access to educa-
uon. For those who are in school. they expesieacs a serious
lack of qualified and competent wachers.  Most courses
offered (o teachertrainess rarely ke into account the nesds
of the ever increasing population of such childrea. Greater
attention on both the trainess and the tawness has Seza limited
(0 the interest and requirements of aomal childrea. [n order
to redress this situation. effors nesd o be tkzn 0 tune
admission criteria to a diversity of siudeaws. Tnerefore:

5.5.2 Admissioninto coursesoffered in teacher educadon
institutions shall take into account the necessity
for teachers of children with special needs in
education.

Esublishment of Teachers Colleges and Teacher Supply
Thequality of teachers. animprovement of the teaching and
leaming environments. the availability or supply of reguisite
good quality resources and matenals. as well s the introduc-
ton of more attractive terms of service. remunenauon and
inceative packages tor teachers will. to a large exient,
determine the extent to which education can atctand rewin
good quality teachess in the tuture. The desire to tormalize
pre-primary education. to universalize primary ¢ducation and
to meet the social demand forexpanded provision of 2 good
quality secondary ¢ducation, has brought with it the urgznt
need for training more teachers. [t is imperative, therefore,
thacthisdemand tormore qualified and compe:zatteachers be
matched with a parallel expansion of teacher education and
teacherimprovement programmes. The shortage of eachers
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no special training to teach actzachess colleges. This situation

has to change in order to create a competent cadre of utors (o

prepare teachers for primary schools, secondary schools and

teachers colleges. Tnerefore:

5355 Minimum qualificadon (or tutors at certificate
and diploma level teachers’ courses shall be the
possession of a valid university degree, with the
necessary relevant professional qualificagons and
specialization.

wy
w
(=,

Tanzania Insdtute of Education (TIE) shall es-
tablish facilides and programmes (or oraining
and further professional development of tutors
of teachers colleges.

Entry Qualificatons to Teachers Colleges

At both pamary and szcondary levels, teachers’ quality and
professional competence is vital for the 2fficiency of primary
and secondaryeducation. In ordzr o improve the qualicty and
competence of pamary and secondary school teachers. it is
necessary forthe Governmentto rase the entry qualificadons
of prospecive teacher trainess. These rainess should also be
required to specialize in specified subjects for theic own
professionaidevelopmentand future self-advancement There-
fore:

5.5.7 Minimum admission requirement for the teacher
education cerdficatecourseshall be Division [TI of
the Certificate of Secondary Education Examina-
tion while for the diploma teacher cerdficate
course, mjnimum entcy qualificacionshall be Divi-
sion [0 in the Advanced Certdficate of Secondary
Educagon Examinadon.
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Training and Retraining

Teacher professional development constitues an imporant
element for qualicy and efficiency in education. Teachers
nezd (0 be exposed regularly to new methodologies and
approaches of teaching consonant with the ever changing
environment. The waching effectiveness of every serving
teacher will thus nezd to be developed through planned and
known schedulss of in-service training programmes. There-
fore:

5.5.10 In-service training and re-training shall be com-
pulsory in order to ensure teacher quality and
professionalism. .
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The Teaching of Languages

Language is the most imporant communication tool for ac:
cessing cognitive skills. knowledgzs. wechnaologies. atutudes
and values. Language teaching will continue to be an esseatial
aspect of education. The focus will be on  Kiswahili and
English. Mastery ot Kiswahili consolidates Tanzanian culture
while the Enclish languzge will acczss TanzZanians o knowl-
cdge. understanding. science and technology. andcommunica-
tion with other countries. Kiswahili and English will be
compulsary subjects at the primary and secondary school
levels. [twill also be necessary forall teachers o have mastery
and agility to eftectively communicate in the (wa languages.
Other languiagzs may be ottered as optional subjects. There-
tore:

6.2.2 The teaching of Kiswahili, English and other foreign
languages shall be promoted in the whole educagon
and training system.

6.2.3 Kiswahili and English shall be compulsory subjects
forail students from pre-primary to Ordinary Level
secondary education. Training in communication
skills through English and Kiswahili shall permeate
the whole education and training system.

Science and Technology

[n order 0 survive. mun has to inwuct with the enviconment
throuch the 2pplication of scieacs and technology. The school
has an impoaant role (0 play in imparting knowledg2 and skills
o science and techinology. [nthe scaool cumculum, emphasis
~ill be on the (ezching of mathematics, science and technical
ubjess. including computer studies in Order 10 promoce tech-

Chapter 6

SCHOOL CURRICULA, EXAMINATIONS
AND CERTIFICATION

6.1 [ntroduction

Any school system must have a cumiculum. A curiculum
encompasses tour major dimeasions: the 2ims and objectives
dimension. in which the purpose of the cucmiculum is speci-
fied: the subject matter dimension, in which the content is
spelt out: the activities dimension. in which the vadous types
of teaching and leaming proczsses are given. and the assess-
mentdimension. in which the techniques by which attinment
is measuredurepravided. Schoolcurmiculaaredeveloped and
implemented in order to realize the stated general and specific
aims and objectives ot education and tmining at various
tevels. Currzntly tormal and centralized school curmicula exist
atthe various levels ot educationexcegtthe pre-pamary level.

6.2 School Curriculum

The formal school curriculum will focus on the teaching of
languages. science and technology. humanities and life skills,
The emphasis in these broad tields will permeate throughout
the pre-pamar.praimary. secondary and teacher education lev-
els. Theretore:

6.2.1 Tanzania Institute of Education (TIE) shall be re-
sponsibleforpre-primary, primary,secondaryschool
and teacher educadon curriculum design, develop-
ment, dissemination, monitoring and evaluation.

5t

nological and scientific development. The teaching of these
subjects will permeate and cut across all other subjects in the
formal school curiculum. Science and technology is crucial in
socio-economic development and evea mors so in unde:-
developed countries like Tanzania. The development and
promotion of science and technology will require intra. inter
and extra- ministerdial cooperation. Realizing this fact, tie
Nauonal Commissionof Science and Technology (COSTZCH)
has besn established for the purpose of promoting and coordi-

naungscience and technology in the country. [nordertodic
efforts towards this aspiration. therefore:

6.2.4 Science and technology shall be essential compo-
nents of educadon and (raining in the whole

education and training system.

Humanities

f—{um&mlics help to form the citizen and promote unde:stand.
ing of the seif. society and its culwure, civic fights and obliga-
tions, soverament. intermational peace and undersunding, a:qd
the cavironment.  Specific subjests falling in this group of
studies include history, geography. general. social a;ld c:-zvi-
ronmental studies. civics. economics. commercte, account.
ncy. music. plastc and performing ans. games and sporss.
These subjects will characterize the school curticulum ac all

levels. Therefore:

.2.5 The teaching of humanities shall be promoted in the

whole education and training system.

6.2.6 The teaching of civics and social scudies shail be
compulsory from pre-primary school to Ordinary



Level secondary education and their components
shall permeate the whole education and training sys-
tem.

Life Skills

Every human being needs some basic life skills in order to
survive. Such skills fall into five broad categories ot envicon-
menal skills, personal health skills, job creation skills. social
orcommunity skills and family skills. Some of these skills are
obuined through the informal and non-formal education and
training systems. Therefore, the school curriculum will
include such skills as carpenty. crop and livestock husbandry,
pottery making. smithing, masonry, painting. home econom-
ics. and technical skills among others. Hence:

6.2.7 The curriculum at all levels of education and training
shall emphasize and promote the merger of theory
and practice and the general application of knowl-
edge.

Pre-Primary Education Curriculum

At pre-primary education level, there has been a number of
agenciesdeveloping curriculum for theirown schoals without
central coordination. [ this practice is allowed to continue.
it will bedifficultto ascertain curriculum balance, continuity,
maintenance ot nationul standards and achievement of the
objectives of pre-prmary education. [t is, therefare, neces-
sary to have centeal coordination and control in content
selection. organization. implementation and monitoring of
the pre-primary education curriculum. Inorderto mulizclhis
objective:
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to Ordinary Level secondary education

Secondary Education Curriculum

At the secondary educadon level, the curriculum is mostly
subjectcentred and does not respond easily o the ever-
changing socio-economic development. Frequent additions
of new content to the curriculum overloads its content. ' In
addiuon, secondary education does not adequately meet the
learning needs of students aad their career choices. Students
are placed prematurely into vocational programmes which
might not meet their future career preferences. Besides. the
instructional process does not enable students to master both
vocational and cognitive skills at the end of the cycle, thus
rendering them incapable of undertaking self and direct em-
ployment in the formal and informal sector. In order to
promote the realisation of secondary education objectives:

6.2.11  Tanzania [nsdtute of Education shall;

a)  continuetodesign,develop, review update
and monitor the implementation of sec-
ondary school curriculum;

b)  mergetheoryand practiceinthe Ordinary
Level secondary school curriculum.

Teacher Education Curriadum

The training of certificate and diploma level teachers has
pamarily been the responsibilicy of the Government. The
initiative to liberalize the establishment, ownership. adminis-
trauon and financing of teachers colleges will continue (o
require a centralised curriculum, its coordination and monitor-
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6.2.8 Tanzania Institute of Educadon shall design and
develop national curriculum guidelines for pre-
primary education.

Primary Educadon Curriculum

The pamary schoolcurriculum hasbeen revised since 1992
leading to the reduction of compulsory subjects from thirteen
to seven. These are Kiswabhili, English, mathematics, social
studies, science, life skills and religious instructions . In
addiuon, the curriculum is expected to balance the require-
ments of the majority of children, who do not proceea to
secondary education. with the requirements of those few
who proceed to secondary education. [n order to ensure the

realisation of the objectives of primary education:

6.2.9 Tanzania Institute of Education shall design,
develop, monitor, review, and update the pci-

mary school curriculum.

