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PREFACE
One of the most urgent challenges confronting
Nigeria today is the re-establishment of an African way of
life and its adaptation to present needs and aspirations.
For the purposes of attaining this crucial social ideal,
education is viewed as a necessary instrument.

This author

is highly convinced that, in order for education to be an
effective and reliable instrument, it must first of all be
re-designed to reflect those needs and aspirations for which
it is utilized.

Therefore the reason for engaging in this

investigation is this writer's total commitment to the
search for an appropriate system of education for Nigeria.
The purpose of this study, that is, what this writer hopes
to accomplish in this investigation, is simply to establish
whether or not John Dewey's and Julius Nyerere's philosophies
are appropriate for Nigeria's education and development.
This project would not have been possible without the
invaluable help from a number of University of Kansas
professors.

In the light of this, this writer wishes to

express hearty and unreserved thanks and appreciation to
Dr. Ivan Barrientos for creating the initial intellectual
motivation and, particularly, for his painstaking editing,
comments and suggestions.

v

This author is equally indebted to professors:
J. W. Hillesheim, R. Sheridan, R. Hiner and the late
professor E. Bayles for their constructive criticism
and suggestions.
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CHAPTER I
INTRODUCTION
Statement of Problem and Its
Background
This study is an investigation of the appropriate
ness of John Dewey's philosophy and Julius Nyerere's
philosophy of Ujamaa for the education and development of
Nigeria, a newly independent country, which is committed to
the optimal development of its human and natural resources.
It has been shown elsewhere that Nigerians highly value
1
2
formal education" as a means of social change," but it will
be argued in this study that the traditional or colonial
system of Nigerian education is inadequate and incompatible
with the country's development aspirations, and that these
aspirations would be better met by incorporating some of
Dewey's and Nyerere's philosophies into Nigerian education.

"'"Education as used in this study refers to formal
education or schooling.

2
Etim Bassey, f,The Role of Education in Nigeria in
Modernizing Attitudes and Values Conducive to National
Developments" Dissertation Abstract International, 33s
Nos. 5-6 (Ann Arbor, Michigan: University Microfilm
1969 to date), p. I98O.

8
The fact is that the British model of education
was first introduced into Nigeria in the early 19th
century, and for many years was carried on almost entirely
by missionary efforts.

This was done without consideration

for its appropriateness for a non-Western society.

The

first known school was established in Badagry in 1843 and
was named "Nursery of the Infant Church.The primary
objective of the early Christian missionaries was to
convert the "heathen" or the "benighted" African to
4
Christianity via education.'

This system of education

was said to be a replica of a similar development in
Britain during the Dark Ages.

The British erroneously

assumed that African culture and religion (animism)
had, in the words of Lord Lugard, "no system of ethics,
and no principle of conduct.It was with this attitude
of mind that they established their traditional system of
education in Nigeria.
Recently, American education has begun to compete
with the British model, and some Nigerian educators are
3
Nigeria
p. 71.

A. Babs Fafunwa, History of Education in
(London: George Allen and Unwin Ltd., 1974),

h

Ibid., p. 81.

5Ibid.

9
equally concerned with its appropriateness.

It is felt that

more research on American education needs to be done before
getting deeply involved with it.
Therefore, the issue is not whether to have formal
education itself, but to elucidate the optimal form that
the education system might take.

Suggesting the Deweyan

model (which was designed in and for a capitalist, Western,
urbanized and industrialized society)for Nigeria (which is
a non-Western, agricultural society)
raise questions of appropriateness.

must immediately
For this reason,

Nyerere's philosophy of Ujamaa, which is strictly African,
will be examined and compared with the Deweyan model.
It will be argued that Ujamaa is appropriate and
natural to African countries; that Dewey's philosophy is
not inconsistent with Nyerere's; and that it might give

an

operational direction to Ujamaa.
Contributions
This study will be justified in terms of the follow
ing specific contributions:

first, it is hoped that an

understanding of the general relationship between education
and development will be enhanced.

In other words, it is

anticipated that this investigation will convey to the
reader, the idea that the development of the full potentia
lities of individual Nigerian citizens (which should also
lead to the development of Nigerian society as a whole)
depends on an appropriate philosophy of education.

Second, this project will hopefully throw more light
on Dewey's,and Nyerere's,ideas and their appropriateness for
application to a developing country like Nigeria.

This

aspect of the expected contributions is very crucial because
when ideas are misunderstood, they are also most likely to
be misapplied.

When this happens, persons associated with

such ideas tend to be held responsible for the wrong
practices resulting from such misunderstanding and mis
application.

Therefore the significance of this investi

gation lies in the fact that it will, hopefully, clarify the
ideas of Dewey and Nyerere and, consequently, pave the way
for their proper application to Nigeria.
Third, this research will be looked upon as a contri
bution toward the efforts by Nigerian educators to seek and
adopt an appropriate educational system in Nigeria to better
equip the country for its developmental needs and aspi
rations.
Fourth, the contributions of this study can also be
seen in the author's determination to clarify the charac
teristic features of traditional education, and to demonstrate
its inadequacy for a developing country like Nigeria.
Fifth, this writer believes that no culture develops
independently, for there is necessity to borrow ideas from
other cultures providing that such ideas have universal applica
bility.

It is hoped therefore that this study will increase

the reader's knowledge of the inevitable interdependence
which exists among nations today and demonstrate the
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necessity of borrowing foreign ideas which have universal
characteristics.
Finally, this study will hopefully serve as a modest
contribution to the "ground-breaking" conceptual task that
is implied in the study of nations like Nigeria, and will
therefore hopefully arouse more interest in, further investi
gation in this area.
Review of the Related Literature
Scope and Sources
The documents reviewed for this study include
primary and secondary materials.

The review of these docu

ments will be structured around the following main topics
stated in the title of this study:

Nigerian education;

Nigerian development; Deweyan democracy; and Nyerere's
Ujamaa.
Nigerian Education and Development
The primary documents reviewed in this area include
The Report of the Commission on Post-School Certificate and
High Education in Nigeria;

c

Annual Report of the Department

"Nigeria, The Report of the Commission on Post-School
Certificate arid Hig h Education in Nigeria, Federal Ministry
of Education™ 196o7

12
< 7
of Education Tor the Year 19^9 as well as The Triennial
Survey of the "Work of the Federal' Department of Education

8

for the Year 1955-37«' These documents are very valuable
because they provide data on the educational activities of
the federal Nigerian Government.

The first one is parti

cularly significant because it outlines National expansionary
policy in Post-School and High Education in the country.
An extensive reference was also made to Nigeria Dairy
(1976) issued by the Federal Nigerian Ministry of Information.
This literature is relevant to this study because it describes
the federal government policy aimed at expanding educational
facilities and making them accessible to all Nigerian
citizens.

Another crucial feature of this document is its

attempt to tell the reader that Nigerian leaders value
formal education as a means of development and this is re
flected in the spending priority being extended to education.
In addition, this writer reviewed a book entitled
A P hilosophy for Nigerian Education, edited by Adeniji
Adaralegbe.

This document is a compilation of the papers

presented by Nigerians at Nigeria National Curriculum Con
ference held at Ibadan, Nigeria on September 8-12, 1969.
7

Nigeria,, Annual Report of the Department of Education
for the Year 19%, Lagos: Government Printer, 1951.

8

Nigeria, Triennial Survey of the Work of the Federal
Department of Education for the Tear 1955-57, Lagos: Federal
Government Printer, 1959.
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The proceedings of this conference constitute alternative
philosophies of education for Nigeria.

The educators who

presented papers at this conference include S. A. B anjo,
R. A. Elegbe, D. Jibowu, 0. 0. Obiogun and C. 0. Taiwo.
This conference is also significant because it constitutes a
reliable source of data on the attitudes of Nigerian edu
cators about their present traditional system of education
and the direction in which they would like reform to take.
Furthermore, reference was made to two important
studies conducted by Nigerians.

The first one is Etim

Bassey's study which was mentioned earlier.

The second one

was done by Ernest N. Ukpaby and the title is "American
Education:

A Cr itical Analysis of Its Possible Implication

for Nigeria."

Both studies are contained in Dissertation

Abstract International, (1969 to date); and the data collect
ed from the above materials will be analyzed and interpreted
in the later section.
The Ibo references used in this study are important
in understanding an Ibo man's philosophies, values and
morals.

It is believed in the Ibo doctrine that a wise

man speaks in proverbs (Ilulu).

So, if one wants to become

familiar with Ibo beliefs, thoughts and customs, one must
study Ibo proverbs.

For this reason, the role of the Ibo

references used in this study is to provide Ibo proverbs

14
which have educational relevance to the problem under
investigation.

Some of the outstanding sources of Ibo

proverbs are the works of B. Iwuchukwu and Rev. G. E. Igwe;
their respective works are An Ibo Revision Course and Ibo
g
Dialogues and Stories and are available at the University
of Ibadan, Nigeria, as well as at the School of Oriental and
African Studies, University of London.

Other references in

Union Ibo include materials that tell the reader how an Ibo
man views the relationship between the teacher (Onyenkuzi)
and students (umua'k'wukwo);

the role of the students and the

teacher; the aim of education; attitude toward education
(omumu akwukwo).

B. Iwuchukwuf s10 works constitute a

very valuable source of these materials.

Other works by Ibo

artists such as records will be studied, and for this
purpose the records of E, C. Arinze and Steven Amechi"^ are
great sources.

Works by Nigerian educators such as

B. 0. Ukeje1s Education for Social Reconstruction;
Okeehukwu Ikejiani's Education for Nigeria;**0 and B. Fafunwa's
9

Rev. G. E. Igwe, Ibo Dialogues and Stories (Ibadan:
Oxford University Press), 1967. ~~
"^Iwuchukwu Belonwu, An Ibo Revision Course (Ibadan:
Oxfrod University Press, 19^7), p. 150.

11

E. C. Arinze and Steven Amechi, "I am sorry for man
kind; Let It Be!f (translated by this author) London: The Decca
Record Co., Ltd., Circa, 1959.

12
(Lagos:

B. 0. Ukeje, Education for Social Reconstruction
MacMillan), 19^

13
Okeehukwu Ikejiani, Education for Nigeria (New York:
Frederick A. Praeger, 1965).
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1'4
History of Education in Nigeria
were analyzed.
Deweyan Democracy
Literature was reviewed in this area in order to
examine the general inadequacy of traditional education.
The materials used for this purpose were from UNESCO's
15
Faure Commission Reports " as well as relevant writings of
John Dewey.

In addition, this author reviewed literature

to determine how Dewey's ideas were interpreted by Americans.
In this case, reference was made to John Dewey's Democracy
and Education, Experience and Education and "How Much Free
dom in New Schools."

This article is contained in New

Republic, July 1930.
Secondary documents include Ernest E. Bayles' works.
These works are particularly useful because, in the opinion
of this writer, they constitute a reliable interpretation
of Dewey.

Personal interviews with Bayles, as well as his

Democratic Educational Theory, are dependable sources.

This

author also reviewed John Brubacher's "Ten Misunderstandings
of Dewey's Educational Philosophy," which is contained in
1^4

A. Babs Fafunwa, History of Education in Nigeria ,
(London: George Allen and Unwin Ltd.j 197175
qq
"Edgar Faure, Learning to Be, (Paris: UNESCO, 197*0 •
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Bulletin of the School of Education, University of Indiana.
The significance of this document lies in its attempt to
clarify Deweyan ideas and to show that Dewey is not re
sponsible for all that is associated with progressive
education.
Nyerere f s U,j amaa
There are three basic objectives for reviewing
literature on this topic:

first, to determine the appro

priateness of Ujamaa to African countries; second, to find
out how Tanzanians interpret

and feel about Nyerere's ideas;

and finally, to establish the meaning of Ujamaa.

For this

purpose, Julius Nyerere's Freedom and Socialism is a major
reference.

This book is a compilation of the writings and

speeches by Nyerere, and consequently

it constitutes an in

valuable source of his ideas.
In addition, major research has been done In this
area by Dennis Williams Schroeder.
"Rural Development in Tanzania:
Villagization."

This study is entitled

The Significance of

This piece of work is relevant because it

attempts to assess the successes and failures of Nyerere's
policy in Tanzania.
The research method used by Schroeder combines study of
documents and interviews.
are:

Three examples of such interviews

first, an interview with a Tanzanian

male, former

TANU Branch Secretary in Mwanza Region, presently studying in

17
Canada and who was in Tanzania between October 197^4 and
November 1975.

Second, an interview with a Tanzanian female,

a former school teacher in the town of Moshi who left
Tanzania in 197^4, and r eturned for a three month holiday in
summer, 1976 and visited her home region of Mara.

Third,

Schroeder had an interview with another Tanzanian man,
employed in Dar es Salaam until leaving home for Canada in
August 1973.
Two of the conclusions of this study are crucial:
first, Schroeder concludes that the government of Tanzania
is playing a more direct and pervasive role than ever
before in the lives of a large proportion of the rural
population.

Second, he maintains that in terms of material

well-being of the majority of the rural people, there has
been little change.
In the opinion of this present writer, the second
conclusion of Schroeder is seemingly premature.

The point

is that when ideas are being translated into action, enough
time is needed for them to materialize.

If Schroeder's

claims were correct, it would be difficult to speculate on
what the situation would be in half a century from now.
In order to establish whether or not Ujamaa is
appropriate to African countries, this writer also referred

18
to the works of Levin and Cunningham;AC Fenner Brockway1''
18
and Idris Cox.

These works whose titles will be shown in

the next section, constitute great sources.
The references listed in the bibliography as well as
the works mentioned so far, are found at the universities
of Kansas in Lawrence; Ottawa and Carleton in Ottawa,
Ontario, and also at the Nigerian High Commission in Ottawa,
Canada.

The primary documents of John Dewey and Julius

Nyerere are available at the University of Kansas and the
University of Ottawa.

The indigenous Nigerian references

provided data which were related to the data collected on
John Dewey and Julius Nyerere.
Analysis and Interpretation
Faith in Formal Education

19
Etim Bassey's
study mentioned earlier shows that
Nigerians actually recognize formal education as a means
through which social change can be effected.

Bassey

reached this conclusion in his study.
1 "Levin

and Cunningham, ed., "The Prospects for U,jamaa
Villages," in Self-Reliant Tanzania, Knud E. Svendsen and
M. Teisen (Dar es Salaam, Tanzania Publishing House, 1969).
17
Fenner Brockway, African Socialism (London: The
Bodley Head Ltd., 1963).
Idris Cox, Socialist Ideas in Africa (London:
Lawrence and Wishart, 1966).

1

Etim Bassey, Dissertation Abstract International,
p. 1980.

The purpose of Bassey's study was to examine the re
lationship between formal education and modernization of
traditional attitudes and values in the Nigerian setting.
He based his study on three specific assumptions;
1) that formal education is a precondition for modernization;
2) that the degree of modernization of the society is related
to the kind of education in operation; and 3) that Nigerian
schools could help quicken the pace of modernization if
meaningful educational programs and teaching roles,
responsible to the needs of the society, were used.
His data were obtained by means of questionnaires
designed to elicit attitudinal responses among selected
groups both in Nigeria and in the United States of America.
Five different groups were used.

The first group was made

up of forty illiterate villagers in Nigeria; the second and
third groups, respectively, comprised fifty elementary
school pupils and fifty secondary school students.

Also, a

group of thirty college students in Nigeria took part, and
the fifth was made up of fifty Nigerian students studying
at different universities and colleges in the United States.
In comparing the "educated" and "uneducated" responses
in all the attitudinal dimensions, he found a positive
relation between formal education and modern attitudes.
was in support of the fact that education is related to
modern attitudes and values.

It also supports the claim

that Nigerians believe in formal education as a means of
social change.

This

20
It is imperative to establish whether or not
Nigerians have faith in formal education before thinking of
applying any type of educational philosophy, because if
people do not believe in something or think that they can do
without something, forcing it upon them will be ineffective.
It means that they cannot support formal education if they
do not value it.

This leads the reader to the consideration

of previous application of American education to Nigeria.
Previous Application of American
Education to Nigeria

20
Ernest Ukpaby""" exa mined a number of philosophies in
America with special emphasis on their assumptions, learning
theories, curricula, and methods of control.

He also

analyzed the American Administrative, supervisory, and
teaching techniques, and recognized the need for cultural
and social change as a function of education in Nigeria.
The study also notes that certain aspects of American
theories and practices are inadequate for application to
Nigeria and that they, therefore, should not be incorporated
into the Nigerian system.

Although recognizing the need for

community participation in the education of the young, he

20

Ernest N. Ukpaby, "American Education: A C ritical
Analysis of Its Possible Implication for Nigerian Education,"
Dissertation Abstract International, 16, No. 11 (Ann Arbor,
Michigan: University Microfilm, 1969 to date), p. 2110.

21
-disapproved of the tendency for dominant control of edu
cation by local communities.

He did not consider American

localism as an alternative for the Nigerian centralized
system of education, because the communities are neither
financially nor educationally capable of taking over the
complete responsibility of running the schools.

Thus, a

decentralized school system in the American sense would
create a terrible inequality of educational opportunities.
Ukpaby also rejected what he termed excessive free
dom without control.

It is not surprising that he was

amazed when he observed the excessive permissiveness in
American schools, since Dewey was equally disturbed by the
same practices.
On the basis of his findings, Ukpaby formulated a
philosophy of education for Nigeria studying the following
factors: authority, faith in human nature, heredity,
individual differences, punishment as a control, subjectmatter dominance, teacher dominance, tension and relaxation.
At this point, a comparison between Dewey and Ukpaby should
aid in making a fair assessment of the latterr s work.
With respect to authority, both Dewey and Ukpaby
agreed that it constitutes a factor in the teaching-learning
process, but they disagree as to how it should be used.
While Dewey

believed

that in the teaching-learning process,

authority should be shared between teacher and students,
Ukpaby tended to view authority as characteristics of tradi

22
tional education which presumes ready-made or absolute
knowledge.

Under such circumstances, students are to

receive ready-made information passively.

An oversimplified

stimulus-response model permits the teacher to exercise
absolute control as well as dominant authority over students.
In the opinion of this writer, this approach is traditional,
because it involves external imposition.

On the other hand,

the scientific method of pragmatism makes knowledge
relative; and authority does not reside with any particular
individual.

Instead, students are encouraged to actively

participate in constructing and reconstructing their ex
periences.

Under such a condition, the teacher has no

absolute authority,and students are supposed to be active
participants rather than passive receptacles.
Both Dewey and Ukpaby agree on the significance of
communication in education, and also agree that co-operation
is one of the most important factors.
represents a third point of agreement.

Faith in human nature
This can be inter

preted to mean that both have optimistic views of man.
Heredity is a point of sharp disagreement between
Dewey and Ukpaby.

While Dewey recognizes the significance

of present environment of the child as well as his past
heritage, Ukpaby tends to stress the latter more than the
former.

Dewey argued that the great advantage of

immaturity educationally speaking, is that it enables one
to emancipate the young from dwelling exclusively on the

23
outgrown past.

He added that "The business of education

is rather to liberate the young from reviving and retraversing the past than to lead them to a recapitulation

21

of it."

He also stressed that since the social environment

of the young included the habits of thinking and feeling of
civilized man, education could help a child for growth rather
than a mere recapitulation of his past.

Educative experience

is capable of teaching the child, whether born rich or poor,
to grow beyond his initial experience.
very important.

This recognition is

A so ciety which believes that only the

children of the rich are capable of learning from their
experiences will most likely create dualism and hence,
elitism.

It should be noted that Dewey is opposed to elitism

because it is undemocratic.
Both Dewey and Ukpaby agree that individual differ
ences are a factor in education, and hence Dewey's insistence
that education should be related to the child's interest,
abilities, and desires, in recognition of individual
differences.

Unlike Dewey, Ukpaby recommends subject-matter

dominance in education.

This is a situation where the

materials to be learned are selected and arranged on the
basis of what adults consider would be useful for the young
in the future.

It means that there is no connection between

21John Dewey, Democracy and Education, p. 73.

2k

the materials and the initial experiences of the child.

It

also means that the teacher is concerned with an adult world
to the exclusion of the child's world.

Dewey would argue

that this practice represents external imposition and that
it is opposed to his version of progressive education.

To

the extent that the materials to be learned are not
connected to the child's past and present experiences such
a situation is subject-matter dominated and is unacceptable
to Dewey because it is dualistic, and hence undemocratic.
Ukpabyfs recommendations, then, seem to represent a
combination of traditional and progressive philosophies.
However, though one can argue that they constitute a much
more forward looking philosophy, it seems, nevertheless,
necessary to find out whether or not a more advanced one,
such as Dewey's, is appropriate for Nigerian application
before rejecting or accepting it as a means of re-estab
lishing African socialism as a way of life in Nigeria.
This discussion leads to the examination of a Nigerian
national development policy.
National Development Policy
This topic raises three basic questions:

(i) what

has been the Nigerian government development policy?; (ii)
has the oil industry played a significant role toward
economic development?; and (iii) is the Nigerian economic
structure conducive to economic development?

Some

25
answers to these questions can be found in Nigeria Dairy

22

as well as the works of Gerald R. Helleiner,-L. H.
Schatzl

2k

and Okechukwu Ikejiani.

Nigeria Diary describes the role played by the
government to reform the economic structure and adapt it
to national development.

According to this literature,

Nigeria has joined forces with other export economies to
revolt against the economic forces of foreign powers.
The common goal seems to be the replacement of "foreign fac
tors" as well as the dissolution of the "luxury importers."
In Tanzania, for instance, Dennis W. Schroeder has shown
that the emphasis is on rural development through villagization and the nationalization of industries; in Nigeria, the
revolt is seen in the increasing participation of the
federal government in economic matters.

This is reflected

in its determination to develop both urban and rural areas.
In his Education in Nigeria, Okechukwu Ikejiani
describes Nigeria's development goal.

He observed that

Nigeria's national goal is to "create a good society and

22 .
Nigeria, Nigerian Diary, Lagos, Federal Ministry
of Information, 1976.
23
'Gerald K. Helleiner, Peasant Agriculture, Government
and Economic Growth (Illinois: D. Irwin, Inc., 1966).
2k

L. H. Schatzl, Petroleum in Nigeria (Ibadan: Oxford
University Press, 1969).

26
good life for all its members and to use all the intellectual
and moral resources man has developed, all the resources he
is capable of developing in the pursuit of this goal."

OR

This observation, therefore, also supports what has been
said previously regarding Nigeria's comprehensive develop
ment policy.
The significance of the government development policy
is in its potential to avoid what might be called a process
of mutual destruction in both cities and rural areas.

This

situation arises when development is concentrated only in
urban areas, and consequently people migrate from rural
to urban settings, thereby causing social and economic prob
lems which are beyond the capacity of city administration
to resolve.

As a result, rural areas are deserted, and

urban areas become correspondingly overcrowded and unconducive to healthy and happy living.
As indicated by Nigeria Diary, the government policy
is that, out of ten new industries to be established, nine
should be located in the provinces to ensure the even develop?A
ment of Nigeria.

This measure, one hopes, will have the

effect of narrowing the elite-masses gap.

An increased

involvement of the federal government in the economic
?R
^Okechukwu Ikejiani, Education in Nigeria, p. 20.
p

' Nigeria.Dairy, 1976.
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activities of the country may also be seen in Nigeria's
Third National Development Plan (1975-80), in which,
according to Nigeria Diary, the total investment to be
undertaken by the federal and state governments will be
about 20 billion Naira ($30 billion, U.S.).

This document

also shows that the government has put a great emphasis on
agriculture; education; health and welfare; and lastly,
industry.

The value of this document, in terms of the

problem under investigation, is that it reveals that the
Nigerian government has recognized the significance of
education in regard to development, and this is reflected
in its priority to education.

An understanding of this

document shows Nigeria's realization that an effective
reform of its economic structure depends on extending
educational facilities to all Nigerian men and women.
G. K. Helleiner's work is another important source of
literature in regard to Nigeria's development policy.
In his Peasant Agriculture, Government and Economic Growth,
he demonstrates that Nigeria also gave priority to education
27
and agriculture in its 1962-68 National Development Plan.
This present author interprets Nigeria's development policy,
as reflected in the two National Development Plans, to mean
an effort to replace or minimize the negative influence of
"foreign factors," and the government tries to accomplish
27
Gerald K. Helleiner, Peasant Agriculture, Government
and Economic Growth (Illinois: D. Irwin, Inc., 1966), p. 336.
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this goal by assuming, at least, part of the functions of
the "foreign factor."
In regard to the second question, reference is made
to L. H. Schatzl, whose Petroleum in Nigeria, clearly shows
that the booming oil industry does not significantly improve
the country5 s employment picture.

Schatzl substantiates

this claim by stating that not more than twenty per cent of
the expenditure of oil companies in Nigeria is spent on
wages and salaries.

28

He further points out that in 1964,

the number of employees in the crude oil sector, with a
production value of about 32 million Naira, $48 million,
(U.S.), was only 3,000.
Jonathan V. Levin's work, in the opinion of this
writer, is an outstanding source of data for explaining
the problem observed by Schatzl.

The former would explain

this situation in terms of the characteristic
nature of an export economy, that is, he would say that
the problem arises because Nigeria is an export economy.
Export economies, according to Levin, are those overseas
countries whose exchange sectors are devoted principally to

2
c8

L. H. Schatzl, Petroleum in Nigeria (Ibadan:
Oxford University Press, 1969), P. 155•
29Ibid.,

p. 182.
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the production of raw materials for export and are
characterized by the presence of "foreign factors" and "lux
ury importers."

The most significant feature of foreign

factors is the remittance of income, meaning that the in
come earned by such factors is remitted to the countries
30
of their origin.*"

This leaves the export economy with

little or no income to invest, and thus employment, income,
as well as savings, are retarded; in this way economic
growth is also crippled.
Levin claims that the luxury importers are usually
a very small class with an income far higher than the pre
vailing income of the rest of the members of a society.

This

literature also argues that the domestic demand for
commodities by such a small group is too small to warrant
investment in domestic production and adds that the group
is obliged to import their commodities from abroad.

It

can be seen that in a country like Nigeria, these luxury
importers are made up of foreigners and a few Nigerians;
they play a negative role in economic development because
they excessively import their goods and, by s o doing, they
cause a leakage in domestic income and thus create a
fluctuating balance of payment.
30
- Jonathan V. Levin, The Export Economies: Their
Pattern of Development in Historical"Perspective (New York:
Harvard University Press, I960), pi 61
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The Nigerian government and the Nigerian people are
not alone in recognizing the relationship between education
and development.

Numerous writers have also established a

connection between those two concepts, and such writers
are exemplified by the following:
Brembeck and Weidner recognize that the role of
education in the development of nations is getting increased
attention both in the developed and the developing areas of
the world.

There is a growing awareness that education is

an investment in human resources which will often bring„ as
John Kenneth Galbraith says

f1a

great increase in national

income than a dollar or rupi devoted to railway, dams,
machine tools or other tangible goods.""'"'

Both writers do

not believe that a poor nation should start with the con
struction of machine tools before considering basic educa
tion and anticipate development overnight.

They argue that

the productiveness of the machine depends on the knowledge
and the skill of the men who make, operate and maintain it.
The productiveness of agriculture, they believe, depends on
the knowledge and the skill of the men who till the soil,
harvest, market and process food and fibre.

The health of

a nation depends on the competence of its doctors and health
officers, and the knowledge of the people about nutrition,
31
Brembeck and Weidner, Education and Development
in India and Pakistan (Michigan: Michigan State University,
1972), prrr~
~
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sanitation and the control of diseases.

These two writers

therefore believe that development in its varied aspects
depends on intellectual improvement in human beings and
education.

32
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D. Adam and M. Bjork~J surveyed some aspects of the
role of education in the development of nations, and have
made an effort to identify the contribution education has
made in the formation and maintenance of developed and under
developed societies.

The survey concentrated on three

regions of the world, namely: Middle Africa, South Asia, and
Latin America.

The value of this survey is that it shows

how education can contribute to a society's progress if
planned and practised well.
34
A. Bamisaiye" ' has argued that Nigeria's problem at
independence, apart from poverty, stems from an unequal
distribution of political power on a regional basis.

He is

convinced that such a situation has resulted in inequality
of socio-economic development and blames in on a corres
ponding

inequality in educational distribution.

He showed

32Ibid.
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D. Adam and M. Bjork, Education in Developing
Areas (New York: David McKay, 196>9)> p. 1~»
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A. Bamisaiye, "Ethnic Politics as an Instrument of
Unequal Socio-Economic Development in Nigeria's First Re
public5- in Bulletin of the Institute of African Studies,
Vol. 6, No. 2, 1971, P. 94.
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that the areas where education was more available were more
progressive politically, socially, and otherwise, and this
study confirms that the development of various aspects of an
economy depends on education.
Furthermore, Adam Curie,

dealing with what he re

cognizes as an almost universal dilemma, presents a broad
view of the relationship between social, economic, and
educational planning in societies undergoing rapid change.
His main contention is that countries are economically
underdeveloped because most of their people are also under
developed, having had no opportunity of expanding their
potential capacities in the service of society.

This is

relevant to this study because it also relates education to
development.
John N. Blake has identified two importance issues
central to the complicated problems of African education:
first, he believes that the first role of African univer
sities is not high-level manpower training; but middle-level
manpower training.

Second, he notes that despite government

efforts in planning, the problem primarily continues not to
be one of education for an industrial society, but rather,
35
""'Adam Cu rie, "Some Aspects of Educational Planning
in Underdeveloped Areas," Harvard Educational Review,
Vol. 32, No. 3 (Summer 1962), p. 292.

33
one of education for a rural society.

q

This study is important because it does seem to
provide an answer to a basic question:

What is the purpose

of higher education in a developing society?

Blake suggests

that the answer depends on the conditions, resources, customs,
habits and traditions of the society concerned.

This raises

the question of appropriateness, and implies that the ef
fective role of education depends on its appropriateness
for the society where it is in operation.
All the literature reviewed for this section seems
to agree that there is a general relationship between
education and development.

Particularly, it shows that the

form an education system takes is very crucial in social,
political and economic development.

It implies that an

appropriate education system is compatible with development;
and conversely, that an inappropriate education is unconducive
to development.

This leads to the analysis and interpreta

tion of literature regarding the inadequacy of traditional
systems of education.

qc

John N. Blake, "Higher Education in Africa: Its
Purpose and Its Imperative Issues," The Journal of the
Royal Commonwealth Society (February 1973)> p. 13^
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Inadequacy of Traditional Education
The Faure Commission observed that the education
provided by colonial governments was not designed to pre
pare young people for the service of their home country.
Instead, it was motivated by a desire to inculcate the values
of the colonial society, and to train individuals for the
services of the colonial state.

For instance, the Commis

sion observed that the aim of British education in Indian in
the nineteenth century, was to produce a class of persons,
Indian in blood and color, but English in taste, opinions,
morals and intellect.

37

It also observed that just as the

political and economic effects of colonialism are still
strongly felt today, so most educational systems in American,
African and Asian countries mirror the legacy of a one-time
3Q
motherland.
The above description of colonial education repre
sents a case of educational transplantation, which intro
duces a foreign education system into a society without
previously establishing its appropriateness.

For those who

believe that education mirrors society, it is not, there
fore, surprising that British education succeeded in producing
37
- Edgar Faure, Learning to Be
1974), p. 10.

(Paris: UNESCO,
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people who are British except in color.

Therefore such

education is inadequate for meeting the developmental needs
of Nigeria.
Generally, the subject matter of traditional educa
tion consists of bodies of information and skills that have
been worked out in the past.

Under such circumstances, the

duty of the school is merely to transmit these skills to the
new generation.

It involves ready-made standards, and rules

of conduct and moral training which conform with such
39
standards.""

Furthermore, traditional education is

characterized by imposition from above and from the outside.
It is teacher dominated, in a situation which posits him
as the only source of knowledge.

Authority is not shared,

and students are to absorb information passively, while
textbooks are stressed.

Memorization, as opposed to under

standing, is the emphasis.

This education is subject-matter

centered in the sense that it de-emphasizes the child's
experiences, interests, desires, and abilities.

In short,

a traditional system of education is rigid, as defined
in this study, mechanical, and inflexible, and does not
provide opportunities for children to exercise the intelli
gent judgment which is extremely necessary for the
realization of their individual potentialities.

John Dewey, Experience and Education (New York:
Macmi11an Publishing Co., Inc., 1939), P. 17.
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Furthermore, in encouraging the child to be a passive
receptacle of information (i.e., stressing memorization
as opposed to understanding), the effectiveness of this
type of education is extremely restricted.

It can also be

argued that people perform a task better when it is w.ithin
their capacity, and this is one of the reasons that curricula
in formal education are graded.

It is recognized that

children perform better at proper grade-levels.

What happens

if a person cannot perform a task because it is beyond his
ability?

He has two options:

namely, either to quit, or

continue to waste time and effort on it.

It can therefore

be argued that, to the extent that traditional education
fails to take a child's interests, desires and abilities
into consideration, it is a restriction on his realization
of individual potentialities.

There is the possibility that

people drop out of school for this reason, just like people
who quit trying to perform a task for the simple and justi
fiable reason that the task is beyond their ability.
Besides what John Dewey, and Faure Commission, and
this author, have said so far about traditional education, a
number of writers have expressed similar views on this issue.
l\Q

R. B. Parker ' states that the Nigerian traditional
ii o

R. B. Parker, "An Old Tie for Nigeria," in African
Abstract, Vol. 3, No. 1 (January 1952), p. 17. This refers to
"public schools" in England, a concept which is very different
from "public" education in America.
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system of education is an equivalent of the public school
system, which might produce in Nigeria an aristocracy of dis
interested services, as it had done in Britain.
# Julius Nyerere also observed that the independent
state of Tanzania inherited a system of education which was
in many respects both inadequate and inappropriate for the
4l
new state. "

He believes that the traditional education

system in Tanzania (which is extremely similar to that
inherited by other former British colonies) has three
important features:

first, it is basically an elitist

education designed to meet the interests and needs of a
very small proportion of those who enter the system.

He ob

served that although about 13 per cent of Tanzanian primary
school children secure a place in a secondary school, the
basis of colonial primary school education is the preparation
of pupils for secondary schools.

Consequently, he believes

that 37 per cent of the children who complete primary
school do so with a sense of failure because they have been
denied a legitimate aspiration.

This implies that tradi

tional education in Tanzania was designed to provide
education for the few.
Second, Nyerere believes that Tanzania's education
separates students from their society.

He feels that this

h1
"Julius Nyerere, Freedom and Socialism (London:
Oxford University Press, 1937), p. 271.
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is particularly true of secondary schools, which, in his
opinion, are almost entirely boarding schools.

In this

case, the school is always separate; it is a place, he
maintains, where students go and do not hope to become
farmers after completion of their education.
Third, Nyerere notes that a young and poor nation
like Tanzania is missing the productive work of some of its
healthiest and strongest young men and women by sending them
to traditional secondary schools.

He argues that such

students not only fail to contribute toward increasing the
nation!s output but also consume what the older and weaker
people have produced.

He is opposed to the idea that

Tanzanian Secondary School students do not combine learning
and work, and believes that learning is inseparable from
working.

He is convinced that in a wealthy country like the

United States of America, it is common for young people to
work their way through high school and college.

But in

Tanzania, the structure of the education system makes it
hp

impossible for students to do so.'

47
Kabir Humayun
has argued that traditional education,
particularly in the hands of unsatisfactory teachers, tends
42
Ibid., p. 277.
^3
• Kabir Humayun, Education in New India (New York:
Harper and Brothers Publishers, 1955), p. 27.
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to reduce all instruction to an intellectual drill.

Due to

its abstract nature, he believes, the contents are often
unintelligible and therefore uninteresting to pupils.

He is

of the opinion that in India, children do not understand what
they are taught and fall back on mechanical memorizing.
Under such a situation, information remains a dead matter
and does not become part of the texture of living thought.
He maintains that since the child does not see the purpose
of the education he receives, he remains a passive and, in
many cases, an unwilling subject who submits to, rather
than receives, education.
All the documents reviewed so far on traditional edu
cation for developing countries seem to agree that many of
its features are largely inadequate, and therefore need
to be reformed.
point.

One thing should be made clear at this

What is being said about traditional education is not

that it is "all bad."

Rather, the contention is that some

features of traditional education should be modified and
adapted to the conditions of the countries that inherited
it, and also to the demands of the present century.
Although much of it is inadequate for the realization of
contemporary development aspirations, a radical break with
all of traditional education is not advocated by this.writer
because there will be no meaningful reform without reference
to the past.

Since the past is necessary for knowing and

understanding, there may be no effective plans for change

40
in the future.

This leads to the section of the study

which deals with the interpretation of John Dewey by
Americans.
Interpretation of Dewey by Americans
There is evidence that Dewey was misinterpreted and
consequently, misapplied by some Americans.

During the 1930's,

Dewey was among the critics of progressive education, and the
reason for this action was not that he had abandoned the
principles upon which progressive education was based, but
rather that he was disturbed by the interpretation and the
i
application of these principles in many progressive schools.
Dewey remarked in his article "How Much Freedom in New
Schools?", that many progressive educators have gone to
opposite extremes in their attempts to avoid the formalism
and regimentation of traditional schools.

Instead of a

Deweyan model, they established programs that reflected
their "enthusiasm much more than their understanding."

f 11

Dewey argued that many educators who believed that
adult interests and aims should not be imposed upon children,
went as far as to allow them to decide what they should
study.

Such educators, according to Dewey, forgot that

the immature and passing interests of children are not
adequate guides for continuing their integrated growth and
44
John Dewey, "How Much Freedom in New Schools?",
New Republic (July 30, 1930), p. 204.
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development.

He also rejected the notion of a teacher

as task-master, Imposing his will on children, and argued
that many educators had reduced the teacher's role to that
of custodian.

He pointed out that people have failed to

see that a mature, and skilled teacher is more fruitfully
employed when he shares in the activities of the classroom,
guiding them into channels that lead into genuine growth
and education, fDewey asserted that some educators who
believe that external authority and regimentation are an
encroachment on children's liberty, have abolished
virtually all restrictions in the classroom.

They have

carried what they called freedom almost to the point of
anarchy, thus allowing pupils "unrestricted freedom of action
4H
and speech, of manners and lack of manners." '"""

Thus, the

weaknesses of many progressive schools stem from a lack of
understanding of Dewey's ideas.
Experience and Education, which, in the opinion of
this writer, is Dewey's most important work in education
during the 1930's, suggests the direction in which inquiry
must take place.

The reason why this work is viewed by this

author as extremely important is rooted in the fact that

^Ibid., p. 205.
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although it received no extended reviews at the time it
appeared, it has an increased frequency of references to it
in the decades following its publication.

What the reader

found particularly helpful was that Dewey restated and
clarified many of his ideas against the background of
criticisms, distortions and misunderstandings they had
evoked.

This book also demonstrated that Dewey was not to

be identified with everything that goes on in the name of
progressive education.'10
How can one prove that Dewey was really misunderstood?
Dewey's philosophy of education is a philosophy of experience
as it relates to education.

Progressive educators misinter

preted Dewey because they misunderstood the relation between
experience and education.
Dewey was not only concerned with the experience
per se.

He was concerned with "educative" experience, that

is, experience that is orderly and progressively organized.
According to Dewey, education must employ the progressive
organization of subject matter in order that understanding
of the subject matter may give meaning and significance to
the problem.

He believed that scientific study leads to and

enlarges experience.

This experience is educative only to

the degree that it rests upon a continuity of the significant

(London:

George Dylchuizen, The Life and Mind of John Dewey
Feffer and Simons, Inc., 1973)3 P• 279•
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knowledge and to the degree that this knowledge modifies
the learner's outlook, attitude and skills.^
Progressive educators did not view experience as
Dewey viewed it.

They took whatever a child does as ex

perience and failed to understand the difference between
the educative and non-educative kinds.

For Dewey, not just

any and every action is an educative experience.
is "doing and undergoing."

Experience

If one does not realize what the

actions are about, then the actions are not experience - they
make no difference to a person, regardless of how often they
are repeated.
Where Dewey's critics accused him of being excessively
permissive, they were again rooted in another misinterpre
tation.

Perhaps the most repeated story in this regard is

that of the pupil who asked paradoxically, "Must I do what
I want today?"

48

If Dewey's critics would read him care

fully they v/ould see that he would never allow himself to
be placed in a position where he would be asked such a silly
question.

Aware of the discredit some progressive educators

were bringing on progressive education, Dewey wrote that
there was a tendency in these so-called advanced schools of
educational thought to surround pupils with materials, tools,
47
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No. 1, January, I960), p. 29.
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appliances, and so on, and then let pupils respond to these
things entirely according to their own desires.

Above all,

he suggested that these things should have a purpose for the
pupil1s activities.

When these so-called educators refrained

from suggesting to students what they should do because they
feared trespassing upon their "sacred intellectual indivi
duality1', Dewey considered that stupidity, not education, '
because, he added, without some guidance from experience,
pupils' reactions are almost sure to be casual, sporadic,
fatiguing, and accompanied by nervous strain.

He argued

that since a teacher has presumably a greater background of
experience, there is the presumption of his obligation
to make suggestions as to what to do, just as there is a
presumption on the part of a head carpenter to suggest to
apprentices

at least

S0
something of what they are to do.

The misinterpretation of freedom as conceived by Dewey, led
to a negative view of it as he pointed out later.

Freedom

of outward action, according to Dewey, is a means to freedom
of judgment

and of the power to carry deliberately chosen

ends into execution.

That such freedom should be treated as

an end in itself tends to be destructive of the shared co
operative activities that are the moral source of order.
Furthermore, he continued, it turns freedom (which should

Sbewey, Art and Education
Foundation Press, 1929), p. 32.
"^Ibid., p. 82.

(New York:

The Barnes
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be positive) into something negative.

Freedom from

restriction, the negative side, is to be prized only as a
means to a freedom that is power.

This includes power to

frame purposes, to judge wisely, and to evaluate desires
by t he consequences that will result from acting upon them;
hence, the power to select and order experiences means to
carry chosen ends into operation.

SI

That Dewey was innocent of excessive permissiveness
does not mean that it was not going on among progressive
educators.

The proponents of excessive permissiveness were

educators who were influenced earlier by psychoanalysis.
52
According to John Brubacher,' psychoanalysis merely
reinforced rather than initiated the trend toward excessive
permissiveness in progressive schools.

The fact is that,

before the full impact of psychoanalysis was felt in edu
cational circles, G. Stanley Hall was lending weight to
51
permissiveness with his doctrine of "Catharsis."'"
Thus, parents and teachers should permit the child
to act in an unmannerly or boorish way during his early
years—those corresponding to savagery—so as to get this
kind of behavior out of his sytem.

This was one

51
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'"Sympathetic to the culture-epoch theory of social
development, he held that the child necessarily had to
complete each epoch. If he did not complete one, such as
savagery, for example, the failure might return to plague
him at some future day.
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of the factors that encouraged permissiveness among per
missive educators, and not Deweyls ideas per se.
Another influence was that exerted by the so-called
"sentimentalists."
him, Rousseau.

Preceeding Hall was Froebel and before

Both of these innovators had a romantic

reverence for the inner nature of the child.

This nature,

they believed, unfolded according to its own law.

This

view enjoined the pedagogic rules of permitting nature to
have its way.

In the face of such profound forces, parents

or teachers could hardly interpose their artificial re
straints, which brings this study to human nature, and its
relationship with democracy.
Dewey's Democratic Education as
Nature
Cho-Yee To
democracy.

54

a Means of Realizing Human

did a study relating education to

The purpose of the study was to examine John

Dewey's conception of the relation of education to the demo
cratic ideal.

In it, the author considered democracy as an

end, and education as a means of achieving that end.

He

noted that political democracy has developed out of human
association; that it emerged without a deliberate plan.
54
" C ho-Yee To, "John Dewey's Conception of the
Relation of Education to Democratic Ideal," Dissertation
Abstract International, Vol. 20, No. 8 (Ann Arbor,
Michigan: University Microfilm, 1969 to date), p. 3085.

He

'17
also remarked that democracy is a social ideal with a wider
fuller meaning than the one exemplified in political
democracy, and that such a meaning can be realized in
communal life.

A gen uine community is the social ideal

in which interests are consciously shared, and in which the
interplay among various forms of association is fully reali
zed.
Cho noted that the immature are socialized into
full membership in a community by means of education, and
hence, he argued, if a democracy is to perpetuate itself,
an education that will secure and promote the democratic
idea is necessary.
The same study relates the school to the larger
community and points out that, if Dewey's democratic ideal is
realized in the school, it would reflect an integrated
society.

The idea is that when the school is viewed as

mirroring the larger society, whatever happens in the school,
directly or indirectly, reflects what goes on in society.
The study then concludes by arguing that the highest
realization of human nature is found in democratic achieve
ment and that education is an indispensable means for this
realization.
The above conclusion is seemingly valid because if one
admits that democracy is a way of life, and again if the
school reflects society, it logically follows that democratic
achievement in the school will reflect democratic achieve
ment in society.

It stands to reason, therefore, that

48
education is an indispensable means for realizing human
nature.
It is important to relate Cho's study with the one
proposed herein.

Both assume that the realization of in

dividual potentialities, qua human nature, is a function of
education.

While Cho views democracy as an end, and

education as a means to that end, the proposed study
conceptualizes development as an end, and democratic
education as a means to attain it.

The difference, however,

is not very important, because, as a way of life, democracy
and culture are quite synonymous.

Development involves cul

ture as a way of life; and development with democracy are
inseparably connected In unis context because of the inex
tricable relationship between social and individual
potentiality.

It can, therefore, be argued that in both

studies, democracy and development are aimed towards the
same end, while education is depicted as the means of
achieving that end.
Julius Nyerere's Philosophy of U,j amaa
and Its Appropriateness for Africa
U,j amaa, (a Swahili word), mutatis mutandis, means
"family-hood11 or a state of affairs engendered by t he
ontological cause of "family as basic reality."

As a con

cept, it entails such a reality, and as a value, it
proposes this concept as a category of "oughtness."

49
Many of the ideas embodied in the concept of
U.I amaa,

or African Socialism, were first articulated by

George Padmore, one of the founders of Pan-Africanism.

He

was the man who influenced the thinking of many African
leaders while they were students in Britain.

The term

"African Socialism" came to be used so extensively that,,
in 1962, African leaders were invited to a colloquium at
Dakar, Senegal, to examine its character and to attempt
a precise definition.

This attempt failed.

The ideology

of African Socialism had been the product of a variety of
exigencies in their own countries.

Thus, there are

differences in the versions articulated by all those African
leaders mostly identified with the term.

Because of the

differences in interpretation for example, between Kenyan
and Tanzanian leaders, the term African Socialism fell into
dispute in the later years.

Terms such as "harambee" in

Kenya, Humanism in Zambia and Ujamaa in Tanzania, are
preferred.

56

Despite problems of interpretation, African Socialism
has three common themes, namely, continental identity,
economic development and class formation.

African Socialism

55
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became both a reaction against Europe and a search for a
unifying doctrine.

Underlying the proliferation of ideas on

the subject is the formulation of an ideology stressing the
identity of the people of Africa while rejecting the influence
of the outside world.

Part of the search for identity con

sists of discovering ostensible roots of African Socialism
in the indigenous society.

The essential contention is that

Africa has always contained much indigenous socialism:
communal ownership of land, the egalitarian character of
society and the network of social obligations leading to
co-operation.

Thus, capitalism was seen as being "unnatural"

to Africa."'1
African Socialism was equated with economic develop
ment, which was assumed to be largely in the public sector.
Thus, the growth of the African entrepreneurial class has
not been looked upon with favor.
The third common theme is class formation.

The post-

independence problem of Africa leaders centered on the
imperative of obtaining the enthusiastic co-operation of
the people for sustained economic activities that would aid
the accumulation of capital without creating new imbalances
in the distribution of material income.

Thus, African

Socialism is marked by the idea of sacrifice for the larger
58
collectivity. "
57Ibid.
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It should be emphasised that the present study deals
with the Tanzanian version of African Socialism.
seen in Julius Nyerere1s philosophy of Ujamaa.

This is

While

Nyerere does not intend his philosophy of development to
apply exclusively to rural areas, it is clear that the model
of life in villages has been central in his general thinking
and in his ideas about development.

Nevertheless, there is

evidence that the philosophy of Ujamaa embodies the three
common themes of African Socialism.^
Levin and Cunningham have observed that the commit
ment to the democratic socialization of the countryside is
in itself of historical significance for all of Africa.
Both writers believe that Tanzania is the first African nation
to confront the massive task of developing a democratic egali
tarian and productive society in the countryside.

They agree

that this move by Nyerere is a rich lesson urgently needed
throughout Africa.^0
Idris Cos, through visits to Africa and discussions
with many African leaders, observed that most African
countries are confronted with the problem of re-establishing
59
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00Idris Cox, Socialist Ideas in Africa (London:
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Ibid., p. 69.
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their way of life.

He observed some degree of capitalist

development but noticed that the declared aim of most African
leaders is not capitalism, but socialism.01

He, too, believes

that in African society, the collective wealth of the extended
family is used for the welfare of the family as a whole.
De Graft Johnson, head of the Department of Socio
logy at the University of Ghana, has described the affinity
of the African historical community-pattern with socialism
in this way:

"The principle of the state as a father, which

is the basis of socialism, is what we have here in our clans
f) p
or tribes which are in fact extended families."
He, too,
believes that in African society the collective wealth of
the extended family is used for the welfare of the family
as a whole.
In his "Ujamaa; The Basis of African Socialism,"
61
Julius Nyerere defines U,jamaa as familyhood.

According to

him, this word describes a special kind of African Socialism.
He emphasizes the basic idea of De Grant Johnson that
socialism is a natural expanding development of the
traditional tribal system of Africa, and also stresses that

u

Ibid., p. 69.
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every individual was completely secure in traditional African
society.
Leopold Senghor is also as firm as Nyerere and De
Graft Johnson in rejecting Marxist and European Socialist
theories.

He argues that Africa's background of tribal

community life not only makes socialism natural to Africa
but excludes the validity of the theory of class struggle.^
He argues that Negro-African society is collective or, more
exactly, communal, because it is a communion of souls rather
than aggregate of individuals.

He is convinced that

Africans had already achieved socialism before the coming of
the Europeans; and he maintains further that our duty is to
renew it by helping to regain its spiritual dimensions.
Bede Onuoho, a Nigerian, thinks that: "It is beyond
doubt that traditional African Society was based on a pro
foundly socialist attitude of mind and governed by indi65
genous socialist rules, customs and institutions."''

Thus

the above writers, including a Nigerian, are in agreement
with Nyerere's philosophy of Ujamaa, in that they all seem to
believe that socialism is not only appropriate but also natu
ral to Africa.
Nyerere's personal experience as a product of his
own African extended family bears him out.

He has benefited

64
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tremendously from the socialist attitude of mind in his ex
tended family.

If members of his family had not been

obligated to sharing what they had with the whole family,
his education would have been impeded.

This exemplifies how

the African way of life is rooted in the extended family unit,
and means that the kind of growth and development, which
would be consistent with the African way of life, must of
necessity be an extension of the extended family traditions
adapted to twentieth century needs.
In his "John Dewey's Democratic Conceptions of Educa
tion and Its Implications for Developing Nations," C. C.
/T n
Aguolu,
a Nigerian, attempts to examine some of Dewey's
ideas and their applicability to developing nations with
special emphasis on Tanzania.

He seems many similarities

between the philosophies of Dewey and Nyerere and also
observes that some of the affairs in Africa today are almost
identical with those of the United States during the 19th
century, when Dewey's ideas were nurtured.

He is convinced

that some of the traditional features of education observed
by Dewey in his country are currently existing in all African
societies and schools.
Aguolu's study is invaluable because it seems to
represent one of the most relevant sources of the literature

U"C.

C. Aguolu, "John Dewey's Democratic Conceptions
of Education and Its Implications for Developing Nations,"
Second Order: An African Journal of Philosophy, Vol. 4, No. 2,
July 1975, P. 66.
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that were examined for the problem under investigation.
He agrees with the present writer that Dewey's philosophy is
not inconsistent with Nyerere's and also believes that
both philosophies are appropriate to developing nations
(which of course, include Nigeria).
The difference, in this author's opinion, between
Aguolu's study and the present one, is that the former
attempts to apply Dewey's ideas to developing nations
in general, while the latter is aimed at determining the
appropriateness of Dewey's and Nyerere's ideas specially
for Nigeria.

Nevertheless, the two studies are extremely

related, and this dissertation would not be complete without
acknowledging Mr. Aguolu's contribution.
Fenner Brockway has described Julius Nyerere and
Senghor as belonging to the pragmatic group."''

Yet, since

these two thinkers also believe in "Ujamaa," this raises
the question as to whether or not "Ujamaa" possesses some
of the characteristics of pragmatism.

At this stage, the

author of this study prefers not to agree or disagree with
Brockway's claim until the reader has followed the compari
son between Dewey's and Nyerere's philosophies.

This

comparison will be crucial because it will, hopefully, aid
in determining whether or not Dewey's education is
appropriate as a means of re-establishing African socialism
in Nigeria, and the task will be attempted in Chapters Four
and Five of this study.

The general purpose of this study has

v
°fBrockway, African Socialism, p. 26.
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generated the next heading.
Research Questions
The basic aim of this study is to answer the following
specific and sequential questions:
1)

Should Deweyan democracy and Julius Nyerere's philosophy

of Ujamaa be considered appropriate for Nigeria's education
and development?
2)

Should Deweyan education, which was designed to modify

capitalism, and Nyerere's education for Self-Reliance, be
considered appropriate for re-establishing an African
Socialism as the way of life in Nigeria?
Delimitation
To answer the above questions, a clear delimitation
seems to be in order to avoid unnecessary complexity.

Con

sequently, this study will be limited to the investigation
of John Dewey's concept of "democracy" and Julius Nyerere's
philosophy of Ujamaa, and their educational implications,
with regard to the following educational components:
The Learner
The study will attempt to determine the general
nature of the learner, and also how he should be taught
vis-a-vis the democratic implications of a scientific or
inquiry method of learning or attaining truth.

57
The Teaching-Learning Situation
The study will specifically examine the relation
between teacher and students; the role of the teacher, the
types of teaching-learning freedom; the place of authority
in learning environments; and the implications of the
following characteristics:

sharing, co-operation and inter

action, which are viewed as components in a concept of
democratic learning.
Curriculum.
This study will consider curriculum in a democratic
context:

to what extent it is imposed; whether or not it

has room for either-or-thinking; how it is related to
educational values; what is the place of religion in it;
and what are the social and democratic implications of
subject matter.
Evaluation
The study will determine Dewey's and Nyerere's
views about evaluation; their convictions as to how to
evaluate; and the role of evaluation in teaching-learning
situations and its democratic implications.

58
Organization of the Study
This study is divided into six chapters.

Chapter

One provides the introduction and also deals with review of
the related literature.
Chapter Two examines the Nigerian system of education
with emphasis on its role in political development before and
after the country's independence.
Chapter Three examines John Dewey's concept of
democracy.

In basic terms, it discusses the characteristics

of Deweyan democratic principles and specifically, it deals
with democracy in politics, industry and religion.

Finally,

it attempts to establish whether or not democracy is an
absolute or relative concept.
Chapter Four deals with the educational implications
of Deweyan democracy with regard to the components listed
above.
Chapter Five constitutes a comparison of John
Dewey's and Julius Nyerere's philosophies, which is based
on the pre-selected components.
The final chapter is a summary, with conclusions and
recommendations.
Method
Several documents will be studied for the purpose of
collecting basic data.

The author will study a sample of

the original works of John Dewey and Julius Nyerere which
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deai specii icaily with their respective concepts of democracy
and Ujamaa, including their educational implications.

Other

primary documents to be reviewed include those originating
from the Nigerian federal and state Ministries of !• ducat ion.
Secondary sources will Include books, journals and
periodicals.

These materials will be criticised in order

to determine their authenticity and accuracy.

For more

details about specific materials and their sources, the
reader is referred to the section which deals with the
review of the related literature.
Summary of Anticipated Conclusion:;
On the basis of this investJgation, this author hopes
to show in the following chapters, of this, study:
1.

That the Nigerian system of education is. tradi

tional and therefore inadequate and incompatible with the
country's developmental needs and Aspirations.
2.

That formal education has played little or no

role in political development both before and a fter Nigeria's
independence.
3*

That in order for education to be an effective

instrument of social change, it must first; of all be re
designed to reflect these needs for which it is utilised.
That the philosophy of Ujamaa, as herein after
discussed, is appropriate and natural to African countries.
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5.

That Dewey and Nyerere's philosophies of education

are, with minor exceptions, very similar.
6.

That Dewey

and Nyerere are both convinced

pragmatists.
7.

That Dewey's philosophy is capable of giving an

operational direction to the implementation of U,jamaa.
8.

That Dewey and Nyerere use the same means to

achieve different ends, since the former is concerned with
a capitalist, urbanized and industrialised society, while the
latter is pre-occupied with the re-establishment of an African
way of life in a rural setting.
9.

Finally, that Dewey and Nyerere's ideas, if

used as means, might be considered appropriate for the end of
Nigerian education and development.

CHAPTER II
NIGERIAN EDUCATION AND POLITICAL DEVELOPMENT
BEFORE AND AFTER INDEPENDENCE
Introduction
This chapter will examine the role of formal education
in the political development before, and after, Nigeria's
independence, and will be limited to the preselected
educational components mentioned in Chapter One.

In order

to accomplish this task the following specific topics will
be investigated:

(i)

the role of political socialization

with emphasis on developing attitudes toward government;
(ii) the relationship between political participation and
national identity; (iii) the role of education in political
elites, aimed at a reduction of the elite-mass gap, and the
consequent achievement of equality, as well as the attain
ment of horizontal integration among the masses; (iv) the
extent to which education has promoted political recruit
ment; and (v) the trends regarding employment for schoolleavers.

Finally, a critical evaluation of the general

situation will be made, and the significance of this chapter
in terms of the whole study is that it will give the reader
an insight into the inadequacy of Nigeria's present edu
cational system.

6l

62
The Meaning of Political Development
According to S. J. Coleman,"political development"
refers to the acquisition, by a political system,of a
consciously-sought, and a qualitatively and quantitatively
enhanced political capacity, which should be manifested in the
successful institutionalization of new patterns of
integration that regulate and contain the tensions and
conflicts produced by increased differentiation.

It also

involves new patterns of participation and resource
distribution that are adequately responsive to the demands
generated by the imperatives of equality.x

This is equated

with the capacity of a society to develop institutions
which will successfully meet the needs of both individuals
and society, and ensure the equality of political partici
pation and resource distribution.
Coleman isolates three processes or functions in a
political system.

First, a "political socialization"

refers to that process by which individuals acquire
attitudes and feelings toward the political system, and
toward their role in it.

This obviously includes loyalty

and a sense of civic obligation, and also implies the
task of teaching a child that he or she is a Nigerian, and
of preparing him or her for a proper behavior within the

"James S. Coleman, ed., Education and Political
Development (Princeton: Princeton University Press,
1965), p. 15.

society to which he or she belongs.

63

Therefore, the concept

involves the task of teaching a child the proper attitude
toward his fellow citizens.
Second, Coleman refers to "political recruitment,"
which entails social mobility and also implies the ways
through which the economy absorbs its human resources.
Third, Coleman speaks of "political integration,"
which occurs when a society achieves an effective sociali
zation into the national polity, and also when the process
of recruitment into the bureaucratic and political roles
has been regularized and legitimized.

There are two

aspects to political integration: 1) a vertical dimension,
which refers to the bridging of the elite-mass gap as well
as the development of an integrated political process, and
2) a horizontal dimension, which refers to the welding to
gether of previously separated political areas.
At this stage, an attempt will be made to examine
the role of formal education in the achievement of poli
tical development with emphasis on political socialization,
political integration, and political recruitment.
Education and Political
Socialization
In colonial times, formal education played little or
no role in the political socialization of Nigerian citizens.
It seems that it did not prepare a sufficient number of
Nigerians for the running of such country.

For instance,

the first politicians who gained power in 1952 discovered

6*1
that only nineteen per cent of senior posts were held by
Nigerians.

2

In the key post of permanent secretaries,

there was not a single Nigerian.

This meant that the

grammar schools, probably due to their selective nature,
did not prepare a good number of Nigerians for selfgovernment, and also that the traditional colonial
system of education did not provide enough opportunities
for the realization of individual potentialities because
the grammar schools were extremely selective.
The above inadequacy can also be explained in
terms of the aims of education during the early colonial
regime of which the most striking factor was that the
British emphasized "character training."

The Christian

missions gave a "religious and moral training," which the
colonial government relied on as the chief factor for
determining the number of schools that should be provided
in Nigeria.

Christianity was thought to be something good

for the natives, and it meant that there was more emphasis
on "moralization" than on political socialization, as
previously defined.

In the elementary schools, for

instance, the aim had been the production of clerks for
government service, the production of shop assistants for
commercial firms, and the preparation of entrants to the

2Ibid.,

p. 137-
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traditional colonial grammar-school type of secondary
school.

3
This inadequacy was also due to other policies

of the British government, and its authorities who always
maintained an ideology of accommodation, which in turn
facilitated their dealings with African nationalities
but did not necessarily contribute to the process of
i|
nation-building.
It can be argued that the only way to
implement such a policy was to provide an education which
was not designed to prepare the individuals for the service
of their society.

The subject matter of education was

therefore not social in the sense of John Dewey and
Julius Nyerere, and was not human, in the same context,
since it was not geared toward the attainment of goals
of common interest to the Nigerian people and society.
It has also been suggested that the reason for
not training enough Nigerians to run their country could
be attributable as well to the fact that the system was
selective.

This can be borne out by t he recommendation

of the Commission on Post-school Certificate and High
Education in Nigeria regarding selection for the Sixth
Form.

According to this recommendation, only the ablest
3

B. 0. Okeje, Education for Social Reconstruction
(Lagos: Macmillan, 1966), p. 135•
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'The Journal of Modern African Studies, Vol. 8,
(1970), p. il30-

boys and girls should be chosen for these places.This
had been the system even before the Commission was set up
and it can be argued that if the system were less selective,
more Nigerians would have been trained before the period of
self-government.

In Chapters Four and Five, it will be shown

that this state of affairs is obviously opposed to the ideas
of Dewey and Nyerere, who have criticized an evaluation
system which is based exclusively on quantitative measure
ment.

The system had the effect of not only restricting the

chances of more people to be educated but also of ignoring
other talents that needed to be developed.
Therefore, education had been designed entirely
for livelihood purposes and not for the development of
individuals who should become useful and active partici
pants in politics.

Furthermore, education was not geared

toward the political socialization of children.
With regard to formal civic training, education
played little or no significant role.

It has been ob

served that apart from some instruction on "How Nigeria
is Governed,"0 there was little civic training at the
primary and secondary levels.

Great reliance was

instead placed on institutional devices, athletics, and
5

The Report of the Commission on Post-School Certifi
cate and High Education in Nigeria, published by F ederal
Ministry of Education (i960), p. 13•
g

Coleman, p. 131.
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other recreational activities.

For instance, every class in

the primary school had its monitor and every teacher training
college had its prefects.

By giving monitors and prefects

varying degrees of responsibility in class, a crude attempt
7
was made to inculcate the virtues of self-government.
Regarding the achievement of a national identity, it
was left to the Nigerians themselves.

Since Nigeria was a

British colony, it was hardly expected that the local British
government would deliberately foster Nigerian solidarity and
national consciousness, and this deliberate neglect was
reflected on the type of curriculum used at this time.
the early stages, only English history was taught.
was British Empire history.

In

Later it

When a Nigerian child did learn

Nigerian history, it was an account of how Britain conquered
Nigeria

and governed it.

He was in consequence not told of

Nigerian heroes and national personalities.®
There were no Nigerian national holidays to be ob
served.

Two types of holidays were important: the official

British holidays such as Empire Day, the Queen's Birthday
and Bank holidays.

These occasions were entirely British in

character, and consequently did not develop a sense of
national identity amongst Nigerian school children.

* Ibid.

8Ibid.
TK. ,
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It has been rightly claimed that language forms
people more than it is formed by t hem.

No meaningful

nationhood can be formed without the development of a common
language, and this insight, in this instance, is quite
vital because Nigerians speak many languages.

There is a

strong feeling amongst some Nigerians to the effect that
tribalism could be minimized through speaking a common
language or lingua franca.

It is also believed that formal

education could play an important role in this respect, but
unfortunately, its contribution has been little or nil.
Instead, emphasis has been placed more on the use of the
English language.

This fact, however, is not to deny that

native languages were encouraged, for education has contri
buted a great deal to the study of native languages at
school.

The point made here is simply that there was not

deliberate colonial policy directed toward making any one of
the major langauges of Nigeria

an official or common
o
Okechukwu Ikejiani, a Nigerian author, believes

language.

that national identity and solidarity requires the use of
either Ibo, Hausa or Yoruba as a common language.

His

suggestion would have been successfully implemented if
Introduced during the early stages of western formal
education, but instead, emphasis was placed on the English
language by making it compulsory at all levels of education,
q

Okechukwu Ikejiani, Education for Nigeria
York: Frederick A. Praeger, 1965)3 P• 21.

.
(New

and also by making it a determining factor in passing the
West African Certificate Examination.

In other words, success

in the School Certificate Examination was dependent upon
passing the English language, irrespective of how students
performed in other subjects.

For instance, in December 1955,

eleven pupils from the Queen's College took the West African
School Certificate.

The results were: seven passes - four

in Grade Two, three in Grade Three, and four failures.

In

December, 1956, seventeen pupils took the examination.

The

results were: seven passes - four in Grade Two, three in
Grade Three, ten failures and seven of the failures were due
solely to failure in the English Language.
This policy obviously constituted a curricular pro
blem.

Dewey and Nyerere would believe that it w as an Im

position of subject matter from above and from the outside.
By ma king the English language compulsory, the system igno
red the initial experience of children.

It can also be argued

that the subject matter, in that case, was not social in that
it did not constitute something of common interest to the
Nigerian people.

Since language is a very strong force in

any culture, imposing a foreign language on another society
constitutes a deliberate effort to assimilate it.

This, of

'"'Federation of Nigeria, Triennial Survey of the
Work of the Federal Department of Education for the Years
1955^-57 (Lagos: Federal Government Printer), 1959s p. 15 •
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course, raises the general question of the adequacy of a
traditional colonial education in the realisation of
individual potentialities.

According to this system,

inferiority in the English language as per the Nigerian
Examination implied an inferiority in other areas.

This was

definitely opposed to Dewey's and Nyerere's philosophies and
also opposed to the Ibo proverb: "There are alternatives to

11
what people do," '* which means that failure in an academic
pursuit does not necessarily mean failure in other pursuits.
It indicates that a child should not count himself as a
failure in life because of his inability to cope with
academic work, since good Nigerian sense obviously holds
that there are many alternatives for him to choose from.
This proverb therefore expresses a Nigerian philosophy which is
quite similar to Dewey's and Julius Nyerere's in that failure
in one subject should not constitute failure in the School
Certificate Examination which involves many other subjects.
With respect to political participation, it seems
that formal education prepared Nigerians for it only to a
certain degree.

It has been argued that Western-educated

Nigerians tended to see the colonial regime as a new
opportunity for participation in the running of the country.
It has been claimed that this pressure for political

'^"Iwuchukwu Belonwu, An Igbo Revision Course
(Ibadan: Oxford University Press^ 1967)5 p. 150.
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participation resulted in nationalistic movements.
How
ever, it should be noted that this type of participation
was limited to very few individuals.

A "re al" political

participation in the pragmatic sense should involve the
masses, and should imply that all individuals indeed take
part in the political decisions that affect them.

It also

means equality in the making and in the obeying of the law,
and involves the ability for the citizens to make intelli
gent judgments on key issues.

It also implies the capacity

of the individuals to judge and evaluate the performance
and the ideas of their fellow citizens and to constructively
criticise the government in power.

This is what Dewey

described as "civic efficiency."
This inadequacy can be attributed to three educa
tional problems: first, the educators' perception of the
nature of the learner; second, their view as to hov; he should
be taught; and third, their aims of education.
It has been shown that the aims of education were not
genuinely social and human.

They have been very selective

and designed to prepare the "ablest" boys and girls, with
ability defined as colonial adjustment.

Thus restricting

the number of citizens to be properly educated is the same
as restricting the number of participants in politics.

12J. F. Ajayi, "Recent History," in African South

of the Sahara

(London: Europa Publications, 1972), p~! 521.
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This claim is supported by L . J. Lewis,
who observed
that, in the past, the tendency in Nigeria was to produce
an elite which was small in number but politically
powerful.

Education, then, was not designed to make the

masses literate, but rather carried out under such
circumstances that they could not possibly foster equality
in political participation.
Restricted political participation can be further
explained in terms of the colonial conception of human
nature as applied to education, that is to say the Nigerian
learner.

A study has been done to determine the Impact

which the mid-nineteenth century theories of "scientific
racism" had on the making of educational policies for
British West Africa.

This study shows that, in general,

anthropologists and ethnologists of early Victorian
Britain held a rather pessimistic view as to the educabllity
of Africans.

It is believed that their views were

translated into official policy,'11 since it is generally
admitted that education focuses on particular concepts of
man.

A cu rricular designer's conception of man thus

determines the type of education that he advocates, and
since the colonial powers had a pessimistic view of Nigerian

13L.

of Education
lli

J. Lewis, "Education in Africa," in Yearbook
(19^9), p. 312.

V. M. Battle and V. H. Lyons, eds., Essays In
the History of African Education (New York: Columbia
University, 1970), p. x.
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regarding their educability, there seems to be a justi
fication for the type of educational policy that they
followed in Nigeria.
Mow a child or learner should be taught is also in
fluenced by one's perception of human nature.

The school

did not seem to be concerned with teaching children how to
think, and it tended to impart knowledge with little re
flection.

The schools taught students what to think but

not how to think, and they also told them what to know
but not how to know.

Children merely learned to memorize,

and were encouraged to be passive receptacles of information.
In short, children did not acquire knowledge by reflective
thinking, the scientific method or the pragmatic means
and ends advocated by De v/ey and Nyerere.

This fact has been

expressed by a group of Nigerians, who believe that their
educated compatriots do not exercise their thinking ability,
but were rather concerned with money making and hence too
busy to think.

lb

This charge against teaching techniques in

Nigeria has also been supported by an other Nigerian writer,
B. 0. Ukeje, who states that his country's curriculum has
been rigid and memorized.

He also states that the lack of

reflective thinking "is still with us."

Furthermore,

15

Nigeria, "Dramatic Call for a Socialist Nigeria,"
Africa and the World, Vol. 7, No. 6f3 (November, 1970),
P. 7.
. 0. Ukeje, Education for Reconstruction, p. 12.
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iie also added quite bluntly that the early objectives
which have conditioned the curriculum, as well as all the
educational practices in Nigeria, are still in existence at
the present time.
From the above data, it can be concluded that the
colonial traditional education, though not completely
useless, was not adequate enough to cope with the needs,
of a developing country like Nigeria.

These data also

support the claim made by this study that, Nigerin' s
system of education is traditional and hence inadequate
for the realization of individual potentialities.

There

fore the fact that Nigerians were not prepared for
political participation was not an accident,, and t his
111ad oq ua ey is t ra c c able t;o the very n aI u re o f ii i ge r.i a 's
educational system during its incipient stapes.
From the above discussion, it can also be main
tained that the role of formal education in political
socialization remained almost the same before and a fter
independence, except for some moves toward change as indi
cated above by t he Nigerians themselves.

However, change

in this area cannot be expected to be too fast because
educators and educational policy makers are, after all,
the products of the old colonial system.

There is no doubt,

then, that such attitudes are hard to change, and if they
do change, they do so very slowly.
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Education and Political
Integration
An integrated polity is one that holds together,
having reduced to a manageable level the differences that
separate groups of people from each other, and the tensions
that threaten to break the society apart.'"''

The task to be

performed at this stage is to determine the role played by
formal education before and after independence with respect
to fostering political integration between the elites of
Nigeria.

Don M. KurtzLu has noted that the major feature

of the colonial system of education in Nigeria is the
difference between the levels of development In the North
and in the South.

He tried to attribute this imbalance to

the hostilities between Muslim rulers and the Christian
missionaries in the North, and claimed that this attitude
was supported by colonial powers.
This theory clearly indicates that there was an
inequality of educational opportunities in Nigeria.

In

order to appreciate this situation, one must take a look
at the population figures of the North and South as well as
the number of schools in both Regions.

The population of

the Northern Region in 1953, was estimated at "16,800,000
17
Joseph R. Gusfield, "Educational Institutions in the
Process of Economic and Nation Development," Journal of Asian
and African Studies, Vol. 1, No. 2 (April, 1966), p. 9^
18
D. M. Kurtz, "Education and Elite Integration in
Nigeria," Comoarative Education Review, Vol. 17, No. 1
(February, 1973), p. 58.
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as compared to 6,^00,000 in the Southern Provinces,/"'
Furthermore, in 19^7, there were 5,000 primary and fortythree secondary schools in the two Southern Regions,
while in the North there were just over 1,000 primary and
only three secondary institutions.

By 1951, the North

had only one University graduate, and in 1952, the Eastern
Region had a literacy rate of sixteen per cent as opposed
to the meager two per cent rate in the North.

These

findings also reveal that education created an imbalance
in the composition of the members o'f the federal legisla
ting agencies, and the research also reveals consequent
differences in level of education between the Northern and
Southern members of the legislature.

Further, the issue of

educational imbalance was also recognized by th e Commission
on Post-School Certificate and Higher Education in Nigeria,
which attributed it to the fact that the Moslem parts of the
country inherited an ancient tradition of Koranic education,
and thus prevented Christian missionaries from penetrating in
to the towns and villages.

Consequently very few schools of

European tradition were established among them.

20

The implication of an imbalance in the total educa
tional system for any society is that it obviously creates

Sir Rex Niven, The War of Nigerian Unity
Evans Brothers Ltd., 1970), pT
1

(Lagos:

20
Report of the Commission on Post-School Certificate
and Higher Education in Nigeria, p.
~
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a differential development of individuals.

In the case of

Nigeria, the system produced federal legislators who had
different backgrounds, levels of education and social out
looks; hence it failed to foster the needed integration
amongst the political elites of the country.

In other

words, the educational imbalance automatically led to a
subsequent political imbalance, as both Dewey and Ujamaa[s
pragmatism would expect.
It should be further noted that the imbalanced
structure of Nigerian education during the early periods
was not entirely the fault of the educators or the
authorities.

From the available data, one can attribute

it to the attitudes of some Nigerians toward Western formal
education.

Probably, more V/estern education would have

been distributed evenly throughout the country if all the
sections were equally open to a foreign system of education.
On the other hand, it can be argued that if the North and
the South were equally determined to retain their traditional
education, African tradition would not have been so dis
rupted.

And Nigeria as well as other African countries

with similar experiences, would not have been faced with
the problems and challenges of re-establishing their way of
life.

21
Lorenzo D. Turner,
correctly noted that European

21Lorenzo

D. Turner, "The Impact of Western Education
on African Way of Life," in Africa Today (New York:
Greenwood Press, 1968), p. 364.
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contact led Africans to abandon many of their traditional
means of earning a livelihood and to failure in trying to
find an adequate substitute under the new system.

Africans

did not believe that the education provided by Eu ropeans
was adequate in quality and quantity to equip them to make
the necessary adjustments to the new way of life with a
minimum discomfort to themselves.
During the first five years of independence, one
cannot argue that the role of formal education in Nigerian
political integration was better than before.

Instead, it

would be safer to claim that independence did not change
the situation significantly because it would be impossible
for the sytem to change within five years.

A clea r sub

stantiation of this claim is the recent Civil War in
Nigeria, which is sufficient evidence to indicate the lack
of political integration amongst post-independence Nigerian
politicians.