The Teaching of English and Kiswahili
In Tanzania. English language and Kiswabhili are used for
official and commercial business, with English dominating

in intemational commerce and business. [n recognition of

this fact. English and Kiswahili are taught as compulsory
subjects from Std.III 1o Form 4. However, it has become
increasingly apparent that the levels of student and teacher
knowledge and proficiency in English and Kiswahili in the
education system need to be improved. It is therefore felt
that children be introduced to these languages as early as
possible in their school life. Hence:

6.2.10 English and Kiswahili languages shall be taught
as compulsory subjects (rom pre-primary school
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ing. Therefore:

6.2.12 Teacher education curricula for all certificate and
diplomalevel coursesshall be designed,developed,
monitored and evaluated by the Tanzania Institute

of Education.

Block Teaching Practice

Due to inadequate transport facilities and financial resources.
the essential practical training components of Single Lesson
Teaching Practice (SLTP), Demonstration Lessonsand Block
Teaching Practice (BTP). have not been adeguately imple-
mented. This situaton has led to the production of inad-
equately trained teachers. [n order to redress this trend:

6.2.13 Block Teaching Practice shail be mandatory to
every teacher trainee and adequate financial pro-
vision shall be made by owners and managers of
teachers colleges [or the (ull duration of the pre-
scribed practice teaching period. -

Teachers Resource Centres

Teachers Resource Centres (TRCs) are crucial growth poles
for teachers’ academic and professional development and
improvement. TRCs promote teacher innovaton and im-
provisation in methods of teaching, preparation of teacher-
made instructional materials and aids. and facilitate the ex-
change of professional ideas and experiences. Therefore:

The establishment, development and use of
Teachers Resource Centres shall be promoted.

6.2.14
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6.3 Examinadons and Certificadon

Examinations are intended to monitor. evaluate and reintorce
the realization of set aims and objectives of education and
curricula. Theyarealso used to monitor the proper implemen-
tation of the cumcula.and to measure student progress and
achievement for certification and selection for further educa-
tion. training and employment.

National Examinations

Ateachlevel of education, a variety of teacher-made tests and
examinations are ottered to suit various specific educational
purposes. Most of these tests are administered for formative
¢valuation while others are for summative evaluation. Within
the p!-imary school cycle, there are at present two official
examinations which are conducted on a large scale, at the end
of Sld. [V and Std. VIL. The Std. IV examination is conducted
regionally to identity pupils’ mastery of the 3Rs and the
results thereof are used to make decisions tor promotion or
repetition.  The Scd VI[ examination is a Pamary School
Leaving Examinaton. marking completion of the prmary
education cycle and it is used for selection of students into
secondary education.

Similarly. within the secondary school cycle. there are three
official examinations conducted on a large scale. The Form
2 Examifmion is essentially used for diagnostic purpose and
for Continuous Assessment in the O-Level secondary educa-
l.ion. The Form 4 and Form 6 examination mark the comple-
tion of the secondary education cycles. The results of these
two examinations are also used for selection of students for
ftfrther formal education, training and direct employment.
Since alltheseexaminations are administered on a large scale
and in order to maintain theirquality, it is essential to control
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6.3.3 The National Examinations Council of Tanza-

nia shall be responsible for the design, regula-
tion, conduct and administration of Nadgonal
Standard VII, Form 4, Form 6, and Teacher
Education Certificate and Diploma Examina-
tions.

Cerdficadon at Secondary Education Level

Since 1976, assessmentof academic work for studentscom-
pleting formal secondary school education has comprsed
two components: Continuous Assessment (CA), which
carries a weight of 50%, and Final written Examinaton (FE),
which also cames a weight of 50%. Concurrently, prvate
candidates’ academic pertormance has beenevaluated solely
on the basis of written examinations. This system of certifi-
cation shall continue. Therefore:

6.34 The basis for certification of Form 4 and Form
6 graduatesshall be condnuous assessmentand
the results of final written examinations. Pri-
vate candidates shall be certified on the basis of
results of final written examinatons only.

Cerdficadon at Teacher Education Level

Teacher education aims at ensuring and promoting profes-
sional competence. Final assessment at this level is by
commulative results in final written examinauon and termi-
nal tests for the theoretical part of the training. Practcal
raining is only assessed through SLTP and BTP. and the
results of this assessment are used as a partial basis for
ceruficate and diploma awards. [n order to ensure the
prominence of practical craining methods in teacher educa-
don:
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their design, conduct. administration and the use of their
results. In view of this. the following policies will guide
regionally, zonally and nationally administered examina-
uons:

6.3.1 There shall be centralized examinations at the end
of Standard VII, Form 4, Form 6, and Teacher
Education Certificate and Diploma courses.

6.3.2 Standard VII, Form 4 and Form 6 examinations
shall mark completion of primary and secondary
education cycles and the results of these examina-
tions shall be used for selecton of students for
further formal educationand training, and also for
certification

TheNadonal ExaminationsCouncilofTanzania(NECTA)
Dealing with examinations which are developed and con-
ducted onalarge scale in general. and national examinations
in pamicular, is a very sensitive and delicate underuaking.
Examinations affect people and touch on their lives. and it s
difficult to completely free them from criticisms that are
directed at their design and development: conduct and ad-
ministration; marking and processing of results: grading and
award and release of results. Considering these demands. it
is obvious that efficiency in handling national examinations
will require a special type of human resource and institution.
The type of human resource required must be highly quali-
fied and academically competent: skilled in specific work
areas and disciplines; and of a high degree of integrity.
Equally important is the need for a competent institutional
framework and equipment within which this human resource
can operate effectively. Therefore:
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6.3.5 The basis for certificadon of teacher trainees
shall be continuous assessment, Block Teaching
Practice and final written examinadons.

Examinaton Results ) _
Releasing examinations results to candidates and the public

in general.isa fulfillment of transparency .and.acc.ountabilily
requirementon the part of the examining institions. Apart
from diffusing tension and anxiety that prevfllls among
students, teachers and parents alike. examinations results
also act as a feedback mechanism to the overall functioning
or dystunctioning of the education process. On the other
hand, cenified examination results are nommally used by
employers and institutions of further education and training
25 one of the criteria for selecting applicants to relevant posts
and training opportunities. [n order to foster public confi-
dence in examinations and certification:

6.3.6 Results of Primary School Leaving, Form [V,
Form VI and Teacher Educatdon Nadonal
Examinadonsshall becertified and madepub-
licin an appropriate form.

Examinaton Cycles )
The administcation of examinadons involves many people.

particularly during the pedodofsicingand mnfking. For thi.s
ceason. sufficient notice should always be given (o candi-
dates. teachers and supervisors in orderto provide adequate
time for planning, preparadon and efficient conduct and
processing of the examinations. Similarly. designing and
developing the examinations. as well as printing and distrib-
wing them to various centers requires ample time.  For
efficienc management of various pre-examinauon and post-
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€xaminaton activities:

6.3.7 All Nadonal Examinadons within the formal
school system shall be conducted at specified
regular cycles.

Foreign Examinations

Sincz 1971, Tanzania has bezn conducting her own national
examinations. Examinations of the Cambndgz Local Exami-
nauons Syndicate were first replaced by those of the East
Afrdcan Examinations Council and therezfter the current
Centiiicatz of Secondary Education (CSE) and Advanced
Ceruficate of Secondary Education (ASCE). The City and
Guildsof London Insutuwe sxaminadons were replaced by the
National Technical Examinations. The Royal Society of Arts
(RSA) examinations were replaced by the National Business
Examinations NABE). However, there ace still czain other
foreicn examinations which have remained 0pen to either
non-nationals or nationals. These examinations nezd 0 be
coordinated and supervised by one cenwral agency. Therztore:

6.3.8 National Examinations Council shall be the sole
body which shail permit, administer and super-
vise foreign examinations in Tanzania.

Certification

[n order to guarantes authenticity in examination and certifi-
cauon. there is nesd tor regulating matrculation and zquiva-
lenciesof certificates gained by certain individuals trom other
school systems. With regard to local certiticates. control for
authenticity and against possible fargery must be exercised
and monitored. Theretore:
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6.4.1 Educational Research and Evaluagon Units shall
bestrengthened and adequately resourced.

K
6.4.2 Government shall establish, maintain and re.

source a National Documentation and Dissemi-
nagon Centre for Education,

6.5  Library Services

A library is a collection of books. joumnals. films. recordings
and other literary and audio visual materals documc:ucd angd
stored for retrieval and use by the public and authorized
persons for reading. listening and viewing. Libades promots
rc:d:.:ship and enlightenment and sustain litcracvp As ;
.(c:c'hxf\g and leaming resource, the library is crucial t';)n; access-
ing mtorma;ion. knowledgs and skills, A good lidrary ser':i:-
is ch:mczcnzcd by the presence of appropriats int'rasu-ucw;
and facilities, equipment. books. tained and competanc —c
sonnel. and adequate financing for recurreat :xpcndi:.lrc P

If‘ Tanzania. the national institution responsible for the provi.
sion of li'or.ar/ servicss is the Tanzania Library Secvices Board
GIS). This inst;'(uu'on is responsible for the planning. estab-
yshmcnt and maintenance of public lioraries. Since its incep-
uoa. TLS has esublished its own necwork ot lioraries up m‘.‘:’hc
rggzonal level, promoted the stocking of school and coll?oc
lbranes. underuaken the tining of libeary personnel md:hu
servcd' s Tanzania's natonal depository for all publicauons
Qu( with the rapid expansion of education, asing levet of .
lu:r:}cy and the subsequentdemand for more library and
r=ading materials. the TLS has not besn able (o sausty public
demand for its services at disaict, vitlags and communic
levels. The TLS has not been able ©o reader its sewicu);ifec.
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6.3.9 Cerdfication for Formal School Education
Examinadons and theestablishmentofEquiva-
lencies shall be done by the Nadonal Examina-
tions Council of Tanzania.

Cerdficadon at Insdrudons of Terdary and Higher
EducationaiadTraining
Therz are other professional bodies and authorities in the
country which ha've legal and professional powers for issuing
certizicates and czrtifying specitic professional examinadions
casults. Therefore:

6.3.10 Statutoryinsdtudonssuch asuniversites, ter-
tiary and other institutions of higher learning,
shall be responsible for the cerdfication of
candidates under their jurisdicdon.

6.3 Educational Research and Evaluadon.

Thenezdforeducational research and evaluationasa meansof
appraising perfommance is unquestionable. Bectzr policy di-
rections ne2d (o be backed-up by research tindings. Therz exist
Research and Evaluacion Units both at the headguaress of the
Ministry of Educacion and Culture and inthe various parastatal
organisations under it. However. the volume of research
conducted within them isinzdequate. Furthermore. researches
undertaken are neither action-oriented nor policy-tocused.
The staff in mostof the existing units is both quantitatively and
qualitatively inadequate. There is also lack of continuity due
to frequent staft tumover. Tnough most of the reszarcn
persannet in these units have postg aduats qualifications. the
majocicy of them have had little trining in educational re-
search and evaluation methods. Theretore:
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uvely, efficienty and exeeasively dueto underfinancing. non
availability of up to dace reading materals. lack of essential
facilities. undecsaatting. inadequacy of tained and competent
personnel. weak extemal and intzmal instudonal linkages and
generally an undeveloced reading culwre. [n order to address
these problems. (o pcomote a reading culture and the provi-
sion of good library servics: :

6.5.1 The Tanzania Library Services Board (TLS)
shall plan, promote, establish, equip, manage,
maintain and develop public, school and other
insticutional libradies.



Chapter 7

VOCATIONAL EDUCATION AND TRAINING

7.1 Introducton

Vocational Education and Training (VET) is desicned o
prepare. updace or retrain arusans for employment or self-
employment at the semi-skilled or skilled level. in any
branch of economic activity. This kind of education and
training may be provided on-the-job or off-the-job or a
combination of the two.

When dealing with vocational education and teaining. two
positions are contrasted. On the one hand .is the situation
Whgrc the Government provides the institutions with staff,
€quipment. etc.. and plans for an anaual output of the
required aumber of trained personnel in so many specific
skills aceas. On the other hand, is the situation whereby
industry ieself trains and retrains all those it nesds to main-
@in and increase its production. {n the first approach, which
“in face is the traditional approach, a lot of resburc:s are
required to finance and equip the institutions as well as train
.che required personnel.  With regard to the second position,
industries consider the training received from vocational
schools as inadequate and the skills taught as irrelevant to
their current state of technology. It is apparent, therefore,
that the solution lies in a partnership approach which re-
quires thedevelopmentofthe capacity of industry to provide
on-the-job training and enterprise-based programmes for

t0 ensure that as many Tanzanians as possible develop and
acquire specific job-related skills and  positive attitudes
towards work of all kinds.

7.2 Apprendceship Training

Teaditional appreaticzaship can have a posituve effect on
employment and earnings especially in remote and
infrastructurally poorly provided areas. Apprenticeship is
cost effective mainly because it has greacer efficieacy in
promotng the acquisition of skills on-the-job. Learning by
doing undet actual, production conditions is more effective
than formal training in institutons. Apprenticeship training
ensures sound mastery of skills as trainess spend relauvely
limited periods of time in formal instruction. Thus. during
most of their apprenticeship, trainees are so productively
employed that both direct training costs and income fore-
gone (opportunity cosws) are generally much lower than at
alternative training institutions. Despite being cost 2ffec-
tive. appreaticeship is not availed to trainees by employers
because the existing Apprenuceship Regulations provide
for minimum wage levels which few employers are willing
to pay. Similarly, sizable income ditferentials betwesn
apprentices and non<certified semi- skilled workers actas a
major deterrent in employing antisans. Therefore, in order
to expand appreaticeship channels:

7.2.1 Traditional expercdse, experts and the appren-
ticeship system shall be recognised and pro-
moted as a component of the vocadonal educa-
tion and training system.

7.2.2 Employers shall adopt a wider apprenticeship
modular training scheme 15 2 means of provid-

skills development. This means thatcaceful attention hasto
be paid to the intcracdo_n needed betwezn the workers and
industries and that cohesion is established through close co-
operation between the vocatonal schools. the employers
and workers. T

Vocational educadon and training can be divided into:

() Informal vocational training pro-
grammes: These are normally carried outin
out-of-school settings.

(b) Apprenticeship training programmes:
These are normally arranged betwesn school
terms or are carmied out by industdes them-
selves for their employess.

(c) Skills upgrading programmes: Tnese ca-
ter mainly for those already employed but
who would like to upgrade their skills.

(d) Technical and commercial programmes:
These are normally carried out in schools
with intermittentapprenticeship attachments.

After almost a decade or more of economic sagnation, new
economic and industrial policies have created an eaviron-
ment for rapid industrial ~ development This trend is.
however, not matched by an increased supply of properly
trained and motivated human resource with technical skills.
The transformation from an agrarian w an industrial infra-
struccure demands a drastic expansion of the vocational and
technological education. Itis important. therefore, that in
additiontoleaming generalcognitive skills, efforts be made
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ing training opportunities for a much larger
proportion of the labour force.

Admission to Vocational Courses

Most of the 25,000 young persons who enroll for various
vocatonal training courses are pamary school leavers.
Many of them do nat have interestand lack information on
career choices and guidance. In many cases, they do not
express theirdesire for this training nor do they receive any
counselling pdar to enrollment. In order to inform and
educate young people and adultsalike on caresrchoices and
tAining opportunides available:

7.2.3 VETA shall prepare and make available career
guidance information on vocational educadon

and training.

7.2.4 Pupils in the formal school system shall be
counselled on the viability and importance of
vocational education and training.

The Curriculum

The curriculum for vocational educaton and trining is as
varied as the courses themselves. There is a wide ange of
programmes (o suit the level of the student’s previous knowl-
edge and the nezds ol key employment sectors. Most of the
exisung vocational education and trining currcula lack as-
pects of managerial and entrepreneurship skills. [n order o
avoid a mismatch between the curmiculum content and the
needs for self and wage employment. the vocauonal training
curricula need to be reviewed in order (o include aspects of
entceprencurship and management skills. Theretore:



7.2.5 Entrepreneurial skills training shall beanintegral
partof all vocational education and training pro-
grammes.

7.2.6 Occupational curricula for all vocational educa-
ton and training courses shall be designed and
developed by VETA in collaboraton with Tanza-
nia Insdtute of Education.

Vocational Examinadons and Certification

Examinations in vocational education and trainingareas many
and vanied as the trades (0 be examined and the level of the
courses. Tne design. conduct and administrauon of these
examinations fall under several statutory institutions like the
National Examinations Council of Tanzania, the National
Vocational Training Division and the trining institutions
themselves. Theexamination resultsand cerntificates awarded
do not show the trainezs’ performance in respective subject
areas. As such. the certificates do not sutficiently meet the
information needs of the users. There is. therefore, a need to
review and coordinate all activities peraining to vocational
examinations and certitication. For this reason:

7.2.7 All vocatonal examinations and cerdfication shall
becoordinated, harmonised and synchronized by
VETA, and cerdficates shall show performance
levels in respective subjects.

Teachers of Vocational Education and Training

The current acute shortage of trained teachers for vocational
education and training is caused by several tactors such as low
payandstatusot the protession, poorconditions ot service and
relatively better conditions for skilled artisans in industry.
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and Culture and other VTCs established and managed by
various NGOs, parastatals and individuals. While the objec-
tives for establishing these institutions were similar, the entry
requirements, the courses offered, the curmiculum, cerdfication
and management are not harmonised. They all suffer from a
shortage of teachers and equipment.  Similarly, they all have
excess physical capacity, which, if properly utilized. could
admit many more pamary and secondary school leavers than
they are able to take at present. In order to maximise the use of
existing capacity, there is need for synchronization of the
various trade courses offered. Theretore:

7.3.1 FDCs shall be encouraged to increasingly offer
vocational educaton and training.

7.3.2  Post-primary technical centres shall be trans-
formed into vocatonal education and training
centres.

7.3.3  All vocadonal educaton and training centres
shall be registered and approved by VETA.

7.3.4  All vocadonal education and training centres
shall be upgraded and improved to meet na-
donal standards as set by VETA.

7.4 Trade Schools

As part of the diversification of secondary education, a
technical secondary education programme was introduced. in
the early 1970s.covering L 5 secondary schools. [n addition to
this programme, other 10 secondary schools were to be
converted into full technical secondary schools. Of these 10,
eightare already converted and funcdoning. The curriculum

~!
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Generally. teachers tor .vc?cat}ona.J :fiucauon and training are
notrained in teacher training institutions. The current practice
is 10 recruit artisans proficient in a given cralt to teach students
pursuing that course. The recently eswublished Morogoro
Vocational Teachers College. besides having a low annual
intake of trainees, specialises in training teachers for technical
craftcourses only. Therefore:

7.2.8 Government shall build and establish more voca-

tional teagher education institutions.

7.2.9 Government shall liberalize the establishment and
ownership of vocational teacher education institu-

tions.

7.2.10 The entry qualification for vocational teacher train-
ees shall be possession of appropriate qualification
in the relevant trade and profession.