This again could be due in part to the edu

cational imbalance.
There is, however, a great effort being made at the
present time to correct such an imbalance.

In fact this

is one of the recommendations of the Commission on PostSecondary Certificate and Higher Education in Nigeria.

The

trend is also obvious in the recent educational expenditure
of the country: Nigeria is spending huge amounts of money
on education.

Over fifty million pounds were allotted to

education alone during the financial year 1963-1964, and
the average annual expenditure is not less than thirty

22

million pounds.

The Muslim rulers of the North no

longer resist the establishment of Christian formal
education, as they did in the early stages with the
support of the colonial administration.

It is reasonable

to argue that more money and schools are being directed
to the North.

But how long it will take to bridge this

gap is truly a matter of speculation.
Integration among the Nigerian political elites
is only one aspect of the problem; the other one is to
determine the role of formal education in achieving
horizontal integration, i.e., in integrating the elite
With the masses.

This is the area where formal education

seems to have made the least contribution, and it is
argued that many of the Nigerians who went through
secondary schools were also brought up in traditional
grammar schools patterned after the British ones.

A

majority of Nigerian leaders before and after independence
were and are the products of these grammar schools.
Since the students were made to study a curriculum,
the contents of which stressed more of the British than the
Nigerian culture, it can be suspected that the grammar
schools produced Nigerians with conflicting views about
their own country and its people.

This phenomenon did

little to foster political integration between the masses
22
Hans Carol, "Making of Nigeria's Political Regions,
Journals of Asian and African Studies, Vol. 3S No. 1
(1969), p. 173in
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and the elites.

J. R. Gusfield

23

has charged that

Nigerian elites lack the ability to think about their
people/ and as it has been pointed out before, that they
seem to be rather concerned with making money and hence
are too busy to think.

This can be interpreted to mean

that the elites were5 and still are, not concerned with
the problems of the masses.

They do not care, in other

words, for the welfare of the ordinary man and this is due
to the aims of a traditional education.

The claim that

Nigerian elites concern themselves with money-making rather
than integrating themselves into society can be attributable
to the utilitarian aim of colonial education, since Nigerian
education before and after independence has been associated
? }j
with an increased demand for white-collar occupations."
Godfrey Brown

25

also argued that V/est Afr icans wanted a

European type of secondary schools designed to equip them
for white-collar jobs, and there is evidence, therefore, to
believe that the colonial educational system produced persons
who were mostly preoccupied with selfish pursuits that tended
to retard their integration into society.

In the words of

21
"Gusfield, Educational Institutions in the Process
of Economic and National Development,
p. 9 •
24

Nigeria, "Dramatic Call for a Socialist Nigeria,"
African and the World p. 7 •
25

G. Brown, "British Educational Policy in West
Africa and Central Africa," in Journal of Modern Africa,
Vol. 2, No. 2 (1964) p. 365.
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R. B. Ihrker, "An equivalent of the public school system
might produce in Nigeria an aristocracy of distinguished
services as it had done in Britain."

p /T

The gap between the

elites and the masses in Nigeria, as indicated above, does
not only reflect the utilitarian and traditional aims of
education but it is also opposed to the democratic
principles discussed in Chapter Three.

An elite-mass gap,

the Dewey and Nyerere perspectives would call it, result
from an absence of co-operation, sharing, interaction and
equality in the teaching-learning situation.

It also spell

the existence of a kind of dualism in education, since the
two-track emphasis is rather obvious.
The inadequacy of formal education in fostering a
needed integration is still prevalent in Nigeria.

This

claim is justified because the educational system has not
ceased to be selective; the evaluation system, as data
still reveal, has not ceased to classify people into in
feriors and superiors on the basis of quantitative assess
ments.

This inadequacy will remain as long as the educa

tional system fails to adapt itself to the Nigerian re
alities in terms of an independent nation seeking its
integrated essence.
2(3

R. B. Parker, "An Old Tie for Nigeria," in
African Abstract. Vol. 3, No. 1 (January 1952), p. 1?.
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Education and

Politica1 Integration

This involves reducing tensions among different
ethnic, linguistic, and religious groups."1

In a multi

lingual country like Nigeria, it is thought that a common
language taught through the schools can perform an
essential integrative function.

28

Whether by c onscious

design or not, Gusfield adds, schools can improve
communication among persons of many different backgrounds
by b ringing them together and giving them a common set of
experiences.

29

In this area, it has been observed that

formal education, upon encouraging the study of Nigerian
Vernacular at school, has actually made a rather small
contribution, and did not go as far as creating a common
language for all.
It should be pointed out that the feeling that a
Nigerian belongs to a particular tribe or region, as in
e•g., "I am a Yoruba," is more disintegrative than the
sheer lack of common language.

The attitude of individual

persons is what counts the most, and formal education has
not fostered national loyalty neither in the past nor the
present.

Every Nigerian, and even the outsiders, are aware

of the persisting tribalism which has plagued the country

2

Gusfield, p. 9.

28Ibid.,

p. 10.

29Ibid.,

p. 11.
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for many years.

This parochial loyalty has been a dominant

disintegrative force, and formal education has done little
or nothing to improve the situation.

However, it should be

stressed at this point, that local loyalty per se, is not
all bad.

The issue is not that Nigerians should not have

local loyalty; rather that their individual local loyalties
should constitute a contribution to national loyalty and
unity.

This implies that Nigerians should embrace the

pluralistic nature of their society, and hence that they
should subscribe to the philosophy of unity in diversity.
As one writer observed, the colonial powers did not
come to Nigeria with a view to fostering social solidarity,
and therefore the anomaly is not surprising.

Colonial

rulers were more concerned with making the country an
economic asset to Britain, and it is only natural to See
that they had little or no concern for the unity of the
country.

Quite on the contrary, internal divisions were

perhaps even convenient to maintain, if one is to believe
in the "divide and conquer" principle of domination.

It

is important to note that Nigeria, at the time of the
British take-over, could best be described as a collection
of nations because each of the so-called tribal or regional
divisions were unique, culturl and linguistic entities.
To substantiate the above claim, reference can be
made to a statement by John E. Flint: "When the British
began to extend colonial rule over Nigeria, in the 1880's ,
they had no thought of creating a colony that would one day

become a nation-state *"

30

Such a concept, he believed, had

nevertheless existed earlier in the nineteenth century and it
had become specifically Nigerian in character.

With these

data in view, one can claim that formal education was not
designed to achieve an horizontal integration, and it
should be obvious that this inadequacy was due to the colonial
aims of education.

It has been shown that the purpose of

education was rather to strengthen the colonists' own regime
by pr oducing literates who could only occupy subordinate
positions, and therefore, "serve well."

By crea ting an

educated elite, the British hoped to produce people who would
identify fully with the interests of the colonial power rather
than with those of Nigeria and her people.

This policy, as a

matter of fact, was not directed toward Nigeria alone; it was
also the policy pursued in most British colonies.

For in

stance, it was noted from the Faure Commission's Report (dis
cussed in Chapter One) that the education provided by the
colonial government was not designed to prepare young people
for the service of their home country;

31

and it is particu

larly appropriate to recall the Commission's reference to the
impact of colonial education on the people of India.

This

observation is significant because not only does it
30
""John E. Flint, "Nigeria: The Colonial Experience
from 1880-191^," in Colonialism in Africa 1870-1960,
Vol. 1, Hoover Institutions Publications (1969), p. 220.

31Faure, Learning to Be, p. 10.
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substantiate the Nigerian case, but also demostrates that
a similar policy was pursued in other British colonies.
Quite evidently this type of policy did not lend itself
to the development of an integrative function neither in
Nigeria nor in any of the other countries that were in
similar situations.
The failure of Nigeria's traditional education to
perform an effectively integrative function was in part due
to the nature of curriculum.

There is evidence to show that

the textbooks which were used did not emphasize even
remotely the unity of the country because British authors
dominated the history and civic fields.

School books dis

cussed the ethnic and linguistic diversity of the country.
According to David B. Abernathy,

op

education made young

Nigerians acutely aware of their country's troubles by i n
creasing the knowledge of their fellow country men.

He

also believes that this alone cannot be expected to create
good feelings among the educated members of the contending
groups and he observes that when Nigerian students expressed
a commitment to national unity, their views were based less
on knowledge than other factors.

The point being made by

Abernathy is that colonial education did not provide
32
'"David B. Abernathy, Political Dilemma of Popular
Education: An African Case (California: Sanford University
Press, 1969), p. 257-
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Nigerian youth with the kind of knowledge about their
country that is designed to promote unity, but instead,
it provided the knowledge which stressed the troubles of
the country, and thus increased emotional conflict among
the young.
However, there was a trend toward change at the
later stage.

According to the Report of the Triennial

Survey of the Work of the Federal Department of Education,
for the years 1955-57 3 the textbooks used were almost
exclusively those printed in England.

British publishers,

according to the Report, were making available in increasing
numbers textbooks that were more closely related to the West
African environment and the needs and interests of West
African children.

J

It was remarked that this trend was

slow and gradual, and was not expected to be on a large
scale, until Nigeria could boast of a good number of native
writers who would produce truly Nigerian textbooks.

So,

after independence, textbooks are still predominantly written
by foreign authors.
David Abernathy believes that schools can and should
provide more than academic knowledge about a society.
Through its recruitment policies, a society can bring to
gether members of many different groups, and the school can
become a miniature nation by instilling co-operative habits

Triennial Survey of the Work of Federal Department
of Education 1955-57, p. 12.
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among a diversified student body.

He argues that this

integrative function is important when one considers that
grammar school and university graduates constitute a sub
stantial portion of the elite whose decisions will affect
a country's destiny.

Abernathy, in this context, seems to

agree with Dewey and Nyerere with regard to the importance
of co-operation, and such a policy also appears to be
workable.
The cited study has thus revealed that the colonial
education system seemed to have contributed more In this
Qil
area before independence. AbernathyJ found out that the
educational expansion caused a contraction in the recruit
ment radius for the older schools because new schools
enrolled the local young people who in earlier days would
have traveled much greater distances to obtain an education.
He observed that in Hope V/adell, for instance, few students
from outside the Eastern Region were enrolled.
The above observation seems to be correct; however,
it can be argued that it was caused not by design but rather
as a result of the shortage of educational facilities.

In

other words, students from outside the Eastern Region
attended Hope V/adell for the simple reason that they lacked
sufficient secondary school facilities in their localities,
and consequently had to travel long distances in order to
attend high school.

It can also be argued that this

Abernathy, p. 259»
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phenomenon constituted an instance where lack of educa
tional facilities produced a positive result.

It meant

that an educational imbalance in a society where there is
craving for education can serve to bring people of diverse
backgrounds together.

Nevertheless, for this to happen, the

push factors must be greater than the pull factors, i.e.,
the motivation on the part of the students must be greater
than the attractions offered by t he schools outside their
areas.
It can be also argued that an open admission policy
is a necessary but not a sufficient condition for incul
cating the habits of co-operation.

Its achievement depends

on the philosophy of the school concerned, and the spirit
of co-operation has to be a deliberate aim.

An open policy

also means a deliberate effort on the part of the teacher
to encourage it in a teaching-learning situation.

Unless

the relation between teacher and students, and among
students themselves, is designed to promote a co-operative
spirit, the mere bringing together of students from diverse
backgrounds is no guarantee.

It may be difficult if not

impossible to inculcate the spirit of co-operation and
mutual sharing under an authoritarian teaching-learning
situation.

Abernathy, therefore, may be mistaken in con

cluding that Nigerian traditional education made greater
contributions toward inculcating a co-operative spirit among
the students they attracted from other parts.

He should

have made an effort to find out whether or not the schools
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made a deliberate attempt to teach co-operation.
Another thing to point out is that Hope Wadell,
which Abernathy selected for his study, is a boarding
school that stressed British culture rather than the culture
of the society in which it was situated.

Since that is the

case, it is doubtful that the mere congregation of students
tor the purpose of education would ensure true political
integration.

It can further be argued that schools can

perform an integrative function through liberal recruitment
policy only if their curriculum is also relevant to the
society.

In this case, data have shown that the Nigerian

schools before and after independence have not reflected
the truly African traits of this society.
In fact the role of formal education before and
alter independence was to some degree disintegrative, and
it failed to foster political integration because it was not
initially designed to achieve that; its curriculum was
irrelevant and rigid.

As Abernathy has rightly argued, the

educational expansion of the 1950's and early 1960's in
Southern Nigeria, had, on balance, a disintegrative effect
on the country as a whole.

He observed that their most

important consequence was to widen the already substantial
educational disparity between the North and South, thus
intensifying the potential conflict between the two areas.
Lastly he also believed that the task facing Nigeria after
independence is to design a system of education that can
insure her genuine political, social, and economic
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development in the future.
Education and Political
Recruitment
The final question posed in this chapter is to
determine the extent to which formal education has promoted
political recruitment before and after independence with an
emphasis on the employment of school-leavers.

It has been

pointed out that political recruitment in this context re
fers to the relationship between education and the degree
of upward mobility in a given society, i.e., whether or
not an economy provides employment for its school-leavers.

Qr:

There is some ground to support the contention that
colonial educational systems seemed to foster political re
cruitment to some degree in Nigeria, because in the initial
stage, the possession of education ensured jobs.

As noted

previously in this chapter, the aims of colonial education
were very specific - to produce teachers and preachers;
clerks for commerce; and civil service assistants.

Education

was purely utilitarian and Nigerians viewed it, and still
do, as a vehicle to prestige positions.

Since Nigerian

education has been selective, there has been a tendency to
prepare people for very specific positions.

Under such

situations, formal education was, and still is, the main,
if not the sole key to higher achievement, and consequently

Coleman, p. 25.
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to higher income and higher social status.

For instance,

between the years 19^5 and I960, admission to Yaba Higher
College and the special training courses run by government
departments was strictly aimed at the filling of prospective
vacancies. 36
It will be contended that this aim of formal education
is totally opposed to Dewey1s view, since for him, education
is not preparation for life, but consists instead of life
itself.

A co ncept of education perceived as a life long

process consistutes a broader perspective than another one
specifically designed to prepare a person for a bureaucratic ,
and worse yet, a subservient position.
Toward the end of the colonial period, and after
independence, the picture is quite different: formal educa
tion, and particularly at the primary and secondary levels,
does not ensure employment.
Abernathy has argued that the expansion of education
in Southern Nigeria has worked against the achievement of
some aspects of its initial political goal.

The point made

here is that formal education is regarded as the key to
individual and social progress, without due regard to the
kinds of environmental changes that are needed apart from a
mere expansion of the school system.

This action, it is

alleged, broke the link between primary education and the

3uIbid.,

p. 137.

17
employment sector.
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He also argues that this actually

created a disillusionment as to the role of formal education
in political recruitment; in other words, the economy is
incapable of absorbing the school-leavers.
While it seems legitimate to argue that the educa
tional expansion in Nigeria, after independence, has created
unemployment among the school-leavers, and thereby tends to
play a negative role with regard to political recruitment,
it should be stressed that Nigerian leaders expanded the
traditional system of education without adequately making
the necessary educational reforms.

There is little or no

difference between the curriculum of the present popular
education, and the colonial system before independence.
The method of instruction is still the usual memorizing.
The curriculum content is still rigid and classical.

Edu

cation is still viewed as a vehicle to gain a white-collar
job, and the student's attitude toward job importance is
still patterned after the old system.

In short, the

dysfunctional consequence of the popular or educational
expansion would, most probably, have been avoided if the
expansion had been made after necessary reforms.

In con

clusion, it can be stated that both colonial education and
the educational system that was adopted after independence
did not foster political recruitment to a reasonable degree.

'^Abernathy, p. 282.
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This inadequacy is not due to the education expansion, per
se.

Rather it should be attributed to an unsound policy on

the part of both the colonial authorities and the Nigerian
leaders.
Dualism was one of the factors which led to the
aforementioned inadequacy of formal education in Nigeria,
before and after independence, with regard to the unemploy
ment of school-leavers.

It will be shown that Dewey describ

ed t his anomaly as "either-or thinking" in education, and
this philosophy as well as its damaging consequences in
society will be fully discussed in subsequent chapters.

The

dualistic thinking that might produce unemployment in an
agricultural country like Nigeria is the same Deweyan problem
of academic versus vocational or manual work, i.e., the
tendency to stress academics to the exclusion of manual work
in the school curriculum.

Thus it is not surprising that

the Commission on Post-School Certificate and Higher Edu
cation in Nigeria has observed that agricultural education
below degree level suffers from handicaps.
The Commission on Post-School Certificate and Higher
Education in Nigeria states:

"We are frequently told that

school is a means of escape from the farm and the village,
and there is some difficulty in persuading bright youngsters
oQ
to enter agricultural schools."
This report only confirms
that Nigeria's education is characterized by either-or
-5 o
"Commission on Post-School Certificate and Higher
Education in Nigeria, p. 15.

thinking and one can easily determine that both Nyerere and
Dewey would be opposed to it.

It will be also shown that this

type of education is neither the Nyerere's self-reliance
policy, which is supposed to be appropriate to Afirca, nor the
Deweyan environmental and social interaction, which is
claimed as necessary for true democratic development.
From the available data it can be noticed that
formal education in Nigeria has played little or no role in
the achievement of political development before or after
independence, and these findings about Nigeria's education
support one of the basic propositions of this study:

that

Nigeria's education is traditional and hence inadequate for
realization of the country's developmental aspirations.
Critical Evaluation
Colonial

39

and traditional systems of education have

played some role in the development of Nigeria in the past.
They served the rather narrow purposes for which they were
introduced.

It is recognized that they contributed toward the

advancement of literacy, and that they were moderate factors
in the stimulation of national consciousness among Nigerians.
However, the early political leaders, in a modern sense,

39
'The term 'colonial tradition' is used to
distinguish between Western formal education and the
traditional Nigerian education, that is the education in
existence before the introduction of Western formal, but
also traditional education.
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were the products of Nigeria's colonial and traditional
education.

There is, nevertheless, no need to advocate

a radical break with traditional education; rather, it
should be gradually modified to suit the development needs of
an independent and dynamic Nigeria.

To substantiate this

thesis it is argued that complete revolution is unpragmatic because it would lead to a situation where one would
have the "old" versus the "new."

In the opinion of this

writer, this appears to be dualistic and hence incompatible
with Deweyan and Nyerere's philosophies.

Again, Nyerere's

Ujamaa implies building on African tradition without ex
cluding the foreign elements and instruments necessary for
development.

For this reason, no change will be meaningful

if it does not take the past and the present systems into
account.

The past should help Nigerians to understand the

present and be able to plan for the future.
Paradoxically, change is the most stable (or con
stant) element In contemporary societies, and Nigeria
is no exception.

Because of sweeping change all over the

world, it is felt that the traditional system of education
is no longer adequate for present and future challenges.
Consequently, it is contended that the colonial traditional
system of education has to be redesigned to make more
contributions toward Nigerian political, social and
economic development.
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It is, therefore, maintained that the colonial
educational system was not originally designed to foster
development in African context.

The inadequacy of that

system is chiefly reflected in the colonial educators'
conception of man, how he should be taught, evaluated, and
above all, the aims of education and the curriculum.

If

Nigeria's development needs are to be met through formal
education, an appropriate philosophy is needed with
respect to the educational basic components that constitute
the leit motif of this study:

the learner; how he should be

taught; the teaching-learning situation; the curriculum;
the evaluational criteria; and the aims of education.

What

is needed is an education whose content is social, and a
subject matter which is relevant to Nigerian society.
Nigerians also need a curriculum which must first of all
cater to their common interests, and most importantly, they
need an education which will ensure the full development of
individual potentials.

This is very crucial because this ;

study will argue that the development of society
depends on the development of the individual citizens.
Colonial education did not ensure this simply because of
its dualistic and selective nature.

In sum, according to

another Nigerian educator, "People are the foundations of
the nation.

If the foundation is firm, then the nation
i|Q

will enjoy tranquility ."
1|0

Ukeje, Education for Social Reconstruction, p. 133.

CHAPTER III
JOHN DEWEY'S CONCEPT OF DEMOCRACY
Introduction
This chapter is designed to examine John Dewey's
concept of democracy.

Both basic as well as specific terms

and characteristics will be explored.

These traits of

democracy are crucial not only for understanding Dewey's
concepts, but also for assessing and determining their impli
cations for education and other specific variables.

This

study will also specifically explore democracy in relation
to politics, industry and religion, and furthermore, it will
attempt to determine whether or not democracy is an absolute
or relative concept.

The chapter is, therefore, designed to

provide background material for subsequent chapters.
Ernest Bayles,^ an interpreter of John Dewey, views
democracy as a form of government.

He takes this position

because of a tendency on the part of some philosophers to
deny that democracy is a form of government, and depict it,
instead, as "a way of life."

He justifies his position by

arguing that the issue of democracy or non-democracy
arises when two or more people band together in a
co-operative enterprise and where a decision must be
^Ernest Bayles, Pragmatism in Education (New York:
Harper and Row, Publishers, Inc., I966), p. 67T.

97

98
made as to how to run things.

Such an issue, he believes,

does not arise in a one-person affair, and he maintains that
a human enterprise has to be run on the basis of accepted
rules and regulations.

He also believes that when two or

more persons are involved, an understanding has to be reached
as to who shall make the rules, and how.

In Bayles' opinion

democracy simply means the:
...equality of opportunity on the part of members to
participate in the establishment of whatever rules and
regulations (or laws) are deemed needful and the
equality of obligation to abide by them until they are
abolished or changed.
The above definition of democracy places the law
making authority in the hands of the people, it specifies
law-abidance on the part of all; it ensures equality to all
before the law, regardless of hereditary or arbitrary
differences in rank or privilege that may exist among people.
This implies the denial of special status to privileged indi
viduals or groups that prevail in an autocracy.

It also im

plies the stipulation of equality both in law enactment and
law enforcement.

Another important feature of the Bayles

conceptualization of democracy is that it places limitations
on freedom, which is a crucial circumstance because people
sometimes tend to conceive of democracy in terms of limitless
freedom.

Bayles is convinced that to leave each and every

member of any group entirely free to do as they wish is

2Ibid.,

p. 69.
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anarchy and that "anarchy breeds chaos."'5
It should be noted that Bayles does not deny the
concept of democracy as "a way of life."

What he points out

is that whether viewed as "a way of life" or as a form of
government, this distinction does not make much difference be
cause in both senses, governing is involved.

Democracy can

indeed be viewed as "a way of life" if it is considered in a
context where rules and regulations are to be established:
e.g., in politics, religion, industry, and so onc j To Bayles,
as long as each of these different types of organizations
involve governing, there is a justification for the defi
nition of democracy as a form of government.
This writer presents Bayles' concept of democracy
first, to facilitate the understanding of Dewey's position.
Both recognize democracy as a form of government as well as
"a way of life," but it should be noted that for Bayles the
essential situation for the issue of democracy to arise is
when two or more persons are involved in an enterprise or
association.

It would appear that Dewey is quite in agree

ment with this idea because he attributes the development of
i|
democracy to human association.
While not denying that democracy is a form of govern
ment, Dewey believed that democracy was broader than a

3Ibid.,

p. 150.

'Joseph Ratner, ed., Intelligence in the Modern World
(New York: The Modern Libraries, 1939)* p. ^00.
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special political form.

He believed that it was a method

of conducting government, making laws, and carrying on
governmental administration by means of popular suffrage
5

and elected officers," but he also believed that it was a
way of life, social and individual.^

The terms 'social'

and 'individual' are very important in Dewey's concept of
democracy because they represent ends, whereas democracy is
the means of achieving them.

Hence, Dewey stated that the

keynote of democracy as "a way of life" could be expressed
as the necessity for the participation of every mature
human being in the formation of the values that regulate
collective life.

He stated that collective life was necessary

from the standpoint of both the general social welfare
and the full development of human beings as individuals, and
he was convinced that the foundation of democracy was faith
in human intelligence and in the power of co-operative ex
perience.

This notion of democracy means individual initia

tive and participation in a mutual or common interest.
Crucial to Dewey's conception of democracy is the idea that
democracy is not to be taken as absolute.

Rather, it should

be able to generate progressively the knowledge and wisdom
needed to guide collective action.

5Ibid.,

c

p. 400.

John Dewey, Problems of Men
Library, 1946), p. 57-

(New York: Philosophical
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Basic Characteristics of Democracy
John Dewey's concept of democracy is characterized
by the following components:

freedom and authority; indivi

duality; co-operative or collective life; equality; shared
common, or mutual, interest; interaction; and antidualism.
Freedom and Authority
E. Bayles warns against associating freedom ex
clusively with democracy, for he believes that freedom is
not completely absent in anarchy and even in dictatorship.
Therefore, "speaking of democratic freedom and nothing more
represents gross failure to differentiate among alter7
natives."

He argues that complete and unlimited freedom

is expressed by the term anarchy, which means without rule,
as opposed to democracy, which implies power in the hands of
the people.

He stresses that freedom in democracy is con

fused with freedom in anarchy, since the latter type of
freedom means letting people do what they want to do.

Thus

freedom, as perceived by Bayles, is freedom with limitation
or control.
In democracy, Dewey was concerned with the relation
between freedom and authority.

Authority in this case,

appears to represent a unifying force.

It is the force

7
Bayles, Democratic Education Theory
Harper Brothers Publishers, I960)", p. 149.

(New York:
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which regulates and controls members of a social organi
zation; it brings about stability and gives direction and
support of individual members.

On the other hand, freedom

refers to the forces by w hich change is intentionally
brought about.

It means freedom to act, choose and be

responsible for one's actions. -Dewey's position is that
there should be an intimate and organic union of authority,
freedom, stability and change, and that these elements
o
should not be viewed as separate entities." Therefore, Dewey,
like Bayles, conceived freedom in democracy as freedom with
control as opposed to unrestricted or unlimited freedom.
~ Dewey believed that the older form of classicalliberal authority identified the exercise of freedom with
the absence of any organized control.

In this way, it identi

fied freedom with mere possession of economic power.

In

view of this, he was convinced that there is a necessity
for effecting an organic union of freedom and authority.
In this regard, his thesis is that the operation of
co-operative intelligence, as displayed in science, is a
working model for union of freedom and authority.

Q

In

other words, Dewey was saying that authority based upon
o

"'Dewey, "Authority and Resistance to Social Change,11
S iooI and Society, Vol. 44, No. 1137, (October, 1936),
pT~T57\
"'Dewey, Problems of Men, p. 58.
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collective or co-operative intelligence is capable of
effecting a union of freedom, authority, stability and
change.
Dewey recognized that regardless of the fact that
the development of science depends on the free initiative,
invention and enterprise of individual inquirers, the
authority of science derives from collective activity which
is co-operatively organized.

He was convinced that even

when the ideas put forth by individuals have sharply diver
ged from received

beliefs

only the open and public method

used in science can succeed because of the agreement and
unity of belief which it produces among all who labor in the
same field.

He argued that every scientist, whether or not

he deviates from current ideas, depends upon methods and
conclusions which are a common possession rather than a
private ownership.

This means that the contribution made by

a scientific inquirer is collectively tested and developed.
For Dewey, as long as the contributions of an individual
scientific inquirer are co-operatively confirmed, such
contributions become a part of the common fund of the
intellectual commonwealth.
One can argue from the foregoing discussion that
authority in science (physical or social), as Dewey con
ceived it, is democratic, because it is consistent with the
Deweyan democratic principles - sharing, co-operation and
inter-action.

In his eyes, a democratic society is charac

terized by a union of freedom and authority.

This theory is
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in agreement with Bayles' view of democratic freedom as
freedom with control.
Individuality
^ An important feature of democracy is the basic
assumption of respect for the individual.

Dewey tries to

relate the individual to society and in doing so, he does
not consider the individual and society as separate from
each other

He contends that modern life means democracy

and democracy, in turn, implies freeing intelligence for
independent effectiveness, that is, "the emancipation of mind
as an individual organ to do its work. M"'b

The justification

for this statement is that Dewey links democracy to inquiry
or scientific method.

He seems to have high goals for

modern, industrialized and urban society because of the
fruitful scientific contribution which he envisages.

For

him, therefore, modern life should be identical with demo
cracy just as democracy is with the inquiry method.

It will

be shown later in this study that Dewey's goals for modern
society, which he based on the fruits of science, unfortu
nately have been misguided.
To Dewey, the moral meaning of democracy is found in
resolving and admitting that the supreme test, of all poli
tical institutions and industrial arrangements should be
''Vohn Dewey, Education Today
Sons, 1940), p. 62.

(New York: Putman and
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the extent to which they contribute to the development and
growth of every member of society.

This means that in a

democratic society, the social institutions:

government,

industry and so on, have the duty to set free and develop
the individual capacities of all members no matter what
race, sex or economic status.

He also believes that the

moral and ideal meaning of democracy implies that a social
return be demanded from all, and that opportunities for
development of distinctive capacities be afforded to all.Jj"
In other words, the individual should in turn, make social
contributions to society.

He should try to develop his

capacities by making himself part of the social community
through participating in social activity.

This view of

democracy is significant because it has implications that
relate to one of the basic propositions of this study (i.e.,
the contention that development depends on the realization
of individual potentialities).

Democracy conceived in

this way also implies a reciprocal, mutual and harmonious
relationship between individuals and society which are
inseparably connected.

If this position is admitted, it

stands to reason, therefore, that the development of the
individual necessarily implies the development of society.
Dewey contrasted his view of the relationship
between individual and society with the traditional view.

11

Dewey, Democracy and Education, p. 122.
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While Dewey views the individual and society as inseparable,
the traditional tendency was to view individuals and society
as separate and pre-existing entities.

He argues that such

a conception of democracy creates controversies and tends to

12

render social problems insoluble.

This view of the individual and society is shared by

11 who argues that a

writers such as N. C. Bhattacharyya

society is made up of individuals in their manifold relations
and interaction to one another.

This position seems to

justify the present author's claim that a society reflects
the qualities of its individual citizens.
Dewey's position regarding the question of indivi
dualism and society in classical versus modern liberalism
might provide more insight into his concept of individuality
in democracy.

In his Individualism, Old and New, Dewey

maintained that the old individualism was shaped by the
pioneer conditions of early American life.

He believed that

individualism in this period had to contend with the forces
of physical nature and to do this successfully, the indivi
dual needed freedom, initiative, resourcefulness, selfreliance and persistence.

Because his association with

others was direct and personal, he had to develop attitudes,

12Dewey, Reconstruction and Philosophy
The Beacon Press, 1957)5 p. 199•
:>N.

(Boston:

C. Bhattacharyya, "John Dewey's Instrumentalism,
Democratic Ideal and Education", Educational Theory, Vol. 18,
No. l (Winter, 1968), p. 60.
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habits and loyalties which gave his existence meaning and
substance.

This seems to imply that the individual's re

lationship to his physical and social environments was
exclusively on a personal rather than collective basis.

It

means that the individual was personally free to act in a
manner that could ensure his survival without much regard to
others.

This type of individual freedom has been described

by Dewey as "rugged individualism ," because it was based on
extreme competition rather than on co-operation.
Dewey contrasted the classical liberalism with what
he called modern liberalism.

In modern liberalism

conditions of the frontier period no longer exist.
Group action has replaced individual action, and the
action of the individual now constitutes a small part of
a larger whole and his relation with people and organizations
has become increasingly impersonal.

Under such a condition,

Dewey believes that it is difficult for the individual to
find something with which to identify and enlist his loyalty.
He believes that the individual in this case is lost because
he is involved in complex associations which fail to recog
nize the implications of the connections for the imaginative
and emotional outlook on lives of the individuals.

Dewey

argues that the only way the individual in this state of
affairs can recover himself, is by taking into account the
realities of the present and making them the means of reali
zing individually chosen ends.

In other words, Dewey is say

ing that individuals should realize that personal actions
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have given way to group actions.

Therefore, they should

act in co-operation with others as a means of realizing
their individually chosen ends.

Consequently, Dewey stresses

the need for true integration which can be found in relevancy
to the present situations, in active response to conditions
as they present themselves, and in the effort to reconstruct
those conditions according to some consciously chosen possi
bilities.

He argues that the old individualism was meaning

ful and effective because it grew out of the conditions that
prevailed then.

For him, if the new individualism is to be

relevant and effective, it must also develop out of the
present realities and opportunities.

He is convinced that

a new individualism is "the deepest problem in our time."

14

The above statement must be further interpreted to
mean that one of the most difficult challenges of a demo
cratic society is new individualism which, in the opinion
of this writer, implies that the survival of the individual
in a society depends on his ability to cope with the present
circumstances of his environment.

In order to successfully do

so, he must embrace group and collective as opposed to in
dividualistic action; this means that he must recognize the
use of collective means to achieve his end (individuality).
It also means that in democracy, the government or organi
zations represent the means, while individuality constitutes
the end.

Dewey would admit, therefore, that in democracy,
lli

John Dewey, Individualism, Old and New
Minton, Balch and Co.,"1930), p. 246.

(New York:
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the means and the ends are inseparable, just as indivi
duality is inseparable from society.
Bayles also agrees with Dewey in terms of the role
played by individuality in democracy.

The former considers

individuality and general welfare (public interest) as ends
and democracy as a means of achieving them.

In his words:

"it is believed that democratic organization is more likely
to achieve desired ends, such as general welfare and re
spect for individuality than governmental organization of
15
any other type."
The above view regarding individuality in democracy
implies that individuals reflect society just as much as
society reflects individuals.

This is because the actions

of individual citizens, as indicated above, form a small
part of the larger whole (society).

It means that society

represents a pool of the contributions of its individual
members; effective and intelligent development of individual
capacities necessarily implies the development of society.
In short, society can receive positive contributions from
its individual members as long as that society has faith in
the development of human nature.

A de mocratic society has

faith in human nature and believes that individual capacities
or potentialities can be developed if opportunities are
afforded to all.

Dewey and Bayles, in this respect, are

claiming that democracy is a means by which the end
1R
"'Bayles, Pragmatism in Education, p. 67.
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(individuality) is achieved.

It can be said, therefore,

that an undemocratic organization does not have faith or
respect for individuality.

This discussion leads to the

examination of collective or co-operative life as one of
the Deweyan characteristics of democracy.
Co-operative Life
According to Dewey, emphasis must be placed, apart
from geographical limitations, upon whatever binds people
together in a co-operative human pursuit and results.
National sovereignty, in his thinking, should be considered
as secondary and provisional.

He stresses the fuller, freer

and more fruitful association and intercourse of all human
16
beings.0

In his opinion, what one is, as a person, is

what one is as associated with others in a free give-andtake intercourse.

He is convinced that co-operative life

transcends efficiency and culture and places co-operative
life above other economic and cultural considerations.
Some similarity can be seen between Dewey's recog
nition of co-operative life and the African philosophy of
the extended family unit as has been previously described.
This can be illustrated with a popular Ibo proverb: "People

16Dewey, Democracy and Education, p. 98.

Ill
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are our strength"

(translated by the present writer),

which is identical with saying that there is strength in
associated life.
The above view of democracy is crucial because it
means that life would be meaningless if people or individu-.
als were to live in isolation.

It can also be interpreted to

mean that individuals shape themselves through interaction
with their social environment.

This feature of democracy

has i'rternational implications since it stresses not only
co-operation within a given society but also co-operation
among nations, which also appears to be what Dewey means by
emphasizing the need for fuller, freer and more fruitful
association and intercourse of all human beings.

Therefore,

the conclusion that Dewey's view of democracy is character
ized by respect for individuality and the existence of co
operation or collective life seems valid.

Note, however,

that these two factors are regarded as ends which are to
be achieved by any organization if it is to be democratic.
Equality
In Dewey's terms, a belief in equality is an element
of the democratic credo.

It is not, he argues, a belief in

the equality of natural endowments.

By implication, he is

not saying that there is natural equality; he recognizes
17
Northcote W. Thomas, Anthropological Report on the
Ibo-Soeaking Peoples of Nigeria, Part 3 (New York:
Negro University Press, 1969)> P• 10.
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that some people are more gifted than others.

Instead, he

is referring to legal and political equality.

His main

point is that all individuals are entitled to equality of
treatment by law and its administrations.

This means, as

Bayles may put it, that individuals should have equal
opportunity in participating in the making of laws and
regulations and also be equally obligated to their abidance.
Dewey believes that the institutions of society equally
affect

the lives of the individual members of that society.

Consequently, he advocates that each member should have an
equal opportunity to express his views about the affairs of
the society.

For Dewey, it is important that everybody in

a society exercise his judgment regardless of the amount.
What counts, according to him, is the equality of oppor
tunity to participate and to make contributions.

The very

fact of natural and psychological inequality, Dewey contends,
is all the more reason for establishing a law for equal
opportunity.

He is convinced that inequality would become

18
a means of oppressing the less gifted,and believes that
laws of equality are necessary so that individuals could
participate in the decisions that affect them.
Dewey argues that although intelligence may not be
distributed equally, democracy should make enough room so
that eac h individual would have something to contribute.

In

this way, the value of each contribution would be determined
IO

Ratner, Intelligence in the Modern World, p. *103.
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in terms of the final pooled intelligence.

He attacked

the authoritarian systems which, in his opinion, assume
that the value of intelligence might be determined on the
basis of some prior principle such as race, or possession
of material wealth rather than by the position and rank
which a person occupies in the existing social scheme.
Dewey believed that democratic principle of equality should
guarantee equal opportunity for every individual to make
whatever contribution he is capable of making, and the value
of his contribution is to be determined by its place and
function in the organized total of similar contributions, not

19
on the basis of prior status of any kind whatever.
At this point it should be clear to the reader that
when Dewey talks about equality in democracy he means
political or legal equality and not natural or psychological
equality.

In other words, he is not making everyone's

"natural" potential identical with that of his brothers.
Dewey is therefore not suggesting that individuals should
contribute equally (i.e., in identical quantities) to the
pooled or

collective commonwealth.

Hence, contributions,

no matter how small, are better than non-contributions.
Thus, when Dewey talks about government intervention in a
capitalist system of economy, he is actually referring to
the necessity for the creation of a law of equality,

19Ibid.,

p. 404.
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enacted by the government, in order to provide equal
opportunity for everybody to participate in the running of
the economy.