1.3 Capacity Utilization for Vocadonal Educaton
and Training

Currently. only 15% of the primary school leavers continue to
secondary education level. Since the remaining 85% of the
primary school leavers and those leaving the formal education
system in subsequentstages constitute a very valuable produc-
tive age group. this cannot be ignored. Provision needs to be
made for this group to utilize the existing facilities at various
institutions and centres offering a variety of vocational educa-
ton and training coursés. At present, we have in the country
a number of Vocational Training Centres (VTCs), under the
Ministry of Labour and Youth Development; Folk Develop-
ment Colleges (FDCs), under the Ministcy of Community
Development, Women Affairs and Children; Post-Pamary
Technical Centres (PPTCs) under the Ministry of Education
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of this programme include three broad choices o f Mechanical
Engineering. Civil Engineering and Electrical Engineering.
These schools were expected to achieve two complementary
objecuves - firstly, equipping pupils with a broad range of
academic and technical knowledge in order for them to be
able to got'or further education, and secondly equipping them
with practical skills which would enable them to take up direct
employment as technicians in industry. Experence has
shown thatat theend of Form 4. about 75% ot graduates from
these technical secondary schools proceed to further educa-
tion and training. Further evidence from the performance of
those who proceed 0 technical colleges shows that the
previous training which the students had received in technical
secondary schools wasadequate. However, the second ob jec-
tive of tuming out students who cantake up directenployment
as technician in industry has not been realised. Since the
provision ot technical competencies is one of the major
national prorities, it is imperative that this objective be
realisedditfersntly. Thereisneed to re-introduce a4 year post
pramary - technical education programme in the school sys-
tem. Therefore:

7.4.1 Trade schools shall be re-introduced in the school
system.

7.5 Polytechnics

Most ot the existing teriary institutions are underutilized. A
shift from the single skill focus to a polytechnic approach will
be more cost-etfectiveandresponsive tonational needs. With
the rapid expaasion of secondary education. the increasing
numbers of Form ¢ and Form 6 graduates can pursue protit-
ably vocational education and trlining through polytechnics.
Therefore:
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7.5.1 Polytechnic insttutions shall be introduced in the
school system.

14
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The prmary objective of tertiary and higher education @d
training is to impart and promote higher levels of learning.
scientific and technological knowledge, and development of
capacities for research. In addition, these ins(‘itulio.ns are glso
responsible for professional taining. Tcm‘ary' insticutions
rain, prepare and produce middle level protessional cadres
while higher education institutions produce high level human
cesource. In addition toteaching. tertiacy and higher education
and training institutions undertake research and consultancies.

8.2 Establishment of Institutions

Currently, tertiary education and training institutions in

Tanzania are mainly owned and managed by govermment

ministries and public institutions/corporations. Some institu-

tionsare privately owned, though the majority in thiscategory

ot institutions are for business and general management. To-

date. Tanzania does not have private universities or a clear
policy on theestablishmentand managementof institutions of
higher leaming. In the wake of liberalization, increased
demand for middle and high level manpower and the social
demand for highereducation . there is a need for Tanzania to
have a definite policy on the expansion of this type of
education and training. Therelfore:

\ 8.2.1 The establishment and ownership of tertiary
and higher education and training institutions
shall be liberalized.

Curriculum and Certification

Curmculum and certitication in institutions of tertiary and
higher education and training hasnotbeznuniform. Statutory
institutions. such as universities, design and develop their
own programmes and course outlines. Furthermoace, such

Chapter 8

TERTIARY AND HIGHER EDUCATION AND
TRAINING

8.1 Introducton

Tertiary and higher education is the third level of education
after secondary education. Teriary and higher education
institutions ofter professional training and award certificates,
diplomas. advanced diplomas and degress. Tertiary and
higher education institutions have differing legal swatus,
administrative and management structures.  Most of the
tertiaryand higher institutions in Tanzania are owned by
Government Ministdes though others like Nyegezi Social
Institute are privately owned. Some institutions have statu-
toryand autonomous powers, €.8. universities, the Institute of
Finance Management (IFM). the Ardhi [nstitute and the
National Institute of Transport (NTT). Others are managed as
part of central ministries like the Dar es Salaam Technical
College. the Rwegaculila Water Resources [nstitute and the
Institute of Management and Training of Education Person-

nel (MANTEP). On the other hand, the Kidatu Technical

Institute, the Posts and Telecommunications Staff College
and Bandari College run as units of parent companies, with

relevant companies making the major decisions. In their
present forms, these institutions are poorly coordinated at the
natonal and inter-ministerial levels though some co-ordina-
tion and control exist in such areas as staff development and
recruitment, resourcing, curriculum and certification at the
ministerial levels.
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institutions issue diplomas advanced diplomas and degrees to
their graduates. The other tertiary institutions, such as teach-
ers’ colleges, nursing schools.and Ministry of Agriculture
training institutions have centrally designed and developed
curmicula. Certitication in these courses is done by the
relevant parent ministries except for teacher education where
certification is done by an authorised agency. the National
Examinations Council of Tanzania, on behalt of the ministry
responsible for teacher education. Although this system is
functioning satistactorily, there is aneed to establish quality
control measures, particularly in view of the liberalization of
the establishment, ownership and management ot such insti-
tuzans. Hence:

8.2.2 Terdary and higher educadon and training insd-
tutions shall design and develop their own cur-
ricula which shall be validated by VETA and other
appropriate organs.

8.2.3 Terdary and higher education and training inst-
tutions shali conductand administer examinations
and award appropriate certficates, diplomas and
degrees as provided for in their respective Acts.

Research and Development

Thecrucial role of research and developmentin institutions of
tertiary and highereducation and trainingis recognised by all
nations both developed and developing. Furthermore. it s
becoming increasingly clear that researchanddevelopmentis
not only an imporwant indicator of 2 country's level of devel-
opment but also it enhances its competitiveness and position
in the world economy. Institutions of tertiacy and higher
education and training in Tanzaniamust, therefore. spearhead



and assume a major role in promoung national socio-eco-
nomic well being through Research and Development.

Most tertiaty institutions are located in the rural areas and are
sector-specitic. Research at these centres aims at improving
the social well heing ol the people by undertaking research
relevantto areas und communities where these institutions are
located. [deully. researches undertaken in such localities aim
at producing results which are ploughed back and dissemi-
nated to the communiues for improvement of their socio-
economic activities. Universitics. on the other hand. under-
take research in an etfort to enrich and expand frontiers of
knowledge. But while pursuing this objective, the results of
their researches will also need to be ploughed back into
industry and the community ac large. Therefore:

8.2.4 Research and Development shall constitute es-
sential components and activities of all institu-
tions of tertiary and higher education and train-
ing. .

Students Welfare

Currently. the funding ot tertiary educaton and truining in

public institutions is mainly undgrtaken by the sate with

insignificantcontributions trom parents, students and institu-
tionsthemseltves. This has resulted in. among others. inad-
equate resources, low enrollments. high unit costs. institu-
tional inetticiency. student unrest. non-accountability and
laxity. In this situation. tertiary and higher education and
training has not heen implemented as progrummed; students
have been expelled and readmitted intecmitently: students
backlogs in admission have been the norm. and in general. the
welfare of students of tertiary and  higher education institu-
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South and between the South - South countries. Tanzania is
committed to bridying this gap through intemational coopera-
ton by information sharing. exchange ot prolessionals.
students and publications. For these reasons:

8.2.8 Internationalcooperationin mattersofeducation
and training shall be encouraged and promoted.
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tions has been in jeopardy. both at the universities and at
institutions of tertiary  education and taining. and in the
anticipated world ot work. Theretore:

225 Special financial facilities shall be established to

enable students in tertiary and higher education
and training institutions to contribute towards
their own education and training.

Expansion and Sttengthening .
Existing enrollments at institutions ot tertiary and higher
education and training currently stand atapproximately 1.500
for universities and 21,535 for tectiary institutions. The
university tigures are among the lowest in the Eastern and
Southem Atiican sub-region. Theretore:

R2.6 Enrollmentatuniversities and other institutions

of higher educadon and training shall be in-
creased.

8.2.7 Programmes and coursesoffered at tertiary and
higher education and training insdtutdons shall
be reviewed, streamlined and rationalised for
cost-effectiveness.

International Cooperaton

The policies that have been advocated for tectiary and higher
education and training cannot be implemented in isolation
andindisregard ot the presence and availability ot a corpus ot
knowledge. skills and expertise in other countries. There
exists an inevitable knowledge gap between one country and
another, and between countries of the North and those of the
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Chapter 9

NON - FORMAL EDUCATION AND TRAINING
9.1 Introduction

Non-formal education reters to an organised educational
activity outside the established formal education system.
whether operating sepacately or as an important feature of
some broader activity that is intended to serve identifiable
clienteles and learning objectives. [n Tanzania. non-formal
education is viewed in two broad categories: [nformal Edu-
cation and Adult Education. Thetwo forms are notmutually
exclusive, in tact. they complement each other. I[n the
context ot non-formal education, training refers 0 any
transfer of knowledge. skills or attitudes which are organised
to prepare people tor productive activities. or to change their
working behaviour. Perceived this way, training is partand
parcel of informal education. )

9.2 Informal Education

[ntormal education is the lifelong cultural process whereby
every individual acquires values, skills and knowledge from
daily experience and the educative influence and resources in
his orhersocial. cultural and physical enviconment. [n Tanza-
nia, this type of zducation includes. among other things.
initiation rites, caat’t and skills apprenticeship, such as tishing,
pottery-making. smithing, basketry. and sculpturing; crop and
animal - husbandry. and the creation and pertormance of folk
music and dance. Tne products that this education generates
become., in tum. part of the culture ot the society.

g1



9.3 Adult Educadon ' o
Adult Education in Tanzania concemns iself pamarily with the

provisionof literucy in the 3R sand efforts to sustair? it Exisung
adult education programmes 3re corle'_u}cd lO‘B.aSlC apd Pos:
Literacy. Functional Litcracy (acquisition of .hfc skills) an
Continuing Education. Continuing Education is supporied by
a variety ol programmes including Correspondence Educa-
ton. Self-Study and Extra-mural programmes Non-Fpn‘naJ
Education can be generalised as Oul-ot’-Sch{ool Educauon as
distinguished from Formal Education which is In-Sct.iool Edu-
cation. However. either type may include. ac ceaain stages.
some aspects of the other.