In this way oppression of the masses by the

privileged few would be curbed.

This leads to the con

sideration of mutual interest as another characteristic of
Deweyan democracy.
Mutual Interest
Dewey recognized not only the importance of more
numerous and more varied points of shared common interest,
but also a greater reliance upon mutual interest as a factor
20
in social control. "

For him, the realization of a form of

social life in which interests are mutually interpenetrating,
and where progress or readjustment is an important consider
ation, constitutes a democratic community.

It can be argued

that mutual interest promotes associated and co-operative
life, because people tend to co-operate or form associations
when they have mutual or common interests to protect.

This

can be illustrated with the case of labor unions and
employers' associations.

While individual workers join

unions in order to protect their mutual or common interest
in reasonable wages and job security, employers form
associations to gain stronger bargaining power so as to
protect their profit margins.

The survival of such associ

ations depends on their rules and regulations, since
20
" D e w e y , Democracy and Education, p. 86.
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continuous membership is determined by how well the indivi
dual members abide by t hose rules and regulations.

Therefore,

it stands to reason that, under normal conditions, the members
would most likely abide by the rules and regulations which are
co-operatively designed to protect their common interests.
Interaction
Dewey advocates the need for freer interaction be
tween social groups as well as a change in social habit,
particularly when such groups are in continuous readjustment
through meeting new situations produced by varied intercourse.

21

This simply means that a democratic society de

nies participation to isolated groups and individuals, be
cause of the absence of interaction, communication and coope
ration.

In order for groups and individuals to be open to social

change, they should be flexible enough in their social
habits.

This is a requirement for meeting or readjusting

social habits to the demands of new situations arising from
the interaction between groups and individuals.
Bayles acknowledges the tremendous significance of
the principle of interaction.

To him, man is never justi

fied in claiming that his interpretation of the sensory
stimuli is an exact replica of that which gives rise to the

21Bayles, Democratic Education Theory, p. 23?.
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stimulation.

22

He believes that all man can do is to hope

that such sensory stimuli correspond to that which gave rise
to them since the final test of the sensory data, does not
of necessity have to agree with reality.

For him, there

fore, interaction is crucial because in the process, one
acts on one's environment to carry out the final test.

This

can mean that if one senses that a certain object has a hard
surface, this can only be tested by rubbing one's hand or
feeling the hardness on the surface of the object in order
for one's sensation to be meaningful.

Rubbing the surface

of the object with one's hand to feel the hardness, in this
instance, represents an interaction between the subject and
his environment (the object).

This means, as Bayles puts it,

that pe rception as well as conception is a co-operative
matter.

It is the principle of "give-and-take."

interplay between a subject and its environment.
is interaction said to be democratic?

It is an
Why then,

To the extent that

interaction involves "give-and-take," or an interplay between
an individual or group and their environment, and to the
degree that it represents a situation where perception as
well as conception constitute a co-operative matter, it can
be said to be democratic.

In short, interaction is demo

cratic because it satisfies the Deweyan democratic principles:
it involves sharing and co-operation between the subject and
its environment and finally, it is anti-dualistic because it
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engages both the subject and the object.

Openness, flexi

bility and communication are essential for effective inter
action.

People will find it difficult to readjust to chang

ing circumstances in their environment unless they are open
and flexible to the social changes communicated to them.
This leads to the consideration of anti-dualism.
Anti-Dualism
Dewey does not believe that dualism is democratic.
By dua lism, he means "either/or thinking," that is, the
tendency to take an extremely bifurcated position.

According

to Dewey, dualism is the cause of divisions of society into
more or less rigidly marked-off classes and groups.

To him,

dualism obstructs full and flexible social interaction and

23
intercourse. "

This means that in a society where groups and

classes are separated, that is, in a situation where they
live as separate entities marked by d ifferent styles of life,
interaction will be greatly impeded.

Dewey describes

dualisms such as labor and leisure, practical and intellectu
al activity, man and nature, individuality and association,
and cu lture and vocation, as "social ruptures of continuity."^"*

23
"Dewey, Democracy and Education, p. 323.
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There Is no doubt that, in a Deweyan sense, a society
marked by d ualism is quite undemocratic.

With a clearly

rigid division of society, the principles of interaction,
equality, co-operation and common interest are ruled out
because each of these principles will tend to operate within
each separate division and not across society.
group

Each separate

will tend to have and protect their own common interest

which is different from the interest of other separate groups.
In such a society, the individual will have many different and
conflicting interests.

Under such a situation, there will be no

equality since the privileged ones form separate groups and
will naturally block attempts to enact a law of equality in
order to perpetuate their distinctively separate class or
group.

It can be argued, therefore, that the division of

society into rigid and separate classes implies lack of co
operation, and hence of mutual interest and interaction.
Hence, dualism is undemocratic.
In order to understand Dewey's concept of democracy,
a familiarization with the characteristics of democracy dis
cussed so far in this study

is imperative.

These character

istics are crucial because they have tremendous implications
for development and education.

It has been noted that Dewey

conceived of democracy also as a way of life.

For this

reason, this study will also undertake the exploration of
democracy in such specific terms, that is, democracy as it
relates to other ways of life.

This is significant because

Dewey himself believes that democracy,conceived in this way,

119
is essentially "a life of social progress and reform.In
other words, he tells us that in order to have,or even anti
cipate, social change and reform, people must democratize
their way of life.

There must be democracy in politics,

religion, industry and other social organizations in order
for progress and social reform to be achieved.

What then,

are the specific terms of democracy?
Specific Terms
Political Democracy
To facilitate the understanding of how Dewey relates
democracy to politics, this writer has, again, decided to
first examine Ernest Bayles' perspective.
Majority and Minority Rule
Bayles recognizes that in a representative democracy
only the electorate actually votes and not more than a small
part of the voters actually enact the laws of a state or the
nation.

He does not believe that under such a condition

enactment of law is done by the privileged few.

He feels that

the few are only representative and subject to recall.

He

does not regard them as leaders: they are followers
and they also serve.

Power and authority reside with the

people and this implies that the people are supreme.
Ihis implies that the pronouncements of the representative

25Dewey, Education Today, p. v.
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body can not be contradicted or opposed by a portion or
segment of the electorate regardless of the size of the
segment.

What Bayles is getting at is simply that democracy

in political terms, means neither minority nor majority rule.
This seems to justify the popular notion of democracy as
"government by the people for the people," which means rule
by the entire people.

Bayles tells us that the majority in

a democracy does not rule but rather makes decisions.
Therefore, he suggests that the majority principle of
democracy should be replaced, or better
"decision" and not majority rule.

designated,

He believes that a segment

of the people who vote together due to their fixed mutual
allegiances can be viewed as a majority rule, but such a
26
majority rule, in his opinion, is not democratic.1" "1

He ob

serves that such a situation is common in a war period, and
this means that in a democracy
signify majority rule.
cision.

a majority vote does not

Rather, it signifies majority de

In a democracy where power resides in the hands of

the entire people, neither the majority nor the minority
rules.
Basic to Bayles' concept of political democracy is
the denial of a special status to the privileged individuals
or groups.

Instead, political democracy stipulates

equality in both law enactment and law enforcement.
It places limitations on freedom and differentiates between
p

Bayles, Pragmatism in Education, p. 70.
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liberty and license, when the latter refers to limitless
freedom (without rule), which he believes leads to anarchy,
and the former leads to freedom with control.
This writer believes that Bayles' concept of demo
cracy in politics represents a sound interpretation of
Dewey's position.

Like Bayles, Dewey is opposed to a

political democracy based upon privilege status.
cates a share in the government by t he masses.

He advo
Consequently,

he criticizes Plato's idea that the responsibility of ruling
must rest upon the shoulders of the highly educated few
whom he believed were capable of solving social problems by
virtue of their intellectual achievements.

Contrary to

Plato, Dewey objects to the rule by experts.

He argues that

in the degree to which they become a specialized class, they
27
fail to realize the needs which they are supposed to serve.
Dewey believes that universal suffrage, returning
elections, the responsibilities to voters of those who are
in political power and the other factors of democratic
government are only the means that have been found to be

28

expedient for the realization of democracy.

Regarding the majority principle of democracy,

^Dewey, The Public and Its Problem
Alan Swallow, 1927), p. 206.
^Ratner, p. A00.

(Denver: Alan

122

Dewey argues that so-called majority rule is as foolish as
its critics charge.

What matters is not the majority itself

29
but the means by which a majority comes into being.""

This

view is similar to that expressed by Bayles and it is in
support of the claim that majority rule is not necessarily
democratic.

Dewey recognizes the problem of minority and

advocates modification of views to meet the opinion of
minorities.

He stresses that the minority be given a rela

tive satisfaction by giving it a chance of becoming a success
ful majority next time.

For Dewey, it can be argued that

both majority and minority are important in a democracy,
and a democratic society should not ignore its
minority.

Dewey holds that all valuable as well as new

ideas begin with minorities.

Consequently, he feels that

the important thing is that opportunity be given for such

30
ideas to spread and become the possession of the multitude.
No government, he argues, in which the masses do not have
chances to inform the experts as to their needs, can be
anything but an oligarchy managed in the interest of the
few.

He states:

"The world has suffered more from leaders

and authorities than from the masses."

29Ibid.,

p. 207.

^Ibid., p. 208.
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This quote seems
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to imply that most chaotic political situations in the
world could be traced to expert rule or leadership.
reader might wonder if experts are not a minority.
order to resolve this question
made.

The
In

a basic distinction must be

In the opinion of this writer, a minority in a demo

cracy is not the same as a minority in a dictatorship.
minority in the latter case

A

Is normally in the position of

leadership, whereas a minority in the former case, is not.
For instance, in a democracy a political party representing
the majority of the citizens forms the government.

The few

members who are in the government can be said to be a
majority because they represent the majority of voters.

The

opposition party becomes the minority because it has the
support of the minority.

Therefore, in principle, at least,

a minority is usually in a position of leadership in a dic
tatorship.

The reason being that such a minority becomes

the leader by vitue of social and economic status and by
their ability to suppress the masses.

Dewey is opposed to

a minority in the latter case and not a minority in a de
mocracy.

To him, what the world needs is methods and con

ditions of debate, discussion and persuasion.
Dewey acknowledges the fact of exclusion of the
masses from participation as a subtle form of suppression.
Under such a circumstance, he believes, the individuals are
not given opportunities to reflect and decide upon what is
good for them.

He attributes this to the tendency to sub

stitute the method of subordination of the many to a few,
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enforced from above.

He is convinced that any social

arrangements which involve fixed subordination are maintained
by coercion.

32

In short, Dewey would not consider any

political organization as democratic unless it involves
mass participation.
Equality in politics is a crucial democratic element
for Dewey.
ment.

Here again, he and Bayles are in perfect agree

He argues that the formula of early democratic

political liberalism was that all men were born free and
equal.

He believes that this formula does not imply that

human beings are born equal in strength and abilities or
natural endowment.

Rather,he holds that it was a way of

saying that political inequality is the product of social
institutions.

By implication

he is telling us that there

is no inherent difference between those of one social cast,
class or status, and the masses.

If such differences

exist, they are the products of law and social
customs.

In short, Dewey is concerned with legal or poli

tical equality and with the possibility of guaranteeing it
through the enactment of egalitarian laws.
Translated into terms of concrete action, Dewey
holds

that inequalities of natural endowment should operate

under laws and institutions that do not place permanent handi
caps upon those of lesser gifts.

He argues that the inequa

lities in the distribution of powers and achievements that

•^Ratner, p. 401.
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occurin society, should be strictly proportionate to
natural inequalities.

It follows that there should be as

many o pportunities in society as there are individuals.

He

is convinced that, in the present social arrangement,
opportunities for individuals are determined by the social
and fam ily status of individuals, and that the institutiona
lization of human relations provides openings to certain
members of certain classes to the detriment of other classes.
He says, "Institutions and laws should be such as to secure
and establish equality for all."

It should be clear that

Dewey is referring to equality of opportunity, and that
he is not advocating a classless society.

Rather, he is

aginst the perpetuation of a fixed hierarchical class
structure that limits opportunities to the privileged few.
He would agree that a situation where inequality of
opportunities prevails, the realization of full human
nature or potentialities will be greatly impeded.
Political Democracy and Experimentalism
Dewey sees a remarkable similarity between natural
sciences and social sciences, including political science.
For him, there is no separation between them.

For any

development to be scientific, it must result from the

"2D

;Dewey, "Liberalism

and Equality," The Social
Frontier, Vol. II, No. 4 (January, 1936), p.105.
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scientific method of inquiry.~

No subject matter is by

itself extra-science by nature.

In other words he maintains

that the scientific nature of any subject matter is deter
mined by a method of inquiry.

That is, for any item of know

ledge involving any subject matter to be scientific, it must
go through the process and pass the test conducted through
inquiry.
Dewey's strong belief in the similarity between
natural and social sciences has been challenged by some cri
tics.

They have argued in favor of differences in methodology

between natural and social sciences.

Two of such differences

center on the predictability of human behavior and on labora
tory experimentation.

In the first place, it is believed

that social sciences methodology does not lend itself to use
ful prediction.

This view is based on the assumption that

social sciences deal with human behavior, which is capricious.
Supporters of this position argue that man is a "free agent"
and thus, he is unique and different from all other natural
objects.

Therefore, under the assumption of "basic free will"

prediction about human beings cannot be made with certainty.
Wallace C. Peterson does not support this view.
He believes that it is possible to generalize about human
behavior and is convinced that when human beings live
together in an organized society they have to behave

oh

Ratner, Intelligence in the Modern World, p. 71.
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most of the time in orderly and predictable ways.

15

He

argues that the economic aspect of human behavior is
usually manifested in the form of economic quantities
such as prices, outputs, incomes and wage rates.
Peterson would admit that human behavior, with regard to
changes in those variables, can be predicted by economists.
For instance, they can predict how consumers will react to
a particular commodity if its price is varied, and can also
predict human reactions to changes in other economic
variables mentioned above.
However, Peterson does admit that economics as a
scientific discipline is less "exact" than such sciences as
physics or chemistry.

He takes this position under the

assumption of basic "free will," which recognizes that man
is capable of learning from experience, and because man has
the power of thought, he is capable of establishing new
behavior patterns in society.
Under the assumption of basic "determinism" the behaviorist would argue that human behavior can be predicted
and controlled by a scientific method. This can be illustra
ted by B. F. Skinner's concept of "operant conditioning:"
a principle which involves the use of consequences to
strengthen and weaken behavior under specified stimulus con
ditions.

Operant behavior is strengthened by some

^Wallace C. Peterson, Income, Employment and
Economic Growth (New York: Norton & Co., Inc., 1962), p. 11.
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consequences called reinforcers and weakened by other con
sequences called extinguishers.

Therefore, Skinner would

not admit that human behavior is unpredictable.
Secondly, it is believed that social science does
not lend itself to experimentation in the laboratory sense.
A socio logist like Samuel Koenig admits, to some extent,
that sociology does not use laboratory experimentation
methods.

He points out that it employs techniques which

apply quantitative measurements to social phenomena, and
therefore, to him, sociology is comparable to the method
of experimentation.

For him, observation and comparison

are ba sic to the method of scientific investigation; he,
therefore, points out that not all physical sciences, as
people claim, employ laboratory experimentation.

For

instance, he believes that astronomy, as one of the oldest
sciences, cannot experiment with its materials, because the
heavenly bodies, he argues, cannot be brought into the
laboratory.
The conclusion to be drawn from the above discussion
is that the differences in methodology between natural and
social sciences are questionable.

The issue of predictability

of human behavior depends on basic assumptions because pre
dictability appears to be greater if basic "determinism" is
assumed and less exact if basic "free will" is presupposed.

^Samuel Koenig, Sociology - An Introduction to Science
of Society (New York: Barnes and Noble, Inc., 1957), p.
~~
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By the s ame token, before one considers laboratory experi
mentation as an underlying difference between natural and
social sciences, one must realize that not all natural
sciences possibly bring the objects they study into the
laboratory.

Therefore, John Dewey's position regarding the

striking similarities between natural and social sciences
appears to be valid; however, it should be stressed that
what impresses him most is scientific frame of mind.

For

Dewey, therefore, the frame of mind of both natural and
social scientists is strikingly similar.
Dewey would agree that in politics, the search for
a desirable form of government embodying the experimental
attitude is democracy.

17

Any political arrangement

which provides scope for subjecting ideas and policies
to a procedure of inquiry is democratic.

It means

that a democratic form of government allows a people to
learn by their successes and failures.

In this case, some

sort of experimental attitude is implicit.

In other words,

policies and ideas of any government must be judged in terms
of their consequences to society.

Actions and policies that

yield adverse consequences must be readjusted or reconstructed.
Dewey's views on the institutionalization of syste
matic trial and minimized error, or on the scientific or inquiry
method, both in democracy and in science, are quite evident

^;A. H. Somjee, The Political Theory of John Dewey
(New York: Teachers College Press, 1968), p. 153.

130
from the following passage:
It is difficult to see how an a priori or any syste
matic absolution is to get a footing among us, at
least beyond narrow and professional circles.
Psychologists talk about learning by trial and
error or success. Our social organization commits
us to this philosophy of life. Our working
principle is to try, to find out by trying, and
to measure the worth of ideas and theories tried
by the success with which they meet the test of
application in practice. Concrete consequences
rather than a priori rules supply our guiding
principles.0q
One can interpret Dewey to mean that for any poli
tical organization to be democratic it must embody an
experimental attitude.

In a democratic society politicians

should not consider any of their policies or political pro
grams as absolute:

their worth is to be based on their

social consequences.

By subjecting policies and ideas to

systematic trial and error we can learn from our failures
and successes.
social needs.

This will foster a readjustment to desirable
A p olitical program that works today will

not necessarily work tomorrow because its consequences for
the future may not be desirable and, therefore, it may need
to be reconstructed.
When Dewey talks about the interest of the great
majority (or public interest) he does not say that such
interest can be decided by vote.

To him, the ballot is just

an instrument for recording decisions that must be arrived

"^Dewey, "Traffic in Absolute," The New Republic
(July, 1917), P. 28.
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at by the application of the scientific method.

The interest

of the great majority, therefore, is not decided by the
force of mere number.

Rather he believes that it is

discovered and constructed by complete inquiry.
Democracy in Industry
Dewey's concept of democracy as it relates to
industry can be better understood through his views on the
classical capitalist system of production, which he does not
believe to be democratic.

He is not only concerned with

the equality of individuals in politics but also in industry,
and argues that inequalities which exist in both politics
and economics are not natural or inherent differences.
Rather, as noted previously, they are the products of social
institutions; and in this context, it could be said that if
one individual is born to the possession of property and
another is not, the difference is due to social laws regu
lating inheritance and the possession of property.

Just as

in the case of politics, he also argues with respect to
economics that there should be laws that guarantee equality
of opportunity in the economic sphere.

39

Dewey is convinced that the rise of machine-industry,
as controlled by finance-capitalism, was a force that was not
taken into account in assuming equal liberty.
39
"Dewey, The Social Frontier, p. 105.

He believes
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that it gave liberty of action only to those particular
natural endowments and individuals that fitted into the new
economic picture.

The Industrial Revolution, he holds, gave

scope to the abilities involved in acquiring property and to
the employment of that wealth in further acquisitions.

In

his opinion, the employment of these specialized acquisitive
abilities resulted in the monopoly of power in the hands of
the few to control the opportunities of the wider masses.
Thus it limited their free activities in the realization of
their natural capacities.

I]0

It should- be noted that Dewey questions the
type of liberty that guarantees economic powers to
the few, if such are to the detriment of the masses.
According to him, the common assertion of the mutual incom
patibility of equality and liberty rested upon a highly for
mal and limited concept of liberty, which ignores the fact
that the actual liberties of one human being depend upon the
powers of action that the existing institutional arrangements
accord to other individuals.

Instead, Dewey feels that demo

cracy should unite equality and liberty by recognizing that
liberty of opportunity and action depends on efforts to
equalize political and economic conditions in a society
through law enactment.

To Dewey, the tragic breakdown of

democracy is due to the identification of liberty with a
maximum of unrestrained and individualistic action in the

133
economic sphere.

He states: "The institutions of capita

listic finance is as fatal to the realization of liberty for
all as it is fatal to the realization of equality ."

In

short, he is telling us that capitalistic finance, which
involves unlimited individualistic liberty is not democratic.
Taking the above position, Dewey believes that in
order to democratize industry, industry itself must be
treated as a social function serving the interests of all.
It means that all industrial relations are to be subordinated
1|2
to human relations and to the law of equality.

It should

be noted that he is not advocating socialism in the
communist sense, i.e., he is not suggesting that society as
a whole should take charge of all the economic undertakings
to the exclusion of all individual initiative.

In the con

flict between individualism and socialism, he sides with
individualism, believing that its initiative and respon
sibility should remain "at the very heart of modern life."

ds

He argues, therefore, that there is individualism in demo
cracy and maintains that such individualism is a moral and
lil
"Dewey, "Ethics of Democracy," The University of
Michigan Philosophical Papers, Second Series, No. 1, p. 26.
d2
Ibid.
2|1
"Ibid.
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not a numerical concept:

"It is an individualism of freedom,

of responsibility, of initiative to and for the ethical
44
ideal and not an individualism of lawlessness."
The above discussion is important because it indicates
that Dewey distinguished between two types of individualism,
and only one of them is democratic.

He viewed the classical

concept of individualism as undemocratic because it
involved unrestrained or unlimited freedom, which provided
few individuals with economic powers to suppress others
by den ying them equal opportunities.

The other type of

individualism is democratic because it is moral, in the
sense that it carries with it individual initiative and
responsibility.
It has been shown that Dewey's concept of democracy
is characterized by sharing, mutual interest, interaction,
anti-dualism and co-operation.

To the extent that the

capitalist or any other system of economics fails to meet
these important requirements, it can be said to be undemo
cratic.

Therefore, Dewey did not believe that the nature

and methods of production under the capitalist system in
his lifetime met the requirements as outlined.
In the opinion of Dewey, the standard of living of
Americans could be higher and both the quality of economic
life and the workers' morale could be improved by
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participation in the planning of industrial quantity,
quality, and distribution.

He remarks that too many workers

labor under conditions that debilitate their well being,
because they do not provide a chance for them to understand
the social consequences of what they do.

h5

For Dewey,

democracy in industry implies that the workers be given
opportunity to participate in economic decisions that affect
him; to the extent that this does not prevail, the system
is undemocratic.
Dewey maintains that industry must be run by men and
46
for men and not men for industry. ""

This statement is

similar to Lincoln's widely quoted phrase:

"Government of

the pe ople, by the people, for the people," which is used by
many t o characterize democracy.

By the same token, "industry

by men for men" simply means that the decisions of industries
which affect the lives of men should be made by the men who
are affected by such decisions.

This is where quality of

participation comes into play.
In his article "How to Anchor Liberalism," Dewey
adivses labor technicians to recognize "The need of a
thorough examination of what freedom demands under the
present conditions if it is to be a reality and not just a
45
Dewey, "Force and Coercion," International Journals
of Ethics, Vol 25 (April, 1916), p. 359.
46t, . ,
Ibid.
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cover of this and that scheme-

24 7

This idea means that

labor should know the specific means and agencies by which
organized planning and intervention will result in promoting
freedom.

He advocated the kind of organization that would

bring about a wider and more equitable distribution of the
uses and enjoyments that result from production.

He was

very much concerned with the participation of the workers in
decisions pertaining to economic matters.

He therefore

insisted that workers should have the right to work and to
participate in the administration of industry, which by
implication, cannot be possible without sharing, co-operation
and in teraction between the workers and the owners.

This, in

short, is the Deweyan meaning of industrial democratization.
Dewey would agree that as long as legal and political
inequalities exist, it will be incorrect to think that there
is liberty, since the common man does not possess the same
power.

His freedom to bargain is limited.

Hence, Dewey

believed that the enactment of a law of equality had to
guarantee liberty as a democratic ideal.

This raised an

interesting question as to the possibility of an equalization
of political and economic powers, which may sound idealistic
and impossible to achieve.

Care should be exercised in

this regard not to misunderstand Dewey, since he does not
seem to be saying that absolute equality—economic,

Nation

^Dewey, "How to Anchor Liberalism", Labor and
(Nov./Dec., 19^8), p. l b .
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political or otherwise—is possible, because he recognizes
that individuals are not equally gifted (individual dif
ferences).

Thus, the type of equality to which he seems

to be referring is an equality of participation.

In other

words, all individuals should be given equal opportunities
to participate, and theoretically, at least, a government
can possibly enact laws which guarantee such equality.
Dewey feels strongly that first, there is no such equality
in traditional capitalism and secondly, that his version
of equality of opportunity is quite possible through
legislative processes.
Therefore, in answer to the question of whether Dewey
thinks it possible to reform capitalism so that it would be
compatible with democracy, the reply is affirmative.

In

modern industry, there is a tendency to separate management
from labor union.

The reason for this claim is that strikes

can be minimized or even eliminated if there is complete
co-operation, mutual interest, sharing and interaction in an
economy, it indicates undemocratic tendencies.

Since it

is quite possible for. laws to be enacted guaranteeing equality
of participation, it becomes theoretically possible that a
labor union should be given equal opportunity to participate
in both the administration and decisions which affect the
workers.
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Dewey's conviction is that labor and employment
problems cannot be solved by mere changes in wages, hours
of work and sanitary conditions.

He states that no perma

nent solutions are possible except in a radical social
alteration, which affects the degree and kind of partici
pation the worker has in the production and social dis1} 8
positions of the things he produces.
He believes that the important matter is a change
that would reduce the force of external pressure and will
increase that of a sense of freedom and personal interest
in the operation of production.

This means that rather

than imposing control and pressure upon the workers, there
should be respect for individuality by recognizing personal
interest and equal individual participation in the running
of industry.

This seems to justify the Dewey statement

discussed earlier to the effect that industry should be
"run by men and for men."

This represents the basis of

democracy in industry as conceived by Dewey.
Democracy in Religion
Before discussing how Dewey relates democracy to
religion, it is necessary to understand his conception of
religion itself.

To him, religion is not an abstract

essence; it is something concrete.

Religion, according

to him, has to be represented by something:
lift

Dewey, Art and Experience
Balch and Co., 1934), P- 343-

there has to

(New York:

Monton,
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be something practically called religion.

Jjg

He is opposed

to the view of religion as being intellectually secret, and
does not believe that religion should be declared in an
authoritarian fashion.

Rather it should be communicated

50
and tested in an ordinary way,
and he expresses hope that
the day w ould come when religion would be "thoroughly natura
lized in the minds of all people so that it could be con51
sidered publicly, openly, and by common tests."""
Therefore, basic to Dewey's view of religion is that
it should be universal, common and public.

He feels that it

should be man-sanctioned rather than God-sanctioned.

Note

that Dewey, like other pragmatists, is opposed to absolutism.
He believed that religion viewed in the conventional way is
God-sanctioned and consequently, it is absolute.

To him,

religion is empty and futile unless it expresses the basic
52
unities of life.

The term "unities" means that religion

has to be something that has a unifying power.

He does not

associate religion with the rights, symbols and emotions
connected with dogmatic beliefs and would not agree that
1| Q
"Dewey, Education Today, p. 80.
5°Ibid.,

p. 82.

"^Ibid., p. 84.
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people are growing irreligious with the disappearance of
conventional dogmatic religion.

He would rather argue that

the integrity of mind which is loosening the hold of dogmatic
religion is potentially much more religious than all that it
53
is displacing." "

Dewey believes that anything that

promotes collective intelligence is more religious than
conventional religion which, he believes, constitutes a
decay of cohesive influence.

For him, what constitutes

religion is nothing but the principle of human intercourse
and association.

He also believes that this type of religion

does not attempt to monopolize truth.

Ordinary opinions are

highly conventional and based mostly upon the acceptance of
a standard religion which is the product of just those things
54

in historic religions which are ceasing to be credible."

Religion, therefore, is a natural expression of human ex
perience.

It is anything common to the aims, aspirations or

convictions of mankind.

That common thing must also be the

human wish, desire or hope to make things better.

However,

Dewey admits that there is no agreement as to what to make
better.

Rather, what is common is the desire for it, and in

this case

he believes that the desire to achieve human

betterment is taken as the characterization of religion.

"'^Ibid., p. 85.
^Ibid., p. 86.
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Dewey and pragmatists such as Bayles appear to be
lieve that man must strive for religion based on the assump
tion of humanly derived ideals and humanly desired truths,
their reasoning being that if ideals or ends are taken as
God-sanctioned, man must not tamper with them.

Such ends,

they claim, are absolute and for that reason, whatever means
used to achieve them is justified, since the means and the
ends, in this instance, are not unified.

On the contrary,

the pr agmatists believe in the unity of means and ends, which
means that the former can become the latter and vice versa.
Dewey distinguished God-sanctioned from man-sanctioned
ends.

In the latter, the ends no longer justify the means

because they are relative rather than absolute.

For that

reason, if the consequences of the means and the ends are
considered as having adverse effects on society, they can
be reconstructed.

This is in line with Dewey's view that

for an act to be considered religious, that act must be
such that the means and the ends can be modified so as to
bring them nearly in keeping with one another#
means

55

This

that man-sanctioned ends, and the means of achieving

them, require

a reciprocal adjustment.

Such an adjustment,

Dewey would argue, is within man's judgment, which he con
siders the court of last resort.

He believes that a

collective wrong requires a collective human adjustment and
this, however, is not possible with God-sanctioned ends

55Ibid.,

p. 138.
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because they are absolute, and hence, man has no control
over them.
Religion, in this context, recognizes the principle
that in union there is strength, and implies that men can
achieve more by working together with the scientific method.
The popular Ibo proverb: "Unity is strength" (translated
56
by the present writer)'" has exactly the same meaning as

Dewey's view about religion.

It means that union is strength

and that people achieve more by working together than by
working individually.
The above means that Dewey's concept of religion is
in line with his concept of democracy.

For Dewey, religion

is something that involves a common faith, something that
has a unifying influence or a desire which is common to a
given people.

Consequently, religion has to be something

which is man-sanctioned rather than God-sanctioned and, in
this sense, it could even be tested under the normal con
ditions for the scientific method.

It can be argued that

to the extent that a scientific method is applicable to
religion, as Dewey conceives it, religion is a collective,
co-operative and unifying affair.

Hence, there is a demo

cracy in religion.
56

Belonwu Iwuchuku, An Ibo Revision Course
University Press, 1963), p. 154.

(Oxford
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Democracy:
Absolute or Relative?
The question raised here is whether or not, in
Deweyan terms, democracy is absolute or relative.

In other

words, does Dewey believe that democracy is something
ready-made, fixed or given; or does it change with changing
circumstances?

Does what is considered democratic today

continue to be so generation after generation?
Philosophic absolutes, according to Bayles, are
taken as utterly beyond human contrivances of any kind.

In

absolute terms, right is right, and true is true, whether
man likes it or not.

Absolutism means God-given, ready-

made, fixed and unchangeable.

Pragmatists, including Dewey,

consider absolutes to be beyond human experience, since they
refer to a static rather than a dynamic situation.

Absolutes

are anti-progressivist.
On the other hand, relativism is contrary to abso
lutes.

A relativist believes that it is humanly impossible

to be genuinely absolutistic on any proposal.

Rather, he

adopts the proposition that all human plans are based on
what the planner takes the world to be.

What is considered

to be true or right is to be found in human experience, and

57
not in "higher deliverance"" as Bayles puts it, or in
other words, not in things that transcend man.

57Ibid.
s

p. 133.
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There seems to be evidence that, for Dewey as well
as Bayles, democracy is relativistic rather than absolutistic.

Dewey would agree with Bayles' statement that

58
"democracy is a foe of absolutes."
/According to Dewey,
"the conception of education as a social process and
function has no definite meaning until one defines the kind

59 I
of society one has in mind.""'*' This statement has implica
tion for democracy since Dewey maintains that the values,
purposes and aims of democratic society are not rigidly
fixed, and that they must not be deliberately imposed.

He

stressed that they are to be continuously reconstructed in
the face of any difficulty by critical and intelligent
activity.

This statement implies that for Dewey democracy

is not fixed.

Rather it has to be adjusted or reconstructed

in order for us to be able to intelligently solve social
problems.

What appears to be democratic today may not be

considered to be so in the next generation since democracy
is a phenomenon that requires a continuous reconstruction
that is consequent upon changing circumstances.

58Ibid.,

p. 138.

59Dewey, Democracy and Education, p. 97.
U^N.

C. Battacharyya, "John Dewey's Instrumentalism.
Democratic Ideal and Education", Educational Theory, Vol. 18,
No, 1 (Winter, 1968), p. 60.
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At another time, Dewey expressed concern that demo
cracy was being taken for granted.
this to say:

In this regard, he had

"We have thought and acted as if our fore

fathers had founded it once for all.

We have forgotten that

it has to be enacted anew in every generation, in every year,
in the living relations of person-to-person in all social
f )1
forms and institutions.w
This quote also supports the
view that for Dewey democracy is not absolute but relative.
It should be noted, however, that continuous reconstruction,
as Dewey indicated, does not mean a haphazard affair.
Rather democracy has to be reconstructed using intelligent
co-operation and the scientific method of inquiry.

Policies

and p roposals for social action should be treated as working
hypotheses, not as programs to be rigidly adhered to and
executed.

They will be experimental.

They will be subject

to constant and well-equippped observation of the consequences
they entail when acted upon.

This means that they should be

subject to ready and flexible revision in the light of
observed consequences.

For instance, it has been shown how

Dewey argues that the laissez-faire liberalism, which placed
unrestricted freedom upon individuals, made it possible for
the few to acquire political and economic powers.
Past, this was viewed as "democratic."

In the

But today, Dewey

"1
"' Dewey, "Education and Social Change", The Social
Frontier, Vol. 3, No. 26 (May, 1937), p. 235-
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would consider it undemocratic because it rules out mass
participation.

Therefore, he would not look at democracy

as something absolute but relative.

CHAPTER I V
EDUCATIONAL IMPLICATIONS OP
JOHN DEWEY'S CONCEPT OP DEMOCRACY
Introduction
The preceeding chapter examined Dewey's concept of
democracy; and the present one is specifically designed to
investigate the educational implications of Dewey's concept
of democracy with regard to the following educational
components: the learner; the teaching-learning situation;
the concept of curriculum; the role of evaluation; and the
aims of education.
The Learner
In the treatment of this subtopic , an attempt will
bo made to determine how Dewey conceived the nature of the
learner, how he should be taught, and the democratic impli
cations of the scientific method of inquiry for the learner.
Dewey had a special way to view a child's mind and
body.

He believed that the body is of necessity energetic

and has to do something, but its activity has to be utilized
in a type of occupation with things which yield significant
Results.

Dewey also believed that mind and body are in

separable.

He admired the remarkable achievements and

Practices of Greek education because he was convinced that
14 7
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it was never misled into believing in a separation of mind
and body."'"

He maintained that the application of the mind

needs some bodily activities; for instance, the senses,
especially the eye and the ear, have to be employed to take
in what the book, the map, the blackboard, and the teacher
say.
Dewey's anti-dualism is obvious in this case because
he cannot establish such a free-flowing interaction if he
considers mind and body as totally separate entities.

This

also implies that he has to be in favor of an equal develop
ment of mind and body.

This view of a child can also be

said to be democratic because it is anti-dualistic in the
manner shown in Chapter II.

Therefore, for Dewey, education

in a democratic society must be designed to develop a whole
man.
Dewey also viewed a child as possessing unique
Qualities or individual differences.

He saw man as possess

ing native powers which differ not only in intensity but also
m quality and arrangement.

Thus, education in a demo

cratic setting must be concerned with individuality.
Schools should provide opportunities for child to develop
their unique potentialities and should be adjusted to

JJohn

Dewey, Democracy and Education (New York:
Macmillan Publishing Co., Inc., 1944), p~[ 142.
^Ibid., p. 116.
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the interests, needs and abilities of children rather than
viceversa.
Dewey's biological and functional psychology led
him to believe that a child is from the beginning an active,
dynamic being with impulses, interests and activities of
3

his own."'

This view of a child recognizes him as an active

rather than a passive being, and it means that individual
human beings are active organisms partaking in the same kind
of movement that constitutes the dynamic world of which they
are a part.
There are two different and rather oppositional sets
of assumptions regarding the innate properties of human
nature:

they are the good-bad and active-passive contro-

4
versies.
bad?

First, is the human born innately good or innately

Second, is it a part of human nature to wait until

pushed or pulled about by something outside of itself?

Or

is a human being a self-starter?
Rousseau favored the good-active pair of assumptions,
that man is good by nature, but deteriorates as it gets into
the hands of other men.

In other words, it means that God

3

John Dewey, The School and Society (Chicago:
University of Chicago7~IS99TT~P. 49.

iork:

E. E. Bayles, Democratic Educational Theory (New
Harper and Row Publishers, Inc. 3 1966), p. 238.
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created man good but man's inborn good nature is spoiled
by society.

It also assumes that man, if left alone, is

capable of growing and developing according to nature.
Under such circumstances the duty of the teacher is to keep
hands off and out of the way, and this is why Rousseau
recommended negative education at an early age.

That is,

an education which consists of not teaching virtue or
truth during the earliest years but an education which pre
serves the heart from vice and the mind from error.

The

fact is that Rousseau believes that a child should not be
taught or encouraged to read until he is ready because
Rousseau considers that period between birth and twelve years
of age the most dangerous.

To him, error and vice spring up

during this early stage of a child's life, and if a child
is exposed to social influences, he acquires habits and
Prejudices which counteract the teacher's efforts to teach
him in a latter period.

Therefore, Rousseau argues that

rather than teaching a child when he is too young, it is
better to prevent him from acquiring dangerous social habits,
he is convinced that it is easier to teach a child who has
been brought up to age twelve, healthy, strong and free from
Prejudices, than the one who has been spoilt under social
influences.