9.4 Objectives of Non-Formal Educaton .
Due (o its very nature. the objectives ofint‘ormn! education
are diffuse. becauseitisa lifelong cultural education process.
The general aims of informal education are:

« to sustain and further develop cultural idengty
through the transmission of cultural valu{es,
attitudes, and customs of a society including
activities which express, enrich and transform
them. These activities range from grass-roots
endeavours and undertakings to specialized

cultural forms;

to sustain and develop indigenous technologies;
+ to provide on-the-job skills training;

+ to reinforce the cultural base of society and
harmonise transition to modernisation.
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fore, since informational education is an essenual part of
educauon:

9.5.1 TheCulture Sectorshall be anintegral partofthe
Governmentsystem and structure.

Culture and Development

The purpose of development is to enhance the socio-
economic status of man. Development therefore, must be
culture sensitive for it to be sustainable and able to draw on
thelarge reserve ol creativity and tradidonal knowledge and
skills that exist in society. Consequently, it is important that
adequate resources be devoted to promoting cultural activi-
ues at the grass roots level and encourage the growth of
professionalism in the cultural field. Therefore:

9.5.2 National development plans, programmes and
projects shall ensure thatviable cultural norms and
values are maintained, promoted and sustained.

9.6 Basic Literacy and Post-Literacy .

Basic literacy and post-literacy programmes were saarted in
Tanzania well betore independence. These programmes
were institutionalized in the education system in early 1970s
and successfully implemented up to the mid 1980s. There-
after, public enthusiasm and official support towards adult
liceracy staried to wane off.  This lack of official support.
resulted in the allocadon of inadequate financial. material
and human resources, leading to tow ¢enrollments and atcend-
ance in these programmes. [n order (0 sustain permancnt
literacy achieved through formal education and adult educa-
tion programmes and 0 ensure the achievement of universal
adult literacy. renewed efforts must be directed at revamping
adutt ¢ducation programmes. Theretore:

Qs

Theimporunce of adult education lies in its posiuve rela-
uonship between the leaming process, enhanced productiv-
ity and socio-economic development. [n addition. it rein-
forces both informal and formal education. The objectives of
adult education are:

« toeradicate illiteracy, sustain post-literacy and
numeracy;

* topromote the acquisition and development of
basic knowledge and functional skills relevant
to personal development and life in the commu-
nity;

* to lay foundations for life-long education;

* to ensure the realisadon of the basic human
right of "Education-for-All"and to comple-
ment formal education.

Compared to informal education, adult education is struc-
ured and formalised because it is normally given within
specitic environments and media.

9.5 Cultural Heritage

Culeural values are leamed and wansmited largely through
informal education. Lack of committment to culture and
concem with cultural values in socio-economic development
produces social reactions, varying from apathy to hostility.
People mustbe involved asactive participants in planning for
their social and economic development. and development
strategieshave to be consistent with their fundamental socio-
cultural traits. Only then can the enthusiasm and creative
potential of the people be mobilised and harnessed. There-
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9.6.1 Basic literacy, post literacy and functional ljt-
eracy programmes shall consttute essential com-
ponents of the education system.

9.6.2 Universal adult literacy shall be accessible to al|

adults.

" Functonal Literacy
Functional literacy aims’ at esablishing systematic links
between adult education and everyday activities of partici-
pants by providing functional skills relevant to the personal
development and life in the community of the neo-literates.
The main thrust is to enable adult learners apply the new
knowledge and skills acquired (o solve their basic economic
social and cultural problems: prepare adult leamers for .1
more effective “participation in the development of their
villages. districts. regions and the nation s a whole. How-
ever, existing functional literacy programmes have not been
very successful and effective, for they have not addressed
adequately the soci-economic problems of the target
pupulations. Therefore: i

9.6.3 Functionalliteracyprogrammesshall bedesigned
and developed in response to the socio-economic
needs of the neo-literates.

Continuing Education

Continuing education is pursued by people who for various
reasons, have had no Opportunity. (o continue with formal
school education. In Tanzania, the lnstnte of Adult Educa-
uon has been one of the main planners and providers of
continuing education through evening classes, self study
gomspondcnce courses and other vanousdistsance cduc:‘x-'
ton programmes. However. although these programmes

Qs



have met with problems, such as poor radio reception and
poortransport and communicauon system.theyhave greatly
helped to promote seif advancement and complement formal
education. Theretore:

9.6.4 Continuing education shall be an integral part of
the education system.

Curriculum for Literacy Programmes
[nformal educauon. by its very nature. does not have and is
not expected to have a currculum. Apprentices leam by
observing and doing until such time the master crattsman/
craftswoman is satistied that the appreaticz is competent
and can be on his/her own. Such craftismen/craftswomen
usually have notonly the anticipated skills, butalso a sense
of responsibility tor their work and a more pronounced
fecling tor quality. Functional literacy and post-literacy
curmicula are currently being developed by the insutution
responsible tor adult education. The functional literacy
programme has two curricuta. the Old and the New, which
areused concurrently. The New curriculum covers agrcul-
ture, animal husbandry. homeeconomics. health and craf'ts.
The implementation of the new. more relevant curriculum.
has been found to be expensive, therefore it has nat been
extensively used. The majority ot adult [eaming centres use
the Old curriculum, which coversagriculture, health, math-
ematics. animalhusbandry. homeeconomicsandcrates (tin-
smithing. carpeatry and masonry). The old curriculum was
developed in the early 1970's and has not been reviewed
todate to reflect the current socio-economic needs of the
leaners.
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9.6.7 Government shall provide an enabling environ-
ment for the production, distribution and avail-
ability of instructional and learning materials,
equipment and libraries for adult and continuing
education.

Assessment and Certificadon

Between 1975 and 1992, the Ministry of Education and
Culture undertook assessments on achievement levels in
basic and post-literacy adult education through national
tests. However. these national tests have been exclusively
forthe purpose of establishing the level of literacy achieved.,
with a view to measuring progress towards the eradication of
illiteracy at national level. The results of these tests were
neitherused tohelpimprove lieracy levels of individual neo-

literates nor to improve the national literacy levels them-

selves. In order to ensure and monitor Universal Adult
Literacy:

9.6.8 National literacy tests shall be conducted every
threeyearsbytheinstitution responsible for adult
education, and the results thereofshall beusedto
improve national literacy levels.

Centres of Adult Learning

Since the [970s. primary schools have continued to be
centres ot adult [eaming. In other places. religiods czntres.
secondary schools. teachers’ colleges and other educational
institutions have been used for similar purposes. But. most
ot the institutions have had no proper facilities necessary tor
conducting adult education programmes. This situation has
greatly atfected the quality of adult education offered. In
order to allow for greater participaton in and access to adult
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Bearing in mind the imporance of adult literacy for the
socio-economic development of individuals. communites
and the nation as a whole, there is need for the design,
development and monitoring of a centralised community
based t'unctional literacy and post-literacy curricula. There-
fore:

9.6.5 The Institute of Adult Educaton (IAE) shall
design,develop,makeavailable and monitor cur-
ricula for literacy,post-literacy, and functonal
literacy.

Curriculum for Continuing Education

Continuing education is almost wholly restricted to the
preparation of individuals {or examinations and certifica-
tion in the formal education system and other protessional
courses. These courses and examinations are based on
cummicula which already exist and have bezn developed by
relevantinstitutions . Since these programmes are tailored to
specific individual and professional needs:

9.6.6 Continuing educadon programmes shall use
curnicula designed and developed by relevant
institutions.

Instructional Materials

Adult education is not adequately supplied with instruc-
tonal and learning materials and equipment. A similar
situation also exists in continuing education programmes.
Furthemmore, the existing radio studio and printing machines
atthe [AE need rehabilitation. There is need to improve the
quality, efficiency and the delivery of adult and continuing
education. Therefore:
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education programmes:

9.6.9 All education institutions in the country shall
be designated Centres of Adult Learning.

- Adult Education Teachers

~ Existing teacher education programmes have no provision
for the training of teachers specifically foradult education .
The Institute of Aduli Education offers centificate, diploma
and advanced diploma courses inadulteducation. Success-
ful trainees become adult education co-ordinators at the
regional. district and ward levels. The existing stock of
functional literacy (2achers. most of whom are primary
school teachers, are not adequately trained to handle adulc
classes. Therefore:-

9.6.10 The ministry responsible for teacher educa-

tion shall provide for the training of a specific
cadre of adult education teachers and tutors.
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Chapter 10

FINANCING EDUCATION AND TRAINING

10.1 Introduction

Before Independence, the colonial government. in col-
laboration with NGOs provided somesocialsecvicesincluding
education. After independence the government committed
iself to providing free educauon at all levels as a social
service. However, it increasingly became apparent that the
government did not have enough resources to continue financ-
ing free education, hence the re-inwoduction of school fees
and direct costs in primary and secondary schools and subse-
quent liberalization of the establishment and management of
schools.

10.2Cost Sharing
Inspite of the above measures, the education sector is still
underfinanced and it relies heavily on Government financing
and donorsupport. Theshareofthenadonal budgetexcluding
debt secvicing allocated to education since the mid 1980s
averages 12 percent, which is lower than that of the 1960s and
1970s. Thus. real per capital expenditure on,education has
been declining as evidenced by deterioration in school quality
and performance. This situadon calls for a more effective
financing plan in which emphasis is re-directed more at cost
sharing and cost recovery measures with NGOs, private or-
ganizations, individuals and communities. Priocites in plan-
ning, programming and provision of education and training
. services will have to be linked with the utilization, rationali-
zation and maximization of the country's available re sources
in order to ensure sustainability. Internal and external support
will continue to be solicited and used mainly to complement
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retained for use by .ne relevant education and
training insttutions themselves.