Hence, Rousseau maintains that In education,
ir
People should lose time in order to save it.
5

"To support this summary, the reader may refer to
Rousseau, Emile, translated by Barbara Foxley, London:
- M. Dent and Sons, Ltd., 1962, pp.36-40.
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On the good-bad controversy, Dewey followed Locke.
He said that if man is assumed to be neither Innately good
nor innately bad, it means that he is born neutral.

With

Locke however, the doctrine of "no innate ideas" led to the
concept of the "tabula rasa" or blank tablet, which assumes
that the individual is born devoid of character and waiting
passively to be written upon by some agency that is external
to the self.

Dewey, however, did not assume passivity;

he avoided the active-passive dilemma by assuming
neither an absolute self-determination nor an absolute
dependence on outside determination.

This is where,

according to Bayles, the assumption of interaction enters:
Dewey assumed that man is neutral-interactive.^
The principle of interaction has been discussed in
the preceeding chapter and there is no need to repeat it
here, but there is a need to elaborate on the sets of
assumptions under discussion.
Dewey reacted with disapproval to the passive
assumption of human nature, and maintained that in the light
°f experimental studies available today, human observation
cannot be taken as thoroughly passive.

He does not believe

that man can, in absolute terms, be passive in this present
age of scientific knowledge, and this position seems to
Justify the neutral-interactive assumption.

As Bayles states

the Implication of a co-operative affairs is basic to

6

Bayles, Democratic Educational Theory, p. 239•
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the interaction principle.

What a child makes of the world

before him, must be agreeable to that world."

7

Dewey was

convinced that to assume to be passive makes an absurd
and impossible separation between individuals and things;
.g
rather3 he believed in a child's initial experience." As
for the notion of spontaneous development or the goodactive assumption of Rousseau, he argued that it is a
deceptive index of freedom.

It would be convenient to

recall at this point that Bayles would consider this type
of freedom without restriction to be anarchical and contra
dictory to democracy, and this explains why Dewey
described the freedom that goes with the good active
assumption of man as misrepresenting democratic freedom.
The significance of the foregoing discussion lies
in the fact that educators must take into account the nature
of a child in educational planning.

They should determine

the nature of the being with whom they are dealing.
does he believe?

How does he learn?

How

For Dewey, and Bayles,

these are the crucial, psychological aspects of an educa
tional program; but unfortunately, some people deny their
9
importance.

7Ibid.,

p. 133-

8

"Dewey, Democracy and Education, p. 33-

9

/•
Bayles, Pragmatism in Education, p. 6.
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Having noted Dewey's assumption of the nature of a
child and how he learns, the next question or problem is to
determine how he should be taught.
How a Child Should be Taught
It has been pointed out that a child is neutralinteractive.

Neither good nor bad, he is an active,

dynamic being with impulses, interests and activities
of his own, and always interacting with his environment.
Consequent with this assumption, Dewey maintained that the
work of the educator, whether parent or teacher, consists
solely of furnishing children with appropriate opportunities
and conditions.

Through direction and organized use, he

stresses that certain activities tend toward valuable results
instead of being all scattered or left to merely impulsive
expression.

Functional psychology maintains that learning

comes as a by-product of a child's activities, and this
caused Dewey's disagreement with the older educational
Psychology which believed that ideas exist prior and apart
from activity.

Ideas arise as the definition of activity

in new expressions.
experience.

In other words, a child learns from

He learns by doing.

Thus, for Dewey, the

ideal school is one in which the activities, or the life of
a

child become an all-pervading aim.

Consequently, Dewey

held that all the media necessary to further the growth of
a

child should be centered around his very own activities.

Therefore, learning is important but living is primary, and
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the former should occur through and in relation to the
latter.10 He argued further, that living and learning are
essentially social matters; and mind, according to him, is
a function of social life and is not capable of operating or
developing by itself.

Rather, it requires a continuous

11
stimulus from social agencies, and this implies that a
child develops by actively participating and interacting
with his social environment.
Consequently, Dewey argued that the school must be
organized along social rather than individual lines, and
that children must be given the opportunity to engage in
group activities centered around some interest that, at
the same time, challenges their abilities.

He was convinced

that it i s as futile to try to develop those attitudes apart
from actual social living as it is to try to develop the
skills of swimming outside of the water.

For him, therefore,

the only way to prepare for social life is to engage in it.
As a result, Dewey would argue that a teacher should arrange
for a child to be involved in a meaningful concrete prob
lematic situation of absorbing interest to him.

He should

ongage a child to think creatively and independently in
solving a problem; he should allow a child to test his ideas
in actual practice and to profit from these experiences.

°Dewey, School and Society, p. 49.
Dewey, "The Psychology of Elementary Curriculum",
Elementary School Record, Vo. 9 (1900), p. 223 •
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Under such conditions, Dewey argued, education becomes
1P
continuing reconstruction of experience,"
and this implies
a continuous growth or learning.
Dor Dewey, a child should be trained so that he will
have the full and ready use of his capacities.

This type of

training means that an educational experience must be one
in which the qualities of self-directing activity are given
ample opportunities and materials for development.

It should

be clear that Dewey did not imply that a child is to be left
to his own devices, so that he may develop spontaneously,
and so th at he may unfold according to the inner dictates of
his own nature.

He was opposed to this type of theory

because it was based on the notion that self is an entity
whose characters were determined at birth.

Instead, Dewey

viewed the self as a product of the consequences of inter
acting in a social environment of participating in social
life and action.

He regarded the school as a form of

community life, and argued that the kind of self

that a

child eventually develops, the qualities of his mind and
character, ultimately depend upon the kind of community the
school is and upon the richness or poverty of the materials
for growth that it affords.
Central in Dewey's philosophy is the concept of 'ex
perimentation ,!? which he advocated in order to make and

vol.

54

*t)ewey, "My Pedagogical Creed
(1877), P. 79.

School Journal,
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maintain the school as a genuine educational environment.
It is not , therefore3 a loose term used to denote any kind
of novel, spontaneous, or random departure from habitual
ways.

For him, it is a precise term denoting a specific

way of thinking and doing, and it is a way of achieving a
creative reconstruction of the old.

Every scientific ex

periment is based upon, and utilizes the experiences of,
the past for the purpose of solving new problems and dis
covering new truth.

It involves the careful selection and

organisation of materials, a thinking through of the re
lations between means and consequences, and a control of the
whole undertaking by ideas.

For Dewey, the general pattern

of scientific experimentation defines what educative process
is present on any level or at any stage of growth.

Thus,

the scientific method is the method of learning; it is the
form that the latter takes when intelligence is fully freed.
Therefore Dewey believed that the comprehensive purpose of
education in a democracy is to develop its young so that
they would be able to fulfill the intelligent functions of
free individuals living in and working for a free society.

13

For Dewey, the future of democracy in America will
depend upon the effort and intelligence with which Americans
attack their present problems.

Consequently, Dewey and

others stressed what is called reflective thinking and re
flective teaching; that is, conducting a class so as to

13

Dewey, Education Today, p. xm.
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promote thinking that is both shared and dynamically
challenged.

The emphasis then is placed on teaching a

child how to think.

In support of this idea, Bayles argues

that if teaching is to be conducive to that which is re
quired for democratic citizenry, it has to be reflective
teaching.He argues that the art of reflective teaching
must encompass problem-raising as well as problem-solving.
Until one has clearly in mind just what it is that causes
perplexity, one is unlikely to be a very good judge of what
constitutes a valid solution.

In other words, for one to

be able to claim that he has solved a problem, one must
first of all be able to know its nature.

Bayles and Dewey

thus believe that if a democratic citizenry is to possess
the competence that guarantees the successful conduct of a
democratically committed nation, it must certainly teach
children how to think.

Reflective teaching is, in conse

quence, the only kind that openly, purposedly, and sys
tematically progresses toward the attainment of truly
democratic objectives.
Boyd Bode also observed that "The power to think
is the educational kingdom of heaven; if we seek it persis
tently, other things will be added unto us,"

and, for Bayles,

"^Bayles, Pragmatism in Education, p. 80.
15

Boyd P. Bode, Conflicting Psychologies of Learning
(Boston: D. C. Heath and Co., 1929), p. 274.
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reflective thinking is the only kind of activity that re
presents the getting of an idea.

He considers it to be

the crucial concept signified by the expression "teaching
students how to think J." which means the technique for
getting an idea or coming to know. For

Dewey, it represents

a "complete act of thought" which includes the "sensing" of
a problem, the observation of its conditions, the formation
and rational elaboration of a suggested conclusion, and the
active or experimental testing for its solution.

i

Hence

science, inquiry, reflective thinking, and problem
solving, mean basically the same thing.
arriving at truth or coming to know.

They are a way of

For Bode also, reflec

tive thinking is the process of finding and testing meanings,
and all these elements constitute a total emphasis on the
primacy of democratic education or of teaching students how
to think..
-Learning from experience, according to Dewey, also
means reflective thinking, which, he argued, is the in
tentional endeavor to discover specific connections between
something which a child does

and the consequences which

17
result, so that the two become continuous.
when we do something, we act upon it.

For Dewey,

That is, we do some

thing with it, and then we must suffer or undergo the

10Dewey,

Democracy and Education, p. 15.

"^Ibid., p. 1^5 •

159
consequences.

We do something to a thing and then it does

something to us In return.

What this means for Dewey

is

that experience includes an active and a passive element
which are peculiarly combined.

On the active side, he

believed that experience consists of interacting with our
environment.

On the passive side, it means undergoing; and

the importance of thinking, then, is that it enables a child
to discover the connection between what he does and its
consequences.

He maintained that this is the basis of

intelligence, and that a society cannot develop intelligent
individuals

unless they are taught how to think.

There

fore, to the question of how a learner should be taught,
Dewey would reply by saying that he should be taught how to
think, because the learning process is identifical with the
thinking process.

He would argue that the school should

develop in a child the very traits of mind which are
l8
characteristic of the scientist's mind."1"'

He wants the

school to develop a genuine form of active community life
where children will learn the use and usefulness of the co
operative-method of intelligence, and therefore, for him,
all education that develops the power to share effectively

19
m the social life is moral. '

l8Ibid.,

p. 145.

Ibid., p. 360.
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At this stage, it is in order to note how Dewey
links democracy to the scientific method, or the method of
inquiry, which becomes his reliable defender of the demo
cratic way of life.

The advance of science depends

upon the creative intelligence of individual scientists, and
their power to create depends,in turn, upon social resources.
Dewey believed that

within the domain of scientific inquiry

the welfare of the individual is not attained at the expense
of society, nor is the welfare of society sacrificed by
attaining the welfare and the individuality of its members.
In the genuine practice of the scientific method, the
welfare of the individuals and their society is mutually
interwoven.
Dewey sought to derive the values of democracy, not
from the conclusions or results of science, but by linking
them with the spirit of those virtues that are inherent in
the method of science.

He believed that the scientific

method itself is shared experience, and that the latter is
the grea test of human goods.

Its application depends on

certain antecedent conditions such as free association,
freedom of inquiry and the free communication and solution of

20

problems."

He was convinced that the method of organized

co-operative inquiry requires tolerance and devotion to
truth.

ah<i

For him, a society where these conditions and

Dewey, Experience and Nature
Unwin Ltd., 1929), p. 202.

(London: George Allen

qualities exist in every sphere of activity would indeed be
a democratic society and thus he obviously sees a connection
between democracy and the scientific method.

21

Hence he

sought to reconstruct democracy so as to keep it in line
with scientific and technological development, and in order
to achieve this it must be social and experimental.
The foregoing discussion reflects the basic charac
teristics of democracy as examined in the preceeding chapter.
It is therefore safe to conclude that the scientific method
is democratic since it involves mutual sharing, co-operation,
and respect for the individuality of the members of a given
society.
Teaching-Learning Situation
The questions to be answered in this section are:
what, in Deweyan terms, should be the relation between teacher
and students?

What is the role of the teacher?

What type of

freedom should be exercised in a teaching-learning situation?
And, what is the place of authority in a teaching-learning
situation?
Because Dewey chose the neutral-Interactive pair of
assumptions in the nature of a child, he would expect the
relation between pupil and teacher to reflect a mutual interPlay, or a "push-and-pull" out of which something must arise

21

"Dewey, Freedom and Culture (New York: G. Putnam's
Sons, 1939), p. 102; and A. H. Somejee, The Political Theory
9£ John Dewey (New York: Teachers College Press, 196b),
P. 155.
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either from the pupil, and/or the teacher and/or from
both.

Under such conditions

there should be some form of

teacher-pupil or pupil-teacher purposing, planning, ex
ecuting, and judging.

This relation must prevail in order

for interaction between teacher and student to occur, and
if it is to be democratic, then some criteria have to be
set up so as to avoid status domination, either by teacher
or by pupil.

Dewey believed that interaction assigns equal

rights to factors of experience for the teacher and the
learner.

It has been established how he argued that any

normal experience must be an interplay between a child and
his environment.

When both are taken together, Dewey con?O
tended, they form what he calls a situation.
It can be
said in conclusion that in a teaching-learning situation,
Dewey would expect the relation between the teacher and
students to be characterized by mutual sharing, co-operation
and interaction and an absence of status domination.
The role of a teacher in such a situation, according
to Dewey, is chiefly to provide the conditions which stimu
late thinking, and also a sympathetic attitude towards the
activities of a learner by entering into a common or joint
experience.

The rest now lies with the learner.CJ His

actual learning rests on him, since a teacher cannot learn

22
23

Dewey, Experience and Education, p. 42.

~Dewey, Democracy and Education, p. 160.
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for him.

At the same time, this does not mean that a

teacher is to stand off and merely look on; rather, he has
to organize the conditions mentioned earlier.

It is his

business to see in what direction an experience is heading,
and there is no point in his being "more mature" if he
cannot use his greater insight to help organize the con
ditions of the experience of the "immature."
The teacher is a guide and a director; he has to
steer the boat, but the energy that propels it, Dewey
maintained, should come from those who are learning.

He

argued that the more the teacher is aware of the past ex
periences of the students, the better will he understand
the forces at v/ork that need to be directed and utilized
for the formation of reflective habits.

Thus teachers

should find out beforehand what the minds of the pupils will
most likely bring to the topic in question, from their
previous experience and study.

They should help the student

to make connections between his experiences and the subject
matter, and thus teachers should direct the student in
every way possible so as to move his mind in the desired
direction
In this context, what the teacher should do is to
discover the natural interests of children, and to show them
that the pursuit of these interests involves a pursuit of

S°ns,

^Dewey, How We Think
1930), p. 12.

(New York: G. P. Putnam1s
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related matters entailing desirable growth.

The teacher

should reconstruct the activities of the classroom in such
a way that the natural interests and needs of the child
furnish the motivation for the pursuit of activities
related to the desired growth. Hence, the teacher should
build upon whatever interests children have.

In other

words, Dewey advocates the teacher's role to be that of a
facilitator of learning.

Furthermore, Dewey would also

expect the teacher to encourage mutual interest, co-operation
and interaction.

He should therefore participate and enter

into joint and shared activities with the student.

In such

shared activities, "the teacher is a learner, and the
orr
learner is, without knowing it, a teacher."1
It must be pointed out that the above-quoted state
ment is possible only with the assumption that neither
teacher nor learner have final answers.

If absolute know

ledge is assumed, and further, if the teacher is its deposi
tory, he would only be expected to transmit such fixed
knowledge to students.

Under the same assumption, the

teacher will be expected to be an authoritarian (rather
than authoritative) source of knowledge, and therefore, he
could not be regarded as another learner since he is assumed
to possess absolute knowledge.
n°t

Similarly, students would

be expected to be teachers because they would not possess

absolute knowledge and therefore would not serve as a source

25

Dewey, Democracy and Education, p. 160.
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of absolute or authoritarian knowledge.

If genuine know

ledge is attained through the scientific method, and since
it is cooperative and public in nature, there is ground to
argue that under such a situation neither the teacher nor
students can exclusively be viewed as a source of authori
tarian knowledge.
With regard to the type of freedom to be exercised
in all teaching-learning situations, Dewey's position is
obvious.

In the previous analysis of democracy, he was

concerned with seeing that an intimate and organic union
be developed between freedom and authority, and establishing
the implications of such an "organic union" for all teachinglearning situations.

Thus, for Dewey, a "reconstructed"

democracy clearly and unambiguously should manifest the
presence of that "organic union," so that collective
authority plus individual freedom become the basis of a
modern liberal education.

In sum, Dewey advocated freedom

in a teaching-learning situation.
With respect to freedom, Dewey recognized two types:
ireedom of movement or action, and freedom of intelligence,
which he considered to be the only freedom that is of any
enduring

importance.

The latter type is a freedom of

observation and of judgment exercised on behalf of purposes
that are intrinsically worthwhile.

Freedom of action (or

external) cannot be separated from freedom of intelligence
internal) and it is mistake to confuse both because
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an increased measure of mere freedom of outer movement (or
freedom from restriction) is only a means and not an end.
Dewey would argue that such freedom is a necessary but not a
sufficient condition for a genuine growth or experience.
As an illustration, the reader may consider a child whose
end in view is to determine what happens when one touches
a hot stove.

In order for him to have this experience, he

must first of all

do something to the stove by touching it;

but he c annot touch the stove if his parent stops him
(absence of freedom from restriction).

Therefore the

necessary condition for him to achieve his end is to have
the freedom to act.

He must touch the stove.

However, this

is not sufficient because he must also "undergo," that is,
suffer or enjoy the consequences of touching the stove in
order for his experience to be complete.

At t his stage, it

is up to the child to decide whether the burning sensation
which resulted from his action warrants repeating the action.
This judgment rests entirely upon him, and this is what
Dewey calls freedom of intelligence : it is internal
because it is exercised exclusively by the child.

In this

case, freedom of action preceeds freedom of intelligence, and
therefore it is legitimate to argue that freedom of action
is a necessary but not a sufficient condition for genuine
growth (or experience).

It is a means to an end because it

is the first step to be taken in order to gain an experience.
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By implication, children should be given freedom to
act or do something to their environment, but this type of
freedom should not be treated as an end in itself; it is
rather a means to an end.

The mere removal of external

control does not guarantee self-control.

Self-control is

exercised when the impulses and desires are ordered by
intelligent judgment, and it should be of a social nature,
that is, it should come from the nature of an interactive
situation rather than any particular individual.

Dewey also

argued that it is better to have a child controlled by
another person than to allow him to exercise his impulses

26

without any intelligent judgment.^'
The above statement is important because it seems to
suggest that Dewey did not completely rule out external con
trol, and therefore control from the teacher.
thinks and it depends on the situation:

Actually, he

primarily, self-

control should be encouraged, but if a child persistently
fails to exercise self-control and places his impulses at
the mercy of circumstances by failing or refusing to
establish a connection between his actions and their
consequences, the teachers should step in to control
hinio

Control exercised under this situation would not

be viewed by Dewey as an authoritarian imposition
because, in the opinion of this writer, such control

26
Dewey, Experience and Education, p. 65.
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constitutes the use of force in democracy.

It is essential

to observe that Dewey was not opposed to the use of force in
a democratic setting.

He distinguishes between force as a

power and force as violence.

The former is ordered,

organized, under control, and capable of realizing the ends
being sought*while the latter is without direction and
control.

Use of this type of force is not justified by

Dewey, because it is irrational, destructive and wasteful of
ends.

Thus, moral justification in using force, he argued,

must be determined in each particular case in terms of its
27
effectiveness in gaining desired results.
Therefore, an
external control of the nature under consideration would
not be regarded by Dewey as an authoritarian imposition
because such a control or use of force is consistent with
the Deweyan concept of democracy.

It means that Dewey would

not allow a child to do what he wants to do without direction
or guidance, and therefore, outward freedom (or freedom from
restriction) is only a means to achieve the freedom of
intelligence, which should be the end in view.

Dewey believed

that if freedom from restriction is treated as an end

it

tends to be destructive of the shared and co-operative
activities which are the normal source of order.

Furthermore,

he held that such interpretation turns freedom into something
hegative, and stressed that freedom from restriction is to be
27
Dewey, "Force, Violence and Law," in Characters
hi/ events, Vol. 2, No. 636 (January, 1916), p. 295.
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prized only as a kind of power: to frame a purpose; to
judge wisely; to evaluate desires by the consequences which
will result from acting upon them; and to select and order
the means that should carry chosen ends into successful
operation.
What then, is the locus of authority in a teachinglearning situation?

The answer Dewey would give is simply

that it should be shared, i.e., that it neither resides with
the teacher nor with the student because "authority" in
Dewey's thinking derives mostly from the virtues associated
with the scientific method.
It can be concluded that, to the extent that the
situation exhibits a mutual sharing of freedom and authority,
the co-operation between the teacher and students can be said
to be democratic; and that a co-operative intelligence must
prevail in order for the teaching-learning situation to be
such.
Curriculum
Curriculum in this context is defined as the course
°f study that makes up the subject matter, and the questions
to be answered in this section are: to what extent is curri
culum imposed?

Should it have room for either-or thinking?

How is it related to educational values?
°f religion?

What is the place

To what extent is subject matter social?

And

finally, what are the democratic implications of curriculum
a-s

discussed in this study?

i?o
One of the main criticisms leveled by De wey against
traditional education is the imposition of subject matter
from above and from outside.

His contention was obviously

that traditional education imposed the subject matter upon
those who are only growing slowly toward maturity, and he
believed that the gap was often so great that the required
subject was foreign to the existing capacities of the
young, and beyond the reach of the experience the learners
already possessed.

An imposition of subject matter upon

the young creates a gulf so wide that it forbids much active
participation by pupils in the development of what is taught.
When the subject matter is imposed, what is learned under
such circumstances is bookish, and learning, in that case,
means the acquisition of what is already incorporated in
books and in the heads of elders.

What is learned in such

contexts is essentially static and taught as a finished
product, with little regard for the ways in which it was
originally built up.
Dewey argued that imposition from above is opposed to
the expression and cultivation of individuality and is thus
undemocratic.

It is opposed to the expression of individu-

ality a nd forbids active participation by pupils in what is
taught.

28
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Dewey was also concerned with the extent to which
29
the subject matter involves "either-or" thinking.""

For

the pur poses of this study, "either-or" thinking is used in
the same sense as the term "dualism."

It is any theory which

views the world or some part of it, such as man, as consisting
of two essentially different kinds of ontological categories,,
It could be expressed, for example, by speaking of "two
worlds;" for example, the world of mind and the world of
matter.

Some thinkers believe that in modern philosophy

the most influential dualism has been Descarte's opposition
between mind and body, that is, the view that the mind and
body are different and separate entitles.
Dualism can be used in other ways:

1) It may be

applied to other philosophical systems, such as those of
Plato and Kant.

Central to Plato's "dualism" is the

separation of the eternal world of "forms," which can be
known by the mind, from the fluctuating and transitory world
particulars, which appear to the senses.

2)

Kant also

can be said to present dualism, in that he makes a dis
tinction between nomenal and phenomenal worlds.
Other highly important dichotomies such as God and
nature, reason and emotion, fact and value, the actual
and the possible, can also be termed "dualism."

on

29
The Encyclopedia Americana, Vol. 95 Americana
Corporation, New York, 1977* P* 433.
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In education, for example, there might be tendencies
to stress the development of mind and not of the body; of
liberal and not vocational curricula; of intellectual and
not manu al training.

These are dualisms or either-or

philosophies to which Dewey was strongly opposed.

Instead,

he advocated an anti-dualistic approach to subject matter, in
that the curriculum should recognize intermediate possi
bilities.

He also expressed great concern about the

influences which have affected equally dualistic divisions
between work and leisure, knowing and doing, and man and
nature.

Here he argued that these tendencies have resulted

in splitting up the subject matter of education into separate
studies, and that such philosophies have also caused dualistic
oppositions between body and mind, theoretical and practical
knowledge, physical mechanisms and ideal purposes.

On the

Philosophical side, he argued, these various dualisms
culminate in a sharp demarcation of individual minds from
the world, and hence from one another.

Corresponding to

this way of thinking are certain educational considerations
such as the antithesis supposed to exist between subject
matter (the counterpart of the world) and method (the
counterpart of the mind); therefore, as such, the tendency
ls

to treat interest as something purely private, without
O *1

intrinsic c onnection with the material studies,
11
J """Dewey, Democracy and Education, p. 238.
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Dewey attacked all dualisms in education, especially
that of culture and utility, which from the perspective of
a democratic society, is probably the most fundamental.
Where it prevails, he argued, the danger always exists that
children of the cultured, leisured, or upper classes will
have a liberal education, whereas those belonging to the
laboring masses will be channeled into a vocational education.
He further believed that such an arrangement establishes and
fixes class distinctions, thus striking at the heart of a
democratic society, because the problem of education in a
democracy, he held, is to do away with dualisms and to con
struct a course of study which makes thought a guide of free
practice for all.

This makes of leisure a reward for

accepting the responsibility of service, rather than a state
of exemption from it.
It is vital to note that Dewey was opposed to all
class distinctions, and in this sense he advocated a kind of
'classless society," which did not rule out stratification.
Every society is stratified, and Dewey probably recognized
this fact, but it seems he was mostly opposed to a "classconsciousness" which in turns leads to class distinction.
7t can be concluded that, to the extent that the subject
latter of education or curriculum contains either-or think
ing or dualistic philosophy, it is undemocratic and hence,
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opposed to the Deweyan model.
The next important thing to examine now is how
Dewey relates curriculum to educational values.
A theory of educational values involves not only an account
of the nature of appreciation as fixing the measure of
subsequent valuations, but an account of the specific
directions in which these valuations occur.

To

value means primarily to prise, to esteem, but secondarily
it mea ns to apprise, to estimate.

It means the act of

cherishing something, and also the act of passing judgment
upon the nature and amount of its value as compared with
32
something else."

Dewey distinguishes between intrinsic and instru
mental values.

Intrinsic values are not objects of judgment.

They cannot be compared or regarded as greater and less,
better or worse.

They are invaluable.

Instrumental value,

on the other hand, involves a necessity to choose, i.e., to
have to let one thing go in order to take another.
case we make comparisons.

In this

This establishes an order of

preference, which means that an intrinsic value, which is an
end

in itself3 ceases to be so when choice is involved; I.e.,

when there is a competing value, in which case it becomes
instrumental rather than intrinsic.

For instance, if one

who values music is starving for the time being, he will
naturally and temporarily

32

Ibid.

judge food to have greater worth
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than music, and therefore there are no definitive degrees
or order in value aside from the particular situation
in which a choice has to be made.
The educational implication of this theory, according
to Dewey, is that we cannot establish a hierarchy of values
among studies of subject matter.33

It is futile to attempt

to arrange them in an order which begins with one having
least worth and moves on to that of maximum value.

He con

tended that insofar as any study has a unique or irreplace
able function in experience, and marks a characteristic en
richment of life, its worth is intrinsic or incomparable.
Since education is not a. means to living, he continued, it
becomes identical with the operation of life which is fruit
ful and inherently significant.

He stressed that the only

ultimate value which can be set up is just the process of
living itself,

and therefore, subject matter is not to be

subordinate to this process but be made an inseparable part
of it.
In terms of intrinsic value, Dewey feels that there
should be a time when a subject is appreciated as having
significance, but on occasions where such a subject has to
be used as a means to something beyond it, then, its valu
ation should depend upon something to be found in the
3^
Ibid., p. 239.
35
Ibid., p. 240.
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specific situation in which it is used.

For instance, the

way to enable a student to apprehend the instrumental value
of arithmetic is not to lecture or teach him the benefit that
it will provide for him in some remote and uncertain future.
Instead, the student ought to discover that success in
something he is interested in doing depends upon the ability
to use numbers.

He also warns against distributing or

assigning values among different subjects or studies; for
instance, science may have value depending upon the situation
into which it enters as a means.

Science serves many pur

poses and it would be arbitrary to assign to only one of
those purposes its ultimate value.

He advises that, educa

tionally, science should be taught so as to be an end in it
self in the lives of students and that it should be taught
as something that makes unique and intrinsic contributions
to those lives.

Dewey holds that "the proof of a good is

to be found in the fact that the pupil responds,"

and his

response in this case determines the worth of the subject in
question.
In general, Dewey argues, what is desirable is that
a

topic be presented in such a way that it will have an

immediate value, and require no justification.

It must be

good or valuable in itself, or be perceived to be a means
°f achieving something of intrinsic value.
an

In this sense,

instrumental value has the intrinsic value of being the

35Ibid.,

p. 2k.
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means to an end.
The conclusion to be drawn from this discussion is
that e ducational value, just like other types of value, is
relative to the situation.

An intrinsic value can become

an instrumental value or a means to an end depending on the
situation and therefore, to the extent that value is rela
tive, Dewey would consider any attempt to establish a hier
archy of value or to assign values to different subjects as
unacceptable and undesirable.

It can be argued that esta

blishing a hierarchy of value is only possible in situations
where values are treated as absolute.

Since Dewey believed

that absolutism is the foe of democracy, the assignment
of definitive values fo subject matter is
undemocratic.

Therefore in a democratic society, educa

tional values must be relative.
The Place of Religion
in Curriculum
A d iscussion of Dewey's view in this regard is impor
tant be cause religious instruction in schools constitutes
one of the major education problems in democratic settings.
In America, many parents5 teachers and
neligious leaders were troubled by the fact that most
children attending public schools received little or no
noligious training.

They were concerned that the lack of

such training might have an adverse effect on the moral
lives

of the children and the large society at large..,
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Among the plans suggested for bringing religious in
structions into the schools, the one most generally favored
was to release an amount of time in the regular school day
for this task.

At specified hours, children would be ex

cused from their regular school work and turned over to
teachers from their respective churches.

Such a plan, it was

argued, could be put into operation with a minimum of
confusion and expense.

It would also recognize and respect

sectarian differences.
This proposal was opposed by some groups and indivi
duals, primarily because of its disruptive influence on
school life.

They believed that religious instruction

would create religious differences of such magnitude that
it would undo much of what the schools had done to establish
unity.^
Dewey's position in this matter is worth noting and,
in order to understand it, a review of his conceptualization
of religion is necessary.

One must recall his distinction

between two types of religion, the first of which is con
ventional and institutionalized religion.

This type of

religion is dogmatic and contains divisive forces thus
backing unifying characteristics.

Secondly, he recognized

a kind of religion which he considered to be universal, unifying,

and, in fact, representative of the common desires or

aspirations of the modern scientific method.
35
"Dewey, "Religion and Our Schools," in Hibbert
journal (July, 1908), p. 799.
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To the extent that conventional or institutionalized
religion stresses dogmatic and absolutistic principles, it
fails to fit into Dewey's democratic scheme.

He believes

that this type of religion lacks a common article of faith or
creed because there are as many different beliefs in it as
there are believers.

In view of this he did not con

sider religion as a unifying force but as a divisive one,
and therefore, did not justify its teaching in public schools
because it is undemocratic.

Prom the foregoing discussion,

a conclusion can be drawn to the effect that Dewey would not
support the inclusion of conventional or institutionalized
religion in the public school curriculum because it is dog
matic , absolutistic, divisive and consequently undemocratic.

Social Concept
Dewey believed it important that education in all its
phases should use a criterion of social worth.

In other

words, the scheme of a curriculum must take into account the
adaptation of its studies to the needs of the existing
community life.

It must select its subject matter with the

intention of improving the life that people life in common so
that the future shall be better than the past.

He maintained

that a curriculum must be planned with reference to placing
essentials first, and refinements second.
are

The things which

socially most fundamental, that is, which have to deal

with experiences in which the widest group do share, are
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the essentials.

Things which represent the needs of

specialized groups and technical pursuits are secondary.
At this point Dewey pronounces his famous statement that
education must first be human and only after that professional.

"5 r-

Note that by the term "human," Dewey was not referring
to a highly specialized class, for example, the class of
learned men who preserve the classic traditions of the past.
Rather, by "humanized material" he meant the degree to which
the subject of study connects with the things and experiences
which members of a society share in common.

He argued that

in order for a democratic society to be maintained, there
should be a curriculum whose contents are broadly human.
By impl ication, the curriculum must reflect the society
and the common life of the people.

Democracy, he held,

cannot flourish where the chief influences in selecting
the subject matter of instruction are utilitarian ends
narrowly conceived for the masses.

He warned against the

notion that the "essentials" of an elementary education are
che thre e R's, mechanically treated, and argued that this
notion is based upon the ignorance of the true essentials
needed for the realization of democratic ideals, and is
Footed in the notion of preparing men and women for utili
tarian ends.

For Dewey, a curriculum which acknowledges

the social responsibilities of education must present

^Dewey, Democracy and. Education, p. 191.
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situations where problems are relevant to the problems of
living together, and where observation and information are
37
calculated to develop social insight and interest.*

It short, Dewey, held that the curriculum should be
human and not designed for a specialized class of people,
e.g., "humanistic" or "cultural" as a privilege for ruling
classes.

It should be concerned with things which all people

share mutually, i.e., it has to deal with common interests be
fore considering certain group interests.

It can be argued

therefore that to the extent that curriculum represents an
essential concern, it is from Dewey's perspective a demo
cratic concept for the simple reason that it involves sharing
and a collective or common interest as opposed to group
interests.
Evaluation
The questions to be answered in this topic are to
3eal with Dewey's position as to what to evaluate; the role
°f evaluation; and its democratic implications.
Dewey's concern about evaluation seems to center
around its impact on individuality.

It is convenient to

recall at this point that individuality for him carries
with it a connotation of the uniqueness of quality.

This

concept of quality suggests a freedom which is not legal,
n°t

comparative and external, but a freedom which is

37Ibid.,

p. 172.
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intrinsic and constructive.

39

This implies that there are

characteristic qualities in every child which make him
unique or different from others.

In view of this fact, he

would argue that the practical value of tests or examinations
is realized when they are designed to determine the degree
or amount of stimulus they give to more intimate and
intensive inquiry into individualized abilities and dis
abilities.

He criticized the idea of regarding the indivi

duals as differing in the "quantity" of mind.

In such a

case, ordinary persons are then expected to be ordinary.
Only th e exceptional are allowed to have originality.

The

measure of difference between the average student and the
genius is a measure of the absence of originality in the
former.

He warns that the question of how one person's

abilities compare in quantity with those of another is "none
of the teacher's business.>?

He believed that this way of

thinking is irrelevant to his work.

What is required or

should be measured is the degree to which every individual
is given the opportunity to employ his own powers in activi
ties that have meaning.

He would believe that any testing

designed to aid the teacher to determine the quality of a
given purpose or to direct the students' action will secure
wore originality than conventional standards.
oO
Dewey, "Mediocrity and Individuality", The New
^public (December 6, 1922), p. 35.

39

Dewey, Democracy and Education, p. 172.
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The right way to test, therefore, is to judge and
treat individuals as such with regard to individuality
rather than as creatures of a given class.

He criticizes

mechanical, industrialized civilization for its concern with
averages and percentages.

The mental habit which reflects

this social scene, he argued, subordinates education and
social arrangements to a stratification which is based on
averaged gross inferiorities and superiorities.

He con

tended that inferiority and superiority are meaningless words
if taken by themselves, and he v/arned th at no one should use
such categories until the specific area in which a person is
"inferior" or "superior" is clearly and comparatively deter
mined.

This implies that a student can be inferior in one

area, say music, and superior in another, say literature.
Dewey would argue that instead of using examinations
or tests to designate some students as mediocre and others
as exceptional, such evaluations should rather be designed
to discover the areas in which students are superior and to
give them an opportunity to develop their powers and
abilities.

This is obviously based on the assumption,

already discussed, that a student who is regarded to be
inferior in one thing, may be superior in another.
The role of examinations or tests in democracy is to
release

distinctive aptitudes in art, thought, and com

panionship.

Again, examinations should not be used to

classify ch ildren as mediocre and superior.

Individuality
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demands that the uniqueness of personal quality be duly
respected.

According to Bayles, this does not imply that

democracy must pull everybody down to a level of mediocrity,
but rather that it seeks to raise all to the highest possible
level of competence.

He believes that the need is to raise,

not only the median, but all parts of the range, to higher
and hig her achievement levels, so that everything and every
body go up.

Anything short of that, he argues, is a blatant

40
denial of the democratic imperative.
Bayles is certainly in agreement with Dewey, and both
agree that democracy demands that every individual be devel
oped to h is highest ability.
Therefore, to the extent that testing classifies
people into superior and inferior, thereby ignoring indivi
duality, it is undemocratic.

Instead, testing in a democracy

should be designed to help the educator discover the unique
Qualities of a child and to provide opportunities for him to
develop to his fullest capacities.
Aims of Education
This section will examine what Dewey considered to
be some of the aims of education in a democratic society.
Social efficiency, which includes the importance of industrial
competency an d civic efficiency, and culture, are the topics
bo be examined.

40

"Bayles, Pragmatism in Education, p. 72.
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For Dewey, social efficiency is not attained by
negative constraints but by the positive use of native
individual capacities in occupations that have a social
41
meaning.

Translated into specific aims, social efficiency

indicates the importance of industrial competence.

He be

lieved that persons cannot live without means of subsis
tence and the ways in which these means are employed and
consumed have a profound influence upon all personal relation
ships.

If an individual is not able to earn his own living

and that of the children dependent upon him, he is a parasite
that lives off the activities of others.

Such individuals

miss one of the most educative experiences of life, and may be
threatening to democracy:

if an individual is not trained

in the right use of the products of industry, there is grave
danger that he may deprive himself of the proper knowledge of
the democratic principles involved in the use, production
and dist ribution of industrial products, and injure others
in his possession of wealth.

No educational scheme can afford

to neglect such a basic consideration, and the changes from an
oligarchical to a democratic society naturally entails that
the significance of education should lie in its ability to
Prepare people so that they can economically make their way
in the world.

Such education also should ensure the

in
"Dewey, Democracy and Education, p. 119-
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economic use of resources rather than the placement of
emphasis on a display of luxury.

42

Dewey warned against the danger of accepting the
existing economic conditions as final, and he also believed
that a democratic criterion requires that the capacities of
persons be developed up to the point of competency to choose
and ma ke their careers.
This principle requires that individuals should not be
fitted in advance into an industrial calling, or be selected
on the basis of wealth or social status of parents, rather
than basing occupations and social mobility of individuals on
their trained original capacities.