Funds Generated by Education and Training Institutions
Currendy. some education and wzining institutions in the
country haveestablished income generating acuvities in order
to raise additional institutional funds. These incomes greatly
help w0 finance operational and running costs of such
insututions. Therefore:

10.2.8 Education and training institutions shall be en-
couraged to engage in income generating activi-
ties including consultancies.

1029 ‘Goods and services procuded by educaton and
training institudons shall be comnfercially sold.

Unit Cost of Education and Training
The unit cost for primacy education in Tanzania is low. [t is
about half  that of other countries in Sub-Saharan Afnca.
* + While the unitcost is low for primary educauon. the expendi-
tures in secondary. tertiary and higher education are about
four to five tmes higher per student when compared with
similar figures in neighbouring countries. The main reasons
for such high unit costs include:

(a) Smallsizesofthedifferent post-primary education
systems:

(b) Low student-teacher catio at secondary. tertiary
and university education levels tor example. at
the University of Dar es Saluam the averuge is
three students per instructor:

government efforts in those areas which are of critical impor-
ance to the sector: Therefore:

10.2.1 Financing education and training shall beshared
between Government, communities, parents
and end-users.

10.2.2 Government shall provide incentives to indi-
viduals, communites and NGOs to establish
and develop pre-primary, primary , secondary,
vocational, teacher education, and tertiary and
higher education institutions.

10:2.3 The provision of educationand training shall be
included as an area o.’invnm&b&@_\m

ment Promation Act.

10.2.4 Government shall give incentives to local de-
sign, production, procurementand distribution
of education equipment and materials.

10.2.5 School and tuition fees, in both Government
and non-government education and training
institutions, shall be based on the actual unit
costofprovidingeducation and training ateach
level.

10.2.6 School and tuition fees for non-government
education and training institutions shall be pro-
posed by the respective owners and managers of
these institudons and approved by Govern-
ment.

10.2.7 School and tuition fees shall be collected and
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(c) Overemploymentof support staff intertiary and
higher education institutions where the average is
about one member of staff per student.

Therefore:

10.2.10 The Unit cost of education and training shall
be rationalized.

Budgetary Allocation

The share of the budget to education over the period 1984 o
1993 has been very low in real temms due to inflation,
devaluation and rising enrollments. This under financing of
educauon and training has resulted in poor delivery of educa-
ton and wraining secvices as exemplified by the deterioration of
school infrastructure, lack of teaching and leaming materials.
low motivation of eachers and undue dependency on foreign
assistance. Therefore:

10.2.11 Government budgetary allocadon to education
and training shall be enhanced

10.2.12  District, Urban, Municipal and City councils
shall institute a tax rate to finance basic educa-
don and training.
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3.3

CHAPTER 11

SUMMARY OF POLICY STATEMENTS

2.0 SYSTEM AND STRUCTUR
E OF
EDUCATION AND TRAINING

The Structure of the Formal Education and Training

System shall be 2-7-4-2.3+ (that i
i C - is. 2 years o -
pnmary education, 7 years of primary educy:mon. 4fyg;ss

education.)

Government shall promote i
) pre-school education f
children aged 0-6 years. This education shall ensu?;

maintenance of our cultural values.

Pre-primary school education f i
or children aged bet
5 and 6 years shall be formalized and imeg,grated i‘:et::

Formal School System,

Primary education shall continue to be of seven years

durauon and compulsory in enrollment and atendance.

Secondary education shall conunue o be four years for

Ordinary Level and two years for Advanced Level.

Govemment shall liberalize and give incentives for the

promoton of Vocatonal Education and Training,
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AND EQUITY I[N
EDUCATION AND TRAINING

Govermnment shall guarantee access (o pre-primary and
prmary education, and adult literacy to all citizens as a
basic nght.

Government shall promote and ensure equitable
distribution of education insttutions.

Govemment shall promote and facilitate access to
education to disadvantaged social and cultural groups.

Primary education shall be universal and compulsory to
all children at the age of 7 years until they complete this
cycle ot education.

The establishment of co-educational and girls secondary
schools shall be promoted and encouraged.

Government shall not deboard existing girls’
government boarding secondary schools.

Govemment shall establish guls' day streams in existing
government secondary schools in communities where
girls’ secondary education is severely adversely arfected.

Govermnment shall establish special educational financial

support schemes for girls and women in education and
rraining institutions.
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3.17

Government shall re-int
‘ -introduce Trade Schools ;
educauon system and promote their establishment, i the

Government shall introduce and formalize

establishment ot‘_Polytechnics in the education s.ysuzmme

Non-Formal Education and Trainin

2 shall be recogni
promoted, strengthened. co-ordinated and integg‘:-l:tee%
with Formal Education and Training System.
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Adult education programmes shall be designed to
encourage and promote the enrollment and anendance of
women.

The school curriculum shall be reviewed in order to
strengthen and encourage participation and achievement
of girls in mathematics and scienCe subjects.

Education and school systems shall eliminate gender
st2reotyping through the curricula, textbooks and.
classroom practices.

Special in-service training programmes shall be designed
and implemented for women teachers.

Government shall encourage the construction of
hosteUVboarding accommodation for girls in day
secondary schools.

The Quow System shall be phased out.

Government shall evolve a machirery to identfy and
develop gifted and talented children.

Government shall ensure that adequate resources are
made available and provided to enhance access and
equity in education.

Government shall promote school and college feeding
and health programmes.
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4.1

4.2

4.3

4.4

4.5

4.6

4.13

4.15

4.16

4.17

4.18

4.0 MANAGEMENT AND
ADMINISTRATION OF
EDUCATION AND TRAINING

Government shall establish an Advisory Council, to co-
ordinate and harmonise the provision of education and
training in the country.

Govermnment shall establish a Vocational Educauon and
Training Authority (VETA), to coordinate and harmonise
vocational and technical education and uaining.

Govemment shall esublish organs. to coordinate and
harmonise teruary and higher education and training.

Provision of basic, secondary and teacher education shall
be cqordinated by the ministries responsible for these
types of education.

Ministries responsible for education and training shall
devolve their responsibilities of management and
adminisuaton of education and training to lower organs
and communities.

Ministres responsible for education and training shall
maintain and up-date a register of government and non-
government educational institutions under their
jurisdiction.
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and non-formal education and training in their areas of
jurisdicton.

The posts of Regional and District Education Otticers
shall be elevated. These officers shall have over all
responsibility over the implementation of formal,
informal and non-formal education and training policies
in their respective areas of jursdiction.

The Inspectorate shall be strengthened and adequately
resourced to monitor the provision of educauon.

The Teachers' Service Commission (TSC). shall be
responsible for maintaining and controlling the Unitied
Service of all teachers to which they shall all belong.

Govemment shall ensure better terms of service and
working conditions for all teachers.

All school teachers shall ensure that they are registered
and licenced to teach in Tanzania schools.

All owners and managers of schools and colleges of
education shall ensure that their teachers have
professional qualifications and are registered and

licensed to teach.
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4.7

4.8

4.9

4.10

4.11

4.12

5.1

5.3

5.4

5.5

5.6

5.7

5.8

Govermnment shall isssue rights of occupancy and land
udes to both government and non-government education
and training insttuuons.

Education and Training Boards (ETBs) shall be
established for every region, district, town, municipal
and city council and shall be responsible for the
management of all levels of formal eduction and training
in their areas of jurisdiction.

All education and training-institutions shall have school
or college commiQees/boards.

Boards and Committees of education and training
Institutions shall be responsible for management,
development, planning, discipline and finance of
nsutuuons under their jurisdiction.

All education managers at national, regional, district and
post-primary formal education and training institutions
shall have a university degree, professional training in
education and management, as well as appropriate
experience. Education managers at Ward and primary
school levels shall have a Certificate or Diploma in
educaton, as well as professional trining in educational
management and administration from a recognised
wnsticution.

All education managers at national, regional, district and
institutional levels shall be responsible for the
coordination of the planning, provision, management,
administration and qualicy control of formal, informal
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5.0 FORMAL EDUCATION AND
TRAINING

Pre-primary school education for children of ages S to 6
shall be formalized and promoted in the Formal
Education System.

Govermnment shall promote, give incentives and liberalize
the establishment and management of pre-primary
schools.

The Medium of Instruction in pre-primary schools shall
be Kiswahili. and English shall be a compulsory subject

Government shall facilitate proper training. availability
and development of a competent cadre of teachers for
pre-primary schools.

Primary education shall be universal and compulsory to
all children from the age of 7 years until they complete
this cycle of education.

The establishment, ownership and management of
primary schools shall be liberalized.

Govemment shall ensure that all primary school age
children are enrolled in school and in full atiendance.

Government shall set and establish standard

infrastructure and facilities for pamary schools. such as
desks, educational equipment, libraries and instructional
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5.9

5.1

Sl

5.14

materials necessary for effective delivery and acquisition
of good quality education.

Owners of pre-primary and primary schools shall be
responsible for the provision of adequate instructional
and school materials approved for use in schools.

Minimum qualifications for a primary school tzacher
shall be possession of a valid Grade A Teacher
Education Certificate.

The medium of instruction in primary schools shall be
Kiswahili, and English shall be a compulsory subject
from std.!

Govemment shall ensure that the expansion of existing
secondary schools and the establishmznt of new
secondary schools adheres to set govermment plans for
the expansion of secondary education.

Urban, district. town, municipal and city councils and
authorities. communities, NGOs, individuals and public
institutions shall be encouraged and given incentives to
establish. own, manage and administer at least one
secondary school in each Ward (Kata) in their areas of
jurisdiction.