Dewey was opposed to

training people in a specific type of occupation because he
believed that industry undergoes rapid and abrupt changes
through the evolution of new inventions.

He argued that as

new industries spring up, old ones are revolutionized, and
therefore an attempt to train for too specially delineated
modes of efficiency defeats the purpose of a democratic
education.

Occupational changes in method might cause those

individuals who are left behind to have even less ability to
adjust themselves.
Dewey also recognized that the industrial constitu
tion of every social is full of inequalities.

He was con

vinced that the aim of education is to take part in
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correcting unfair privilege and deprivation rather than to
perpetuate them.
This writer cannot help to observe some unclear
elements in the foregoing discussion.

Dewey's concept of

social efficiency with respect to industrial competency seems
to mean that man should be trained or educated so that he can
be in a position to make a living economically.

This im

pression is re-inforced when Dewey states,
With the change from an oligarchical to a democratic
society, it is natural that the significance of an
education which should have as a result the ability
to make one's way.economically in the world...should
receive emphasis/"-1
A closer look at this statement seems to suggest that Dewey
did not completely rule out the traditional aim of education
as "preparation for life."

If this interpretation is

correct, it may appear prima facie, to contradict Dewey's
Popular view of education as "life itself" rather than
"preparation for life."

However, in the opinion of .this

writer, any education which prepares a person to be able to
hake

his way economically is a part of the education de

signed to prepare him for life, and it can also be called
vocational or career education.

This writer, therefore,

would l ike to clearly distinguish between an education strict

ly aimed at economical survival, and an education viewed
as

life itself, in general.

^3Ibid.

The latter, as stated con-

]B8
textually by Dewey, entails a great variety of experiences
which a person gains as he continuously interacts with his
environment, and does not just consist of experiences that
equip him for economic survival.

Therefore, the former type

of education can be viewed only as a small part of the latter,
and Dewey probably should have made this distinction clearer,
in order to avoid the tendency to confuse these two concepts
of education, as it has indeed happened when "education as
life itself" has been changed into either a slogan or
cliche.

In conclusion, "education as life" should be inclusive

of "education for life," and the latter may in turn be inclusive
of a vocational dimension

for the purposes of economical

survival.
Another possible source of confusion is Dewey's
tendency to stress industries and industrial society.

If

there is a claim that Dewey's concern was mostly about
industrialized society, his textual discussion of these
issues seems to support such a claim.

Dewey, for example,

makes no specific mention of farming or the improvement of
agriculture, and instead discusses mostly industries and
industrial competency.

This strongly suggests that he

was extremely preoccupied with the social problems of an
industrialized American society, and a more general con
clusion could be that Dewey's concept of social efficiency
with regard to industrial competency qua aim of education,
should emphasize the preparation of individuals for social
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effectiveness through their social roles.

In short,

education should be designed to prepare individuals to
function well in an economic world.
The next aspect of social efficiency as an aim of education
is civic efficiency or good citizenship.

It should be noted

that Dewey did not believe in a separation between industrial
competency and a developed capacity of good citizenship.
Citizenship is based on whatever makes an individual a more
agreeable companion in a society, and in the political sense,
it denotes the ability to judge men and measure wisely, and
to take a determining part in making as well as obeying laws.
This means that citizenship is a broader term than industrial
competency because being industrially competent is just one
quality of good citizenship.

In this sense, social efficiency

means the capacity to share in a give-and-take of experience.
It covers all that makes one's own experience more worthwhile
to others, and all that enables one to participate more richly
in the worthwhile experiences of others.

In short, Dewey

recognizes good citizenship as an aspect of social efficiency,
and education in a democracy should be aimed at the promotion
of this e fficiency.
Finally, Dewey talks about culture as an aim of edu
cation.

Culture is something developed, ripened, and there-

lore opposed to the raw and crude task of mere survival.
ls

It

also something personal; it is an individual cultivation

with respect to an appreciation of ideas, art and broad human
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interests.

Culture is opposed to efficiency, when the

latter is identified with a narrow range of acts intead
of the spirit and meaning of activity.

In other words, a

cultivated or cultured person is one who acts intelligently
or who attaches meaning to what he does—i.e., his activities.
It means a complete development of personality, and involves
giving attention to what is unique in an individual.

Dewey

believed that the development of such a distinctive quality
results in a distinction of personalities, and that such
development has greater promise for a social service con
ceived beyond the concept of quantitative of material
commodities.

"How can there be a society really worth

serving unless it is constituted of individuals of significant personal qualities?"

This question is very im

portant to the purpose of this writer because it seems to
support one of the basic assumptions of this study, namely
that development depends upon the realization of individual
Potentialities.
uPon

Social efficiency therefore, depends

the development of the unique qualities of individual

citizens.
Dewey also argues that social efficiency should not
be measured by product or output, a criterion which in a
restrictive sense implies the acceptance of an aristocratic
l\l]

Ibid., p. 121.
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society.

If democracy has a moral and ideal meaning, it is

that a social return be demanded from all and that opportu
nity for the development of distinctive capacities be
afforded to all.

What one is as a person, is what one is

as associated with others, in a free give-and-take of
social intercourse.

Dewey argues that this transcends both

the exclusive notion of "efficiency" as supplying products to
others, as well as the idea of "culture" as exclusive refine
ment and polish.
A c oncept of social efficiency which is based solely
upon physical products and outputs belongs only in an aristo
cratic society because in democracy there should be no
separation between the development of unique human qualities
and the production of physical output. Dewey wants the ef
ficiency of physical output to be a reflection of the
development of individual and unique capacities.

Democratic

society should always demand social returns, i.e., it should
expect contributions from all of its members, and at the same
time provide opportunities for the development of unique
individual capacities, which should also be expected from all.
The general implication of the foregoing analysis lies
in the f act that social efficiency, as an aim of education,
must recognize individuality.

Therefore, to the extent

that the individuals' unique capacities are given an

^Ibid., p. 122.
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opportunity to develop to their fullest, such an aim can be
said to be democratic.

CHAPTER V
JULIUS NYERERE'S UJAMAA
AND JOHN DEWEY'S DEMOCRACY
Introduction
The purpose of this chapter is to compare Julius
Myerere's philosophy of Ujamaa with Dewey's democratic
philosophy.

To accomplish that end this writer will examine

the meaning of Ujamaa,

its objectives, and its basic

principles as well as the relation between them and
capitalism.

Dewey's and Nyerere's concepts of democracy

will also be compared with respect to the characteristics
examined in Chapter Three.

This chapter will also include

a comparison of their perceptions of democracy in politics,
industry and religion, and finally, Nyerere's education
for self-reliance will be compared with Dewey's education
for democracy.

On the basis of this comparison, it will be

determined whether or not Nyerere is truly the pragmatist
that related literature indicates.

It must be stressed

again that this comparison is designed to enable this writer
to answer his research question, that is, to determine
whether or not John Dewey's philosophy is appropriate for
Nigeria's education and development. Indeed an effective
way of assessing the appropriateness of Dewey's philosophy
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for Nigeria is to relate it to another philosophy which
is strictly African.

Therefore in response to this problem,

Ujamaa has been chosen because it is viewed as appropriate
and natural to Africa.
The Meaning of Ujamaa
The term Ujamaa means "familyhood," and is used by
Nyerere to describe his own version of African Socialism.
It is opposed to capitalism, which it accuses of seeking
to build a society on the basis of the exploitation of
man by man and it is equally opposed to Marxism, which,
in Ujamaa's view, is designed to create a society on the
basis of an inevitable conflict between social classes.
Nyerere believes that Africans have no need to be converted
to another type of socialism or to be taught democracy,
because African Socialism and democracy are both rooted
in the traditional African society.

He contends that

modern African Socialism can draw from its traditional
heritage a recognition of "society" viewed as an
extension of the basic family unit.

This, he argues, must

be extended further beyond the tribe, the community, the
nation, and over the continent so as to embrace the whole
society of mankind.

He is convinced this is the only logical
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conclusion for

African Socialism.1

An elaboration

of capitalism and Marxism is

imperative at this stage in order to avoid con
fusion, and for the purpose of this investigation,
E. F. Schumacher's concepts of capitalism appear to be
appropriate.

For him, capitalism is characterized by

private enterprise which entails the possession of private
property or ownership of means of production, distribution
and exchange.

2

He makes a basic distinction between private

property that is an aid to creative work, and that which is
an alternative to work and believes that the former is
natural and healthy because it is a property of a working
proprietor.

The latter is viewed as unnatural and unhealthy

because it is a property of a passive owner who lives parasitically on the work of others.

This distinction is

crucial because it makes possible the specification of the
particular forms of capitalism to which reference is made.
Schumacher is against private property that is an
alternative to work because, according to him, it corrupts
the principle of industry.

Instead, he is in favor of

private property that leads to creative work, and believes

1Julius

Nyerere, "Ujamaa: The Basis of African
Socialism,"in Self-Reliant Tanzania (Dar Es Salaam:
Tanzania Publishing House, 1969), p. 58.

2E. F. Schumacher, Small Is Beautiful: Economics As

If People Mattered
1973), p. 263.

(New York: Harper and Row Publishers,
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that such property is usually small-scale, personal,
local and therefore without great social profection.

He

believes that no great fortunes can be gained from a smallscale enterprise, and yet, its social utility is great, for
it is fruitful and just.
In medium-scale enterprises

private ownership

becomes, to some extent, functionally unnecessary.

The

owner, by employing salaried managers, does not need to be a
proprietor to do his work, because he depends on the work of
others.

Schumacher believes that medium-scale enterprise is

strained, unfruitful and unjust and exploitative, for the
owner tends to appropriate profit in excess of a fair salary
to himself.

Schumacher goes on to suggest a surrender of

privilege to a wider group of actual workers as a step
toward humanizing industries, and gives the Scott and Brader
Company Limited" as an example of a British firm which
practices voluntary surrender of privilege.
In a large-scale enterprise, private ownership,
Schumacher claims, is a function for the purpose of enabling
functionless owners to live
others.

parasitically on the labor of

He believes that this version of capitalism is not

only unjust, but also an irrational element which distorts
all relationships within an enterprise.

He argues that the

method of doing away with private ownership and large-scale
enterprises is by "nationalization," which implies ownership

3Ibid.,

p. 267.
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by a body representing the general public of consumers.

ij

Britain is an example of a country where Schumacher's theory
is practised and it can be argued that it represents a
British version of modern liberalism (or a kind of democratic
socialism).
Schumacher gives more insight into capitalism by
distinguishing between what he calls the "old style" and the
"new style" of private enterprises.

The former represents

a society that celebrates millionaires as its culture

5
heroes,"' and is characterized by simplicity of objectives.
It suggests that the totality of life can be reduced to one
aspect (profit), and in such a society, people know that the
only thing to do is whatever produces profit, and also know
that whatever reduces profits is to be avoided.

Thus, pro

fit becomes a simple measuring rod for success and failure.
The "new style" of private enterprise, unlike the
former pursues a great variety of objectives, and considers
the whole fullness of life, and not merely the money-making (or
the profit) aspect.

Therefore, Schumacher believes that it

neither suffers from a powerful simplication of objectives nor
po.ssesses any reliable measuring rod of success and failure.
He is convinced that this style of private enterprise is
extremely similar to public ownership.

21 Ibid.
5Ibid.,

p. 254.
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The claim of private enterprise against public
ownership is that the latter is bound to be inefficient
because it attempts to pursue broad objectives.

On the

other hand, modern liberals accuse private enterprise (in
the classical sense) of degrading life by its simplicity,
and by basing all economic activities exclusively on the
motive of private greed.

However, Schumacher's position is

that socialism should involve a democratic and free participation of the workers in making decisions,

and believes

that what is at stake is not economics but culture, and not a
standard of living, but the quality of life.

He contends

that modern liberals (democratic socialists) should insist
on adopting nationalized industries not simply to outcapitalize the capitalists (classical liberals).

Instead,

he stresses that they should evolve a more democratic and
dignified system of industrial administration, a more humane
employment of machinery, and an intelligent utilization of the
fruits of human ingenuity and effort.
Schumacher would claim, therefore, that when the
three forms of private enterprise are run in the "old style"
they become capitalistic (i.e., classical capitalist);

and

conversely, that they are socialistic (i.e., modern liberal)
when they are operated in the "new style."

°Ibid., p. 280.
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7 has argued that the

In addition, Harry K. Girvetz

difference between classical and modern liberalism is
determined by the degree to which individual interests are
subordinated to social purposes.

From this discussion,

one might, therefore, conclude that the "old style" of
private enterprise as defined by Sc humacher appears to
devote less individual interest to social purposes since it
has a narrow as opposed to a broad objective.

Hence, the

old and the new styles respectively correspond to classical
and modern liberalism.
It can be argued that John Dewey is opposed to
classical liberalism because it is undemocratic, meaning
that it fails to subordinate individual interests to social
purposes.

However, it should be stressed that his version

of modern liberalism is not exactly the same as that
advocated by Schumacher.

The latter's is typically British

and is geared toward nationalization of big industries,
whereas Dewey's version does not necessarily advocate public
ownership or nationalization of industries.

Nevertheless,

the two versions of modern liberalism have something in
common: they both advocate the participation of workers in
economic decisions; and they also represent a reaction
against classical liberalism.

'Harry K. Girvetz, The Evolution of Liberalism
(London: Collier-Macmillan Ltd., 1969), p.
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Nyerere would agree with Schumacher that the medium
and large-scale enterprises are exploitative, and would
also be opposed to the three forms of capitalism because
they are un-African.

Although he admires small-scale

enterprise (or intermediate technology), he would not regard
small-scale enterprise in the Western countries to be the
same as any small-scale operation in an African setting.
He would rather argue that the attitude of mind involved in
both enterprises is different because the African attitude
of mind is a reflection of the traditional African family
unit as well as African Socialism, and this seems to be the
justification for Nyerere1s claim that capitalism is
un-African.
Marxism, on the other hand, maintains that it is
only through class struggle that society achieves a higher
stage of development.

Socialism in the Marxian sense,

therefore, treats economic factors as independent variables.
In other words, Marx believes that economic forces determine
everything in a society and consequently, he is convinced
that the relations and the means of production
constitute the foundation upon which the whole cultural

8

superstructure of a society is erected."

However, Abraham

Kaplan^ would disagree with Marx in this respect.
o

"The New Encylopaedia Brltannlca, Vol. 16
William Benton, Publisher, 19^3-1973)3 p. 966.
^Abraham Kaplan, New World of Philosophy
Alfred Knopf, Inc., 1961), p. 176.

Kaplan

(London:

(New York:
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would argue that there are things more important than
economics; for instance, in India, the raising of swine is
not allowed despite the need for protein.

Furthermore,

Marxism presupposes absolute ends, and consequently, means
and ends are dissociated, thus making the means of bringing
about certain given ends unquestionable.

In other words,

the nature of means becomes irrelevant to the content of
given ends.
Another important feature of Marxism is that it
assumes a collective end, which unfortunately, is based on a
misunderstanding about the idea of collectivism, and it will
be sho wn that collectivism in Marxism is different from
collectivism in modern liberalism (or democratic socialism).
Kaplan does an excellent job of clarifying the
confusion on the idea of collectivism.

For him, values are

collectivist when they are conceived of as localized in
some corporate entity, which is enjoyed by individuals
only derivatively.

Thus, power, wealth and the achievements

of a society are localized in the society, and not in its
individual members.

Kaplan stresses that individualist

raeans may also be used for collective ends, e.g., , as in the
case of physical training which is undertaken in the spirit
of making oneself fit for military services.

He is con

vinced that collectivist means may also be serving in
dividualist ends, and points out that a state university,
for example, is a collectivist enterprise of the citizens of
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a democratic society.

Here he also implies that the state

university is more of a modern liberal enterprise because
its benefits are not enjoyed by i ndividuals only on a
derivative basis, and therefore, he maintains that the use of
collective means is not necessarily exclusive of Marxism,
providing that the relationship between the individual and
the institution is redefined along pragmatic, and not
dialectical materialist lines.

This position appears to

clarify the underlying confusion about the use of collective
means in a democracy, as opposed to collective ends in
Marxism, and to substantiate this claim, one should perhaps
note that this is the reason why John Dewey was accused by
the laissez-faire conservatives as a result of his commit
ment to the use of collective means in a democracy."1
Nyerere's villagization policy has also found conservative
opposition because of the same confusion.

It will be shown

in Chapter Six why some Tanzanians have tended to accuse
Nyerere of authoritarianism, and why this writer also fears
the same misunderstanding as a potential danger, in Nigeria,
for anyone contemplating the application of Dewey's and
Nyerere's ideas.

It stands to reason, therefore, that a

society which has experienced the "old style" of capitalism
would most likely misunderstand and resist the use of col
lective means, because such a society would tend to identify
J'^John Dewey, "John Dewey and the Progressive
Education Movement, 1915-1952," The School Review, Vol. 67,
No. 2 (Summer 1956), p. 160.
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it with Marxism or Communism.
For Kaplan, what is crucial is the distinction be
tween collectivist ends and collective means, for he be
lieves that the former move toward communism, while the lat
ter constitute democratic socialism.

At this stage, then,

it is hoped that the reader can clearly see the justifi
cation for Ujamaa's opposition to Marxism, since collectivism
in the latter cannot guarantee the type of Tanzanian freedom
espoused by t he former.

From the foregoing analysis, it is

appropriate, therefore, to state that Nyerere's Ujamaa is
opposed to both capitalism and Marxism.
The Objectives and Principles of Ujamaa
According to Myerere, the objective of Ujamaa is to
build a society in which all members have equal rights and
opportunities that allow everybody to live at peace with all
neighbors, without suffering or imposing injustice and ex
ploitation, and also with a gradually increasing level of
basic material well-being before any individual lives in
luxury.
To create this type of nation, Nyerere maintains,
Africans must build on the firm foundations of the principles
°f the UJ amaa family.

The first of these principles is

respect.

This recognizes mutual involvement with one

another.

Each member of the family recognizes the place

and the rights of the other members, and relates this
Principle to persons.

The second principle is common
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property.

It presupposes that all the basic goods in the

traditional African family were to be held in common and
shared among all members of the unit.

Under such a situation,

there was an acceptance that whatever one person had in the
way of basic necessity was also the possession of other
members.

No one could go hungry while others hoarded food

and no one could be denied shelter if others had space to
spare.

Within this extended family basis, and even within

the tribe, the economic level of one person could never go
too far out of proportion to the economic level of others.
It is important to note at this stage that Nyerere recognized
that there was no complete equality.

Some individuals within

the family, and some families within the clan or tribe could
own more than others, but in general, they acquired this
through extra efforts of their own.

The social system, how

ever, was such that in time of need, it was made available
to all.

The third principle presupposes that every member

of the family has the obligation to work.11
In addition to the above principles, Nyerere stresses
^he importance of the knowledge and the instruments necessary
for the defeat of poverty in traditional African society.
He b elieves that such elements are capable of yielding an

11Julius

Nyerere, "Socialism and Rural Development,"
ihe Second Post-Arusha Policy Paper issued in December,
1967, in Freedom and Socialism (London: Oxford University
press, 19"68), f7~3KT.
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increasing output per worker, and is equally convinced that
they have the potential of enabling a man's efforts to
yield more satisfaction to him.

He states that Africans

must take their traditional system, correct its shortcomings
and adapt its service to things that may be learned from
the technologically developed societies of other continents.
Before comparing Dewey's conceptualization of demo
cracy to that of Nyerere, it may be necessary to briefly
relate U,jamaa to Capitalism.
Ujamaa and Capitalism
The "new style" of private enterprise and Ujamaa are
democratic because both are characterized by equality,
individuality, co-operation, sharing and interaction.

Con

versely, classical liberalism (the "old style") is incom
patible with the Deweyan democratic principles as well as
with Ujamaa, for it represents a society, as Schumacher
observed, where man is exploited by man.

According to

Nyerere, members of a traditional African family unit "lived
together and worked together; and the results of their joint
12
labors was the property of the family as a whole."

12
"'^Nyerere, Freedom and Socialism,(London: Oxford
University Press, 1967), P- 3^0.
x

'Nyerere, Freedom and Socialism, p. 337.
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In U jamaa,

inequality is less marked, and, as

Nyerere observed, such an inequality resulted from the fact
that the joint property of members of a traditional African
unit was divided unequally between them according to welldefined customs.

Furthermore, such a division was always

done on the basis that every member of the family had to
have enough to meet his basic needs before any of them
124
could have any extra property.

Unlike Ujamaa, classical

liberalism is characterized by inequality and the justi
fication for this claim has been fully discussed in Chapter
Three.

Again, in Ujamaa, private ownership is minimal since

property is collectively owned by f amily members, and
Schumacher has shown that his "old style" of Capitalism, on
the contrary, is marked by private ownership.

Furthermore,

Nyerere believes that in Ujamaa the organization of men's
inequalities is geared toward the services of their equality,
which implies that individuals with

greater talents use

their natural endowments to serve all members of a society
equally.

However, Schumacher's version of modern liberalism

is not oriented toward private ownership because British
Socialism, as previously discussed in this study, is geared
tov/ard pu blic ownership.

It can be argued in consequence,

that public ownership, at least theoretically, is designed
to minimize inequalities, and this justifies Nyerere's
l!|
~ Nyerere, Freedom and Socialism, p. 337.
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inclination towards the nationalization of Tanzanian
industries.

Therefore, it would seem reasonable to state,

in this instance, that Ujamaa has more resemblance to the
British version of Socialism than to the Deweyan one.

This

discussion sets the stage for a comparative study of the two
philosophers' concepts of democracy.
Comparison of the Concepts of
Democracy as Percived by
John Dewey and Julius Nyerere
On the basic chcracteristics of democracy, as des
cribed in Chapter Three, there seem to be some similarities
between Dewey and Nyerere.

The latter appears to agree

with the former in terms of the following democratic
principles:

equality, freedom and authority, sharing, inter

action, and co-operation, because both view the individual
as an integral part of society.

These characteristics and

their similarities will be discussed later in the section
dealing with their educational implications for "SelfReliance."
Democracy in Industry
It has been shown how Dewey advocated equal op
portunities for workers to participate in the decisions
that affect them, and how he called for the enactment of
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laws of equality to Insure the opportunities of economic
participation.

Thus in order to ensure a fair treatment

for all, he advocated government Intervention in the economic
activities.

Hence his statement:

"Industry must be run by
11,
man and for man and not men for industry."'"*
Nyerere, on
the other hand, is not concerned with industry as such
because of his conviction that industry does not begin

development but is rather its outcome.

Consequently, he is

more concerned with rural and agricultural economy than
Dewey.

This seems to be the only obvious difference.

Otherwise, both advocate the participation of individuals in
the planning and running of the economic activities of their
respective societies.

Hyerere also agrees with Dewey re

garding the necessity of state intervention in the economy.
r"

For instance, in "The Arusha Declaration,"

0

Hyerere makes

it clear that it is the responsibility of the state to
intervene in the economic life of the nation in
order to insure the well-being of all citizens, and to pre
vent the exploitation of one person by a nother or one group
by anoth er.
15
Dewey, "Force and Coercion." International Journals
of Ethics. Vol. 25 (April, 1916), p. 359.
"'Hyerere, "The Arusha Declaration: Socialism and
Self-Reliance," a document presented to the national
Executive Committee of TAHU, in Freedom and Socialism
(London: Oxford University Press^ 1968), p. 231.
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Democracy in Politics
In political democracy, both Dewey and Nyerere agree
on the equality of participation of individual citizens in
making and obeying the lav/.

In the same "Arusha Declara

tion" Nyerere stated that every citizen is an integral
part of the nation and has the right to take equal part in

17
government at local, regional and national levels." 1
Similarly, Dewey was concerned with the equality of in
dividuals to participate in political as well as economic
life.

It has been pointed out before that he also thought

about the responsibility of the government to enact laws in
order to insure such equality.

It is therefore safe on

the basis of the foregoing discussion to conclude that
both Dewey and Nyerere have similar views with respect to
democracy in politics.

Democracy in Religion
In this regard, both Dewey's and Nyerere's views
are colored by their conceptualization of religion.

It has

been shown how the former made a distinction between
conventional religion and religion based on a common creed,

17Ibid.
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and why he believed that conventional religion is dogmatic,
absolutistic and divisive because he was convinced that
there are as many beliefs as there are believers.

Further

more, we have seen how he deemed it to be absolutistic
because it consists of elements that are God-sanctioned as
opposed to man-sanctioned.

For him, religion is rather

something that represents a common desire for the bettermen
of mankind.

He would treat conventional religion as private

and thus lacking the capacity to unify people.

Nyerere, on

the other hand, believes that religion and socialization
are two separate things.

Consequently he, like Dewey,

treats conventional religion as private.

Thus they both

suscribe to religious freedom and respect the freedom of
individuals to pursue the religion of their own choice.

But

Nyerere, unlike Dewey, does not seem to bother with defining
any specific type of religion which is appropriate to
socialism.

Dewey appeared to be more concerned about

religion than Nyerere.

The latter seems to take a neutral

attitude due to his conviction that religion is separate
from socialism, that it is private and therefore that it
should be left alone.

Both, however, appear to agree that

religion in the conventional sense is a metaphysical
Question and, in general, pragmatists are not sympathetic
to metaphysics.

According to Nyerere, there is no

necessity for people to study metaphysics and decide whether
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there is one God, many Gods or no God before they can be

18

socialists. '

This statement seems to express a rather

unsympathetic outlook about metaphysics as a significant
factor in the realization of socialism.

If this claim is

accurate, one may correctly identify him with pragmatism
since the latter does not seem to concern itself with
metaphysical questions.

It can be concluded, therefore,

that bo th agree on conventional religious freedom; but
that Dewey, in particular, does not consider religion to be
a unifying force.
The next task in this chapter is to compare the
educational implications of Dewey and Nyerere's concepts
of democracy with regard to the educational components
previously selected.
Educational Implications of
Dewey and Nyerere's Concepts of Democracy
The Learner
How a child learns and how he is taught both depend
°n the conceptualization of his nature.

This section ex

amines Nyerere's view of the nature of man and how he is
,jaught, and

compares it to John Dewey's position in the same

respect.
"l ft
""'Nyerere, Freedom and Socialism, p. 13•
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According to Nyerere man is by n ature a worker.
He says:

"In traditional African society, everybody was a

2Q
worker.11*

Webster1 s Collegiate Dictionary defines idle

as inactive and worthless.

Since to Nyerere the term

"worker" is opposed to the

term "idler," it follows there

fore that he views man is natural status

as being occupied

with meaningful or worthwhile activities. -} Similarly, Dewey
views man or the learner as an active, dynamic being with
2 "I

impulses, interests and activities of his own."

Although

both use different terminology, they basically regard man
as active as opposed to passive beings.
Dewey, as noted in the preceeding chapter, did not
believe in the doctrine of "innate ideas" or the concept
tabula rasa, because this concept presupposes passivity
on the part of a child.
Dewey in this respect.

Nyerere appears to agree with
In his "Education for Self-Reliance,"

he assumes that children will "learn by doing.""2

19

Ibi
d.

20T,
Ibid.

21

"Dewey, The School and Society, p. 49.

22

Nyerere, "Progress in School," a speech delivered
on December 11, 1967, in Freedom and Socialism (London:
Oxford University Press, 1968), p. 410.
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Nyerere also views man as possessing dignity and
23
deserving respect.

This means that a child possesses a

mark of distinction; he is uniquely distinguishable from
others, and this is another way of recognizing individual
differences.

If this argument is admitted, it brings

Dewey and Nyerere together on the issue of individual dif
ferences.

The former saw man as possessing native powers

which differ not only in intensity but also in quality and
24
arrangement."

Similarly, the latter recognizes that in

dividuals are not equal in intellectual capacity.

In his

criticism against the present system of education in his
country he points out that such education is designed for the
few "who are intellectually stronger than their fellows."

25

This is obviously a criticism against his traditional system
of education for not taking individual differences into
consideration.

/

The conclusion which emerges from this

discussion is that both Dewey and Nyerere recognize
individual differences in education, and believe in a
23
" Nyerere, "Arusha Declaration," in Freedom and
Socialism, p. 231.
24
r
Dewey, Democracy and Education, p. 116.
25
""Nyerere, "Education for Self-Reliance," PostArusha Policy Directives on Education, March, 1967, in
Self-Reliant Tanzania (Dar Es Salaam: Tanzania Publishing
House, 1969), p. 219.
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universal concept of dignity and worth in the human person.
^

Both Dewey and Nyerere are opposed to the competi

tive instincts of man and tend to stress his co-operative
instincts.

For the latter, colonial education is inadequate

because it emphasized and encouraged the individualistic and
competitive instincts of mankind, instead of his cooperative instincts.

26

This claim can be substantiated by

referring to the external and competitive nature of the
evaluation or examination method of colonial education.!
This system is so selective that only the "fittest" survive,
and such conditions normally foster competition rather than
co-operation. " Similarly, Dewey stressed the 'instinct" of
co-operations instead of brutal competition, as a law of
27
life. "

From these data, one can state that both Dewey and

Nyerere stress co-operation as opposed to competition.
Dewey, it should be recalled, assumed that man is
interactive, and Nyerere also agrees with this assumption.
This claim is valid because it has been shown that both
agree on the co-operative instincts of man.

We cannot

have interaction without co-operation, and therefore, both
concepts go "hand-in-hand," and this is supported further by
Bayles' observation that interaction is a co-operative affair.

27

Dewey, "Education for Social CHange." The Social
ggontier. Vol. Ill, No. 26 (May, 1937), p. 235.
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It has been shown that Dewey and Nyerere have
similar views about human nature.

In other words, both

appear to agree that man is active as opposed to passive,
and that he is interactive and unique.

Consequently, both

seem to agree that man learns by doing, and further, that
man learns from experience.
How the Learner Should be Taught

J

On the question of how the learner should be taught,
Dewey and Nyerere again seem to share a similar position.
In his "Education for Self-Reliance," the latter stresses
that education should prepare people to be able "to think
for themselves, to make judgments on all the issues
affecting them; they have to be able to interpret the
28
decisions made.""

This position is not different from

Dewey?s idea of "Act of Complete Thought" based on re
flective thinking, the scientific method, or the method of
inquiry.

The reader should note that both Dewey,^

Nyerere, and other pragmatists such as Bayles^1' and

81
Bode,
agree that a child should be taught how to think.
^q

Nyerere, "Education for Self-Reliance," in Freedom
and Socialism, p. 267.
29
""'Dewey, Democracy and Education, p. 145.
80
"* Bayles, Pragmatism in Education, p. 80.

81
"""Bode, Conflicting Psychologies of Learning, p. 274.

—Both are also opposed to passivity in the learning
process, that is to say that, for them, a child should
learn through active participation.

Nyerere believes that

self-reliance must be integrated with school work; the
relevance of one to the other, he argues, must be made clear
to the learner.

They must be m ade to learn and practice

attitudes and skills which will be of use to them, and to
society, in the future.

They must therefore not only learn

what has to be done in a particular community, but why it is
necessary to have a farm or workshop; they must learn why
one process is recommended on the farm or one method used
in the workshop and not just be told that it is so.

For

Nyerere it is not enough for children to learn that ferti
lizer is a good thing, they must learn why it is good, and
what it does.

Children, Nyerere stresses, must be able to

explain and demonstrate, not simply repeat things by rote.
This means that they must learn to integrate self-reliance
•30
activities and academic teaching in the school.
This method of teaching a child is obviously
opposed to being passive, and it rather represents the
active involvement of a child in the learning process.

It

is also opposed to the rote learning which Dewey criticized
so many times as being traditional.
It has been pointed out that both Dewey and Nyerere
agree that a child should be "prepared" for society in a

32Nyerere, Freedom and Socialism, p. 413.
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special, practical way.

The former argued that living and

learning are essentially social matters,

and he compared

the attempt to develop social attitudes, apart from the
actual social setting, with trying to develop the skill of
swimming outside of the water.

In his opinion the only way

to prepare for social life is to engage in it, and similarly,
in his criticism of colonial education, Nyerere stated that
Tanzania's present education is such as to divorce its parti
cipants (the learners) from the society for which it is
qlj
supposed to prepare them."
Both Dewey and Nyerere believe
that a child should be taught to be an intelligent and an in
tegral part of society; that he should be prepared for his
intelligent participation in the society to which he
belongs; and that the school should reflect what goes on in
that kind of society.

The kind and quality of mind depend

on the kind of community the school is.

This leads

us naturally to the consideration of their views regarding
the teaching-learning situation.
Teaching-Learning Situation
The task to be carried out here is to compare Dewey's
and Nyerere's views with respect to the relation between
teacher and students; the role of a teacher; the type

j:'Dewey,

"The Psychology of Elementary Curriculum,15
Elementary School Record, Vol. 9 (1900), p. 223.
O

Nyerere, Freedom and Socialism, p. 268.
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of freedom; and the place of authority in the teachinglearning situation.
Relation between Teacher and Students
In this regard, Nyerere advocated that teachers,
workers

and pupils together must be the members of a social

unit in the same way that parents, relatives, and children
constitute the social unit itself.

Continuing, he stresses

that there must be the same kind of relationships between
pupils and teachers within the school community, as there are
between children and parents in the village.

Schools must be

economic as well as social and educational communities.

Every

school must also be a farm, and school communities should
consist of people who are both teachers and farmers, and
pupils and farmers. '

He emphasizes that the pupil must

be really involved in the activities of the schools, from the
planning stage up to and including the allocation of the
R f)
returns of any productive work that is undertaken.
The above ideals of Nyerere can be interpreted to
mean: first, that he advocates a mutual, harmonious and
co-operative relationship between a teacher and his students;
second, that he is opposed to any status domination by either
or

Nyerere, Freedom and Socialism, p. 269.

3°Ibid.,

p. 410.
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the students or the teacher; and thirdly, that he wants the
relationship to be the same as in the local family unit.
Social work should reflect such harmony and co-operation
that students are at the same time teachers and farmers;
that farmers be students and teachers; and that teachers
themselves are to be students and farmers.

He maintains

that the classroom as well as the farm are to be grounds
for teaching co-operation.

S7

It should be recalled at

this point that co-operation necessarily implies interaction.
Therefore, it is safe to argue that Nyerere wishes the
relationship between a teacher and learner to be marked by
interaction and mutual sharing.
—. Nyerere and Dewey, therefore, seem to also agree on
the relationship between teacher and students.

It has been

noted that Dewey believed that interaction assigns equal
rights to the factors of experience, in this case, the
student and the teacher.

He further observed that any

normal experience must be an interplay between a child and
qO
his environment (or teacher).
Both Dewey and Bayles
would expect the relation to reflect this mutual "pupilteacher interplay," but the latter suggests that its basic

37Ibid.,

p. 267.

1
Dewey, Education and Experience, p. 42.

38
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criterion should be such as to avoid status domination,
either by t eacher or by pu pil.

This obviously is in

agreement with Nyerere's ideas.
The Role of a Teacher
In a teaching-learning situation, both Dewey and
Nyerere seem to assign a similar role to the teacher.

To

the former, a teacher is not to dominate a student, but
rather to encourage mutual interest, co-operation and inter
action.

He should then participate and enter into shared

activities with students, so that "The teacher is a learner,
QQ

and the learner is, without knowing it, a teacher."-^
This statement is quite similar to the one made by Nyerere
to the effect that the school community should consist of
people-teachers, students and farmers who can play the role
of one another.

In short, the teacher is expected to be

a learner and viceversa.
Regarding the role of the teacher, Nyerere emphasizes
that he should encourage the young minds to develop the
ideas of self-reliance through the manner in which he (the
teacher) approaches his task.

For Nyerere, a bright teacher

should work with enthusiasm with his pupils and should
encourage them to help each other.

The teacher, he maintains,

should explain why he is doing certain things and why certain
things exist.

He is to form attitudes which reflect the

39
" D e w e y , Democracy and Education, p. 160.
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ideas of "self-reliance ." If a teacher visits officials
and then treats a poor farmer as though he is dirt, Nyerere
believes that children will grow up believing that it is
the proper way to behave with farmers in a developing country.
But the one who treats everybody, whatever their position, with
respect and who discusses his position clearly, rationally
and courteously is inculcating a spirit of harmony, of
friendship and of mutual respect.

Such a teacher, he

||o
believes, is "teaching by being."
In other words, Nyerere believes that a teacher's
role is to work with enthusiasm, to work conjointly with
his students, and to encourage the spirit of co-operation
amongst them.

He should treat all with equal respect, and

should justify what he teaches.
be exemplary.

Above all, a teacher should

That is how "teaching by being" is

interpreted.
Thus, Dewey and Nyerere agree on some
aspects of the role of a teacher and disagree on others.
Both agree that a teacher's role includes encouraging co
operative work among students, and that he should share in
joint activities with students.

They also agree that a

teacher should justify what he teaches, and that he should
not impose his ideas on students or require them to accept
any idea without rational justification.
1|0

Dewey regards a

Nyerere, "The Power of Teachers,"
Speech at
Morogoro Teacher's College, August 27a 1966, in Freedom
gjjd Socialism, p. 286.
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teacher as a guide and a director, who is to provide the
necessary conditions for reflective thinking while the
energy that propels learning, as well as learning itself,
rest on the learner.

It has been shown that knowledge is

not absolute for Dewey, and therefore, that he would not
expect the teacher to be the exclusive source of knowledge.
Nyerere's notion that "teaching by being" is the
most effective technique of teaching is interesting, as
this assumption is capable of a variety of interpretations.
It could mean that a teacher should teach by p recepts, but
it could also mean that he should be exemplary, that is to
say th at he is to reflect the type of experience or learning
a child is to have.

If this interpretation is correct, and

if the possibility of relative models is not assumed, then
the notion implies that a teacher should be looked upon as
the most important source of knowledge.

In that case, and

depending upon the degree of authority assigned to the
teacher, the implications might not be very Deweyan as they
could tend to contradict the notion that both teacher and
students are learners in a teaching-learning situation.