Owners and managers of all secondary schools shall
ensure that standard infrastructure, faciliues. equipment
and instructional materials necessary for effective and
optimum teaching and learning are of good quality,
available in adequate quantities and are regularly
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5.21

5.22

w
19
-

Govermnment teachers'colleges offering courses leading
w Certificate in Teacher Education or Diploma in Teacher
Education shall continue to fall under the ministry
responsible for primary and secondary education.
Teacher education courses leading to a degree in
education shall be designed and offered by insticuions of
higher education and training.

Admission into courses offered in teacher educadon
institutions shall take into account the necessity for
teachers of children with special nesds in education.

The esublishment and ownesrship of teachers' colleges
shail be liberalized to meet the increasing demand tor
qualified teachers for pre-primary. pAmary, sacondary.
vecational and technical educadon levels.

Owners and managers of eachers’ colleges shall ensure
the availability and access of standard infrastructure,
facilives, equipment, libraries. instructional matedals and
well trained tutors needed for optimum and ecfective
pedagogical and professional development and
improvement of teachers. .

Minimum qualification for tutors at certificate and
diploma level teachers’ courses shall be the possession
of a valid University degree, with the necessary relevant
protessional qualificacion and specialization.

Tanzania Institute of Education (TIE) shall establish
facilities and programmes for training and further
professional development of ttors of teachers’ colleges.

3.15

5.16

5.17

5.18

5.19

5.20

5.27

> 5.28
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The minimum qualification for a secondary school
eacher in both government and non-govemment schools
shall be possession of a valid diplocma in educaton
obwained from a recognized instuuon.

Owners and managers of secondary schools shall train,
have access to and ensure the availabiity of well trained
teachers, conducive and attractive working conditions,
and further professional development and improvement
of teachers tn their schools.

Every secondary school shall have a library. adequate
stock of books and well trained and competent library
personnel.

Selection and enrollment in O-Level government and
non-govemment secondary schools shall be made on the
basis of a pre-set national standard cut-off point of
performance in the National Primary School Leaving
Examination.

Selection and enrollment in Advanced Level secondary
education shall be based on prescribed performance
levels in the relevant A-Level subject combinations aftar
attainment of appropriate credits in the Certificate of
Secondary Education Examination.

The medium of instruction of secondary educaton shail
continue to be English except for the teaching of other
approved languages, and Kiswahili shall be a
compulsory subject up w0 Ordinary Level.

Minimum admission requirements for the teacher
eduqq_uoa certificate.course shall be Division [II of the
Ceruficate of Secondary Education Examination, while
for the diploma teacher centificate course, minimum enuwy
qualification shall be Division III in the Advanced
eruficae of Secondary Education Examination.

The medium of instruction for teacher education at
certficaee level shall be Kiswahili, and English shall be a
cormpulsory subject while for diploma and degres level
teacher education and training, English shall be used.
except for foreign language teaching, which will be in
the relevant languags iself, and Kiswahili shall be a
compulsory subject

Counselling and carezr guidance shall be comoulsory
subjects for all weacher trainess, '

In-service training and re-training shall be compulsory in
order to ensure 2acher quality and professionalism.



6.1

6.3

6.4

6.5

6.6

6.15.

6.16

6.17

6.19
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6.0 SCHOOL CURRICULA,
EXAMINATIONS AND
CERTIFICATION

Tanzania Insttute of Education (TIE), shall be
responsible for pre-primary, primary, secondary and
teacher education curriculum design, development,
disseminaton, monitonng and evaluagon.

The teaching of Kiswahili, Englilsh and other foreign
languages shall be promoted in the whole education and
training system.

Kiswahili and English shall be compulsory subjects for
all students from pre-primary to Ordinary Level
secondary education. Training in communaication skills
through English and Kiswahili shall permeate the whole
education and training system.

Science and Technology shall be essential components of
education and training in the whole educaton and
raining sysem. .

The teaching of humanities shall be promoted in the
whole education and training system.

The teaching of civics and social studies shall be
compulsory from pre-pdmary school to Ordinary Level
secondary education and their components shall permeate
the whole education and training system.
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the full duraton of the prescribed practice teaching
period.

The esuablishment, development and use of Teachers’
Resource Cenures shall be promoted.

There shall be centralized examinatons at the end of
Sandard VII, Form 4, Form 6. and Teacher Education
Centificate and Diploma courses.

Standard VII, Form 4 and Fomm 6 examinations shall
mark completion of primary and secondary education
cycles and the results of these examinations shall be used
for szlection of students for further formal educaton and
training, and also for cenificauon.

The National Examinauons Council of Tanzania shall be
responsible for the design. regulation. conduct and
administration of National Standard VII. Form 4, Form
6. and Teacher Education Certificate and Diploma
Examinations.

The basis for certification ol Form 4 and Form 6
graduates shall be continuous assessment and the results
of final written examinauons. Privaw candidates shall be
certified on the basis of results ol final written
examinatons only.

The basis for certification of teacher trainees shall be
continuous assessment, Block Teaching Practicz and
final written examinations.

6.7

6.8

6.9

6.10

6.13

6.20

6.21

6.25

6.26

6.27

The curriculum at all levels of education and training
shall emphasize and promote the merger of theory and
practice and the general applicatons of knowledge.

Tanzania Institute of Education shall design. and develop
nauonal curriculum guidelines for pre-pmary education.

Tanzania Institute of Educdtion shall design, develop,
monitor, review, and update the primary school
curmculum.

English and Kiswahili languages shall be taught as
compulsory subjects from pre-primary school to
Ordinary Level secondary education.

Tanzania Institute of Education shall:

a) continue to design, develop, review,
update and monitor the implementation of
secondary school curriculum.

b) merge theory and practice in the Ordinary
Level secondary school cummiculum.

Teacher education curricula for all certificate and diploma
level courses shall be designed, developed, monitored
and evaluated by the Tanzania Insticute of Education.

Block Teaching Practice shall be mandatory to every
teacher trainee and adequate financial provision shall be
made by owners and managers of teachers colleges for
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Results of Primary School Leaving, Form 4, Form 6.
and Teacher Education Nauonal Examinations shall be
certified and made public in an appropriate form.

All National examinations within the formal school
system shall be conducted at specified regular cycles.

The Nationa! Examinations Council of Tanzania shall be
the sole body which shall: permit,. administer and
supervised foreign examinauons in Tanzania.

Certification for Formal School Education Examinations
and the establishment of Equivalences shall be done by
the National Examinations Council of Tanzania

Statutory institutions, such as universities, tertiary and
other institions ot higher learning, shall be responsible
the centifications of candidates under their jurisdiction.

Educatioinal Research and Evaluation Units shall be
suengthened and adequately resourced.

Government shall establish, maintain and resorce a
Nauonal Documentation and Dissemination Centre for
Educadon.

Tanzania Library Service Board (TLS) shall plan,
promote, establish, equip. manage, maintain, and
develop public. school and other institutional libraries.
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7.4

1.5

7.4

|

1.1

8.1

8.2

8.3

8.4

8.5

8.6

7.0

VOCATIONAL EDUCATION
AND TRAINING

Traditional expenise, experts and the apprenticeship
sysiem shall be recognised and promoted as a component
of the vocauonal education and wairing system.

Employers shall adopt 2 wider apprenticeship modular
training scheme as a means of providing training
opportunities for a much larger proportion of the labour
force.

VETA shall prepare and make available carecr guidance
infurmation on vocational education and training.

Pupils in the furmal school system shall be counsctled
on the imponance and viability of vocational cducation
and training.

Entreprencural skills training shalt be an inwrgral pan of
all vocational cducation and training programmes.,

(xcupatinnal curricula for 2ll vocational cducation and
truining courses shall be dusigned and developed hy
VETA in collzhoration with Tanzania [nstitute of
Education.

All vocational cxaminations and cenification shall be
coordinawd, harmonised and synchronised by VETA,
and certificaes shall show perfomance levels in
respective subjects.

1

8.0 TERTIARY EDUCATION AND

TRAINING

The esablishment and ownership of tertiary education
and waining institutions shall be liberalized.

Tertiary and higher education and training institutions
shall design and develop their own curricula which shall
be validated by VETA and other appropriate organs.

Tertiary and higher education and training institutions
shall conduct and administer examinations and award
appropriate certificates. diplomas and degrees as
provided for in their respective Acts.

Research and Development shall constitute esseatial
components and activities ot” all institutions of tertiary
and higher education and training.

Special financial faciliues shall be established to enable
swudents in tertiary and higher education and training
institutions to contribute towards thetr own education
and training.

Enrollment at universites and other institutions of higher
education and gaining shall be increasad.

Programmes and courses otfered at tertiary education

and training insutuuons shall be reviewed. swreamiined
and ratonalised for cost-effectiveness.
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7.8

1.9

7.10

S
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Govemment shall build and establish more vocational
teacher educauon institutions.

Government shall liberalize the establishment and
ownership of vecatonal teacher education institutions.

The entry qualification for vocational teacher trainees
shall be the possession oi appropriate qualifications in
the relevant rade and profession.

FDCs shail be encouraged to increasingly offer
vocauonal.education and training.

Post-primary technical centres shall he teansformed into
vocauonal cducation and taining centres.

All vocational cducation and rraining centres shall he
registered and approved by VETA.

All vocational cducution and training ceatres shall be
upgraded and improved w meet nationat standards as sct
by VETA.

Trade schools shall be re-inteoduced in the school
system.

Polytechnic institutions shall be introduced in the schoal
system.,

L.

{ntemational cooperation in matdters of” education and

taning shall be encauraged and promoted.
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9.1

9.3

9.4

9.6

9.7

9.8

10.3

10.5

10.6
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9.0
TRAINING

The Culture Sector shall be an inwegral pant of the
Govermment system and suwucruce.