Thus,

assuming the teacher to be a fixed model for students may
presuppose that absolute knowledge resides with him, and
consequently, the possibility is open that he has nothing to
learn from students, since he would be authoritarian.

This

Possibility is minimized under the assumption of relative
models because it would be taken for granted that neither the
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teacher nor the students possess an exclusive claim to
final knowledge.

Therefore, it is quite likely that teacher

and students are learners in a teaching-learning situation
as depicted by the authority that he recognizes in the elders
would be enriched through a wise recognition of experience.
The wisdom of the elder, who ought to "teach by being," is
enhanced by h is willingness to listen, and interact.

Perhaps

an examination of freedom and authority in a teachinglearning situation would help.
Freedom and Authority
With regard to the type of authority in a teachinglearning situation, some similarity can again be observed
between Dewey and Nyerere.

It has been noted that Dewey

stressed an inseparable connection between freedom and
authority; he felt that freedom with control should prevail
in a teaching-learning process and argued, as noted, that
it may be a loss rather than a gain to escape from the
control of another person only to find one's conduct
dictated by immediate whim and caprice.

It is, thus,

dangerous to place oneself at the mercy of impulses, into
which formation of intelligent judgment has not entered.
This seems to suggest that Dewey would prefer expert
direction to having a situation where a child escapes such
control.
lii

Similarly, Nyerere advocates the students'
r

Dewey, Experience and Education, p. 65.
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involvement in school activities, which means freedom of
action and free participation.

Like Dewey, he warns against

any attempt to believe that a child should be allowed to do
whatever he wants to do, without guidance, as Nyerere
believes that such action would create problems and dangers.
For instance, he argues there can be too much talking and
not enough action; and there is also the danger that mis
takes would be made which would have been avoided by a
more expert type of direction.

hp

These views imply that

Nyerere, like Dewey and Bayles, describes unlimited freedom
as being anarchical.

The conclusion that seems to emerge

from this comparison is that both Dewey and Nyerere believe
in freedom with control in a teaching-learning situation.
Both Dewey and Nyerere do not seem to agree with
respect to the locus of authority.
authority is shared.

For the former,

This position is taken by him because

of his belief in great similarity between the social and
physical sciences as well as his conviction that the sci
entific method is applicable to ways of life.

Nyerere,

on the contrary, does not go along with Dewey in this regard,
for he seems to locate more authority within the teacher.
The use of authority is his main concern.

In other words,

he recognizes that a teacher has pervading authority, but
4?

.
Nyerere, Freedom and Socialism, p. 142.
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how such authority is used is crucial in the realization of
the educational ideals of self-reliance.

In "The Power of

Teachers," Nyerere warned against teachers who may think that
the way to use authority is to get other people to work for
4s
them.
In African societies respect for elders is extremely
important and this is recognized by Nyerere.

In his Ujamaa,

he notes that a person is respected more for his age than for
his wealth.

He also stresses that in traditional African

society, wealth gave neither power nor prestige to a man,
but the respect paid to an elderly man by the young was due
to the fact that he had served his community longer, and thus
the "poor elder" enjoyed as much respect in our society as
44
the rich elder. '

No data so far have indicated that Dewey

advocated that children should not respect elders, but he
did not seem to make a major concern of the respect for them
by the young.

This is strange, however, because intellectu-

alization of past experience is the crux of pragmatic savoir
faire. and, presumably elders are richer in this skill.

On

the other hand, Nyerere seems to attach great importance to
such respect.

In African societies respect for age takes

Precedence over respect for any other thing.

Since the

teacher, in most cases, is older than his pupils, Nyerere

'ln(
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would advocate that a teaching-learning situation be
marked by respect, for the teacher and a reciprocal respect
for the pupil.
A N igerian writer has expressed a similar position
by saying:
In a teaching-learning situation, the relationship
between the teacher and the student should be
characterized by love and mutual respect. Doth
are expected to perform their roles well."5
The above quotation which is the present writer's
translation of Union Ibo, stresses the importance of the
reciprocal respect that should exist in a teaching-learning
situation in Nigeria.

The belief is that learning is

facilitated when there exists mutual love and respect, and
also that the teacher and students perform their roles
better under such a situation.

This belief is in agree

ment with Nyerere's great concern about respect in Tanzania,
where he believes that for it to exist in a teaching-learning
situation it must be reciprocally achieved.

It can be argued

that the authority which a teacher possesses in the African
context, results mainly from the respect paid by h is pupils
and not from a belief in the "scientific method."

What is

shared is mutual, but not equal respect, and it is therefore
questionable if this authority is equally shared since the
teacher's is rooted in his greater experience, hence breeding
45

Belonwu Iwuchuku, "Kedu Ihe A C horo N'Ebe Nwa Nta
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the respect he receives from children.

Authority, there

fore, is seemingly subordinate to respect to elders, and con
ceivably Nyerere complements pragmatic implications by
providing an insight beyond Dewey's explicit text.

A sor t

of ultimate implication in the art of gaining what Bayles
calls "goal insight configuration" is the optimal utili
zation of past experience, that an elder teacher might
exhibit.

We have suggested, however, that Dewey is rather

quiet in this regard, perhaps because it reminded him of a
principle that tends to be important within the tenets of
an idealist philosophy of education.

v

Curriculum

—' i ——————

With respect to curriculum, both Dewey and Nyerere
also agree that it should not be imposed.

One of the former's

main criticisms of traditional education is the imposition
of the subject matter from above and from outside.

He

believed that the imposition of the subject matter does not
provide a connection between the adult and the child's
experiences, and also believed that the lack of such a
connection forbids active participation by p upils in the
development of what is taught.

He was also opposed to

dogmatic book learning, that is, learning by just memorizing
what is fixedly incorporated in books, and presumably in
the heads of elders, thus treating such a subject matter as

46
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ready-made and as an end in itself.

He argues that it

would be a mistake for the principal and teachers to only
design the plans for a particular kind of workshop , and
then give these to the pupils saying "This is what you have
to do.!l

h7

This approach, he argues, would make pupils feel

like laborers and therefore conscious of exploitation.
Prom this discussion, one can appropriately conclude that
both Dewey and Nyerere are opposed to the external imposition
of subject matter, and believe that students should be
involved in the development of what is to be taught, except
that the latter is much more explicit regarding the role of
elders.
Nyerere says: "It is as much a mistake to overvalue
h8
book learning as it is to under-value it.""

The fact is

that he is opposed to the tendency of encouraging school
pupils to value book knowledge more than knowledge acquired
from any other sources.

He distinguished two sources of

knowledge: books v/ritten by ed ucated people, and elders.
By edu cated people, he means those who have gone through
formal school; whereas elders consistute the sources of
traditional knowledge and wisdom which is often acquired
ty intelligent men and women as they experience life.

Nye

rere criticizes the tendency for pupils to despise the
knowledge from elders (including their own parents)
h7

Nyerere, "Progress in Schools," in Freedom and
Socialism,, p. 412.
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because they may consider it old fashioned and ungrounded
since they did not go through formal schooling.

In short,

he is saying that book learning is as important as learning
from the elders.

He identified learning from educated

people with learning from books because of his conviction
that those educated in the traditional system of education
acquired their knowledge from books.

This claim is borne

out by his reference to traditional colonial education
2j Q
as "bookish." '^ He also criticized colonial education
for failing to teach children that they can learn important
things about farming from elders: "We should not assume
that a man can do the job because he has a degree - or
assume that he cannot do it because he has no degree.

We

should wait to find out his attitude, character or any
other ability.""

Thus Nyerere stresses knowledge incor

porated in the heads of the elders and presumably, though
somewhat unclearly, so does Dewey, perhaps because the latter
is against any either/or form of thinking in education,
and hence against a dualistic opposition between knowledge
from books, and knowledge from experience.

In addition,

Nyerere argues that young people have to learn both a practi
cal respect for the knowledge of the old,

f!uneducated,51

farmer and an understanding of new methods and the reasons
4g

Ibid.

5°Ibid.
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for them, and argues that the farmers had been on the land
for a long time and that the methods they used were the
results of long experience in the struggle with nature.

How

ever, he says, "The young must learn new methods, but must
SI
question and understand the reason for them."*

This in

dicates that Dewey and Nyerere are in favor of both old and
new knowledge, providing that they relate to the key-factor
of "experience."
Subject Matter as a Social Concept
Both Dewey and Nyerere seem to agree that the subject
matter of education should be social.

It has been shown how,

for the former, education in all its phases should use a
criterion of social worth, and therefore the curriculum must
take into account the adaptation of studies to the needs of
the existing community life.

Education, he argues, should

be concerned with things which are socially most fundamental:
j-.e. ,

it must first be human and only after that should it

w
52
oe professional.'"

What he means by subject matter being

"social," or "human" is that it should stress things which
all people share in common; hence education has no meaning
unless one defines the type of society one wants to create.
The curriculum, then, has to be social in order to be able to
truly reflect the human milieu in which it is used.
52Ibid.

53
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Nyerere also believes that subject matter must be
social.

African Socialism and his philosophy of Self-Reli

ance can be realized by a n education which will reflect the
type of society he wants to build I

"The only choice before

us is how we allocate the educational opportunities...to
serve the community as a whole.

53J
-

He is not only concerned

with the interest of an individual or group of persons but
with society as a whole.

Furthermore, he argues that the

type of things taught in the school should be determined
by t he things which the boys or girls ought to know, i.e.,
the skills they ought to acquire and the values they ought
to cherish if they can live happily and well in a socialist
and predominantly rural society and contribute to the
improvement of life there.

54

For him, the subject matter

should be such that it would foster the social goal of
living together, and working for the common good.
The reader should nevertheless bear in mind that
our two educators are trying to build different types of
societies; while Dewey's concern was to modify capitalism,
Nyerere's is the re-establishment of Ujamaa.
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Dualism in Education
Both Dewey and Nyerere are opposed to "either-or"
thinking or dualism in the curriculum.

The former has

criticized the tendency to separate culture from utility,
by arguing that wherever and whenever dualism prevails,
the danger always exists that the children of the cultured,
leisured and upper classes will have a liberal education,
and those belonging to the laboring masses a vocational
education.

He was convinced that this dualism is preci

sely the cause of class distinctions.

Similarly, the very

nature of African Socialism as well as Nyerere's concept
of "self-reliance"
and academics.

is opposed to the separation of work

Ujamaa stresses that the activities on

the farm school must be incorporated into classroom
teaching so that pupils learn how to do these things for
55
themselves by doing them. "Nyerere would agree that

dualism can destroy the spirit of co-operation which he
wants the schools to inculcate, because work and study do
not reduce academic standards.

He also maintains that

self-reliance must be integrated with school work, and
disagrees with the notion that if children are working as
well as learning
cally.

they will therefore learn less academi

For these reasons, the fear that such a practice

would lower the standards of administration throughout
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the country in the. future is fallacious, according to
Ujamaa.

These similar views are implicit in their philo

sophy of "learning by doing," in which there is no separation
between practical work and learning, and in which thought
and action should not, nor cannot, be separated.

The

tendency to separate culture and utility is a factor in the
further separation between liberal and vocational education,
whereas for Dewey and Nyerere, education in a democracy
should make them by d efinition inseparably connected.
Place of Religion in Curriculum
As noted in the preceeding chapter, Dewey has no
place for conventional religion in the public school
curriculum because he considers it a divisive force.
This follows from his conviction that there are as many
beliefs as there are believers.

He also mantained

that it is dogmatic and hence absolutistic, and therefore,
conventional religion, in his opinion, is not a unifying
force in society.

Religion has to be something that

represents a common creed or a common desire for the
betterment of mankind,

Nyerere, on the other hand, does

not seem to dwell so much on the place of religion in his
self-reliance school activities.

He does not consider

religion, at least conventional religion, to be a part of
socialism.

He is convinced that it is very private and

advocates religious freedom.

For him, the question of
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religion should be left alone to private individuals, and
unlike Dewey, Nyerere does not seem to analyze the effects
of including conventional religion in curriculum.

He once

stated: "The essential nature of religious beliefs makes
it necessary for socialism to leave religious questions
56
alone as far as possible."~~
Curriculum and Educational Values
Dewey, it should be recalled, did not believe in a
fixed hierarchy of educational values, i.e., he did not
think that certain subjects were inherently more valuable or
more important than others.

Rather he was convinced that

the value of any subject depends on the responses it would
arouse in the student; it depends on the importance of that
subject in helping a child to engage in an activity which
he enjoys.

Although Nyerere does not appear to treat

educational values as Dewey did, there are grounds to believe
that he too is equally opposed to a fixed hierarchy of
educational values.

To prove this, the reader must recall

his statement "It is as much a mistake to over-value book
learning as it is to

57
under-value it."

One should not

say then that book learning is important or unimportant, and
in this sense, he seems opposed to a traditional vaiae hierarefy.

Nyerere, Freedom and Socialism, p. 14.
57

Nyerere, "Education for Self-Reliance," in
Self-Reliant Tanzania, p. 219.
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His criticism against a fixed hierarchy of educational values
can also be seen in his discussion of book knowledge versus
knowledge acquired from the elders.

One must recall again

that he warned pupils against the tendency to believe that
learning from books ("educated"people) is more valuable
than learning from, elders.

He does not want pupils to

downgrade either one of these types of knowledge, and he is
also convinced that the value of book learning and the
learning from the elders depend upon the contributions
they will make in the realization of their educational
ideals.
From the above discussion

it can be safely concluded

that both Dewey and Nyerere seem to be opposed to setting
up a fixed hierarchy for educational values.
Evaluation
An attempt will be made in this section to compare
Dewey's and Nyerere's views regarding how to evaluate,
and the role of evaluation.
For Nyerere, evaluation by means of examinations
should be de-emphasized.

He observed that the present

system of examinations would create difficulty in the
re-organization requiredfor self-reliance education.

He

contended that if pupils spend more of their time on
learning to do practical work, that is, contributing to
their own upkeep and the development of the community,
they should not be required to take the present kind of
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examinations, at least not within the same time period.
He also realized the difficulty in thinking that the
present examination system is inviolable and pointed out
that other countries are moving away from selective
examinations or even abandoning them altogether at the

58
lowest levels .

He also stressed that examinations

should be de-emphasized both in the government's and
the public's esteem.
Instead of the old examination system, Nyerere
suggests an evaluation which takes into account what is
taught and the kind of work done in the school and commu
nity.

A te acher-pupil assessment of the work done in school as

well as in the community, together with the things taught
in classrooms, should be the basis of examination.

He

believes that this system will be a better method of
selecting people for higher education.

In short, he

stresses that community projects, and other works which
are contributory to the development of the community,
should earn credits for students and that such credits
should count towards a child's examination results.
Instead of the primary school activities being
geared to the competitive examination which selects the
few who go on to secondary schools, they must be a
preparation for the life which a majority of the children
will lead.

58

He maintains that the present examination

Ibid.
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system is geared toward international standards and stresses
an evaluation system which will be suitable for the type
of education a society intends to provide.

He also

criticizes the current evaluation system because he
finds it is competitive and selective.

It discriminates

against students by categorizing them into those who are
fit for higher education and those who are not.

But the

alternative system which will take community projects as well
as book learning into consideration would not be discrimina
tory.

It would give equal opportunity and recognition for

those who are vocationally inclined.

Therefore, any

evaluation which fails to take farm skills into consideration
is unacceptable to self-reliance education.
Dewey has a similar view with respect to evaluation.
We have noted his attack on the idea of regarding individuals
as differing in the quantity of mind, and believed that
in such a case, ordinary persons would then be expected to
be ordinary.

Only the exceptional would be allowed to

have originality.

He thus warned that a quantitative

comparison of one person's abilities with those of
another is "none of the teacher's b u s i n e s s . H e
argued that such an examination, or quantitative
measurement, is irrelevant to a child's work.

Instead,

the role of examination, or what should be measured, is the
59
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degree to which every individual is given an opportunity
to employ his own powers and the activities that have
meaning for him.
From the above, one can observe that .both Dewey
and Nyerere are opposed to competitive or selective evalu
ation, because it tends to view ordinary students as somewhat
incapable.

They also agree that evaluation should include

individual activities which are meaningful to them as well
as to the society in which they belong.

They agree that

a selective evaluation system subordinates education and
social arrangement to a stratification based on averaged
gross inferiorities and superiorities.

Dewey warns that

no one should use such words until one determines the
specific area in which a person is inferior or superior.
This means that a student who is inferior academically,
can possibly be superior vocationally, and vice versa.
This position is also a justification for Nyerere's idea
that the system of examination needed for his selfreliance education is one which combines what is taught
in classroom (i.e., academic) and community works.
Such an evaluation, both would agree, is capable of
providing opportunities for all to be superior students.
This sets the stage for an examination of Dewey's and
Nyerere's views on the "Aims of Education."
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Alms of Education
For Nyerere, the aims of education are to convert
the schools into economic as well as educational communi
ties which are, to a considerable extent, self-reliant.
He wants each school to meet the cost of its
own maintenance.

The aim of self-reliance educa

tion is to consciously and proudly contribute to the
national development and self-reliance.

Furthermore,

Nyerere's educational system attempts to foster the social
goals of living and working together for a common good.
It has to prepare the young to play a dynamic and con
structive part in the development of a society in which
all members share fairly in the good or bad fortune of
the group, and in which progress is measured in terms of
human well-being, rather than prestige, buildings, cars,
or other such things.

Nyerere's education must

therefore,

inculcate a sense of commitment to the total community
and help the pupils to accept the values appropriate to
the future of Tanzania, and not those appropriate to their
colonial past.
Again, the Tanzanian educational system emphasizes
co-operative endeavors and not individual advancement.

It

must stress concepts of equality and responsibility to
give the service which goes with any special ability,
whether it be in carpentry, in animal husbandry, or in
academic pursuits.

It is to counteract what Nyerere calls

2^0
the temptation to develop intellectual arrogance.
this, he ar gues, leads

For

the "well-educated" to despising

those whose abilities are non-academic, or who have no
special skills and are just huma n be ings.

He be lieves

that su ch arrogance has no place in a society o f equal
citizens.

He wants his education not only to prepare

the young for social values bu t al so to prepare

them

for the work they will be ca lled up on to do in the society,
and he believes that the development o f rural society
A

depends upon the efforts of the individuals,''"

This

statement is pa rticularly important bec ause i t sho ws that
he recognizes the fact that the development of individual
potentialities (which are reflected in the e fforts they
make) is a crucial factor in the consequent d evelopment
of society.

This also supports one of the basic

assumptions of this study, i.e., that dev elopment de pends
on the realization of the potentialities of individual
citizens.
Nyerere argues thdt education sho uld aim at p reparing
people for their responsibilitie s as free workers and
citizens in a free and d emocratic society (largely rural).
It m ust also prepare

intelligent cit izens who are able to

interpret the dec isions made through democratic ins titutions .
In short, Ujamaa ! s educational aim is, in Dewey's
terms, "for civic eff iciency," i.e., producing good

6%yerere, Freedom and Socialism, p. 219*
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citizens who participate in the government of the country.
It has been shown that thr ee aims of Nyerere's
educational philosophy need to be emphasized.

First, it is

primarily designed to foster the social values of living
together, and of working together for a common good.

In

a word, this education aims at r e-estabishing African
Socialism - U ( jamaa.

Second, education is to

prepare individuals for the work they have to do in the
future society to make it ec onomically self-reliant.
Third, it is to prepare intelligent cit izens who wo uld
participate in the government of the co untry.
One must reoall that, for Dewey, the aims of
education, as far as this study is concerned, are social
efficiency and culture.

The former comprises industrial

competency and civic eff iciency.

Regarding industrial

competency, the aim of education is to prepare individuals
so that they will be able to earn their living and that of
their dependents, and civic e fficiency as an aim, means
that edu cation should p repare individuals to be g ood
citizens.

Citizenship, in a general sense, means whatever

makes an individual an agreeable social being, and
also, in a particular sense, it mean s the ability of the
individual to judge his fe llow men wisely, and to take
part in m aking as well as obeying laws.
The second aspect of Dewey's aims of edcuation is
culture.

This means a development of personality, and

refers to giving attention to what is unique in an

2^2
individual.

Dewey d id n ot s eparate so cial efficiency

from culture as aims of education, i.e., he did n ot
consider development of individual potentialities of
uniqueness and of physical products as separate entities.
Rather, he wa nted the increase of physical output to be
a reflection of the development of individual potentia
lities or personal qualities.
Both also agree that e ducation should pr epare
individuals to be able to earn their own living as well
as that of their dependents, and that educ ation should
prepare individuals to be able to live and work together
in co -operation, i.e., both prefer the co-operative to
the com petitive instincts of man.

Finally, both educators

agree that ed ucation should develop the unique qualities in
individuals as a pre-requisite for the development of a
society.
There is one obvious difference between Dewey's
and Ny erere's aims of education.

While the latter is

primarily conc erned with a rural agricultural society,
the former concentrated on an urban industrial society.
However, this fact do es not ov ershadow the similarities
between them.
It appe ars quite appropriate at this point to
remark that De wey's concern about urba n-industrial society
and, particularly, the role of science in it, is optimistic.
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Nevertheless 5 E. F. Schumacher would argue that Dew ey's
goals for such a society can now b e se en as misguided
in the light of the problems facing developed cou ntries
today.

Dewey bel ieves that sc ience would help create

the type of society h e advocates, and co nsequently he
states that i t is the industrial-scientific-technological
process that makes sustenance and survival possible, 1 ""
He is convinced that the entire modern industrial
development is the fruit of technological application

and

science.
Schuma cher does not agree with the Dew eyan
optimism about the role of science; instead, he considers
scientific te chnology as being responsible fo r some of
the difficulties co nfronting the industrialized nations.
He bel ieves that m odern science is concerned with
quantifiable aspects of life to the exclusion of the
qualitative dimensions, and argues that s cience or "knowhow"
is incapable of solving the problems of life or giving
meaning to man's existence.

Schumacher, therefore, might

claim that the atomic bomb which threatens mankind is also
the fruit of applied science .

Other examples of the

consequences of scientific technology in modern times are
associated with the problems of conservation of natural
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resources which are obviously connected with the recent
energy crisis.

Scientific technology can also be held

responsible for the perennial environmental problems
such as industrial waste and air and water pollution.

In

short, Schumacher would argue that modern scientific
man does not realize that he is a part of nature, because
he considers himself as an outside force destined to
dominate and conquer it.

Hence, Schumacher warns that if

man succeeds in conquering nature, he would find himself
62
on the losing side.
It should be stressed nevertheless that Dewey wants
scientific activities to be carried out intelligently.
In other words, he expects those who apply modern science
to various activities to consider its consequences to society;
but unfortunately, they do not seem to comply.

Applying

scientific technology intelligently means avoiding action
that would lead to pollution and the reckless depletion of
natural resources; i.e., science should be used by man
to help him survive and not for the destruction of nature.
In conclusion, therefore, and as long as science is applied
unintelligently, Deweyrs goals for industrialized society
could be misinterpreted.

Further, Schumacher

would summarize the situation by stating that the gigantic
/T p

E. F. Schumacher, Small is Beautiful, p. 14.
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technological advances, which followed an excessive
optimism concerning the "goodness" of science, have created
a system of production which ravishes nature, and a type of
society that mutilates man.

Granting that the appropriate

implementation of DeweyT s democratic values by no means
would allow this to happen, Nyerere's textual awareness
of these danger

appears to reveal much less confidence

in Western "scientific approaches," and in their obligated
relationship to collective and individual happiness,
particularly in Africa.

Perhaps this is due to the fact

that Dewey is in a sense, an American "turn of the century"
thinker, whereas Nyereref s historical role has provided
him with a clearer testimony of the perils entailed by
industrial development.

Hence he tends to fear (or at least

suspect) some of the very symptoms that generated
Dewey's enthusiasm.

However, this "anticipation of conse

quences" attitude seems to fulfill the essence of pragmatic
thinking, and therefore, reinforces this writer's thesis,
rather than weakens.it.

This study, then, arrives at this

point of its development with the knowledge that our two
thinkers resemble each others more than they, individually,
resemble Marxism or any other school of socio-philosophical
thought.

CHAPTER VI
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Introduction
This concluding chapter is designed to present
the total summary of this investigation.

In the light

of the data collected, and the concepts that have been
analyzed in the previous five chapters, final conclusions
and recommendations will be made.
This study was the result of the writer's burning
desire and total commitment to the search for an appropriate
alternative system of education for Nigeria.

The issue has

been that the present system of education in Nigeria is
traditional and therefore inadequate for meeting the nation's
development needs and aspirations.

Consequently, the purpose

of this investigation has been simply to determine whether
or not John Dewey's and Julius Nyerere's philosophies are
appropriate for Nigeria's education and development.
In order to answer the research questions posed in
Chapter One, the following topics were investigated:
(i)

The role of formal education in the achievement of

political development before and after Nigeria's inde
pendence; (ii) John Dewey's concept of democracy and its
educational implications; (iii) Julius Nyerere's philosophy
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of Ujamaa and its educational implications; and finally
(iv) a comparison .of the p hilosophies of Dewey and Nyerere.
Summary
It was found that John Dewey perceived democracy as
a form of government and also as a way of life, and that the
major characteristics of democracy for him were a balance of
freedom and authority; equality; individuality; co-operation;
shared mutual interest; interaction; and anti-dualism.

It

was also established that, in democracy, there must be an
intimate and organic union of authority, freedom, stability
and change, i.e.,
with control.

democracy is characterized by f reedom

Furthermore, a sine qua non condition for

democracy in politics is the equality of all individuals,
i.e.,

the circumstance that all individuals should be

entitled to equality of treatment by the law and its admini
stration.

In other words, they should have equal opportunity

of participation in the making of laws and regulations, and
should also be equally obligated to their abidance.

Dewey

regarded the government or the state as a means of achieving
such democratic principles.

In politics, the search for a

desirable form of government embodying an experimental
attitude is democratic because the policies and ideas of
any government must be judged in terms of their consequences
to society.

Therefore, actions or policies which have

adverse consequences must be readjusted or reconstructed.
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The "findings" also reveal that, to Dewey, the
breakdown of democracy is due to the identification of
liberty with a maximum of unrestricted individualistic
action in the economic sphere.

The institutions of laissez

faire capitalistic finance are fatal to the realization of
true democratic equality.

Industry must be run by men for

men and not by men for industry.

Workers must be given an

opportunity to participate in the economic decisions that
affect them.

There should be an organization that would

bring about the wider and more equitable distribution of
the uses and enjoyments that result from production.

The

state, therefore, should ensure equality of economic and
political participation through the enactment of laws that
reflect true democratic equality.
Based on this investigation, and in light of Dewey's
philosophy, it would seem that the scientific method is some
what applicable to religion, since he hoped that the latter
would be thoroughly "naturalized" in the minds of all people so
that it could be considered publicly and openly.

Religion

in a democracy is any set of theistic beliefs and practices
common to the aims, aspirations or convictions of mankind.
It should be something that expresses a common desire for
the betterment of humanity, by constituting a unifying
rather than a divisive force.

Finally, there is evidence

that democracy was viewed by Dewey to be chronologically
relative rather than absolute, i.e., what was considered
to be democratic in the past, may not necessarily be
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democratic today or in the future.
The study also revealed that Dewey's -concept of
democracy has crucial implications for a democratic view of
the learner3 how he should be taught, the teaching-learning
situation, the curriculum, the learner's evaluation and the
aims of education.

The learner must then be viewed as an

active, dynamic and intelligent being who interacts with
his environment and thus learns from experience.

He should

be taught how to think; and he should learn by an inquiry
method.

The scientific method is the best for sound

learning, i.e., it is the form that learning takes when
intelligence is fully freed.

Education should then fulfill

the intelligent functions of free individuals living and
working for an equally free society.
This study also established that, for Dewey, the
realtion between teacher and student

should reflect free

participation, sharing and co-operation.

Authority is to

be shared, and freedom with control should prevail rather
than an atmosphere of unrestricted freedom.

Neither

teacher nor students should dominate one another and the
imposition of subject matter is definitely unwanted.

The

role of the teacher is to provide conditions which stimulate
thinking, and he should also take a sympathetic attitude
toward the activities of the learner by entering into a
series of common or joint experiences with him.

Hence, the

teacher becomes a learner and the latter is, many times,
without knowing it, a teacher.
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There is plenty of evidence of the fact that Dewey
is opposed to the imposition of subject matter.

He criti

cized "either-or thinking" and stressed a recognition of
intermediate possibilities.

Education should do away with

all dualisms because they aid in the establishment and
fixation of class distinctions which are obviously opposed
to democratic principles.

He was also opposed to any fixed

hierarchy of educational values, and distinguished between
intrinsic and instrumental values: the former represent
those values which are ends in themselves, while the latter
constitute the means for achieving a given end.

The value

of a subject depends on the responses that it arouses in a
child, and since values are not absolute, education should
therefore avoid a fixed axiological hierarchy.

This is

why conventional religion should have no place in public
schools and also because it naturally may lead to divisive
forces.

Subject matter should, in consequence, be social,

and the curriculum must take into account the adaptation of
the courses of study to the needs of the existing community
life; it must seek to improve the life people live in common.
It must be human and only after that become "professional,"
that is, it must deal with the fundamentals or the experiences
in which the wider groups share in common, and base its
technicalities upon that foundation.

Democracy cannot

flourish when the chief influences in selecting the subject
matter of instruction are mere utilitarian ends narrowly
conceived for "the masses
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Dewey's concern about evaluation centers around its
impact on individuality, i.e., the uniqueness of equality.
Individuals should not be regarded as differing in the
quantity of mind, and the determination of how one person's
abilities compare quantitatively with those of another is
not the business of the teacher, for such a comparison is
totally irrelevant to the students' work.

Evaluation of

this kind tends to classify people into "superior" and
"inferior," regardless of whatever names or labels are given
to the students viewed as objects and not subjects.
ever

How

euphemistically described, quantitative evaluation,

if confused with qualitative assessment, will only destroy
the place of individuality in an authentic democracy, and
return to the lethal implications of laissez faire capitalism.
The role of evaluation should be to help educators discover
the unique qualities of a child so that they can provide
opportunities for him or her to develop to his fullest
capacities.
Dewey's aims of education also include social
efficiency and culture.

The former, in turn, comprises

industrial competency and civic efficiency, which are
achieved by viewing the overall aim of education as the
effort to prepare individuals who can make a living by
being able to support themselves and their dependents, and
thereby contributing to an increase in the social output.
As for civic competency, specifically, education should pre
pare individuals not only to be good citizens, but also to
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be able to judge issues and men intelligently and thus
participate effectively in politics.

This is why culture

as an aim of education should involve the development of
individual personalities, since it deals with the parti
cular potentialities and the unique qualities of each
citizen as a subject, in terms of his capacity to contri
bute to the common good.

The comparison between Dewey's

and Nyereref s writings revealed several interesting
similarities.

First of all, both are opposed to

traditional capitalism, although it must be pointed out
that Dewey would only reform it along modern liberal lines,
whereas Nyerere would definitely reject all forms of
capitalist thinking.

They agree nevertheless on the issues

that this study has singled out as freedom and authority,'
'equality,1 'individuality,' bo-operation,' 'shared mutual
interest,' Interaction,' and 'antidualism.' Both educators also
seem to agree on the nature of democracy in politics %
industry, and rural agriculture respectively.
Philosophically speaking neither one of them is
sympathetic with metaphysical questions, and hence, both
seem to look at institutionalized religion as a strictly
private matter.

They, in addition, seem to share a common

view about human nature since both of them appear to agree
that man is an active, dynamic being with unique qualities
and the capability of learning from experience.

Furthermore,

the two thinkers agree on the basic issue that man must be
taught how to think and that there should be an active and

253
democratically balanced interplay between a teacher and his
students in the teaching-learning process.

To both philo

sophers, curriculum or subject matter should be social and
therefore it must not be unilaterally imposed.

Again, they

seem to restate here that quantitative evaluation discrimi
nates against students and that education should be aimed
at social efficiency and cultural development.

Finally,

and perhaps most importantly, both thinkers seem to agree
that general development depends on the development of indi
vidual potentialities, providing that this contention is not
simplistically based upon the obsolete tenets of classical
liberalism, but rather founded on the more solid conceptions
of modern social science, with its revised inter-relationship
between the individual and the larger society.
The following differences were found between Dewey
and Nyerere: the former appears to be more concerned with
religious questions and their educational implications than
the latter.

On the other hand, Nyerere stresses the impor

tance of knowledge acquired from elders much more than Dewey,
and therefore is more successful in developing the role of
tradition in a manner that this writer found perfectly
consistent with the importance of past experience in an
expanded interpretation of pragmatic tenets.
authority

For Dewey,

is to be equally shared in a teaching-learning

siutation, while Nyerere tends to stress the factor of
respect for the teacher as an elder.

Unlike Dewey, he is

preoccupied with how authority should be used and how it
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should be shared rather than merely rejecting authoritarian
models.

Yet both thinkers are concerned with building

different societies; while Dewey was concerned with
modifying or democratizing capitalism, Nyerere1s preoccu
pation was with the urgent re-establishment of African
socialism or Ujamaa.

Dewey was preoccupied with the

improvement of an already industrialized and urban society
whereas Nyerere's concern was strictly about a rural agri
cultural society in danger of losing its African identity.
Both educators are pragmatic thinkers.

The evidence

gathered from a detailed review of literature seems to
indicate that Nyerere is obviously a member of the prag
matic

ranks, and this claim has been substantiated by the

comparison of pragmatist thinking with Ujamaa.
Thus the available data seem to indicate that Dewey
and Nyerere are trying to achieve different ends by similar
means: one believes in modifying or democratizing capitalism5
and the other strives for a return to Ujamaa.
The data on Nigeria's education before and after
independence reveal that formal education played little or
no part in political development.

It was also found during

the investigation that colonial educators did not have an
optimistic view of the learner, and that there has been an
emphasis on memorization and rote learning rather than
learning by doing at all stages.

Students even now, are not

taught how to think, and the teaching-learning situation
appears to be teacher-dominated, while students are passive
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receptacles of information.

The curriculum is thus

imposed from outside, it is rigid, too academic, and to
some extent, irrelevant to Nigeria!s society.

It is also

not social because its subject matter does not center
around things of common interest to Nigerians.
The data also reveal that the evaluation techniques
or the examination systems are external and also used as a
selective device, which has restricted educational expansion
and hence retarded the realization of individual potentia
lities for Nigerians.

It has imposed on students a curri

culum devised for pupils in the United Kingdom, and still
tends to classify pupils into "superior" and "inferior"
without taking into account other unique abilities.
The aim of Nigerian education was also found to be
naively utilitarian, in that it tends to prepare people for
specific jobs.

There is evidence that it was not originally

designed to foster development in the truly African context
and here the available data seem to confirm once
more that Nigeria's education is traditional and hence in
adequate in meeting the country's developmental aspirations.
Conclusions
On the basis of this investigation, this writer con
siders himself prepared to contend that both John Dewey and
Julius Nyerere are convinced pragmatists.

Hence, this

study also concludes that their philosophies of education
are, with very minor exceptions, extremely similar.

It

256
appears therefore, safe to state that the adoption of
Dewey's educational philosophy, if viewed as a means to an
end, is appropriate for the detailed implementation of
Ujamaa.

Furthermore, since Ujamaa, in turn, owes its

existence to a committed search for the most appropriate
and natural African philosophy, the conclusion which emerges
from this investigation is that Dewey's philosophy is also
appropriate for Nigeria's education and development, given
the fact that Nigeria is part of Africa.

Most of Dewey's

philosophy, in effect, can be applied to solve the problems
of Nigerian education and development, if properly inter
preted and authoritatively directed by Nigerian leaders.
Lastly, but perhaps most importantly, it must be stated at
this point that the foregoing conclusion is predicated on
the conviction that the Deweyan philosophy transcends the
limitations of a strictly American import, and hence the
thesis herein maintained would not be a simple instance of
making another attempt to impose foreign ideas in Nigeria.
In this sense, U,jamaa has been utilized as the acid test
for the relevance and universality of Dewey's thought in a
land that could not have been more distant, geographically
and culturally, from the Chicagoan and the Columbian class
rooms where the pragmatist master probably conceived many
of his ideas.
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Recommendations
In order to develop Nigeria in a truly African
sense, educators must seek to modify their traditional
system of education so as to reflect the spirit of African
and Nigerian society.

With this in view, the following

recommendations can be made.
The Learner
The African man should be the focus of Nigerian
education.
society.

He is, and has always been, the basis of this

Therefore Nigerian educators should develop an

optimistic rather than a pessimistic view of their male
and female compatriots.

They must recognize that there

are as many unique qualities as there are African indivi
duals and this fact must be reflected upon by the education
policy makers.

African educators must also take into

account the revised concept of freedom and equality for all,
as the only recourse that will foster the development of
Nigeria through the realization of the potentialities of
its individual citizens.

The Nigerian man should be viewed

as a physical being in the realm of his own nature and
environment, i.e., a Nigerian should be viewed and recog
nized as a part of his own milieu nature, or his own physical
environment.

Nigeria is_ an agricultural country and there

fore, agricultural activities should be embraced, and used
as the basis for many educational decisions.

This also means

258
that the development of Nigeria's agricultural and other
natural resources is imperative, and implies that African
children should be taught to equally cherish academics as
well as manual labor.

The Nigerian man must be viewed as

a social and moral being in the realm of his own unique
society, and this implies preparing all Nigerian youth to
be effective members of their society.

The African man must

be viewed as an intellectual being in the realm of his own
culture, and this means that African culture as the central
aim of education is necessary.

African education must also

develop the individual potentialities of African individuals.
The weakness of Nigeria's education before and after inde
pendence has been that the Nigerian learner is conceptuali
zed in a very narrow sense.

In view of that, it is re

commended that the Nigerian man should be viewed with a
broader perspective, conducive to a development of a whole
man or woman.

Nigerian educators must, therefore, strive

to develop and prepare him for a complete physical, social,
moral and intellectual excellence, thus transcending the
meager goals of a formal education still patterned after
the clerical needs of a dominating power.
Nigerian students should not be viewed any more as
passive creatures who have to sit down and memorize what
the teacher says.