National development plans, programmes and projects
shall ensure that viable cultural nomms and values arz
mainained. promoted and sustained.

Basic literacy. post-literacy and functional literacy
programmes shall consttute essential components of the
education system.

Universal adult lieracy shall be accessible o all adults.

Functional literacy programmes shall be designed and
developed in response to the socio-economic nezds of
the neo-literates. &

Continuing education shall be an integral part ot the
education system.

The Institute of Adult Education (IAE). shall design.
develop. make available and. munitor curricula for
literacy, post-literacy, and functional literacy.

Continuing educa‘ion programmes shall use curricula
designed and developed by relevantinsututons.

L4

FINANCING EDUCATION
AND TRAINING

10.0

Financing educadon and waining shall be shared between
Govemment. communities, parents and end-users.

Govemment shall provide incentives to individuals,
communides and NGOs to establish and develop pre-
primary, primary, secondary, vocational. teacher
educauon, and eriary and higher educauon and training
wstitutions.

The provision of education and training shall be
included as a area of investment in the [nvestment
Promotion Act

Government shall give incentives to local design,
production. procurement and distribution of educauon
equipment and materals.

School and tuition fees. in both Government and non-
government education and training institutions, shall be
based on the actual unit cost of providing education and
raining ateach level.

School and tuition fees for non-government education
and training institutions shall be proposed by the
respective owners and managers of these institutions and
approved by Govemnment.

116

NON-FORMAL EDUCATION AN

9.10

9.11

9%

10.7

10.3

10.9

10.10

10.11

10.12

Government shall provide an enabling enviconment for
the production. distribution and availability of
instructional and learning materials, equipment and
libraries for adult and continuing education.

National literacy tests shall be conducted every three
years by the institution responsible for adult education,
and the results thereof shall be used to improve national
literacy levels.

All education institutions in the country shall be
designated Cznures of Adult Leaming.

The Ministcy responsible for teacher education shall
provide for the training of a specific cadre of adult
educauon tezeners and tutors.
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School and tition fess shall be collected and retained for
use by the relevant educaton and training institutions
themselves.

Education and training institutions shall be encouraged to
engage in income-generating activities, including
consultancies.

_Goqu'and services produced by education and trining
{nsttutions shall be commercially sold. -

The unit cost of education and’ training shall be
rauonalized.

Government budgetary allocation to education and
training shall be enhanced.

District. Urban. Municipal and City Counciis shall
nsucue a tax rate o finance basic educaton and training.

17



LIST OF ISSUES IDENTIFIED BY THE TZ TASK FORCE (1993)

19.

APPENDIX C

In the process of examining the various reviews and summaries on

education in Tanzania, the Task Force found that school enrolments had
more than tripled since independence (1961) at all levels. There has been an
attempt to apply a work-oriented curriculum, especially at post-primary
levels as well as to adopt an equitable distribution of education across
regions and between sexes. Despite these gains, the education system still
suffers from a great number of contradictions detailed below:

(a)

®)
(©

(e)

)

(8)

(b

)

o -

(k)

M

(m);

Gross primary school enrolment has gradually declined from 96
percent (1983) to 70 percent (1992) besides being exacerbated by high
aterition rates of 10-15 gercent Higher level classes in some regions
virtually go unsubscribe

The illiteracy rate which by 1984 was only 10 percent, has gradually
fisen to the region of 20-30 percent (1992).

The number of Standard VII leavers proceeding to Form I (both public
and private) though it has risen to 40,000, represents barely 15 percent
of those completing primary education. This is the lowest figure in
sub-Saharan Africa.

The quality of primary school academic performance is most
unsatisfactory. Only 1S percent of the candidates, especially in urban
areas, manage to score Sgc ercent in Standard VII Examinations.

The physical leaming environment leaves much to be desired, with
classrooms in a state of pathetic disrepair; and exacerbated by acute
shortages of desks, textbooks and other essential teaching matenals. -
The curticulum, especially at the lower levels of schooling, tries to
teach too many subjects and is not flexible and relatable enough to
meet the various needs of school leavers.

Teachers are demoralized because they are dissatisfied with their
working conditions being, on average, poorly remunerated compared
with other professions. A significant number are underqualified and
untrained, especially in private secondary schools.

Although about half of the 'O’ level secondary school student

© population pursue sciences, the number remains inadequate,

considering the increasing scientific and technological needs of the
2lst century. Moreover, the performance of schools in these
disciplines is still rclauvely poor, mainly as a result of inadequate
teaching materials and equipment. Some teachers are poorly trained
and non-innovative,

Tertiary and higher education has been provided for the needs of the
public sector, but it has been supply, rather than demand-driven. It has
also been restricted to a few students thus making it elitist and highly
expcnsive in terms of unit costs. The problem has been exacerbated by
low staff-student ratios due to low student intake. Limited financial
means and frequent budget cuts have resulted in undcr resourcmg at
institutions of higher learing.

Management systems, structures and integration processes among
those agencies providing educaticn-cum-training are not clearly
defined. This limits accountability and responsibility and has serious
implications for managernal cfficiency and effectiveness.

Education still suffers-from: an” inequitable distribution with many
remote rural areas of the country being disadvantaged in terms. of
resources. Moreover, the quoa system does not narrow the differences
between the number of achievers or between disadvantaged and
advantaged areas, or between the sexes.

The education sector is funded almost entirely by the Government,
which meets two-thirds of the funding. Worse still, this funding itself
is almost entirely dependent on foreign assistance, especially with
regards the development budget.
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IMPLICATIONS OF PRIVATISATION POLICIES IN TANZANIA

Tanzania faces food shortages. yet it mav not qualify for
help with loan repayments, writes Charlotte Denny

Where debt makes school
a luxury not all can afford

NGELUS MTEGO is in his
final vear at Lusala primary
school in the Ludewa district of
southern Tanzania. Children start

their education later here and. like |
.most of his leaving class, Angelus is

aged 15, although he.is no bigger
than the average British 10-year-old.

His main ambition in life' is to
move on to the local government
secondary school by passing an
exam. Last year only 10 out of 70 in
the year group were accepted.

But for Angelus, the biggest hur-
dle is the cost of education. His
father is too poorto pay his pAmary
school fees of 3,000 Tanzanian
shillings per year (about $3), let
alone the 5100-a-year fees for a sec-
ondary school education.

~Schools used to be free in Tanza-
nia but in 1993, at the instigation of
the International Monetary Fund,
the government introduced educa-
tion and health fees to cut its huge
budget deficit.

Government finances are under
pressure because of Tanzania's
foreign debt It owes S8 billion to its
international creditors — 5266 for
every man, woman and child in the
country. The government must
spend nine times as much on debt
repayments as on basic health care
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and four times as much on debt as
on primary education.

Since the government was forced
to cut back on spending, school
buildings have fallen into disrepair
and there are shortages of equip-

meqt. -A.recent-Oxiam report-est-:|’

mated that. on avérage. there was

one desk per seven pupils, and each "

textbook was shared by four chil-
dren. Classes of more than 30 pupils
are not uncommon.

At Lusala school the children are -

comparatively lucky. The parents
buit the school themselves in the
days when the government sall
provided free roofs. There are seven
classrooms for 450 pupils, and
almost every child has a desk.

But the introduction of fees has

made the school unaffordable for
some. The headmaster, Matano
Nguwila, estimates that one in four
children in his zrea are notin school
because their parents cannot afford
the fees. Some pupils attend school

even though tileir parents cannot.

pay. The schocl! cultivates and sells

its own coffee crop to cover the

shortfall.

Others like Angelus pay their
own way. Since the age of 12 he has
supported himself by working on
his own tiny field. He now pays his
own school fees and those of his
brother, and' buys exercise books
and pens.

Last year he made a profit of
around 10,000 shillings (S15) from
his bean crop. After paying two sets
of school fees he had just 4.000
shillings left to feed and clothe him-
self. His school uniform is torn and
he goes barefoot.

The government hopes that some
of the pressures on its budget will
be relieved soon through the World
Bank's Heavily [ndebted Poor Coun-
tries (HIPC) initiative.

The main lenders — Western
governments and international
financial institutions such as the
World Bank and the [MF — have
agreed to write oif up to 30 per cent
of the loans for develnping coun-
taes vith unsustainable debts.

Tanzania should he the next in
line for relief under the HIPC initia-

Angelus Mtego pays his $5 primary school fees by growing beans

must find $100 a year to attend secondary school

tdve — provided its' debts stll meet
the definition of “unsustainable” stp-
ulated by the IMF and Worid Bank.
Their crtera are strictly financial.
If a country spends more than 20-25
per cent of its export earnings on
servicing debt. it qualifies for relief.
Tanzania would have qualified three
years ago, but it has since had sev-
eral years of strong export growth.
Christopher Mwakasege. execu-
tive director of the Tanzania Social
and Economic Trust which cam-
paigns on the issue. is concerned
that his country will miss out.
According to Mr Mwakasege. the
economic figures don't retlect the
realicy of life for ordinary families.
who are facing their third bad har-

| vestin a row. Househoid production
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is not included in national acco
so the fact that famine is loomi
parts of Tanzania is not reflect
estimates of GDP growth.

The World Food Programme
mates that 40 per cent of the po
tion face food shortages an
planning a mass feeding camg
in Tanzanian primary schools.

Debt relief alone cannot ret
poverty but it is a necessary
sten, says Simon Levine, Chn:
Aid's programme officer for T;
nia. “Tanzania will never be ab:
provide any kind of reqs:onable
ing conditions for its citizeas v
out debt relief,” he says. “Tanza:
poverty ... isn‘tabouta sud@em
strophe like Hurrcane Mitch,
people being slowly ground dow-
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