Instead, they should be invited to

develop the inquiring minds that they always have had since
the days of pre-colonial "Africanhood ." According to both
Dewey, the American, arid Nye rere, the African, all students
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should be taught how to think.

This is obviously an

appropriate recommendation for the development of Nigerian
individuals as well as the Nigerian nation.

Every Nigerian

citizen should be able to participate in politics, and his
effective participation should involve intelligent activi
ties, his ability to judge and constructively criticize the
government in power.

These necessary requirements can be

acquired only if the schools deliberately teach pupils how
to think.

Man in general is said to be a rational animal;

the pragmatist classifies man as an "intelligent" being and
this characteristic proverbially distinguishes him from the
"lower animals."

Since man is man, irrespective of his

nationality, color or creed, (Nigeria included, this writer
would hope, as would Dewey and Nyerere), it is imperative
that he acquires thinking ability.
Nigerian educators must realize that their brother,
the Nigerian man is a part of nature. Hence they should
prepare students to learn how to live in harmony with it,
and students must be encouraged to learn by doing.

They

must be encouraged to interact with their environment,
since this is the essence of Nyerere's idea of creating
farm schools where learning and farm activities will go hand
in hand.

The dichotomy created between academics and manual

work by traditional education could thus be overcome.

When

a child is taught to recognize that he is a part of nature
and is prepared to cherish manual and agricultural work, the
rural areas will become less apt to be deserted, and perhaps
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there will be less pressure to migrate to the urban areas.
Thus development will start from the agricultural areas and
then spread to the cities rather than the present tendency
to concentrate development in urban areas to the exclusion
of those where the majority of Nigerians still live.

Thus

this aspect of the Deweyan antidualism is considered appro
priate to Nigeria, since it implies that educators should
prepare children so that they will learn to equally cherish
intellectual training as well as manual or pratical work,
and it has been shown how Nyerere follows suit.
agricultural society (like Nigeria),

For an

development should not

be measured in terms of the development of the cities.
Rather, the crucial thing at this stage of its advancement
is the extent to which the country's agricultural and other
natural resources are developed.

This recommendation is

thus also in agreement with Nyerere's statement to the
effect that agriculture is the basis of development and not
industry and money.

Instead, they are the results of de

velopment, since industry in and of itself, does not
initiate development.
Nigerian educators must also view man as social in
terms of Nigeria and other countries.

Both Dewey and

Nyerere believe that the individual and his society are
inseparable.

It is therefore recommended that Nigerian

educators should prepare pupils for their own social
effectiveness.

Nigerian children should be encouraged to

learn to share in things of mutual African interest.

They
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must be taught to respect human dignity, equality and
liberty.

They must be taught to recognize their own indi

vidual uniqueness, as Africans, and the worth of indivi
duals.

In their teaching-learning situations, it is re

commended that Nigerian children be encouraged to develop
the spirit of co-operation so that upon leaving school,
they will value co-operative life.

This will hopefully

limit or even eliminate the elite-mass gap which has
plagued the country since the introduction of Western
traditional formal education.

As a consequence, Nigerian

educators should prepare their pupils for social and civic
efficiency because their traditional education has failed
to make significant contributions in this area.
If the Nigerian learner is viewed and developed as
suggested, this country will hopefully be able to realize
its individual potentialities, and at the same time achieve
its own unique societal development.

Such a view of all

human nature and its incorporation into all educational
plans will most likely produce individuals with a positive
self-concept as well as a good notion of their own citi
zenry.

It will also hopefully enable future Nigerian

generations to know more about their own people, traditions,
and physical environment.

Nigerians would thus also be

more likely to think reflectively, to interact, and to fully
participate in their political, economic and social activi
ties without feeling inferior to anyone, either within or
without their own land.
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Curriculum
In order to realize the ideals suggested above,
urgent reform in the Nigerian school curriculum is impera
tive.

The curriculum before and after independence re

quires children to digest much academic information, most
of which is totally irrelevant to the country.

For

instance, and in addition to other textual observations
cited before, B. 0. Ukeje'L (A Nigerian educator) has ob
served that until 1963, East Nigerian students in "Standard
Three (i.e., Grade Four) were made to memorize an endless
list of foreign great men, all of whom were dead.

It is

not only in history that the curriculum has been irrelevant.
In arithmetic, for instance, the pupil may memorize: "four
farthings make one penny ," but neither the teacher nor the
students will ever see or use a farthing.

In the grammar

schools, English language, English literature, mathematics
history (British or Commonwealth), geography, physics,
chemistry, biology, and religious knowledge form the cores
of the subject matter.

These subjects are not only taught

too academically in a Western fashion, but also in the pro
cess under which they are memorized, produces a restricted
individual creativity by its excessive formality and reliance
on rote learning.

LlJkeje,

p. 8l.
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Rather than this type of curriculum, it is recom
mended that an integrated design should be attempted strictly
on the basis of Nigerian relevance.

Only after that should

the curriculum be geared toward professional needs.
The above recommendation is supported by s ome of
UNESCO's observations.

2

The Faure Commission observed that

in curricula revision, Chile, India, Indonesia, Peru and
Tanzania have given a top priority to the establishment of
close ties between schools and their milieu!

The same

commission states that education suffers basically from
the gap between its content and the living experience of its
pupils, between the systems of values that it preaches
and the goals set up by society, between its ancient
curricula and the modernity of science.
recommends:

Therefore it

"Link education to life, associate it with

concrete goals, establish a close relationship between
society and economy, invent or discover an education
system that fits its surroundings—surely this is where the
3
solution must be sought."
A d etailed account of the type of curriculum design
advocated is beyond the scope of this study, and is
recommended as further study.
Edgar Faure, Learning To Be (Paris: UNESCO, 1972),
P. 19.
•"'Ibid., p. 69.
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Evaluation
It is further recommended that the Nigerian system
of evaluation or examination cease to be external to the
students as well as to the schools.

The external nature

of the country's examination system has the tendency of
turning students off, and thus of producing a retarding
effect on the realization of individual potentialities.
As E. F. Muckenhirn

observed, the external examination

system in Nigeria is one of the major inhibiting factors
to education expansion.

Lord Hailey

5

also stated that

external examination imposes upon African secondary schools
a curriculum which had been devised for pupils in the United
Kingdom and which is therefore unsuitable for Africans.

It

is also believed that external examinations are responsible
for the overweight of education on the literary side.
On the basis of these findings, it is strongly re
commended that the Dewey and Nyerere models of evaluation

E. F. Muckenhirn, Secondary Education and Girls in
Western Nigeria (Michigan: University of Michigan School
of Education, 1966), p. 66.
""Lord Hai ley, African Survey (London: Oxford
University Press, 1957), p. 1189.
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be incorporated into the Nigerian setting.

This implies

that Nigerian eduaators should evaluate both the quanti
tative as well as the qualitative aspects of pupils.
Children should be encouraged to get involved in community
projects which are of social benefit, and which would range
from farming activities to community development projects.
The evaluation of these activities, together with the re
sults of the students' assessments in academic subjects,
should constitute a child's overall evaluation.

It is

further recommended that individual schools be involved in
"real" evaluation rather than imposing such examinations on
them, since the traditional system of examination functions
by classifying students into those who are academically
superior and inferior.

The suggested model will hopefully

not only give everybody an opportunity to become superior
but it will also enable children to develop their individual
qualities.

Educators should begin to attach equal weight

to intellectual as well as vocational or practical excellence,
and the Nigerian government should attach equal Importance
to excellence in manual work as well as to intellectual
attainment.

This recommendation is compatible with the

Dewey and Nyerere models because it reflects their antidualism.

Nigerian educators should come to terms with the

fact of individual differences and this fact should be one
of the governing factors in their educational programs.

In
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In an African setting, two types of authority should
be recognized.

First, an authority which, in pragmatic

terms, might be said to be derived from the scientific method,
and second, another authority possessed by a teacher by
virtue of his age.

The latter is the type attributed to a

traditional factor of respect paid to the teacher as an
elder.

Dewey deems to concentrate on the first type of

authority, but dees not say much, if anything at all, about
the second, probably because he was, after all, influenced
by American social traits, in spite of his universal
intentions.

It may be misleading and confusing to talk to

an African about sharing authority without specifying the
type of authority to be shared.

Nigerian educators should

not talk about sharing all the authority in a teachinglearning situation because its historical meaning involves
a much broader view of authority than Dewey conceived both
through the scientific method, and the democratic will of
the American people.

The second dimension of African

authority cannot be subordinated to the scientific method,
because it is deeply rooted in African tradition.

Although

Nyerere and Ukpaby do not seem to specify the type of
authority they talk about, it is inferred that they are
probably referring to the second type because it cannot be
shared.

Such an authority resides ipso facto with the

teacher, in an inextricable network of psychological and
historical causes that are deeply rooted in the several
millennia that constitute the African past.
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Finally, it is recommended that Dewey's theory of anti-dualism
and individual differences be recognized in the Nigerian
system of education as a pre-requisite factor in the
realization of individual potentialities and societal
development.
There are some Deweyan ideas which are not recommended
for Nigeria.

First, this author would not recommend Dewey's

tendency to de-emphasize the acquisition of knowledge that
is already incorporated in the heads of elders.

This would

not be appropriate to U,jamaa, as well as to Nigeria's edu
cation and development, because it is recognized that at
this time, when Africans are facing the challenge of reestalishing a way of life, the knowledge and wisdom of the
elders

is a sensible framework of orientation.

Nigerian

teachers should therefore recognize it as a most useful
building block, and consequently African and Nigerian
tradition should be taught at a very early age so that such
knowledge will form part of a child's experiences as he
progresses in his education without shattering his
"Africanhood«{l

The schools should make efforts to invite

the elders occasionally to instruct the young, and students
should be encouraged to do group projects investigating the
Nigerian past so as to maintain and respect their true
identity.

Even the most revolutionary socialist movements

have tried to preserve this important component through the
identification of the positive traits that are usually found
in the history of a strong culture.

However, in teaching
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children African tradition, it is proper for teachers to
explain to them why such knowledge is necessary.

One should

recall that development in the African context means buil
ding on the foundations of the African past, by adapting the
traditional and extended family unit to the demands of the
present and the future.

In order to accomplish this,

children must be encouraged to acquire a genuine and undistorted knowledge about their past.

This recommendation

is in line with Nyerere1s theory that, in a teaching-learning
situation, the farmers are to be students as well as teachers.
The rationale behind this position is that elders are mostly
the farmers who possess the wisdom and knowledge of the
African past.
Second, Deweyfs view that authority should in all
cases be shared between teacher and students in a teachinglearning situation, is not considered to be appropriate to
a Nigerian setting, and therefore not recommended for in
corporation into Nigerian education.

It has been already

noted in Chapter One, that Ernest Ukpaby (a Nigerian
educator) did not recommend the American idea of teachers
sharing their authority with all pupils in all cases.

It

was also further noted that Nyerere is not concerned with
how authority should be shared, but rather preoccupied with
how it should be used by the teacher who is in possession
of it.

Conceivably, these two thinkers failed to make a

basic distinction between two types of African authority.
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Following Nyerere's ideas, it is then recommended
that Nigerian educators be more concerned, at least for
now, with how they use their authority rather than with
the locus of its residence and the ways in which it should
be unexceptionally shared.

The difference between authori

tarian and non-authoritarian teachers would be governed by
the ways in which they use their given authority, and it
is therefore recommended that Nigerian educators should use
it in the manner that is compatible with non-authorita
rianism.

This alone should constitute a most progressive

gain.
In the African tradition, respect for elders, as
Nyerere noted, is very important in the value system.

T

For

that reason, it is highly recommended that students be
encouraged to acquire and/or maintain such an attitude both
inside and outside of the classroom.

Children must learn to

respect their teachers, parents, elders and one another,
since respect has a truly African implication for all
teaching-learning situations.

A teacher who is paid due

respect by his students is most likely to be able to work
more effectively with them.

It is, therefore, not enough to

extend freedom to children, because that freedom should be
combined with control, as Dewey repeatedly pointed out,
although naturally influenced by a society which,
industrially speaking, was significantly more advanced,
even in his day, than Nigeria is now.

A te acher who has no

respect for and from his students may not be able to
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function effectively in the country that has been the
subject of this study.

In Africa it has always been

believed that respect is a reciprocal process, and should
be the first and most timely form of shared authority.

In

other words, what should be shared now in Nigerian schools
is respect.
For the reader who may wonder about the difficulties
that the ideas recommended might present in Nigeria, this
writer would like to indicate, at this point, that there
are some potential problems.

Such difficulties, however,

would result from the manner in which the ideas are inter
preted and applied rather than the tenets of pragmatic
thought.

Some Americans would indeed admit that Dewey's

ideas are not "all bad," but that unfortunately, the mis
understanding and misapplication of these ideas resulted in
a gross bastardization.

Similarly, Nyerere's ideas are

creating problems in Tanzania, due to their misunderstanding,
and mis-application.

This claim has been substantiated by

research which shows that the people of Tanzania have re
sented not so much the body of Nyerere's ideas themselves,
but a policy that is viewed as very theoretical because

6

people do not understand it.

Accompanying the problem of

misunderstanding is the difficulty associated with the
application.

This is also obvious in the Tanzanian case

^Dennis William Schroeder, "Rural Development in
Tanzania: The Significance of Villagization," M.A. Thesis
(Ottawa: Carleton University, February, 1977) 3 P . 178.
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where the same research indicates the belief of some
people that the villagization approach forced certain in
habitants to move against their will.

This writer envisages

similar problems in Nigeria if the ideas recommended here are
misinterpreted and misapplied.

However, problems that may be

connected with a lack of understanding can often be avoided
through an effective public education program, specially
designed to clarify such ideas before and after their
adoption.

In addition, the difficulties that might arise

from specific methods of application can be minimized or
eliminated by choosing only those procedures which relate
to the pedagogical strategies recommended by this study.

It

is not suggested that Nigeria should strictly follow the
Tanzanian villagization strategy because it is considered
unsuitable.

In fact, the population of Nigeria is more

evenly distributed in the rural areas than that of Tanzania,
and therefore, instead of moving Nigerians from their origi
nal places, the government should provide the necessary
encouragement and subsidies for the rural people to develop
their agricultural resources accordingly.

It may, however,

be argued that villagization was the only realistic alter
native opened to Nyerere, since he decided to follow this
approach despite the recognition that moving people from
their original places naturally creates resistance.

For

such a method to be successful, it requires much persuasion,
and a preparatory educational program that is specifically
designed to meet such goals.
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Furthermore, a failure by Nigerians to distinguish
between collective means in a democracy, and collective ends
in Marxism, might constitute another source of problems.
Dewey and Nyerere's emphasis on the use of government
measures to achieve individuality, as well as economic,
social and political well-being, may be misunderstood if
adequate clarification is not provided.

There is the danger

that some Nigerians would identify government intervention
with authoritarianism, and the rationale for this claim is
the fact that some Nigerians have acquired capitalistic atti
tudes through a long association with the Western world.
However, a problem of this nature can be resolved by
re-educating the people, and making it abundantly clear that
collective means do not necessarily imply Marxism or commu
nism.
Again, the adoption of Dewey and Nyerere's ideas
in Nigeria must involve a change of attitude, and there is
no question that attitudes are hard to change.

Neverthe

less, such a change must be made in order to make Nigerian
people more receptive to new ideas, and this means that
those attitudes which are deeply rooted in classical capi
talism should be modified by adapting them to African and
Nigerian realities.

This type of problem may be short

lived since it would, hopefully, disappear with the passage
of time and an effective public education program.
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Another potential problem is associated with economic
efficiency.

It can be argued that those Nigerians who are

committed to private enterprise in the classical-liberal
sense, would most likely be opposed to Dewey and Nyerere's
ideas of a government involvement in the major economic
decisions.

They would fear that the Nigerian government

would manage the economy inefficiently and would, con
sequently, join forces in criticizing public ownership, on
the grounds that it would pursue objectives which are not
primarily motivated by profit maximization.

It is appro

priate, at this point, to recall that the charge against
public ownership is that it is economically inefficient.
However, in the Nigerian context, this may or may not
constitute a real problem because economic efficiency de
pends on how one defines it.

For those who define it as the

maximization of profit, an increased government involvement
would mean inefficiency^since public ownership is not
supposed to be primarily profit oriented.

On the other

hand, for those who do not view it exclusively in terms of
money making and profit maximization, it would be misleading
to believe that a government involvement in economics is by
necessity economically inefficient.
The position taken by this writer is that government
participation in the major economic decisions does not imply
economic inefficiency, and this view has been shared by a
number of writers.-
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John Dewey does not believe that economic efficiency
should be measured exclusively in terms of profit-making.
For him, economic efficiency is not an absolute thing
because he does not believe that industrial inefficiency in
outputs has been attained, and is convinced that an
economy is inefficient when the proportion of inputs is
greater than the outputs,and he attributes this type of
inefficiency to the failure of the economy to utilize human
pov/er.

Furthermore, he argues that this failure is due to the

fact that the capitalist system leads to capital-intensive
as opposed to labor-intensive operations and goes on to state:
"We have not succeeded in engaging, enlisting and releasing
available human energy."7

This implies that for Dewey,

the efficiency of any economic system is to be judged by
the level of human employment rather than by a ny other
criterion.
E. F. Schumacher has also argued that the American
economy is not efficient because he believes that an
industrial system which uses forty per cent of the worldT s
primary resources and supplies less than six per cent of
the world's population could be called efficient only if it
can attain successful results in terms of human happiness
g
and well-being, culture, peace, and harmony.
He is con7
'Ratner, Intelligence in the Modern World, p. 420.

8

'"Schumacher, p. 119.
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vinced that the American economy has failed to do this,
Schumacher is equally convinced that economic efficiency can
only be measured in terms of the employment of human re
sources 5 and the rationale for this position is that human
happiness and well-being cannot be achieved if the rate of
unemployment is intolerably high.

There is no question that

man is happy when he is productively employed and this is
true not only of the African traditional family unit but
also as a universal phenomenon.
Therefore, it can be stated that the Nigerian govern
ment's economic involvement does not and would not necessarily
lead to economic inefficiency since it depends on its own
objectives.

Nigerian leaders should gear the economy toward

full-employment of human and natural resources in order to
minimize or eliminate economic inefficiency, since this is
an effective way of contributing to human happiness and wellbeing.

The role of Deweyan education in this regard is ob

vious because it would mean that Nigerian schools should, as
mentioned previously, prepare intelligent citizens capable of
running the government democratically, and such leaders
should not attempt to "out-capitalize" the capitalists in
their economic policy making.

This author's contention,

therefore, is that, if the above precaution is taken, the
adoption of this aspect of the Dewey and Nyerere philosophies
would most likely aid economic development rather than create
problems of economic inefficiency.
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One might claim that Schumacher knows British
socialism as it works in practice as well as how to bring it
about, and that John Dewey does not seem to provide a
strategy and plan of action to achieve his own version of
modern liberalism.

If this claim were correct, it would

raise a basic question as to how Deweyfs philosophy can be
applied to a Nigerian situation when he himself does not seem
to provide a strategy (or the means) for implementing his
ideas.

Nevertheless, this writer believes that it is mis

leading to imagine that Dewey has no strategy for the
realization of modern liberalism as he perceived it.

It

should, in the first place, be stressed that the concept of
"Deweyan education" is virtually identical to his concept of
a basic ontology, as well as a basic value, and since he
believes and relies on "education" as a means of recon
structing democracy, it stands to reason, therefore, that
"education" is the strategy adopted by De wey for the purposes
of establishing his own version of modern liberalism.

This

claim is Implicit in his statement that education can help
9
improve the problems of production and distribution."

To

further prove this claim, it must be remembered that, for
Dewey, means and ends are unified, and thus, education itself
is both the end and the means to achieve democracy.
9
""Dewey, et. al., Ethics (New York: Henry Holt and
Company, 1936), p. T8"7.
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It is finally recommended that Nigerian teacher
training colleges should offer courses in the philosophy,
methodology, and comparative systems of education, and that
the ideas of Dewey, Nyerere, Schumacher, among others, be
included in these courses.
It is understandable that Schumacher, unlike Dewey,
would not rely on education as a strategy for creating his
own type of society.

He does not have faith in modern

education because he believes that education, as he sees it
today, is dominated by wh at he describes as "nineteenth
century ideas."

In his opinion, these ideas cannot provide

man with the meaning of life, since they lack what might
be called "metaphysical awareness."

Nigerians, however, may

not go along with Schumacher's view since they have great
faith In formal education as a means of social change, as
indicated earlier in this study.

It would seem, then, that

the implementation of Dewey's philosophy of education through
his pedagogical principles, would be a most effective strat
egy for Nigeria's development.
In conclusion, this writer recognizes that the re
commendations which follow from this study, are not without
potential problems; but such problems would depend, how
ever, on how the Dewey and Nyerere ideas are interpreted
and applied.
Lest it be thought that this writer rejects all nonAfrican contributions, he would like to end this part of
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his investigation by recalling Julius Nyerere * s statement:
"The automatic rejection of something because it is said
by an American or Chinese, or done in Britain or Poland,
is as much a reflection of an inferiority complex as the
automatic acceptance of what they say or do.""1"^

Therefore,

Nigerians should determine the appropriateness of what is
said or done in other lands before accepting or rejecting it.
Otherwise, Dewey's thoughts would not have been used in
this study, and the reader knows how crucial it has been
deemed by t he author.

The reader should also note that

the recommendations which resulted from this investigation
were not automatic, but were rather based on carefully
chosen, collected, analyzed, and interpreted literature.
Nevertheless, more studies are needed to determine
the role of formal education in Nigeria's development since
independence, and this writer hopes to have at least made
a modest contribution to the "ground-breaking" conceptual
task that is implied in the study of nations like Nigeria:
old and highly developed in the existential richness of
well-established vital traditions, but new and "under
developed" by the Western standards of super-industrialized
modernity.
For those students and scholars who love anthropology,
history, or the other social and cultural sciences and
humanities, as well as their intermediate or overlapping
zones in terms of education and pedagogy, there is still

1JNyerere,

Freedom and Socialism, p. 21.
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much "Nigerian" work to be done.

Likewise for those who

thrive on the cultivation of empirical and experimental
methodologies, and their connections with education.
Thousands of hypotheses still to be empirically tested are
waiting to be developed in a Nigerian setting, in order to
provide explanatory and factual accounts of the quickened
pulse and vigorous vital signs of this most African area
of the world.
In the meantime, this study has been offered to the
reader with the best of intentions and much love for Nigeria,
this author's native land, and the site of many troubled
and pleasant youthful recollections.
This author also hopes to have communicated to his
readers at least a modicum of the challenge and enjoyment
that have been derived from the development of this
proejct:

some basic insights into the role of education for

the painful rebirth of an old culture, and the birth of a new
nation.

281

BIBLIOGRAPHY
Abernathy, David B. Political Dilemma of Popular
Education: An African Case. California:
Stanford University Press, 1969.
Adam, Curie. "Some Aspects of Educational Planning in
Underdeveloped Areas." Harvard Educational
Review, Vol. 32, Ho. 3, Summer, 19o2.
Adams. D. Bjork. Education in Developing Areas.
David, McKay, 1969.

New York:

Aduralegbe, Adeniji, ed., A P hilosophy for Nigerian
Education. Ibadan: Heinemann Educational
Books, 1*972.
Aguolu, C. C., "John Dewey's Democratic Conception of
Education and Its Implication for Developing Nations."
Second Order: An African Journal of Philosophy, Vol.
It, i <0.TaJuly 1975T.
Ajayi, J. F. "Recent History." In African South of Sahara.
London: Europa Publications, 1972.
Arinze, E.'C. "I Am Sorry For Mankind; Let It Be" (trans
lated by this author). London: The Decca Record
Co., Ltd., Circa., 1959Eamisaiye, A. "Ethnic Politics as an Instrument of Unequal
Socio-economic Development in Nigeria's First
Republic." Bulletin of the Institute of African
Studies, Vol. b, Ho. 2, 1971.
Bango, S. A. "The Object of Primary School Education,"
a paper presented at the Nigerian National Curriculum
Conference.
Held at Ibadan on September 8-12. 1969.
Bassey, Etim. "The Role of Education in Nigeria in
Modernizing Attitudes and Values Conducive to
National Development." Ph.D. Dissertation,
Dissertation Abstract International. 33A,
Nos. 5-b, Ann Arbor, Micnigan: University
Microfilms, 1969 to date.
Battacheryya, N. C. "John Dewey's Instrumentalism,
Democratic Ideal and Education." Educational
Theory, Vol. 18, Ho. I, Winter, 19to.

282

Battle, V. M. et., al., Essays In the History of African
Education. New York: Columbia University, 1970.
Bayles, Ernest E. Pragmatism in Education. New York:
Harper and Row Publishers, Inc., 1966.
. Democratic Educational Theory. New York:
Harper and Brothers Publishers, I960.
Black, John. "Higher Education in Africa: Its Purpose
and Its Imperative Issues." The Journal of the
Royal Commonwealth Society, February, 1973.
Brembeck and Weidner. Education and Development in India
and Pakistan. Michigan: Michigan State
University, 1972.
Brockway, Fenner. African Socialism.
Head Ltd., 1963.
"

London: The Bradley

Brown, g. "British Educational Policy in West Africa a
and Central Africa." The Journal of Modern
African Studies, Vol. 2, No. 2~} 196*1.
Brubacher, Johns S. "Ten Misunderstandings of John Dewey's
Educational Philosophy." Bulletin of the School
of Education, Vol. 36, No. 1, University of
Indiana, January, I960.
Burns, Donald D. African Education.
University Press, 1965.

London: Oxford

Carol, Hans. "Making of Nigeria's Political Regions,"
Journals of Asian and African Studies, Vol. 3,
No. 1, 1969.
"
"
Child, John. "Dewey and Education." In John Dewey:
Philosophy of Science and Freedom. New York:
The Daily Press, 1950.
Clignet, Remi. "Inadequacies of the Notion of Assimilation
in African Education." The Journal of Modern
African Studies, Vol. 8, No. 3> 1 970.
Coleman, J. s. Education and Political Development.
Princeton: Princeton University Press, 1965.
Cox, Idris. Socialist Ideas in Africa.
Lawrence Wishart, I960.

London:

283

Dewey, John. Experience and Education.
Macmillan Co., Inc. 1938.
Democracy and Education.
Macmillan Co., Inc. 1966.

New York:

New York:

. "Challenge of Democracy to Education."
Progressive Education, February, 1937.
__

. "Education and Social Change." Social Frontier.
May, 1937.
. "The Crucial Role of Intelligence." Social
Frontier, Feb., 1935.
. Freedom and Culture.
Books. 1939.
Education Today.
19^0.

New York::Capricorn

New York: G. P. Putnams Sons.

. "Authority and Resistance to Social Change."
School and Society, Vol.
, No. 1137,
October, 1936.
. German Philosophy and Politics.
Henry Hold & Co. 1915.
. Liberalism and Social Action.
Putnam's Sons, 1935.
. Philosophy and Civilization.
Balch and Co., 1931.

New York :
New York:

New York: Minton,

. "Democracy and Educational Administration," an'
address before the National Educational Association.
Bebruary 22, 1937?
_. The Public and Its Problem.
Swallow, 1927.

Denver:

. Problems of Man.
Library, 19^6.

Philosophical

New York :

Allan

. "How to Anchor Liberalism." Labor and. Nation,
November/December, 19^8.

284

Dewey, John. "Force and Coercion." International Journal
of Ethics, Vol. 25, April, 1916.
. "Liberalism and Equality." The Social
Frontier, Vol. II, January, 1936.
. "An Undemocratic Proposal."
January, 1913.
. et., al., Ethics.
and Co., 1936.

American Teacher,

New York: Henry Bolt

. The Man and His Philosophy. New York :
Harvard University Press, I960.
. An Experience. Nature and Freedom.
The Liberal Arts Press, I960.
__

. How We Think.
Sons, 1939.

New York:

New York: G. P. Putnam's

. et., al., Schools of Tomorrow.
E. P. Dutton and Co., 1915.

New York:

. "Force, Violence and Lav/." Characters and
Events, Vol. 2, No. 636, (January 1916).
. "Mediocrity and Individuality." The New
Republic, Vol. 23. December 6, 1922.
. "Progressive Education and the Science of
Education." Progressive Education, Vol. 5,
July-August-September, 1928~!
. "Education for a Changing Social Order.11
National Education Association Proceedings, 193^•
. "Education, Democracy and Socialized Economy.11
Social Frontier, December. 1938.
. "Religion and Our Schools."
Journal, July, 1908.

The Hibbert

. "How Much Freedom in New Schools?"
New Republic, July, 1930.

285

Dewey, John. The Quest for Certainty: A Study of the
Relation of Knowledge and Action. New York:
Minton, Balch and Co., 1929.
.

Art and Education.

. Art and Experience.
Balch and Co., 193*'!.

Pennsylvania, 19^9.
New York: Minton,

. The School and Society.
of Chicago Press, 1899•

Chicago: University

. The Child and The Curriculum. Chicago:
University of Chicago Press, 1902.
. Reconstruction and Philosophy.
The Deacon Press, 1957.

Boston:

Dykhuizen, George. The Life and Mind of John Dewey.
Southern Illinois University Press, 1973.
Elegbe, R. A. "The Purpose of Teacher Education," a
paper presented at the Nigerian National
Curriculum Conference, 1969.
Fafunwa, A. B. "Teacher Education in Nigeria."
West African Journal of Education, February, 1970.
. History of Education in Nigeria.
George Allen and Unwin Ltd., 1974.

London:

Flint5 John E. "Nigerian: The Colonial Experience from
1880-191^ •Jf in Colonialism in Africa 1870-1960 •
London, Hoover Institution Publications, 1969.
Girvetza Harry K. The Evolution of Liberalism.
Collier-Macmillan Ltd., 1969.

London:

Gusfieldj J. R. "Educational Institutions in the Process
of Economic and National Development." Journal of
Asian and African Studies, Vol. 1, No. 2,
April, 1966.
Gwyn, Richard. "Schumacher Led Revolution to Small in
Economic Thought." Ottawa Journal, September 15,
1977.

286

Iiailey, Lord. An African Survey.
Press, 1957.

London: University

Haines, C. Grove, ed., Africa Today.
Greenwood Press"^ 1 968.

New York:

Hanson, J. W. and Brembeck, C. S., eds., Education and
Development of Nations. New York: Holt,
Rinehart and Winston, 1966.
Helleiner, Gerald D. Peasant Agriculture, Government
and Economic Growth in Nigeria. Illinois:
Eh Irwin, Inc., 1966.
Humayun, Rabin, Education in India. New York: Harper
and Brothers Publishers, 1955.
Hunter, F. P. G. "Two Centres of Higher Learning,"
African Affairs, Vol. *18, No. 1 90,
January, 19^9.
Igwe, G. E., et., al., Ibo Dialogues and Stories.
Ibadan: Oxford University Press, 1967*
Ikejiani, Okechukwu. Education in Nigeria.
Frederick A. Praeger, 1965•

New York:

The following are Ibo essays on a variety of
topics describing the Nigerian attitudes and
philosophies of education. They are contained
in
Itnuchukwu, Belonwu. An Igbo Revision Course.
Oxford University Press, 1963.

Ibadan:

"What Do You Expect Nigeria To Gain From
Its Citizens?"
"No One Pollutes a Breeding Ground for Pigs
"Unity is Strength."
"A Nigerian Heroe."
"How Nigerians Raise Children.-'.'
"Besides Nigeria, which Country Would You
Like to Visit and Why?"

287

Iwuchukwu, Belonwu. 'To Be Able to Understand Your
Environment, You Must Interact with It"
. "What Should be the Relationship Between
a Teacher and Students?" (The above titles
are this author's translations).
Jibowu, D. "Education of Women/' a paper presented
at the Nigeria National Curriculum Conference,
Held at Ibadan on September 8-12, 1989.
Kaplan, Abraham. New World of Philosophy.
Alfred A. Knopf, Inc., 1961.

New York:

Koenig, Samuel. Sociology an Introduction to Science
of Society. New York: Barnes and Noble,
Inc., 1957.
Kurtz, D. M. "Education and Elite Integration in
Nigeria/' Comparative Education Review,
Vol. 17, No. 1, February, 1973.
Levin, Johnathan, The Export Economies: Their
Pattern of Development in Historical
Perspective. New York: Harvard University
Press, I960.
Lev/is, L. J. "Education in Africa," in The Year Book
of Education. New York: Books for Libraries
Press, 1949•
Society, Schools Progress in Nigeria.
New York: Pergamon Press, 1965.
Muckenhirn, E. F. Secondary Education and Girls in
Western Nigeria. Michigan: Michigan School
of Education, 1966.
Naibi , n. n. s. "The Purpose of Primary Education,"
a paper presented at the Nigeria National
Curriculum Conference, Held at Ibadan on
September 8-12, 1969.
Nyereres Julius. Freedom and Socialism.
Oxford University Press, 1967.

London:

288

Nyerere, Julius. "Ujamaa: The Basis of African
Socialism 3" a paper presented at Dar Es Salaam:
Tanganyika National Union, April, 1962.
. "Agriculture is the Basis of Development," a
speech delivered at the Morogoro Agricultural
College, November, 1965.
. "The Role of Universities," an address at
Dar Es Salaam University College, June, 1966.
. "Principles of Development;" a memorandum
for the June 1966 Meeting of the National
Executive of TANU.
. "The Arusha Declaration: Socialism and SelfReliance," a document presented to the National
Executive Committee of TANU in Arusha, January,
29, 1967.
. "The Power of Teachers," an address at the
Morogoro Teachers' College, Dar Es Salaam,
August 27, 1966.
. "Education for Self-Reliance ," Post-Arusha
Policy Directives on Education, March, 1967.
. "The Declaration of Dar Es Salaam: Adult
Education and Development." C.I.D.A.,
Co-operation Canada, No. 26, May, 1977.
. "The Purpose is Man," a speech delivered at
the Dar Es Salaam University College, August,
1967.
_. "Socialism and Rural Development," the second
Post-Arusha Policy Paper Issued in September, 1967•
. Ujamaa: Essays on Socialsm.
Oxford University Press, 1971.

Nairobi:

. Freedom and Development: A Sel ection from
Writings and Speeches. Dar Es Salaam: Oxford
University Press, 197^•

289

Nigeria, Nigerian Diary. Lagos: Federal Ministry of
Information, 1976.
. "Investment in Education," the Report of
the Commission on Post-School Certificate and
High Education in Nigeria. Federal Ministry
of Education, I960.
________. Triennial Survey of the Work of the Federal
Department of Education for the Years 1955-57.
Lagos: Federal Government Printer, 1959.
. Annual Report of the Department of Education
for the Year 19^9. Lagos: Government Printer,
1951.
. Annual Report of the Department of Education
for the Year 19*18. Lagos: Government Printer,
1950.
. The Economic Growth of Nigeria: Report of a
Mission Organized by t he International Bank for
Reconstruction and Development at the Request of
The Government of Nigeria and the United Kingdom.
Baltimore: The Johns Hopkins Press, 1955.
Niven, Sir Rex. The War of Nigerian Unity.
Evans Brothers Ltd., 1970.

Lagos:

Obiogun, o. 0. "Education for Living," a paper presented
at the Nigeria National Curriculum Conference,
held at Ibadan on September 8-12, 1969.
Okafor3 Nduka. The Development of Universities in
Nigeria. London: Longmans, 1971.
Parker3 R. b. "An Old Tie for Nigeria."
Vol. 3, No. 1, January, 1952.

African Abstract,

Peterson3 Wallace. Income, Employment and Economic Growth.
New York: Norton and Co., Inc., 1962.
Piper3 D. C., et., al., ed. Post-Primary Education and
Political and Economic Development. London:
Cambridge University Press, 19^6.

290

Ratnei; Joseph. Intelligence in the Modern World.
New York: The Modern Libraries, 1939.
Schatzl, L. H. Petroleum in Nigeria. Ibadan:
Oxford University Press, 1969«
Schroeder, Dennis Williams, "Rural Development in
Tanzania: The Significance of Villagization,"
M.A. Thesis, Carleton University, Ottawa,
Ontario, 1977.
Schumacher, E. P. Small is Beautiful: Economics As
If People Mattered. New York, Harper and
Row, Pulbishers, 1973 •
Somjee, A. H. The Political Theory of John Dewey.
New York! Teachers College Press, 1968.
Svendsen, K. E. and Teisers M. eds., Self-Reliant
Tanzania. Dar Es Salaam: Tanzania Publishing
House, 1969.
Taiwo, C. 0. "The Purpose of Secondary Education," a
paper presented at the Nigeria National Curriculum
Conference, Held at Ibadan on September 8-12, 1969.
Thomas, Northcote, W. Anthropological Report on the IboSpeaking Peoples of Nigeria, Part 3, New York:
Negro University Press, 1969.
To, Cho-Yee, "John Dewey's Conception of the Relation of
Education to Democratic Ideal." Dissertation
Abstract International. 20, No. 8, Ann Arbor,
Michigan: University Microfilm, 1969 to date.
Tugwells Rexford G. The Democratic Roosevelt.
Penguin Books Inc., 1951.

Maryland:

Turner 3 L. D., "The Impact of V/estern Education on the
African's Way of Life." in Africa Today. New
York: Greenwood Press, 1968.
Ukeje3 B. 0. Educaton for Social Reconstruction.
Macmillan Co., Inc., 1966.
~~

Lagos:

29 1

Ukpaby, Ernest, "American Education: A Cr itical Analysis
of Its Possible Implication for Nigerian
Education ." Dissertation Abstract International,
16, No. 11, Ann Arbor, Michigan, University
Microfiiirj 196 9 to date.
William, Lloyd P. "A Liberal's Perspective on the Dismal
Sc.1 pnnp; John Dewey's View of Economic Theory
and Practice ." Educational Theory, Vol. 20,
Spring, 1970.
"" ~
Wilson, John. Education and Changing West African
Culture. London: Institute of Education, 1963•

